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Abstract
THE ONE-~YEAR RESIDENCE PROGRAM

FACULTY ADVISING PROJECT: A STUDY OF
INNOVATIONS [N ADVISING ROLES AND STRUCTURE

by

Rose Zwelg Starr

Advisor: DOr. lrwin Epsteln

What do experienced working students in a part-time work-
study M.S.W. degree program view as supports and obstacles to
professional education? How do they perceive their dual role
obligations as employees and students? What roles and functions
do thelr faculty advisors perform? These questions were explored
in the One-Year Residence Program Faculty Advising Project, a
formative research study and demonstration In which innovative
faculty advising models for part-time and residence year students
were Implemented and evaluated.

Guided by the principle that the structure and content of
advising should be adapted to the particular needs and problems
of work-study students, the Innovation In the part-time jhase
Incorporated the advising function Into the classroom teacher's
role In a required soclal pollcy course. For residence year
students, the Innovative program was characterized by continulty
in advisor between the part-time and full-time phases of the

Program, small group advising, and early advising assessment

iv



and intervention to prevent field work problems and improve
employee-students' learning opportunitles.

Comparative evaluation of project and regular advising
program students' perceptions indicated that project students
were more satisfled than contrast groups with the structure
and content of thelr respective advising programs. Project
advising appeared to stimulate student Interaction and assist-
ance, and provided a mechanism for the identification and
resolution of systems-wide problems. Project advisors valued
the project's focus on early assessment, problem prevention and
the Identification of speclal needs students.

The empirical study of advising roles and activities
corroborated other research findings suggesting a gap between
theory and practice re: the advisor's perceived iIntegrative
teaching function. In the residence year, advisors performed an
educational facilitation function through Information provision,
supportive counseling, problem-solving, systems negotion and
educational monitoring activitlies.

Study findings indlicated that work-study students Irrespec-
tive of advising intervention or Program phase perceived themselves
as employees rather than students. Excessive work load and time
constraints rather than Incompatible role obligations were
the primary source of role strain. These data highlight the
Importance of the agency In successful work-study programs,
and suggest a different pattern for the professional soclalizatlion

of experienced working students In alternative M.S.W. programs.
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CHAPTER |

PROBLEM STATEMENT AND LITERATURE REVIEW

The Growth of Part-Time Programs: Organizational Survival
and Access to New Student Constituencles

Part-time M.S.W. students and part-time alternative pathways
to the Master of Social Work degree represent a ‘''growth area' In
social work educaticn, and a response to changing economic and demo-
graphic conditions. From 1972 to 1977, enroliment in part-time M.S.W.
programs Increased 112% from 14 to 22%, as compared to 9% iIn the number
of full-time students in the same perlod.1 As documented in a 1979
survey by Frumkin and Grlgsby.2 over ninety percent of the schools of
soclal work in the nation have operative part-time M.S.W. degree
programs or programs in the planning stages of development. The
majority of these programs have emerged within the last ten years.

The decline in the pool of younger students and public scholar-
ship support has motivated the development within higher education
of educational alternatives to meet the needs of a growing adult
student constituency. Within professional social work education,
the emergence of the part-time alternative reflects both organiza-
tional survival and community service concerns. Part-time pro-
fessional degree programs alter the length and structure of the
full-time two-year design and provide new opportunities for

advanced education to workers, minorities, and others whose family,



career, and financial responsibilities limit their access to
standard day-time programs.5 Paying thelr own way, adult students
in part-time programs help bolster the sagging enroliment and
income of hard-pressed universities and professional schools whose
full-time student population ls.on the decline. As a result, part-

time programs have gained acceptance as necessary and important

components of professional social work education.

Program Quality: The Need for Faculty Advising for
art-Time M.S.W. Degree Students

The literature on part-time M.S5.W. degree programs although
relatively sparse and generally descriptive in naturef has begun
to identify organizational issues and problems that need to be
addressed if part-time programs are to fulfill their educational
promise. Although schools of social work have begun to recognize
the importance to Institutional survival of new programs that alter
the length and format of the traditional two-year plan , there has
been resistance to accepting them as equals in the educational hier-
archy and providing them with sufficient resources to maintain
quality. Thus, the ''resource starvation' and peripheral position of
part-time programs lg both higher and professional education have
long been of concern as have the related Issues of program

standards and quality.



Guzzetta has linked the questions of program quality and
organizational marginallty to the struggle for organizational
control, pointing to the ''shifts In power (In schools of social work)
which inevitably would follow dramatic changes In accepted patterns.“9
Frumkin, arguing that ''schools of social work -- are delivering
alternative programs that are at least of equal quality to their
regular counterparts,'' nevertheless calls for constant vigilance
with respect to quality and standards for part-time programs. The
big issue, in his view, Is 'whether schools have a commitment to
quality alternative education or whether their primary Interest Is
survival In a period of scarce resources and domaln incurslon.“1o

Echoing this concern for the maintenance and enhancement of
quality, other writers have developed criteria for necessary program
inputs, including adequate faculty, field and library resources;
student and faculty diversity, curriculum choice, opportunities
for socialization, and program evaluatlon.’1

To gain acceptance and reduce opposition from full-time program
faculty, part-time programs have attempted to demonstrate their
identification with standard M.S.W. requirements and their ability
to produce graduates comparable to those prepared in full-time two-
year programs.12 This effort, while strategically Iimportant to
assure program survival, has tended to divert attention from

critical analysis of the differential needs of part-time students

and the adaptation of educational structures necessary to meet them.



Only recently has recognition of the special needs of part-time
adult learners begun to emerge, calling Into question conventional
assumptions re: resource allocation and the applicablility of
traditional educational patterns.

in this regard, the importance of the faculty advising function
for part-time students has been ldentlfled13 as has the question of
how to connect part-time students to the school and Its educational
processes, and retain them through extended program phases to the
point of degree completion.

The faculty advisor In professional soclal work education
typically performs a liaison function between students and field-
work agencies, and ideally helps students integrate practical and
theoretical knowledge from class and fleld experience. They pro-
vide information and counsel on a range of educational Issues and
problems, and are available as needed between scheduled contacts.

Initially, the faculty advising component in part-time programs
was sparsely developed, on the assumption that students attending
evening classes did not require extensive resources for formally
structured advice and information. As the experience with part-
time students and programs has grown, however, It has become clear
that more, not less, may be requlred.1h The isolation and dfscon-
nection of part-time students from school processes and Informal

information networks has become apparent, creating the necessity

for part-time program faculty advisors who are readily avallable



and accessible to part-time students, and who have adequate knowledge
of educational options and requirements as well as the "Ins' and
"outs'' of the educational Institution Itself.

Furthermore, the opportunity to interact with faculty and
students and participate In school and professional actlivities are
considered important elements In the development of a feeling of
connection to and satisfaction with the educational Institution and
its processes -- perhaps equal in importance to direct instructional
activities. In this regard, the time-extended nature of part-time
programs (they typically require three or more years to complete);
the infrequent and limited contact of part-time students with
faculty and each other (course-work is usually in the evening and,
In some programs, at off-campus sites); the heavy reliance of part-
time programs on adjunct or part-time faculty (they tend not to be
familiar with or especially committed to the educational Institution
they serve), and the shorter ''residence' requirement (full-time,
day-time status) for part-time students may limit the frequency and
intensity of interaction required.

As a practical matter, the multiple family, work and school
responsibilities of part-time adult students create demand levels
that severely limit their access to School activities and resources.
At the same time, it |s recognized that School resources, for the
reasons previously discussed, tend to be organized to meet full-
time rather than part-time students' needs. The inadequacy of

library hours and circulation materials, for example, as well as the



scheduling of special activities and programs during the day only,
mentioned in the literature,15 appear to be chronic problems for
part-time students. This lack of articulation between part-time
students' requirements and the conventional operation of professional
schools of social work can create feelings of dissatisfaction and
low status among part-time students, and impede the development of
positive attitudes toward both the institution and the educational
experience.

Faculty Advising for One-Year Residence Program Students:
Program Limitations and the Need for Change

As the above discussion Indicates, there is growing recognition
of some of the special problems in educating part-time students and
connecting them -- physically and attitudinally == to school and the
professional learning experience. There is also a beginning aware~
ness of the need for selective differentiation of educational methods
and structures to meet part-time students' needs. However, few
efforts have been made to systematically study part-time programs or
students' experience and, on the basis of emplrlcal.data, develop
educational and organizational innovations to improve them.

Thus, it is the intent of this study to report on the design,
Implementation and evaluation of specific innovations in the faculty
advising structure for One-Year Residence Program students at the

Hunter College School of Social Work. The purpose of the innovations



was two-fold:
1. to Improve the quality of the part-time program
and students' educatlional experience through a
demonstration project Implementing adjustments
in the faculty advising structure to better

meet students' identl!fied needs.

2. using the Project as a vehicle, to gain insight
into the nature of the faculty advising function
for part-time work-study students, and empirical
data on students' perceptions of the factors Im-
pinging on their professional educational
experience.

The focus on faculty advising was based on the percelved im-
portance of the faculty advising function in part-time programs,
and its potential for ameliorating the isolation and disconnection
endemic to part-time students and programs. |n addition, specific
problems have been identified by faculty and students with respect
to the part-time advlsiﬁg structures currently operant in the OYR
Program. These problems not only lend themselves to specific
solution and evaluation, but also provide an opportunity to examine
the special needs, characteristics and perceptions of a glven
part-time population and the actlvities of faculty advisors In

relation to them.




Let us turn to a delineation of these problems in order to
more fully portray the specific needs the project Innovations will
attempt to address. But first, a brief description of the OYRP as it
relates to general! part-time program characteristics.

Part-Time Characteristics: The Hunter One-Year
ResTdence Program

Although part-time M.S.W. degree programs reflect a variety of
educational patterns and characteristics, analysis of Council on
Soclal Work Education data revealed the following commonalities in
program structure: 1) extension of first year course and/or
field work requirements over a two-year period or longer; 2) the
second year of course and fleld work requirements in one full-time
year (the residence year); and 3) extended, concurrent, block
on individualized fieldwork arrangements in school-sponsored
field work placements.16

The recent Frumkin survey of part-time programs found that
course requirements in the majority of programs were completed over
a five-year period or longer, and degree requirements were the same
for both part-time and full-time students. |n most schools, a
one-year residency requirement for full-time status was in force,
and two flield work placements In concurrent or block form were the

norm. Prior work experience was required in only a small number of the

schools surveyed, although ‘'work-study'' field placement arrangements at



the students' place of employment appeared to be an available
option. In what was defined as the ''modal alternative program,'
the average number of part-time program graduates per year was
twenty-four.’7 As to student characteristics, the typical part-time
student was older, white and female. In general, minority and male
enroliment were Iow.18

Within this context, the Hunter OYR Program exhibits similarities
to and differences from other part-time alternatives. Like other
programs, the OYRP maintains the same standards and requirements for
the M.S.W. degree as the full-time program; combines part-time and
full-time phases in its educational format, and requires one year
residence or full-time study. The Program differs substantially
from other part~time structures in longevity, size, student body
composition, completion time, fleld work requirements, and the
work-study practicum arrangement.

Unlike the majority of recently developed part-time programs,
the OYRP has been in existence over ten years. Initiated in 1971
with the full support of the Dean and senior faculty, the Program
was designed to promote access to professional education to BA-level
practitioners in the social services, especlally minorities and men,
unable to attend school on a full-time basis. The part-time innova-

tion also compensated for the sudden withdrawal of agency-sponsored

educational leaves and government stipends, and the resulting loss
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of tuition and enrollment from such sources.

Larger than most part-time programs, the OYRP has admitted be-
tween 95 and 105 students per year, includes approximately 250
students in all program phases, and has consistently graduated over
100 students a year. In composition, the Program has been able to
meet Its objective of providing access to minorities and men. Over
302 of entering classes have been Black and Hispanic; approximately
one-third have been men.

The time for completion of degree requirements has also varied
from the modal pattern previously described. Although OYRP students,
like their full-time counterparts, may take up to five years to
complete the degree, program data indicate that the vast majority
of students earn the M.S.W. in two and one-half to three years.

One of the reasons for students' relatively rapid completion
of the program is the reduction of the fieldwork practicum from
1200 to 800 hours. This reduction is based on the requirement
that students entering the Program have substantial previous
work experience (at least two years of full-time paid experience
as a social worker in a social service agency), enabling them
to accelerate field work learning and meet performance objectives
In one year (two semesters) of fleld work, four days a week rather
than the more typical pattern of two years, three days a weck.19

Although the Frumkin survey indicated that field work credits may

be earned at the student's place of employment, work-study arrange-
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ments have been a distinct minority In the part-time program field.
In contrast, the work-study feature has been central to Hunter's
Program since its beginning, and Is largely responsible for its
student body diversity. Whereas most part-time programs require
students to complete field work requirements as volunteers at
agencies the School selects (as per the two-year full-time model),
the Hunter OYRP enables students to remain paid employees throughout
all Program phases and complete the field practicum in the context of
the employment setting. This structure has made it possible for
social service workers who could not afford to be unemployed for
two years of full-time study - for family financial or career
reasons -- to return to school for the professional M.S.W. degree.
With financial barriers to professional education thus removed,
substantial numbers of minority group members and men have been
able to enter and complete the Program.20

The work-study structure has also made the employing agency a
direct partner in the education of Its employee-student. From the
School's perspective, the agency's cooperation in developing an
educationally sound field placement must be obtained at admissions,
so that students, once enrolled in the Program, are assured a
practicum acceptable to the school and feasible within the
agency system. Thus, agencies whose employees meet admissions
standards are requested to Indicate thelir willingness and ability

to meet the school's field placement requlrements. They include the
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provision of an experienced M.S.W. supervisor with whom the student./

employee has not had a prior supervisory relationship, substantial
change in work assignments to allow for new learning experiences,
reduction In overall workload responsibilities, and one day a week
to attend classes.

The Hunter OYRP, similar to most part-time programs, combines
both part-time and full-time periods of study. Up to 30 credits may
be taken on a part-time basis through evening courses. (n the year
of residence or full-time status, the supervised field work practi-
cum as outlined above, and method and other required courses are
completed on a full-time day-student basis.

Specifically, the Program Is organized into three Time Frames.
During Time Frame | (hereafter called TFl), students take approxi-
mately four three-credit courses in two semesters, attending school
one night a week. In Time Frame 11 (TFil), students are in the super-
vised field work practicum at thelr employing agencies four days a
week for two semesters and earn 18 credits. The fifth day, students
take three to four required and elective practice, policy,.research
and human behavior courses assemester. |In TFIll, students return to
schoo]l one semester as evening students and complete remaining
courses for the 60 credit degree.

Both TF| and TFI|) may be extended, enabling students to take
courses at their own pace and slow the rate at which they complete

degree requirements, |If personal or agency circumstances so necessi-
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tate. Program data indicate that 10-12 percent of students take
this option. For the majority of students who follow the pre-
scribed program, or the Increasing number who enter with prior
credits, however, it is possible to graduate in approximately
two and one-half years. The offering of one course each summer
has further facilitated students' relatively rapid movement

through the Program.
The Standard Faculty Advising Program: Time Frame | and Time Frame ||

In the early years of the One-Year Residence Program, only in-
formal student-initiated advising was available to students in TFI,
the part-time phase. It was, as Dr. Robert Salmon, Associate Dean
of the School and former Director of the Program, dubbed it, ''seat-
of-the-pants'' advising, limited In scope and crisis-oriented.
Eventually, this method was replaced by the assignment of the total
entering class to three faculty, with an advising load of approxi-
mately thirty-three TF| students each. Finding such individualized
advising overwhelming, given the amount of faculty resource
avallable, Program administrators developed group advising methods
to try to meet TFl students' needs in a more efficient way. With
this method, still In operation, a modest advising agenda was de-
vised for the three group meetings held per semester by each advisor.
The purpose of the sessions was to provide up-to-date, ongoing

information on courses, schedules and School requirements, and to
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help students plan for the field work year. Problems in students'
classroom performance, agency field work sponsorship or TFI| field
practicum arrangements were identified for Individual follow-up.
Individual contacts were kept to a minimum, however, as the attempt
was made to provide students information and advice in the group
setting.

During the Residence Year or TFll, when students have both
day-time classes and the supervised field practicum, it was
assumed that more frequent student-faculty Interaction and the
integration of class and field content occurred. Thus viewed as
the capstone of the educational process and the critical period
for professional and Institutional acculturation, it was initlially
the only phase of the Program to receive substantial faculty
advising resources. OYRP students, like full-time Two-Year
students, were assigned individual faculty advisors at the beginning
of the field work year. Following the initlation of contact by the
faculty advisor and periodic meetings during the semester, It was
understood that advisors were avallable to both the student and the
field work instructor on an ''as needed' basis. Typical advising
roles included monitoring field work assignments and students'
learning progress, review of student records, consultation to the
agency fleld Instructor, assignment of the flnal fieldwork grade,

and ''trouble-shooting' and problem-solving as needed.
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In sum, a special group advising structure with limited objec-
tives and faculty resources evolved over time for TF|, while TFI!
students were exposed to the standard advising system available for
full-time students. The need for change resulted from the following

identified problems:
Identification of Problems and Needs: TF!

In TF1, group advisement sessions were scheduled from 5:00 to
6:00 p.m., ostensibly to fit between the end of the students' work
day and the beginning of evening classes. However, unless students
were able to leave work early, both travel and work responsibilities
tended to limit the extent to which all students were able to attend
the sessions and/or be on time. The result was that, for many
students, Important Program information and advice was missed, as
was the opportunity to ask questions and hear other students' con-
cerns. Structurally, a residual system of individual advising was
developed to pick up the slack. This system was not only too time-
consuming for the limited faculty resources available; it was also
felt that such individual advisor-student contact could not dupli-
cate the benefits to TF| students of institutionalized group inter-
actfon and participation.

TF| students were perceived to be minimally connected
to the School and other students, due to thelr time constraints

as workers and limited contact with the Program outside of the few
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hours a week spent in class. Rushing to and from the School after
work, they were viewed as marginally attached to the School community
and divorced from the intellectual and soclal stimulation resulting
from interaction with peers and faculty. Thus, for TF| students,
group rather than individual advising was viewed as preferable, for
educational as well as organizational reasons.

In addition, School faculty and Program administrators found
that, in the absence of attending scheduled group advisement, TFI
students sought Program information and advice from evening course
instructors with whom they had most frequent contact. Usually
adjunct instructors unfamiliar with both the School and the OYR
Program, these instructors were not able to respond accurately to
students' questions or relate to their concerns. As a result,
students were increasingly angry and frustrated, according to
feedback from both students and evening faculty, and perceived
faculty's lack of familiarity with Program information as lack of
School concern for their needs. The self-view of OYRP students as
“Second Class Citizens' In a less-favored, less-responsive Program,
noted in previous surveyssof OYR students' attitudes, was thereby
helghtened.21 In addition, valuable class time was lost to
advising-related questions and, it was speculated, created a
negative learning environment with implications for students' con-

nection to the School and the professional learning experience.
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Finally, program monitoring information collected over the last
few years indicated that, for OYRP students, the TF| part-time phase
of the Program was extremely Iimportant to student retention. The
majority of withdrawals and leaves-of-absence from the Program
occurred in TFl, and half of all students who took leaves in TF! in
the years studied did not return to complete the degree. Thus, the
leave-of-absence appeared to be an informal route to withdrawal from
the School. Once students reached TFll, they tended to remain to
complete degree requirements. This information turned attention to
the importance of the TFI| period, and the potential role of faculty
advising in providing supports to help students remain in School.

In summary, the standard TF| advising structure was not readily
accessible to part-time evening students when and where they needed
it. Large-scale, infrequent and impersonal, its primary focus on
information-provision and preparation for TFI| did not permit dis-
cussion of broader issues affecting students' comfort with the return
to School and the demands of professional education. As a result,
the advisor was not effectively used as a support to students during
the TF| period in which dropping-out of the Program tended to occur.
Conversely, students attempted to use the faculty with whom they were
most in contact -~ evening adjunct Instructors -- to discuss their
concerns and get answers to thelr questions, with frustrating

results for both parties.
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ldentlflcatlon of Problems and Needs: Time Frame ||

In TFI1, the problem with the conventional advising structure
discussed above was that it was not attuned to the timing and content
of OYRP students' learning patterns and needs. Unlike full-time
students, OYRP students have only one year of supervised field work In
which to achieve the level of professional knowledge, value and skill
expected of School graduates. As a result, TFI! has been an intense,
pressured period in which the student's ability to maximize learning
opportunities and move In qulickly to the educational experience was
key. It often was difficult, however, for OYRP students to accept
the role of student and successfully integrate it with oﬁgoing
employee tasks and demands. Although field work plans negotiated
with the agency in TFl attempted to set the stage for the student-
employee's new roles and tasks, and clarify authority relationships,
Job reduction and new student assignments; the execution of the plans
in TFI| often surfaced conflicts In demands and expectations, with
negative Implications for professional learning.

Some colleagues appeared to resent their co-worker's special
student status and treatment. Some agencles were reluctant to
change assignments, or reneged on workload reduction, as originally
agreed with the School. Advisors often found, after the fact, that
the components of the Schoo)-agency fleld work agreement had imper-
ceptibly changed, but In many cases were not recognized or re-

negotiated until a crisis affecting the student's educational
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performance occurred. By that time, much of the first semester of
TFI| was gone, and the opportunity for student engagement in the
learning process was truncated, [f not seriously damaged.

In order to cope with these problems and maximize the learning
of professional roles and skills [n one year of fieldwork versus two,
it was thought that TFI| students required ready facilitation of the
educational experience early In the Fall semester. The conventional
advising structure did not respond to this urgency or anticipate
these problems. The general faculty who were assigned to advise
TFil students were not familiar with students' prior field work
arrangements, or cognizant of the importance of early monitoring
of the educational agreement. They tended to initiate contact with
OYRP students and agencies around mid-semester as they would their
Two-Year Program advisees.

In addition, advisors often scheduled meetings with their
advisees at times set aside for this purpose on School-wide '‘Common
Days,'' the five days a year established for curriculum enrichment
programs and School governance activities. Since OYRP students have
not beer. expected to attend Common Days because of work obligations,
and advisors have not systematically reached out to OYRP advisees on
their one day a week at School, a structured system for contact
with OYRP students has been lacking.

Thus, a Two-Year Program model was applied to OYRP students,

resulting in the loss of time and educational benefit to OYRP students
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in the crucial Fall field work semester, and often, the too-late
emergence and handling of fleld work problems that might have been
resolved at an earlier point with less negative Impact on the educa-
tional experience.

Beyond this, TFI| was the phase of the OYRP in which It was
assumed that students began to feel a part of and identified with
the School and professional learning. Daytime classes were viewed
as offering both time and opportunity for the interaction and par-
ticipation that facilitate this process. The combination of course-
work and supervised field work were presumed to be the crucible for
the integration of learning. However, little was known about how
experienced part-time students perceived their graduate educational
experience. Were faculty assumptions about differences in inter-
action and integration between the part-time and full-time phases of
the Program correct? How do students view the impact of the employee
role, and the demands of time, work and family on their educational
pursuits? What supports and constralnts do they perceive? There
was a need to begin to explore OYRP students' perspectives, and to
learn more about how faculty advising might play a helpful role in

part-time alternative education programs.
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Innovations In Faculty Advising: The OYRP Demonstration Project

Based on the needs previously identifled, a demonstration pro-
ject was designed and implemented with the following primary goals:
1. to create faculty advising structures that more adequately
fit the patterns and needs of mature employed part-time
M.S.W. degree students, and thus enhance their pro-
fessional educational experience.

2. to explore aspects of OYRP students' experience, in

particular their perceptions of their roles as em-
ployees and students, and the nature of the supports
and obstacles affecting their pursuit of professional
education.

3. to describe empirically faculty advising activities

as Iimplemented in the Project and perceived by both
advisors and students.

The innovations designed and implemented conformed to the prob-
lems and needs identified in the part-time (TFl) and full-time (TFII)
phases of the OYR Program. To adapt advising structures to the needs
and patterns of TF| students, the advising function was Incorporated
into the classroom instructor's role in a required social policy
course offered in the evening during the Fall 1981 semester.
Frequency of contact thus assured, Information and advice were

available to students when they needed it, and where they most
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frequently Iintersected with the School during the first semester of
TFi. An advising curriculum was developed that attempted to relate
to the educational needs and concerns of TF| students as they were
understood and became known.

In TFI1, selected students remained with their TF| advisors to
maintain continuity in faculty advising between the periods In which
field work arrangements were planned (TFI) and executed (TFI1).
Advisors knowledgeable about both students and agencies were available
for intervention early in the Fall semester of TFIl, a period
believed Iimportant for students' engagement In the learning pro-
cess, and frequently characterized by multiple role demands and
disruptions in field work arrangements. A group advising curriculum
was developed, focusing on the needs and concerns of work-study
students and their engagement in the professional learning process.
Designed to facilitate contact In accord with TFI| students'
schedules, meetings were organized on students' days in school, as
opposed to school-wide Common Days - available but largely inaccess-
ible to OYRP students due to work obligations.

Throughout the term in which the advising innovations were
implemented, the three faculty advisors involved (one In TFI, two
in TF11) documented the type and quantity of advising activities
engaged In with students, Individually and In the context of the
~group. They also responded to an end-of-term individual interview
on the nature of their experiences and the advantages and dis-

advantages of the advising Innovations as they percelved them. An
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end-of-term questionnaire was provided both to students participating
in the Advising Project and to a sample of TF| and TFIl| students
receiving the standard advising program for their respective time
frames. Through this instrument, comparative data on students'
satisfaction with faculty advising, their views of faculty advising
activities, and perceptions of selected factors impinging on their
educational experience were gathered.

A more detailed description of the plan for the design, imple-
mentation and evaluation of the Innovative Faculty Advising Project
will be presented in Chapter Il. First, the related literature on
the faculty advising function In social work education will be re-
viewed for perspective on the conceptual issues to be explored In
this Project. Information from administrators of metropolitan-
area Part-Time M.S.W. Degree Programs on faculty advising patterns
and Issues will provide current data on the local state of the art.
Finally, the literature on professional soclalization and role
acquisition will be explored as It relates to the engagement

of experienced workers as students In the professional learning process.

The Faculty Advising Function in Social Work Education

In a widely accepted definition, Finestone defines faculty
advising as "all faculty activities, except direct academic or
fleld Instruction, by which students are assisted to achleve goals

22
of professional soclal work education..."
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This definition, which locates advising in the educational
arena by specifying what It Is not, but alludes to the breadth and
all-encompassing nature of what it Is, provides some insight into the
elusive, enigmatic quality of the advising function In social work
education.

Practically speaking, advising Is and has been an integral
part of soclal work education since its emergence as a formal
university-based system. Faculty routinely perform it, and
often perceive it as a '"bottomless pit' of knotty problems, lacking
in rewards commensurate with the effort required. Schools widely
provide it, assign faculty workload credit for it, and justify Its
substantial cost as a quasi-teaching activity. To students, it is
a ''sometime thing,' of great impact to many, perfunctory or non-
existent to others.

Given its position as a traditional and universal component
of social work education, the palgable activity surrounding it and
the substantial investment it has commanded, It |s somewhat remarkable
that faculty advising has received so little attention in the pro-
fessional literature, and remains largely undefined, unevaluated,
and unstudied. According to Sites, 23 “the entire published
literature on advising indigenous to social work education appears
to consist of no more than fourteen items...more than half of it...

In the last ten years.'" This writer's search of social work and

soclal science journals yielded no publications since 1977, and a
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higher proportion of unpublished to published articles or books in
the mid-60's to mid-70's, a period in which advising issues appeared
to command some scholarly attention.

Directly related to the lack of literature and empirical study
Is the absence of accountability mechanisms to determine the outcomes
of advising relative to its costs In faculty time and effort. To
explain this lack of evaluation and accountability, Sites points to
Y'the 1imited agreement on a definition of advising' and confusion
about functions and roles.zu Getzel and Rosenbloom attribute similar
factors, noting the lack of clear-cut expectations about the outcome
of advisement; the ambiguous position of advisement in the educational
system and lack of clarity about the advisor's role.“zs Like blind
men describing an elephant, the field exhibits consensus on the size
and scope of advising, but little agreement on its shape or direction.

There is little doubt, however, that faculty advising serves
functions and meets needs that bridge the academic and practice-
based foundations of social work education. Amorphous though it may
be, were faculty advising not to exist, It would of necessity, be
invented.

But what form would it take? And how do the discussions
of advising In the literature compare with reality? It Is to
a discussion of the conceptual formulations of advising and their

fit with empirical data on its operationalization that we now turn.

Two central Issues pursued in the literature, the purpose of advising
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and its importance in the educatlional development of professional

M.S.W. students, will form the basis of this discussion as they relate

to Project concerns.

On Roles and Function

Sites attributes much of the definitional confusion about faculty
advising to a lack of clarity on the distinction between advising
functions and advising roles. |In his view, the literature suggests
four functions, about which there appears to be widespread agreement
only on the first. These functions are 'facilitating learning,

integrating learning, maintaining educational standards, and
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ralsing agency standards of practice." To carry out these

functions, advisors perform seven specific behaviors or roles:
'"teacher, evaluator, counselor, exemplar, administrator, advocate

and learner."27 In a study conducted at the University of Pittsburgh,
however, Sites found that the integrative function and teaching role,
omipresent in the literature, were among the least important as
perceived by both faculty and students surveyed. There were also
significant differences between the amount of time faculty devoted

to advising and the amount of time students perceived.

Ranked most Important by students were the roles of learner,
counselor, exemplar, administrator and evaluator, In that order.
Although faculty considered the roles of exemplar and administrator
more important than did students, they concurred In ranking advocate

28
and teacher in last place.
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Getzel and Rosenbloom found similar disparities between the
conceptual definition of advising and what appears to be operation-
alized and valued. Viewing advising as the structure provided by the
school 'to assist (students) in bridging...the school embedded In the
University and the agency linked to the broader community," they
assert a dual focus on student and fleld agency, and multiple
functions related to facilitation, Integration, and the maintenance
of educational quality:

The focus of Faculty Advisement is on supporting
the student's educational progress in integrating
his personal, academic and practice experience and
concurrently on maintaining close collaboration and
consultation with the fleld agency in which the
student is placed. The Intent is to assure an
appropriate balance of class and field work
experience while enhanclna the quality of
supervision he recelves.?

To respond to this mandate, they suggest five roles and a
series of time-linked tasks as a guideline for faculty advisement,
formally titled the "Integrative Seminar.'" These roles are '‘orien-
tation, teaching (integration), consultation, evaluation, and

30
administration." Their research too, however, in the form of
students' evaluation of their advisors' helpfulness in performing
these roles, showed lower ratings for teaching-related tasks and
higher ratings for 'as needed' availability, responsiveness to
1
students' needs, and help Iin problem-solving. Thelr findings

thus highlight the importance of a counseling role which in their

own formulation, appears to be subsumed under other advising tasks.
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Drawing the elephant yet another way, Finestone categorizes
the three components of advising as 1. ‘''general educational advising
aimed at supporting the students' educational experience a a whole,"
2. academic advising, focusing on academic program=-planning and
students' academic performance, and 3. field work advising, in-~
cluding field work planning and student performance evaluatlon.32
Projecting possible roles and tasks within each component, Finestone
ralses questions about the appropriate scope and boundary limits
for the advisor as they relate to the functions of the classroom
teacher, flield instructor and the school's field work department.
Yelaja, using Finestone's tripartite formulation of advising
responsibilities, asserts both educational and personal development
goals for the advising function. fermlng it ""student' rather than
"faculty' advising, he defines its goal as providing"...an
emotional and intellectual learning experience which will assist
the student to mobilize himself for learning.'' Describing almost
godlike qualities, Yelaja sees the advisor as the link between the
student, the school and the profession; the medlator of conflict
between the student and his learning environment, an advocate to
T

the students' clients, the student's friend, philosopher, guide
3

and a 'protector of students' rights and freedoms.'
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Lowy, Bloksberg and Walberg, in a study of the way schools'
curriculum structure promotes integration of learning, or a state
of wholeness or unity, identify faculty-student advising as a major
integrative device. They point out, however, that different schools
have developed widely diverse advising patterns and that the field
lacks clarity in the definition and description of advising roles
and structures. Conceptualizing advising as an interactional
"Integrative element,' they found, furthermore, that when
empirically studied, neither advisors nor students perceived an
Iintegrative role. Citing the necessary conditions for the advising
relationship to become an integrative device, they stated that:

...we have to identify the specific roles
the faculty advisor ought to perform. For
example, a faculty advisor performing an
Integrative function would have to have a
comprehensive overall knowledge of the
major conc;xts taught in the various
sequences.

Thus, the literature . slim and disparate though it may be --
reveals some consensus on the Importance of advising in facilitating,
enhancing and supporting the educational experience through a variety
of roles, including systems-1inkage and coordination, counseling and
consultation, mediation and advocacy, monitoring and evaluation, and
orienting and administering. The integrative function, in which
the advisor helps student connect practice and theory or unify

aspects of knowledge, skill, values and use of self, has recelved

prominent attention but llittle empirical validation. Quality
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assurance, through maintenance of educatlional standafds and Improve-
ment of field settings and supervisory practices, has been mentioned
in relation to the bridging role of the advisor vis-a-vis school

and agency. As this discussion has shown, however, essentlal
questions on roles and functions, the definition of boundaries,

and the practice vs. theory of advising remain unanswered. As

a result, specific goals, objectives and evaluations of effort,

effectiveness and efficiency have yet to be made.

On Advising as Central or Peripheral, Residual or Institutional

Related to these questions on advising roles and functions is the
Issue of the place of advising In social work education. In this
regard, Finestone conceptualizes three positions. In the first,
advising is both peripheral in nature and residual In structure.
Modeled after advising in higher education, it Is '"administratively
facilitating," but lacking in continuity and Intensity, based on
the assumption that mature graduate students do not need such an
assist to maximize thelr educational experience.

At the other extreme, advising Is perceived as central to student
learning. Through structured, frequent conferences, the advisor-
student relationship, in itself, provides intellectual stimulation
and enhances emotional growth. It Is thus a central and

Institutionalized component of the total educational program.
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As an intermediate position, advising Is conceived as essential
structured and regularized, but less ambitious In Its emotional impact
and integrative goals. Established to help students "administratively
and through Individualized educational counseling to make maximum use
of learning opportunities and meet educational requirements,' the
provision of an independent multi-faceted learning experience is not
its central focus, but may occur as a ''secondary benefit.'

As Finestone's categories indicate, there are a number of variables
that differentiate the position of advising within the educational
program (See Figure 1). Structurally, advising can be
institutionalized and regularized for all students, or it can be
residual, available only to some students ''as needed.'' In the former
system, advising may be Initiated by either advisor or student, but
contact Is expected. In the latter, contact Is not expected unless
initiated by the individual student.

Substantively, particularly in the residual structure, advising
may be administrative and technical, focusing on curriculum, field work
.and financial planning, performance evaluation, and crisis problem-
solving. Facilitative of the educational program, its
position Is peripheral to the students' learning process.

In structures characterized by Increasing routinization and
institutionallzation, the content of advising may Include the
former but is focused more directly on the Individual students' growth

and learning. Perceived as essential to learning, the substance
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Figure 1

CONCEPTUALIZATION OF ADVISING PATTERNS BY
STRUCTURE, POSITION AND CONTENT

Structure
Residual Institutional
Position and Content
Peripheral to
Learning Experience

Facilitative
(technical Latimer
administration)

Essential to Learning

Experience
Facilitatlive/supportive
(administration, )Rosenbloom,Stanton
counseling, )Getzel and Rosenbloom
1lafson )Sites
Integrative
(teaching)

Quality control

Central to Learning Experlience

Integrative/experiential Yelaja
(relationship) Levy
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of advising may include 1. facllitating the educationa)

process through administrative, llalson and counseling roles,

2. teaching, i.e., enhancing learning through attention to the
problems of integration of class and fleld experience, and the
relationship of the Individual to the profession 3. maintaining
program quality through attention to the field agency and educa-
tional standards, or a combination thereof.

As the advising relationship itself gains in importance,
the substance of advising and its position in the
educational hierarchy may be viewed as central to student
learning, equal in importance to class and field teaching.

Using this framework as a guide, it is possible to identify
the stance taken by various writers on the place of advising In
professional education, and its appropriate focus and content.
Yelaja, for example, adopting Finestone's second conceptualization,
prescribed the widest range of roles and functions to the advisor
and focused on the advisor-student relationship as a central com-
ponent of learning. Levy too, viewing advising expansively and as
more art than science, emphasized the advisor's diagnostic skills
and ''use of self' in his relationship with student, field instructor

and fleld agency executlve:
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The faculty advisor does less advising than
diagnosing. On the other hand, his role is
hardly so passive as may be Iimplied in the
rather debilitated description of his assign-
ment as ''llalson' for student, school and
field instruction agency, and hardly so active
as may be expected of the classroom Instructor
or the field Instructor. Active or passive,
however, the faculty advisor has a vital part
in professional education. The way in which
he plays his role has considerable bearing on
whether and how the student learns, and
whether and how the classroom and fleld in-
structors teach. His Influence on any of the
three starring actors whom he presumably links,
actually and symbolically, Is less a matter of
science than art for it flows less from his
job description than from his differential

and deliberate use of himself in his relation-
ship with all three actors and with the social
systems which they represent.36

On the other extreme, Latimer challenges Yelaja's position that
all students should be provided individualized and Institutionalized
faculty advising, and the range of services previously described.
Asserting that advising ought to be regarded as a residual activity
essential in some situations for some students but not all, she
suggested that some advising roles might be universal; others, more
selectively applied. Latimer also debunked the ''go-between'' advisor
in pursuit of theory-practice integration: ''Many students tell us
annually that it simple doesn't work."

Taking Intermediate positions are Rosenbloom et.al., Getzel and
Rosenbloom, and Sites who view advising as a mix of administrative
and Integratlve tasks, essential to student learning. The priority,

however is clearly on the Integrative function: ''It Is our contention,"
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state Rosenbloom et.al., '"that enabling the integrative process is,
above all other functions, the most vltal."38 To maintain this focus,
advisors must be familiar with current practice, field settings, and
the fundamental components of the school's currlculum.39 Rosenb1oom
et.al. also argue that ''the hodgepodge of additional (advisory)
functions,' such as influencing and Improving fleld placement
opportunities, supplementing the field instructor's role, etc.,
should be removed so that the integrative focus remains prlmary.uo

As this categorization indicates, there is relative clarity in
the conceptualizations of advising as either residual and peripheral
or Institutional and central. Thelr content and position are rela-
tively clear. More ambiguous Is the intermediate position, in which
advising appears to be essentlal so long as its integrative function
is primary. One might ask whether, in the absence of empirical
evidence for the advisor's role in the integration of professlon:l
learning, conceptualizations that focus on facilitating learning 1
should be viewed as essential to student learning or ''demoted' to
a more peripheral position in the educational structure. This
question will) have implications for Project findings on the role
and function of faculty advising in the OYRP, and will be pursued
further in the findings and recommendations of this study.

In sum, the literature on faculty advising reflects

the exlsting lack.of clarity in the field on the appropriate

roles, functions and position of the faculty advisor In
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social work education. As a result, accountability Is 1imited.
Although empirical studies are few, they indicate a gap between the
theoretical emphasis on the advisor's function regarding inte-
grating learning, and the actual focus of the advisor on facili-
tating learning through administrative counseling, liaison and
other supportive roles. This presents an organizational problem
for the social work school located in the university, whose
rationale for the allocation of substantial resources and workload
credit in this area is based on the definition of faculty advising
as a quasi-teaching or Integrative function. Will money and
sanction for advising as an essential universal component of social
work education remain if the teaching myth is laid bare? We will

return to this Issue in the last chapter of this study.

Faculty Advising in Part-time M.S.W. Degree Programs

There is no body of literature on faculty advising in part-time
programs per se. Unpublished papers describing and evaluating
individual programs,hhave highlighted the need for quality advising
as an antldote to student isolatlon, enhancing student's educational
planning, and addressing the special needs and complexities
of their educational program. According to Nooe and
Green, part-time students at the University of Tennessee in
Chattanooga ''expressed feeling Isolated from the school'' and empha-

42
sized ''the need for an available and accessible advisor." Cohen,
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viewing advising as a ''critical facet of support services,' asserts
that advising Is especially necessary for part-time students in
view of thelr diverse situations. It "has the potential to minimize
the surfelt of problems these studentsmmight experience as they
progress through the program,'' he states, if they are not properly
informed of course schedules, curriculum requirements and adminis-
trative |:¢roc:edures.“3

Gerhart, in an evaluation of the part-time program at Rutgers,
discusses faculty advising in relation to the increased resources
required: "It should be remembered that although a part-time student
generates about one-half to one-third of the FTE's as compared to
a full-time student, his advising needs, fleld consultation and
other demands, may be equal to or greater than a full-time student."
ldentifying the need for individuallized educational planning, com-
plicated by the extension of students' programs over time, Gerhart
also points out the greater zesource necessary to assess and monitor
work-study fleld work plans. ) Echoing this refrain, York states
that ''placements taken in the employing agency often require more
time for planning, clarifying roles and malztalning than those
arranged outside the students' own agency.' g

Summing up these Issues as they Impact on overall program
standards and quality, Nooe and Faurl developed a guide for

part-time programs in which the importance of faculty advising

in both educational and fleld work planning Is noted:
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For full-time quallity professional education to
take place, individual part-time study programs
must be developed with advisors on a carefully
structured basis...Part-time students need to
know the total course of study and the options
avallable to them at the time they enter the
program. Advising part-time students may re-
quire more time and effort on the part of
faculty members as well as more detailed
knowledge of curriculum options. Likewise,
development of quality field instruction
opportunities for part-time study students

may require additional effort.46

In sum, faculty advising for part-time students has been viewed
as largely administrative and facilitative, yet essential to the
maintenance of educational quality due to students' Isolation and
the complexities of their educational programs. Although the
question of advisors' integrative function has not been addressed,
there is recognition of the necessity for Increased advising re-
sources in course and fieldwork planning and monitoring -- especially

for work-study arrangements.

The Metropolitan Picture: Faculty Advising Patterns and Issues

A brief review of metropolitan New York City part-time programs
indicates that, as in the Hunter OYRP, advising patZerns differ
between the part-time and full-time program phases. In these other
programs It was often the case that a faculty member, frequently from
the Dean's Office or Admissions Department, was assigned to advise all
students in the part-time phase. |In thls phase, most schools offered

a combination of three to five large group meetings during the year
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and '‘as needed'' individual contact. Advising was also offered at
semester course registrations.

Focusing primarily on course selection, program planning, and
problem resolution, advising in thls period intensiflied as students
approached the field work year. At that point, in addition to
assistance with fleld work and financial planning, some schools
offered a semester-long seminar to orlient students to the expectations
of the field work year, and/or help bridge the gap between part-time
courses and students' agency practice. Students' concerns about
changing roles, from employee to students, were also part of the
agenda.

Most schools identified their part-time programs as ''feeder
programs'' for either the first year or second year in the Two-Year
program (depending on whether the students were experienced workers
and qualified for a reduced residency.) Thus, when students moved
into the field work or residence phase of the program, they were per-
ceived as full-time students and provided the same type of
advising. Depending on the school and the year, advising varied
in amount and intensity, but In general tended to conform to the
intermediate category previously described, characterized by a
combination of administrative and Integrative objectives. One
school also spoke of bullding early intervention and more-than-the-
normal amount of advising Into the field work year for those students

In work-study as opposed to school-sponsored field placements.
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Problems affecting part-time students, as perceived by advisors
and program administrators,included [solation and disconnection from
the School, due to the extension of courses over time, lack of fre-
quent contact wlth other students and faculty, and exclusion from nor-
mal systems of communication and information. Some schools
attempted to keep part-time students attached to the school com~
munity and aware of what was happening through newsletters, special
programs, and advising meetings. Others noted the difficulty in
bringing part-time students together as a separate constituency
due to schedulling problems and students' time constraints. Some
schools organized advising meetings and classes on Saturdays and
during the evenings in order to alleviate these pressures.

Financlial problems were of serious concern to employed
students In programs requiring two full-years of field work in
unpaid placements. |f unable to leave their jobs, it was difficult
for students to devote sufficient time In the evenings or on week~
ends to complete the required number of fleld work hours. As a
result, these programs, as well as those that reduced the field work
requirement for experienced students, were becoming more open to the
possibility of developing work-study field placements, a rarity in
the past.

Adjusting to shifts in role behavior and expectations from
employee to student was the primary problem noted for students in the

full-time field work phase. 'Unlearning old habits,' learning to
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accept criticism, adjusting to changes in relationships with agency
colleagues, especially the staff member assigned as field super-
visor -- all were mentioned as important issues to be dealt with as
students planned for and began field work. Such issues were per-
ceived as particularly acute for work-study students, in field work
at their employing agencies.

In sum, this review indicates that area schools differentiated
advising patterns by program phase. Recognizing the role, schedu-
ling and assocliational problems of part-time working students and
the importance of faculty advising resources in this regard, most
schools provided relatively traditional and low resource advising
mechanisms. Although the programs surveyed were generally smaller in
size than the OYRP, the advisor/student ratio in the part-time phase
was similar l|.e., 30-plus students to one advisor. Those schools with
75-100 students in the part-time phases of several programs (Re-
duced Residency, Extended Phase, etc.) tended to focus oﬁ the smaller
cohort of 25 to 40 students preparing for field work. Most programs
allocated some work credit for part-time advising, although less than
for advising in the field work year. In one school, workload credit
was allocated only for such ''field' as opposed to ''academic'' advising.

Schools offering Intensive seminars to prepare students for field
work and assist in role transitions were the exceptions, as were those
providing special help to studerts in work-study placements. The
latter may well become an issue as more schools currently

requiring one or two years of unpaid field placement respond to
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students' needs for work-study arrangements. In this regard, the

innovations in faculty advising documented in this paper may have

relevance for schools of social work intending to expand the work-
study option.

We will now examine the literature on workplace identity as it
relates to the acquisition of the professional student role and
notions of student learning. Such concepts will provide a founda-
tion for the project's exploration of the role relationships of

part-time work-study MSW degree students.
P

On Being a Student: The Impact of Work Experience and Agency ldentlity
on Student Learning

In the classic literature on social work education Reynolds
and Towle question the effect of maturity and prior work experi-
ence on student learning and the acquisition of the professional
role. Recognizing the dynamic of resistance in learning, Reynolds
for example, suggests that '...submitting to the authority of
greater experience,'! even as one seeks it; of re-educating one's
self by critically examining established beliefs and practices,
may be more difficult for older rather than younger students to
accept."8 Similarly Towle, referring to the mature experienced
worker returning to school, identified the reluctance to change
ingrained patterns of behavior that have ''through repetition --

become automatic and effortless.'!' To become a professional, she

states that
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the student who has had social work experience
as an untrained worker has the added problem
of sense of loss of professional understanding
and skill. His high hope of having less to
learn than other students crashes aground as

he must unlearn and relearn much that he took
for granted as useful accomplishment. In fact,
while he has some advantages over inexperienced
students, the latter In some respects have a
Jess difficult task...49

As Reynolds explains,
when learning has much recall of the old in It,
the learner may stop at partical mastery and
fal) back on the old when he can 'make do' with
jt...He may struggle to regain the old competence
and thus not give himself freely and fully to the
acquisition of the new.50
To relearn and adopt new knowledge, beliefs and values,
furthermore, is to identify with a8 new social group. Towle,
using Lewin's conceptualization, refers to this process of pro-
fessional socialization as acculturation. A profession, she states,
Is an''in-group' as defined by Lewin, a group to
which the new members are motivated to belong
and where common knowledge, sentiments, atti-
tudes, convictions and practices prevail. The
student in a very real sense enters a new
culture...51
How this process of acculturatloﬁ and professional learning
is Iinfluenced by prior work experience and concurrent job-holding
has received little attention or empirical study in the soclal
work literature. Reynolds and Tyler as well as more recent writers

have argued for ''starting where the student is,'” i.e., adapting

the social work curriculum to the needs of students differentiated
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by age, prior work experience, knowledge and aspirations.

Other writers have attempted to examine the relative impact of

53
prior work experience and age on student performance outcomes.
To gain perspective on the process of employee-students' induction
into the culture of professional education, however, concepts from
the literature on professional socialization and role theory pro-
vide a useful starting point.

Students of adult socialization and professional socialization
have likened them to the process of role acquisition. States
Varley on the process of adult socialization,

It is through this process that young adults
acquire new major roles in life, such as new
family positions, occupational roles -- and
assimilate the values appropriate to these
roles. == To acquire a new role involves
learning new behavior patterns and technical
skills, crystallizing role expectations, and
reorganizing the self-image.54

Similarly, Merton refers to socialization as the learning
of social roles, defining it as ''the process by which people
selectively acquire the values and attitudes, the interest, skills
and knowledge -- in short, the culture -- current in the groups of

55
which they are, or seek to become, a member.'

In reference to the ways professionals are shaped, and acquire
the role expectations, behavior and self-image of the professional

subculture; factors both internal and external to the educational

institution have been identified. In this regard, the literature



hs

on the socialization of medical students is of limited utility due
to the differences between medical and soclal work education in
general; the acculturation of experienced social agency practic-
tioners in particular. Nevertheless, as the dominant contributor
to the study of professional soclalization, the medical 1itera-
ture highlights the lmpo;;ance of such variables as student

perspectives or culture, time or longevity of exposure to

57

soclalizing influences, and the expectations of others in
one's role-set.58

Medical sociologists have also identified an individual's
""prior soclallzatlon.”59 Iincluding one's past actions, roles,
group associations, and '"latent'' social identity, as a
constraint on the adoption of new roles and behavior, and thus
influential in the process of professional socialization.

This focus on variables external to the learning situation
seems particularly useful in understanding the acquisition of the
professional student role by experienced agency workers, for they
bring a variety of strongly-felt and long-held associations and
commitments to the graduate educational experience. In this re-
gard, role theorists Feld and Radin discuss the Importance of
"normative reference groups,' 1.e., the norms of the groups to which
one belongs and cares about, and one's relative satisfaction with
past experiences, as establishing attitudinal and behavioral
standards against which new roles and behaviors are judged --

61

and may be found wanting.
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Speaking directly to this point in a study of the acquisition
of professional values of entering and graduating soclal work
students, Varley found that older students with substantial prior
social work experience and ostensibly other reference groups were
decidedly less malleable and open to values change than younger,
less experienced students who '"had no outside alternative social
work reference groups'' and thus were ''more dependentson the
educational culture than students with such groups." ? Viewing
previous exposure to social work as an indlicator of '"anticipatory
socialization,' she concluded that ''students with prior experience
might have role models other than those in the training situations."
Thus, preconditioned attitudes or ''anticipatory sociallzation
(does not) necessarily facilitate the school's job in training
students..."6

In applying these concepts to an understanding of work-study
social work students' acquisition of the student role -- as the
means by which the professional self and socialization are thought
to be achieved, one may anticipate even stronger attachment to
agency reference groups and employee versus student identity.

For full-time agency employees who return to school with two

or more years of social agency experience, that is, the performance
of social work roles and identification as a social worker precedes
identification with the student role, and continues unabated during

the period of professional education. As a result, one can expect
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that, as the literature on professional socialization implies,
external factors may heavily influence the process and outcome of
student role acquisition for this group, and the perceived impor-
tance of the student versus employee role.

Longevity in the employee role and the continued greater time
spent at work as opposed to school may affect work-study students'
identification with both the school and the student role. Further-
more, the strong association with the agency system as a social
referent may establish expectations for behavior that may run
counter to student role performance and identity, and dilute de-
pendence on the school as a sociallizing influence. In this regard,
one may hypothesize that the agency-based status and decision-
making power of many work-study students creates dissonance with
the low-status and relative powerlessness percelved to be associated
with the student role. Similarly, to the extent that employees
have had particularly good experiences as nonprofessional social
agency practitioners, they may, as Feld and Radin have indicated,
be less open to the new orientations that the school and the
student role represent. Finally, given the Importance of the
informal structure and student culture on the socialization process,
it is likely that work-study students as a critical mass in the
school may moderate the focus on ''being a student,' faculty

assumptions and preferences notwlthstanding. -



48

In sum, although the avalilable literature on professional
sociallization does not speak directly to the acculturation of students
who are concurrently agency employees, useful concepts exist and pro-
vide a sociological framework within which to examine work-study
students' role relationships as a component of the professional
socialization process. From this perspective, distinctions may be
useful between role ldeﬁtlty on the one hand and professional learn-
ing on the other. What Towle and others have viewed as psychologi-
cally-based resistnace to learning on the part of students with work
experience, that is, may relate in part to soclologically-based re-
luctance to shift roles. Conversely, to the extent that experienced
workers or employees do not identify with the student role while In
professional school, the assumption of lack of Investment in
professional learning may not be warranted. |In fact, as Epstein
and Conrad in a review of empirical studies on the professional role
orientation of M.S.W. social workers have shown, identification with
the agency rather than the profession is characteristic of workers
after graduate school as well.sh Thus, precedents exist for a
conceptual distinction between role orientation and successful
completion of or investment in the professional learning process.

These issues will be explored further in Chapter IV. At that
point, data collected from OYRP students on their perceptions of
role identification and strain during both the part-time and full-

time phases of the Program will be presented. A discussion of the
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broader implications of these findings for the professional
education of part-time work-study students will be discussed in
Chapter Vi.

Chapter || elaborates on the goals, objectives and design
of the Faculty Advising Project, and the plan for its Implementa-
tion and evaluation. In Chapter Il], the innovative faculty
advising program will be described, and data on its assessment
by faculty and students will be presented. Students' perceptions
of role identification, role strain and the benefits of employee-
student role performance will be explored in Chapter 1V, together
with students' views of the obstacles and supports to their
graduate education. Finally, in Chapter V, students' perceptions
of the operational activities of Project faculty advisors, as they
relate to conceptual frameworks on advising roles and functions,
will be discussed. The recommendations and conclusions that flow
from Project experience and the analysis of findings will complete

this study.



50

FOOTNOTES

1

Robert Schnieder and William Mcintyre, ''Part-Time Admission
Requlrements: Indications of Student Success,'' paper presented at
the 1979 Annual Program Meeting of the Counci! on Social Work
Education, Boston, Massachusetts, p. 7.

2

Michae! Frumkin et.al., '"Alternative Soclal Work Education:
Status, Issues, and Directions,' Journal of Continuing Social Work
Education 1(Fall 1981): 11

3

Malcolm S. Knowles, Higher Education in the United States:
The Current Picture, Trends and Issues (Washington, D. C.:
American Council on Education, 1969), pp. 27, 40-41; see also:
Rosalind Loring, '"Adapting Institutions to Adults,' paper presented
at the National Conference on Higher Education, American Associa-
tion of Higher Education, n.p., March 1978, p. 2; Patricia K. Cross,
'""The External Degree: Introduction,' Journal of Higher Education
bhu(April 1973):416; S.V. Martorana and Elleen Kahns, "Academic
Programming," Amerlcan Assoclation of Higher Education, Eric/Higher
Education Research Currents, September 1978, pp. 2-3.

4
Frumkin et.al., "Alternative Social Work Education,' p. 12;
see also: Roger M. Nooe and David P. Fauri, Part-Time Study for
the Master of Social Work Degree: A Program Checklist, CSWE
Occasional P: Paper Series (New York: Council on Social Work Education,

1979), pp. 1-3.

5
Robert Salmon and Joel Walker, ''The One-Year Residency Pro-

gram: An Alternate Path to the Master's Degree in Social Work,'
Journal of Education for Social Work 17(Winter 1981): 23; see
also: Ursula C. Gerhart, "Evaluation of the Part-Time Program of
the Graduate School of Social Work,'' Rutgers University, 1979,
(mimeographed) .

6
Ibid., see also: Salmon and Walker, ''The One-Year Residency
Program;'' Betty York, ''The Off-Campus Alternative for Graduate
Social Work Education,' paper presented at the 1977 Annual Program
Meeting of the Council on Social Work Education, Phoenix, Arizona;




51

Anne Gero et.al. '"Part-Time Soclal Work Education in jowa,' paper
presented at the 1979 Part-Time Social Work Education Colloquium,
West Virginia University.

7

Frank M. Loewenberg, Time and Quality in Graduate Social
Work Education (New York: Councll on SocIé] Work Education, 1372),
p. 3.

8
Charles Guzzetta, ''The Curriculum Continuum,' In Curriculum

Bullding for the Continuum In Social Welfare Education, eds.
Michael Austin, Travis Northcutt et.al., (Tallahassee, Florida:
State University System of Florida, 1972), p. 269; see also:
Knowles, Higher Education In the United States, pp. 14-16;
Carl Vernon Patton, "Extended Educatlion In an Elilte lnstitutlon
Are There Sufficient Incentives to Encourage Faculty Participation?"
Journal of Higher Education 44 (June 1973): 436-439.

9
Charles Guzzetta, '‘Continuing Education and Social Work
Education,' Journal of Sociology and Social Welfare 5 (March
1978): 269.

10
Frumkin, '"Alternative Soclal Work Education,' p. 15.

11
Nooe and Fauri, A Program Checklist;' See also:
Ben P. Granger, ''Meeting the Challenge of Off-Campus Social Work
Study Programs,' in Soclal Work in Rural Areas: Issues and
Opportunities, eds. Joseph Davenport et.al. (Laramie, Wyoming:
Unlversity of Wyoming Press, 1980).

12
Gerhart, "Evaluation of the Part-Time Program of the

Graduate School of Social Work;' see also: Gero et al, ''Part-Time
Social Work Education in lowa;' Salmon and Walker, ''The One-
Year Residency Program;' Rose Starr and Joel Walker,'" A Comparison
of Part-Time and Full-Time Degree Students: The One-Year Residence
Program Advisors' Study,'' Journal of Education for Social Work
18 (Spring 1982).




52

13

Nooe and Faurl, '"A Program Checklist,'" p. 3; Ralph Anderson
et.al., 'Part-Time Soclal Work Education in lowa: Border to Border
But Never Marginal,' in Moving Ahead In the '80's: |ssues for
Part-Time Socfal Work Education, Proceedings of the First Annual
Part-Time Soclal Work Education Colloguluum, ed. Gerald W. Boynton
(Institute, W. Virginia: West Vlrglnia College of Graduate Studies
Foundation, 1979), pp. 13-15; Gerald W. Boynton, ''Summary of Issues

and 2ecgmmendatlons for Action Plans,' Moving Ahead In the '80's,
pp. 61-62.

14
Nooe and Faurl, '"A Program Checklist,' p. 5; Gerhart,
""Evaluation of the Part-Time Program of the Graduate Schoo!l of
Social Work,", p. 4.

15
Nooe and Fauri, ''A Program Checklist,' p. 3; Frumkin,
""Alternative Social Work Education,' p. 15; Starr and Walker,
""A Comparison of Part-Time and Full-Time Degree Students,' pp. 59-60.

16
Summary Information on Master of Social Work Programs: 1979
(New York: Councl) on Soclal Work Education, 1979) as quoted In
Starr and Walker, ''"A Comparison of Part-Time and Full-Time Degree
Students,'' p. 60.

17
Frumkin, '""Alternative Social Work Education,' p. 13.

18
Ibid.; see also: Gerhart, ''Evaluation of the Part-Time
Program of the Graduate School of Social Work,'" p. 19; Anne Gero
et.al, '"Part~-Time Social Work Education in lowa,'" p. 13;
Sherman Barr, speech presented at the National Deans of Schools
of Social Work Conference, 1977.

19
As noted earlier, in contrast to the OYRP, most part-time
programs do not have a work-experience requlrement and do not
reduce field work hours. Rather, field placement in two
different soclal service settings for a period of two years (or
longer, |f extended through night, weekend or summer work) Is
typical. '




53

20
Salmon and Walker, ''The One-Year Residency Program,' p. 25.

21

David Binder et.al., '""An Investigation of the Characteris-
tic Differences in the Two-Year and One-Year Residency Programs of
the Hunter College School of Social Work, unpublished paper,
Hunter College School of Social Work, January 1981; see also:
Jeanette Anduze et.al., '""A Study of Students' Perceptions of the
Educational Experience at Hunter College School of Soclial Work:
A Comparison Between Regular Two-Year Program Students and One-
Year Program Students and a Comparison with the 1973 Study,"
(Master's Thesis, Hunter College School of Social Work, New York,
June, 1975.

22
Samuel Finestone, ''Some Issues in Faculty Advising,"
Proceedings, Eleventh Anniversary Annual Program Meeting (New York:
Council on Social Work Education, 1963), p. 214.

23
Edward W. Sites, '"Evaluating Faculty Advising,' paper
presented at the 1977 Annual Program Meeting of the Council on
Soctal Work Education, Phoenix, Arizona, pp. 1-2.

24
Ibld., p. 3.

25
George Getzel and Maria Rosenbloom, ''Faculty Advisement:
Towards a Delineation of Tasks and Evaluation of Advisors,'' paper
presented at the 1979 Annual Program Meeting of the Council on
Social Work Education, Boston, Massachusetts, p. 6.

26
Sites, ''Evaluating Faculty Advising,' p. 3.

27
Ibid., p. &4

28
Ibid., p. 8

29 .
Getzel and Rosenbloom,'' Faculty Advisement: Towards a De-
lineation of Tasks and Evaluation of Advisors,' pp. 3,8.



54

30
Ibid., p. 9.

N
Ibid, p. 13.

32
Finestone, ''Some Issues In Faculty Advising,' p. 21h4.

33
Shankar A. Yelaja, ''Student Advising in Soclal Work Education,"
Journal of Education for Socfal Work 8 (Winter 1972): 66, 70.

34
Louis Lowy et.al., Integrative Learning and Teaching In
Schools of Soclal Work: A Study of Organizational Development
Tn Professional Education (New York: Assoclation Press, 1971),
Pp. 72-73, 77-78.

35
Finestone, ''Some Issues in Faculty Advising,' pp. 215-216.

36
Charles Levy, ''On the Art of Faculty Advising In Social Work
Education," paper presented at the 1963 Annual Program Meeting of
the Council on Social Work Educatfon, Boston, Massachusetts, p. 1.

37
Elspeth Latimer, ''Comments on Dr. Yelaja's Paper on Student
Advising,'" Journal of Education for Social Work 8 (Winter 1972):

7-72.

38
Maria Rosenbloom et.al., ‘'Faculty Advisement -- A Proposal
for the 1970's,' Social Work Education Reporter 21 (December-
January 1973): 65; see also: Getzel and Rosenbloom, ''Faculty
Advisement: Towards a Delineation of Tasks and Evaluation of
Advisors,' pp. 8-10; Sites, ""Evaluating Faculty Advising," pp. 3-4.

39
Rosenbloom et.al., 'Faculty Advisement -- A Proposal for the
1970's,' p. 66; see also: Getzel and Rosenbloom, '‘Faculty Advise-
ment: Towards a Delineation of Taslks and Evaluation of Advisors,'

p. 10.




55

40
Rosenbloom et.al., '"Faculty Advisement -- A Proposal for the
1970's," pp. 66-67.

4
Sites, "Evaluating Faculty Advising,'" p. 3.

b2
Roger Nooe and Ronald K. Green, ''Total Part-TIme Graduate
Education: Evaluation of an Experimental Program,' paper presented
at the 1977 Annual Program Meeting of the Councll on Social Work
Education, Phoenix, Arizona, p. 17.

43
Neil A. Cohen, '"Part-Time M.S.W. Programs: Issues and
Strategies,'" n.p., n.d. (mimeographed), p. 8.
Ly

Gerhart, '""Evaluation of the Part-Time Program of the
Graduate School of Social Work,' pp. 4-5.

bs
York, '"The Off-Campus Alternative for Graduate Social Work
Education,' p. 8.

L6
Nooe and Fauri, '""A Program Checklist,' p. 5.

L7
| wish to thank the following faculty and administrators of

metropolitan-area part-time programs for thelr cooperation and
helpfulness in providing the information from which this review
was drawn: Dean Eleanor Korman, New York University School of
Soclial Work; Associate Dean Shad Hoffman, Columbia University
School of Social Work; Associate Dean Ralph Dolgoff and .
Dr. Edith Calhoun, Director of Admissions, Adelphi University
School of Social Work; Assoziate Dean Albert Tricomi
Fordham University School of Social Work; and Assoclate
Dean Sol Green, Wurzweiler School of Social Work of Yeshiva
University.

48
Bertha Capen Reynolds, Learning and Teaching in the Practice
of Social Work (New York: Farrar and Rinehart, Inc., 1952) p. 61.




56

kg

Charlotte Towle, The Learner In Education for the Profes-
sions (Chicago, I11.: Unlversity of Chicago Press, 1954), pp. 34, 36

50

Reynolds, Learning and Teaching, pp. 69-85
51

Towle, The Learner in Education for the Professions, p. 48
52

Reynolds, Learning and Teaching, pp. 85, 202; see also:
Ralph Tyler, BasTc Principles of Curriculum and Instruction
(Chicago, 111, University of Chicago Press, 1950);
Martin Bloom and Marcella Farrar, ''Becoming a Professional Soclal
Worker: Two Conceptual Models,' Soclal Work Education Reporter
20 (April-May, 1972), pp. 23-24; Charles Guzzetta, "Curriculum
Alternatives,' Journal of Education for Social Work 8 (Winter,
1972); Herbert Aptekar, ""The Curriculum-Bullding Process,'
Journal of Education for Social Wark 4 (Fall 1968);
wen Andrew, ''Doing Concepts: Thoughts Toward Resolution of the
Continuum Dilemma,'' Journal of Education for Social Work
12 (Winter 1976); E. CIIfford Brennan, '"Defining the Basic
Curriculum,' Journal of Education for Social Work 14 (Spring 1978).

53
Joe C. Eades, ''Starting Where the Student Is: An Experi-

ment in Accelerated Graduate Social Work Education,' Journal of
Educational for Social Work12 (Fall 1976); Jane H. Pfouts and
Carl H. Henley, Jr., ""Admissions Roulette: Predictive Factors
for Success in Practice,' Journal of Education for Social Work

13 (Fall 1977); Elizabeth Torre, "Student Performance In Solving
Social Work Problems and Work Experience Prior to Entering the
M.SLY. Program,' Journal of Education for Social Work 10 (Spring,
1974) .

54
Barbara Varley, "'Socialization in Social Work Education,'
Social Work 8 (July 1963), p. 102.

55
Robert K. Merton et.al., eds., The Student-Physiclan

(Cambridge, Mass.: Harvard University Press, 1957), p. 287.




57

56
Howard S. Becker et.al., Boys In White -~ Student Culture in
Medical School (New Brunswick, N.J.: Transaction Books, 1961,
PP. 33-3/; see also: Howard S. Becker, '"The Self and Adult
Sociallization,' in the Study of Personallty =- An Interdisciplinary
Appraisal, eds. Edward Norbeck et.al. (New York: Holt, Rinehart
and Winston, Inc., 1968), p. 199.

57

Mary Jean Huntington, ''The Development of a Professional
Self-Image," in The Student Physicfan, Robert K. Merton et.al,
eds., pp. 179-180.

s8
Ibid., pp. 181, 186; see also: Becker, 'The Self and Adult
Soclalization,', p. 203.

59
Rue Bucher et.al., "Differential Prior Soclalization: A

Comparison of Four Professional Training Programs,'' Social Forces
48 (December 1969), pp. 214-215.

60
Becker, ''The Self and Adult Soclalization,' pp. 204; see
also: Becker, Boys in White, p. 143.

61
Sheila Feld and Norma Radin, Social Psychology for Social
Work and the Mental Health Professions (New York: Columbia

University Press, » PP. -119.
62
Varley, ''Socialization in Social Work Education,', p. 106.
63
Ibid., p. 108.
64

lrwin Epstein and Kayla Conrad, ''The Empirical Limits of
Social Work Professionalization,'" In The Management of Human
Services, eds. Rosemary C. Sarri and Yeheskel Hasenfeld (New York:
Columbla University Press, 1978), pp. 170-171.



58

CHAPTER 11

PROGRAM DESIGN AMD RESEARCH METHODCLOGY

In the previous chapter, the renewed Interest of soclial work
educators In adapting faculty advising structures to meet the
differentlal needs of part-time stude.uts was presented. The
organizational marginality of part-time programs and the limitations
on student Interaction and connection to the university were
discussed.

In this context, the Hunter One-Year Residence Program, a
part-time work-study mode! of professional education was described
The Inadequacy of current faculty advising arrangements in the
part-time and full-time phases of the program was documented.
Innovations In the content and structure of faculty advising as
an Important component of the MSW curriculum were proposed in order
to amellorate the problems ldentified and improve professional
education In the OYRP.

In this chapter, we turn to an In-depth review of the goals,
objectlives and design of the faculty advising innovations proposed,
and a discussion of the plan for their implementation, monitoring,
and evaluation. The innovations conformed to the part-time and
full-time phases of the Hunter School of Social Work One-Year
Residence Program, called respectively Time Frame | (TFl) and

Time Frame t1 (TF11).
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Program Goals and Objectives

Time Frame |

Glven the problems of part-time students identified earlier --
thelr time constraints, lack of frequent interaction with and
connectlon to students and the university, and marginality in the
school community -- the overall goal of the TF! innovation was to
enhance part-time professional education through the creation of
an advising structure that more adequately fit the patterns and
needs of mature employed soclal workers returning to school for the
MSW degree on a part-time basis. By consolidating advising and
course instruction, the new structure attempted to accommodate the
time constraints of working students and prevent extra trips to
School for advising alone.

Aslide from convenlence, the structure attempted to promote
Interaction and a sense of trust and support, within which advising
content was developed to address part-time students' problems and
needs as they became known. Specifically, the TFl faculty advising
Innovation was designed to incorporate a flexible but purposeful
educational curriculum. An objective was to engage entering
students In discussion of their transition to student status and
the concerns as mature working adults, with families and diverse
responsibllities, thls created for them. The Intent was also

to provide Information and advice about the School and professional
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education when they needed It, so that they might feel familiar and.
comfortable with the expectations of these systems and able to
successfully negotiate them. Through development of a student-
teacher relationship and frequent class contact with an instructor/
advisor who was knowledgeable about both the School! and the struggles
of part-time students, It was anticipated that a trusting, somewhat
closer faculty advising relationship than Is normal might prevall.
These measures, it was felt, would enhance students' knowledge of
and attachment to both the School and the educational program, and
thus Improve the Introductory phase of thelr graduate educational
experience.

To summarize, two key objectives of the TFl advising strategy

were:

1. To provide Information and advice to part-time entering
students when they needed It, and where they most fre-
quently came In contact with the School during the first
semester, according to an advising curriculum designed
to meet their particular educational needs.

2. To enhance students' knowledge of and identification with
Schoo! personnel, structures and processes, and thus their
engagement and satisfaction with the part-time phase of
professional soclal work education.

tn addition, there were two objectives geared to the organiza-

tional problems of 1imited School resources and student retention.
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As noted in the first chapter, the inadequacies of the regular
advising system appeared to be associated with misuse and overuse
of faculty resources. That Is, students unable to attend monthly
advising or dlssatisfied with Its content tended to seek advice
from classroom Instructors or extra appointments with their faculty
advisors. The former often lead to student anger and frustration
as evening course Instructors frequently were ignorant of the
system or lacking In empathy for students' problems. The latter
consumed much more of the advisor's time than was designated for
the functlon or seemed useful to its purpose. Thus, another
objective of the TFl advising strategy was:

3. To make more efficlent use of both faculty and

students' time and resources.

Finally, as previously Indicated, TFl of the OYRP was seen
as a critlical perlod for student retention. Students dropping
out or taking leaves-of-absence In TF! often falled to return
to complete degree requirements. The faculty advisor, it was
hypothesized, could be a useful force In helping students remain.
attached to the program cduring this structurally fragmented
perlod. Thus, a final objective of the TF| advising strategy
was:

L, To assess its potentlal for maintaining students iIn

the program.
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Time Frame 1.

The overall goal of the TFI| advising Innovation was to
maximize the potentlal for student learning through creation of
an advising structure that more adequately fit the patterns and
needs of mature employed students in the full-time fleld work
phase of thelr MSW education. The Intention was to enhance the
educational experience In TFIl by establishing a mechanism for
early ldentification of actual or potential problems and thelr
rapld amelloration. It was felt that earlier, more frequent
and substantive contact between already-familiar advisors and
students In TFI! would facilitate the development of a more
productive relatlionship In which critical educational issues might
be discussed and acted on. Furthermore, It was felt that advising
initiated by the advisor, dovetalled to students' schedules, and
planned for set times over the course of the semester would
positively acknowledge the time constraints and differential
needs of work-study students engaged In the often-stressful
resldence year.

Specifically, the objectives of the TFI| advising
strategy were:

1. To provide continuity in faculty advising for OYRP
students between TF| and TFl|, specifically between
the perlods In which fleld work is planned and
executed (the Spring term of TF! and the Fall

term of TFII).
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2. To maximize the avallabillty of faculty advisors
knowledgeable about students and agencies early In the
Fall semester of TFIl, a period believed critical for
OYRP students' learning and frequently characterized by
role strain and confllict.

3. To prevent or amellorate educational problems early
in the term so that students can maximize the learning
potentlal of the residence year.

4., To help OYRP students adjust to the student role and
professional supervision, manage time and demands, and

regard themselves as developing social work professionals.

Program Design

Time Frame |I.

in the TIme Frame !. Innovation, the faculty advising function
for a sample of entering evening students was Incorporated into the
Instructional role of a faculty member teaching an evening sectlon
of the required first semester Soclal Welfare Organization course
(SSW 701). Students selected for the section were required to attend
class one night a week from 5:30 to 8:00 p.m., Instead of the usual
6:00 to 8:00 p.m. evening schedule. This allowed an extra half
hour per week for the assigned classroom Instructor to perform
faculty advising functions for the class as a whole or defined

small groups, according to a flexlible curriculum plan designed and
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implemented over the course of the semester. This change in the
timing and setting for faculty advising contrasted with the monthly
""large group advising'' for all other part-time TF| students by
assigned "OYRP faculty."

It was made clear to students In the speclal social policy course
section that the extra classroom time allotted to faculty advising
exempted them from regular monthly advising required for other TF!
students. It was also clarified that the extra half-hour for advising
would be used only If there was a specific need and purpose to
convey Information or discuss Issues pertinent to thelr education
Thus, the possibility of students having elther advising or free-time
before thelr 8:00 p.m. class, with advising content provided when
necessary, timely, and Integral to student function rather than on
a somewhat arbitrary monthly basis, conformed to the original
Intent of the new advising program.

On the assumption that the avallability of faculty advising
Information and advice would be Important to help full-time employees
make the transition to part-time student status, the program design
included advising sessions for the policy class as a whole almost
every week during the first month and a half of school. This was
to be followed by less-frequent all-class advising sessions and a
four-week cycle of small-group meetings. The open weeks provided
free flme for elther the whole class or the small groups that were

not schedulec to meet.
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This Innovatlve plan contrasted with the regular advising pattern,
in which three meetings were scheduled by OYRP faculty for their large
groups of 25 - 30 advisees a month or more apart over the course of
the semester, and were designed to meet TF! student need in a minimal,
expedient manner. Regular OYRP advisors planned to have their first
advising meetings toward the end of October, for example, by which
time the Instructor/advisor for the TFl advising innovation had
planned to hold approximately four advising sessions. A schema
dlagramming type and frequency of advising contacts in standard and
innovative programs Is presented below:

Fall 1981 Semester

Planned Advising Contacts Sept. Oct. Nov. Dec. Jan.

Regular OYR Program
large group advising - -
Indlvidual (as needed)

tnnovatlive OYR Program
all-class advising = ==-coccccc-- SR

small group

Individual (as needed) @™ = ~eececcecccaa-

Fundamental to the development of the TF| advising curriculum
was the assumption that frequent student contact with a sympathetic
and systems-sophisticated Instructor/advisor would create a higher -

level of mutual knowledge and trust, and understanding of TFI
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students' needs and concerns as they emerged over time. Based on
this assumption, speciflic currlculum content for advising sessions
and the timing of the sessions themselves were to be designed by
the writer and the Instructor/advisor as the semester evolved and
thelr experlence with students grew. In addition, general topics
for discussion In the advising currlculum were to Include a range
of subjects as relevant, such as the nature of professional
educatlion, the structure of the OYRP and the Hunter School of
Soclal Work, the differences and similarities between the part-time
and full-time programs, the nature of academic and field work
requlrements and expectations, the development of programs and
schedules, student problems and issues, access to School resources
and facllitles, the function of School comnmittees, and administrative
matters of Import Including procedures for incompletes, change of
status and credlt transfer. Frequent meetings of project faculty
were planned to assess student progress and needs as well as the
timeliness of broader educational toplics for Inclusion in specific

advising sesslon agenda.
Time Frame {1

The Time Frame ! faculty advising strategy was characterized
by maintenance of continulty In advisors between Time Frame | and
Time Frame I, early (pre-fleld work) contact between advisors and

students, a structured advising currliculum, and the use of small
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groups‘as primary mechanisms for dissemination of information,
advice and problem-sharing.

As Indlcated In the previous needs assessment, a problem with
regular TFl! advisement was Its maintenance of full-time program
norms and assumptlions, and lack of adaptation to the problems
and needs of work-study students with one year of residence and
fleld work. TFtl, with Its program of day-time study and
supervised fleld practicum, was known to be an Intense period
for OYRP students in which heavy class and field work demands
and accelerated performance expectations often exacerbated
normal 1ife pressures. In addition, the experience tended to
move rapldly, the year nearing completion before the components
for sound fleld work educatlion were firmly In place. VYet,
regular TFIl advising did not take Into account these Important
differences. Students usually did not know or have contact with
thelr TPl advisors unt!l almost mid-semester. By then, minor
problems were so magnified, educational deficlencies so ingralned
that the quallty and content of the educatlional experience was
seriously diminished. The new advisors, furthermore, were not
involved with or knowledgeable about either the student or
TFtl fleld work arrangements. Thus valuable iInformation was lost
to the TFil advising process as a result of this gap In advising
continulty,

To counter these defliciencles, It was proposed that two of

the three faculty members who were faculty advisors for TF! students
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In 1980 - 1981 continue to be faculty advisor for a sample of
these students In TFIl. (t was assumed that the prior relation-
ship coupled with contact Initiated by the advisor early in the
term before fleld work began would serve to enable early
assessment of and Intervention In class or fleld problems that
could negatively effect the TFIl learning experience.

As in the TFl innovatlion, TFl| advising was to be planned at
a time convenlent for students to attend, presumably on the one
day a week they were In School. The use of small groups as a
primary advising vehicle was designed not only to facilitate
meaningful exchange re: problems and issues, but also to conform
to the l1lkelihood that advisees would be in School on different
days, depending on the time the relevant major method class was
offered.

A flexible advising curriculum was developed by the writer
and the two TFl| advisors over the course of the semester,
based on current and evolving assessment of work-study students'
problems and needs. Incorporating the standard TFl| emphasis on
moni{toring student fleld learning and expectations, the advising
curriculum was designed to focus on the development of appropriate
learning assignments, the purpose and process of supervision, the
nature of class and fleld expectations, the management of employee/
student role demands and conflicts, the meaning and conduct of

professional practice, and the Interface of theory and practice.
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It was assumed that advisors would make earlier and perhaps more
stringent demands on students for a variety of written materials,
the content of which would help I1luminate learning needs and
obstructions, and Indicate fruitful areas for both discussion and

Intervention.

Project Overview: Goals and Objectives

tn the previous section, the characteristics, goals and
objectives of the advising program Innovations were set forth.

While they formed the centerplece of the project, It had additional
components and objectives that will now be described.

As stated earller, the TFl and TFIl advising Innovations
were developed to solve problems assoclated with other advising
strateglies and to improve the educational experience of Hunter's
part-time work-study students. In addition, it was felt that the
implementation of these Innovations would provide rich opportunities
for the collection of data on Important questions relevant to
faculty advising both at Hunter and In part-time MSW programs
based on a work-study model.

From the review of the llterature on faculty advising, for
example, It was clear that empirical research on the faculty advising
function In both part-time and full-time social work education was
sparse. Therefore, a major project objective was to document the
content and process of innovative faculty advising administered
to sample groups of the part-time evening (TF1) and day-time

residence (TF1l) students. Questions to ald this examination Included:
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1. What do advisors do?

2. When do they do it?

3. What roles do they play?

L. Wwhat problems do they confront?

It was planned that reports from both advisors and students
would be used to learn more about the reality of part-time advising
as percelved by provider and consumer in two phases of the OYRP.
tn addition, patterns were to be analyzed, and comparisons to the
theoretical! functlons of advising In the lliterature made.

An assumption underlyling the faculty advising project was that
part-time MSW students, by virtue of prior work experience and
adult responsibllities, may have different educational needs
and 11fe demands from full-time students to which professional
programs should be responsive. The adaptation of educational
structures, to the extent that 1t occurs or Is desired, Is based
on the presumption of such dlfference. Beyond the description of
basic student characteristics In some programs, however, the nature
of that difference has received 1i1ttle research attention.

Thus, an Important project objective was to gather Information

on the kinds of Issues and problems part-time students faced durling
the introductory semester of both part-time and full-time phases

of study. How did students In TF! and !l percelve the demands made
by School, employment, fahlly? What obstructions to their educational

goals did they ldentify? What supports, personal and educational,
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did they count on? How were School, agency, and family viewed in
thls regard? Through the collection of data from students on these
questions, It was hoped that the nature of these aspects of their
exper ience could be more fully understood and documented. In this
way, varlables affecting the degres and extent of their difference
as nontraditional soclal work students can begin to be measured,
facllitating more systematic and Informed program adaptation.

In thls regard, a third project objective was to assess
faculty and student satisfaction with the advising innovations
implemented. DId students perceive them to meet their needs for
Information, advice, support, Integration of learning? Did faculty
view them as more or less effective and efficient than the standard
advising methods for OYRP students? What was learned from the process
and content of project Implementation on the appropriate structure

and substance of faculty advising for part-time students?

The Implementation Plan

Program design Is a reflection, in part, of program policy
or goals. Program Implementation focuses on the what, when and how
of program planning and operation. As many writers on the implementa-
tion process have observed, the way a program Is carried out may
influence program goals as much as It is influenced by them.
Furthermore, the discontinuity between design and Implementation --
the leadership, staff, or departments Involved -- can adversely
affect program outcomes. Careful planning of program Implementation

as well as design Is thus recommended.
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It Is to a discusslon of the plan for program implementation,
Including resource acquisition and the phases of program planning

and activity, that we will now turn.

The Acquisition of Resources: Approvals and Personnel

Critical to the Implementation of the project design was the
acqulsitlon of appropriate personnel and organizational approvals.
in this section, the steps taken to gain approval for the allocation
of three faculty members as project faculty advisors will be
described and analyzed In the context of the project's scope and
feasibllity.

In the Spring of 1981 when the project proposal was In a
beginning stage, support for project goals was obtained from key
organizational actors. These Included the Director of the OYRP,
the Coordinator of Faculty Advising for the School, and the Dean
of the School.

The OYRP Director saw the project as an opportunity to Iimprove
the projgram he had headed for several years, and address one of
Its percelved weaknesses. The Coordinator of Advising, an
Important contributor to the faculty advising Ilterature,z
had a long-term Interest In strengthening the faculty advising
function and desligning research to that end. As the faculty
member responsible for assigning faculty advisors to all students
In fleld work, Including OYRP students In TFIl, she agreed to
adjust advising loads to fit project requlrements.

The Dean of the School was coomitted to the development of
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knowledge about advising and its effectiveness through evaluation
research. He saw the faculty advising function as one of the
most expensive, least evaluated educatlonal processes In soclal
work education. He also understood Its potential as a mechanism
for maintaining "humanity" and ''quallty" for professional students
In an era of resource scarcity and withdrawal of support from human
services and the helping professions. In April 1981, he gave
formal support to the project and agreed to adjust the workload
and assignment of appropriate faculty to enable their
particlpation.

The faculty desired for the project were those with a logical
connection to its design. Faculty members could not volunteer
or be selected unless they met specific criteria. For example,
since one of the variables to be assessed In the TFIl Innovation
was the continulity of the advisor between TFI and TFll, the
three faculty who had been TF| advisors in the 1980-1981 academic
year were the only ones for whom a continuous relationship with
students In TF!| was possible. Thus tﬁey were the only ones
eligible to be TFIl project advisors.

0f the faculty in this position, the author, as principal
Investigator for the project, was ruled out. Given the minimum
of 25 students desired In the TFil sample, and the Schoo!l rule
against assigning any one faculty member that number, project
viabllity required that both of the remaining faculty be

assigned, each to carry 12 to 15 project advisees.
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Voluntary agreement of one of the tw6 faculty In question
was obtalined In the Spring of 1981, pending the Dean's approval
of project advisees as part of her workload. Once thls was
secured, the number of advisees and their major method were
determined before the onset of the Fall 1981 semester by the
writer in cooperation with the faculty member and the
Coordinator of Faculty Advising.

The second required faculty member for the TF!! innovation
was reluctant to become involved. She had returned from
sabbatical the previous year and was assigned TFl advisees in
the Spring 1981 semester to fl11 In for another advisor who had
left School mid-year. Her knowledge of and commitment to thlis
group of advisees and the OYRP were limited, both by brief
contact and a history of advising full-time students in her major
method casework class. She frankly stated her objection that
OYRP advising was more difficult and time-consuming than
advising full-time students, yet was accorded no additlonal
workload credit. In addition, the timing of the project and Its
additional research tasks was unfortunate as she planned to
defend her doctoral dissertation the same semester.

The Dean's role In clarifying project requirements and
establishing a cooperative atmosphere while affirming the importance

to the project of faculty Involvement and the falrness of sharing
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difficult assignments was essential. Were It not for his strong
support and willingness to counter resistance, the minimum personnel
requirements for the TFl! innovation would not have been met.

The assignment of a faculty member to the TFl innovation
occurred within more flexlibla parameters. In the early stages
of the project, it was felt that an Instructor from elther the
beginning-level Human Behavior or Soclial Policy courses could
implement the new TFl advising program since the majority of
entering OYRP students took both courses the flrst semester.
As the writer sought the views of faculty and administration on
this question, a consensus developed on the selection of the
Introductory policy course as the more appropriate vehicle.
tts content -- on policy, program and systems -- appeared broadly
congruent with the advising agenda. More Importantly, a specific
soclal pollicy Instructor was Interested In and highly equipped
for the assignment through his past experience teaching TFI
OYRP students, while the majority of human behavior Instructors
for the evening class sections were adjunct faculty, unfamiliar
with either the School or the OYRP and Its students.

The faculty member desired for the TFl Innovation had taught
evening OYRP class sections of the Introductory policy course for
several years. He knew the School and was sympathetic to working

students. He was eager to act as the formal faculty advisor for
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the students In his policy section, as he had informally taken on
this role over the years. His status as a part-time temporary
faculty member, however, made his future teaching assignment at
the School uncertaln. Requests to the Dean from the Coordinator
of Advising and other faculty that he be assigned to the project
based on his competence as a teacher and advisor were successful.

All other tasks necessary to the ongoing design,
administration, monitoring and evaluation of the project were
the writer's responsiblility.

As can be seen from the above discussion, the amount and
kind of resource requested for project implementation reflected
the project's limited objectives and demonstration nature.
Overall, the modest scope of the project In numbers of
students and faculty involved enhanced Its feasibility, as
did Its short-term demonstration status. Large amounts of
resource were not coomitted for long perlods of time or for
permanent programs. These factors, In addition to the
potential for program improvement and the acquisition of
knowledge, were calculated to Increase the benefits and
reduce the costs of project implementation to the School and

thus created a favorable atmosphere for Its approval.
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Phases of Activity In the Implementation Plan

Project Implementation was divided Into two phases: preparation
and activation. The preparatory phase included the acquisition of
resources and approvals, advising curriculum planning, sample
selection and notification, and instrument construction. The
beginning of the preparatory phase overlapped with the end of the
project design phase In the late Spring of 1981, and continued
through the summer unti! the onset of the project In September 1981.

The necessity to Implement the project in the Fall semester
of an academic year, when students enter TF| and TFi| phases of
the OYRP, established the timetable for both project preparation and
Initiation. Were the necessary approvals and planning Incomplete,
project activiation would have been delayed until the following
academic year.

The project began in September 1981 and continued through the
Fall semester untll January 1982. This phase of project activity
consisted of advisor-student contacts (individual, group or class)
for implementation of the advising program design, and project
faculty meetings for ongoing monitoring and curriculum planning.

An outline and timetable for the phases of the project
from formulation through implementation to evaluation is

provided.
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Phases of Activity: Faculty Advising Project

SPRING 1981 SUMMER 1981 FALL 1981 SPRING 1982

Project Formulatlion

Development of project design

Project Preparation

Project % Resource acqulisition Activation
tmplemen- ( Organlzational approval Project Imple-
( mentation
tation ( Currliculum and Instru- and/ongoing
g ment development planning
( Sample selection and Monitoring Evalua-
( notification tTon

Research Design and Methodology

Scope and Design
As a formative research project,“ the primary purpose of the

new advising program and Its evaluation component was to contrlbute
to the development of knowledge for Improvement of the Hunter One-
Year Residence Program. Although the production of information
useful to other part-time soclal work programs was considered a
ITkely outcome, the short-term exploratory nature of the project
argued against the use of an experimental design for summative

5

research purposes.
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The research design was developed to conform to overall project

objectives:

To document the function and process of faculty advising
In a part-time work-study program.

To understand aspects of the students' experlence, fnclud-
Ing supports and obstacles to the educational process and
the role of faculty advisors In two phases of the OYRP,
and

To assess the extent to which faculty and students were s

satisfled with the advising Innovations,

tn accordance with these objectives, project research

Iincorporated qualitative and quantitative methods for program

monitoring and evaluation in a quasi-experimental 'after-only'

with contrast group design. Major design elements Included:

An after-only survey of TF| and || students who had
participated Iin the project.

Administration of the after-only survey to a contrast
group of TFI and |! students who participated In the
standard advising program.

tndividual interviews with project faculty.
Self-reporting by project faculty on student and
collateral contacts and advising sesslons.

Collection of selected admissions data and

student reports.

Observation of selected TFI| advising/class sessions.
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7. Group feedback sesslons with TFl and |l project students.

Although this design allowed differing Interpretations of the
nature of change and the extent of program Impact, as Welss states,
nonexperimental deslgns can generate data ''full of detall and Imagery,
provocative, and rich In lnslght."6 It can also ''provide a preliminary
look at the effectiveness of a program'' to assess whether further,
more refined evaluatlion Is warranted. As a formative research
effort, these were the design goals: to provide empirical data from
faculty advisors and students on thelr respective experiences
and the faculty advising function In a part-time MSW degree program,
and to ascertaln whether student and advisor response to the advising
Innovations warranted further study and use.

An effort at randomized selection of project participants and the
non-project contrast group (within 1imits discussed below) was undertaken,
and considered an Important design feature adding rigor to the evalua-
tion by controlling for numerous threats to Internal validity, notably
history, instrumentation, and selectlon.8 The effort to randomize was
also Important given the relatively small number of project particlipants
and the difficulties of the data analysis with stratifled samples In

such circumtances.
Target Population and Sample Selection

The universe of students from which the project samples Qnd

contrast groups were selected Included the entering 1981 OYRP class
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and those OYRP students who had completed TF! and were entering
TFI! In September 1981. As the project design Invoived the
implementation of different advising innovations for the OYRP's
two time phases, the sampling selection procedures for these
program subgroups and thelr respectlive controls will be described
separately.

Selectlion of the Time Frame | Sample

tn August 1981, admissions Information from the School
administrator In charge of admissions and records Indicated that
116 students had been accepted to the OYRP. Barring withdrawal
or lack of acknowledgement of thelr acceptance, they were
expected to enter TF! In September. Of this total TFI
cohort, students eligible for random assignment to the TFI
Innovation Included only those who had not had prior courses
at Hunter as nonmatriculants. To prevent sample blas and enable
students in the TF! innovatlon to start from the same base, It
was felt that there should be no prior educational involvement
with the School. As a result, over one-third of the entering
class was ruled out of the sample selection based on prior
coursework.

Another group of students eliminated from the pool for TFI

sample selection Included Incoming group work majors whose
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schedule required thelr attendance on Tuesday rather than Wednesday,
the day scheduled for the ''experimental'' social policy class. Finally,
students who did not acknowledge acceptance to the program or who
withdrew prior to sample selectlion were excluded.

0f the remaining 62 entering students eliglble for the
sample, 25 plus 10 alternates were randomly selected by a table
of random numbers. Of these, thirteen withdrew before classes
began, had completed a Hunter or equivalent social policy course,
or were not able to attend a Wednesday section. Thus, of the
original 35 students randomly selected for the sample, 22 were
confirmed. Four students who requested a Wednesday schedule were
added, creating a total of 26 students for the innovative TFI
advising project class.

The self-selection of a small proportion of the sample (15%)
was an administrative accommodation warranted in an educational
program with priorities rivaling research considerations. Respect-
Ing students' requests for particular schedules, to the extent
possible, was standard practice In the OYRP. Although these
students met the other sample selection criteria and were not
known to have quallitles different from other entering OYRP
students, it Is Important to Identify this as a limitatlon in
the sample selection procedure. Lack of accurate Information on
entering students and the changing status of students In the
period between program acceptance and enroliment also

Influenced the process and outcome of the sample selection.
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Selection of the TFIl Sample

The TFt! sample of 25 was part of a total of 89 students beginning
the Residence Year (fleld placement) In September 1981. The sample
was selected from the 1980-1981 TF! advising groups of two faculty
members (hereafter called Professors #1 and #2), numbering 26 and 30
respectively. Students were inelligible for the sample If they had
taken prlor courses with thelr faculty advisors: the TFl advising
relationshlp, uninfluenced by any other Instructional role, was the
single common denominator for the sample. This factor did not
Influence the selection of Professor #1's group; however, a sub-
stantlal number of Professor #2's advisees who had been In her
Introductory casework class were eliminated from selection.

In addition to the existence of a prior instructional relation-
ship, the student's major method Influenced TFI| sample selection.
It was standard practice for advisors to be assigned students
majoring In methods conforming to the advisor's expertise and
background. In accordance with this practice and given Professor
#2's clinlcal background and teaching, community organization and
administration students in her TF| advising group were eliminated
from the sample. A few other students were ineligible due to last
minute changes In their fleld work plans and course schedules.

As a result, six group work and six casework students from her
original TF! advising group were assigned to Professor #2's

TFi! advising sample.
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To conform to Professor #1's background in direct practice and
administration, as well as workload agreements and the School
practice dlscouraging faculty advising assignment In four methods;
community organization students were eliminated from her sample.
Assigned were three group work, flve administration and five
of the fifteen casework students from her original TFl| advising
group. The casework students were selected at random from those
with a Tuesday class schedule, In order to confine Professor #1's
advising contacts to two days (Tuesday for casework and group work
students, Thursday for adminlistration).

As this discusslon Indlcates, a variety of administrative
and educational considerations, Including faculty workload,
schedule and expertise and the students' major method, prior
relationship with the advisor, and course schedule, Influenced
the selection of the TFil sample. Although the desired sample
of twenty-five students was obtalned, the above constraints
were responsible for the elimination of community organization
majors and prevented the use of a random selection process.

Table 1 compares the TF!| sample to the original TFI

advising groups from which they were selected.
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TABLE 1

COMPARISON OF TFI| SAMPLE AND TFI! ADVISING
GROUPS, BY MAJOR METHOD

Number of Students Number of Students % of TFI

In TFt Advising In TFtl Sample by Advising

Groups, by Method Method 1981-82 Groups In

1980-81 TFI1 Sample,
by Method

CWw GW CO AD T. CW GW CO AD T. CW GW CO AD

32 9 510 56 11 9 0 510 34100 0 50

Relative to the proportions in the TFl advising groups, the
TFIl sample was overrepresented In group work and administration,
underrepresented in casework and unrepresented in community
organization. In this dimension, the sample was not repre-

sentative of the universe from which It was selected.

Selection of TP} and TFI| Contrast Groups

To conform with design objectives, the final survey for
project particlpants was administered to contrast groups of
TFl and TFIl students who recelved standard advising during the
perlod of the project's Implementation.

Students were eliminated from TF| contrast group selection
If they were In the advising project or had taken nonmatriculant
courses at the School prior to admission to the OYRP. These

criterla caused the elimination of eighty students from the
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total pool of 106 TF| students registered at the end of September
1981. A1l thirty remaining TF! students were Included in the

TF! contrast sample. This number Included two students who
withdrew and two who requested leaves-of-absence from the Program
at the end of the Fall semester, but were In attendance all or
most of the term.

Students eliminated from TFIl contrast group selection were
those In the TF!| advising project, those who withdrew from School
prior to or early in Time Frame 1!, and those who entered the
OYRP prior to 1980 and were not part of the appropriate entering
class. Of the 52 students remining, 30 were randomly selected
with a table of random numbers for the TFI! contrast group survey.

A Profile Of Part-Time Students In the OYRP Advising Project

tn this section, the age, race, sex and major method of
students in project samples and contrast groups will be described
and compared with the total OYRP populations from which they were
selected. The chi square statistic was used to Indicate the
extent to which project and contrast group students were
consldered representative of the target population on these
dimensions. The composition of previous OYRP classes was examined
for additlonal perspective on the representativeness of the 1981

class over time.
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TF! and TFI! Project Samples

Sixty-five percent of the TF! project sample were over 31
years of age; 54% were black and Hispanlc. Elghty percent were
female and 62% were casework majors (see Table 1,

Appendix 1), Age, race, gender and method differences between
the TF! sample and the total! TFl class were not statistically
significant, and the sample was representative of the
population on these dimensions.

Sixty-four percent of the TFl| sample students were over
31 years old; 56% were white. Seventy-two percent were
female and 80% were direct services (casework and group work)
method majors (see Table 2, Appendix 1). Age, racial and gender
differences between the sample and TFIl population were not
statistically significant; however, method differences were. The
sample, that Is, contalned substantially fewer caseworkers and
organizers, and twice as many group workers as the total
population. As a result, the TFI| sample was representative of
the TFII population on the dimenslons of age, race and sex but not
major method. The difference in method was a consequence of the
use of major method as a criterion in the selection of the TFI!
sample, previously described.

TF| and TF!| Contrast Group Samples

The TFl contrast group was composed primarily of white (76%),

female (70%), casework and group work majors (77%), 54% of whom
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were over 31 years old (see Table 3, Appendix 1). Age, race, sex

and method differences between the contrast group and the TF!

population were not statlstically signiflcant. As a result, the

TF! contrast group was representative on these dimensions.
Fifty-six percent of the TFIl contrast group were age 30 and

under; 57% were white. Sixty-three percent were female

and 66% were casework majors. The TFl| contrast group was

not statistically significantly different from the TF!!

population In age, race, sex and method, and can be considered

representative on these dimensions.

Project Samples and Contrast Groups Compared

A comparison of TFl and TFll project samples and their
respective contrast groups (see Tables 4 and 5, Appendix 1) ylelded
statistically significant differences on only one dimension, I.e.,
the method differences between the TF!| sample and contrast
group students. There were no statistically signiflicant
differences between the TF! sample and its contrast group. On
the dimensions of age, race and sex, the TFl| sample and contrast
groups were sufficiently similar to allow valid comparison.

tn summary, the TFl project sample was representatlve of
the TFl class on the dimensions of age, race, sex and major
method, whole the TFil project sample was representative of
the TFt! class on all but major method characteristics. No

statistically significant differences were found between the
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TF! and TFUl contrast groups and their respective class
populations., Similarly, the TFl project sample did not differ
significantly from the TF! contrast group. The TFtl project
sample differed from the TFtl contrast group only on major method
characteristics. As a result, study findings, with these excep-
tlons, can be generallized to the TF! and TF!| target populations,
and valld comparison between project samples and contrast groups
(except for method as noted) can be made.

The Study Populatlon and OYRP Composition Trends

Analysis of OYRP student composition since 1977 iIndicated
that age, race, sex and method distributions have remalned
relatively stable. The majority of students have been over 31
years old, white, female and casework method majors. The
minority representation has been over thirty percent each year
and the proportion of males has averaged thirty-three percent.
In this context, the 1981 study populations reflect the
characteristics of previous entering classes and thus are
consistent with past as well as present patterns of OYRP

student body composition.

Instrument Development and Administration; Objectives and Timetable

A varlety of data collection Instruments were developed by
the author to meet research design objectives. The content,
rationale and timetable for each will be discussed In thls
section, following a brief statement on the process of Instrument

development.
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The Process of Instrument Development and Pre-Testing

All Instruments were reviewed, revised and approved by the
three project faculty upon submlssion of a plan and draft materials
by the author. This collaborative process took place In the
summer and fall of 1981 at project faculty meetings established
for curriculum planning and Instrument development. Instruments
were also reviewed by the Director of the OYRP and one or more
of the faculty serving on the author's doctoral committee.

Instruments for faculty were revised as needed after
trial use. There was no formal pre-testing of the end-of-term
survey administered to the project and control! groups.

An attempt was made to standardize Instruments across time
frame for both faculty and students. Where the situation did not
permit this, the resulting Instrument modifications will be noted.

Data Collection Instruments for Faculty Advisors

The data collection instruments used by or with faculty
advisors during the course of the faculty advising project
were divided into three categorles by chronology and function:

1. Instruments to prepare advisors for the advising

process.

2. Instruments to define the advising process and

advising functlions,

3. Instruments to explore advisors' views of the

faculty advising Innovations and experience.
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1. Preparing for the Advising Process

To faclilitate early and Informed engagement of TFll project
faculty advisors with thelr advisees at the beginning of the
fleld work year, four Instruments were developed to provideovide
faculty advisors with pertinent Information and are shown In

Appendix 2. Flrst, an Academic Summary sheet, fllled out by the

OYRP secretary from the students' flles, gave advisors information
on thelr advisees' prior MSW coursework and grades, and facllitated
program planning and problem identification (incompletes, etc.).

A Time Frame | Summary form was filled out by TFI| advisors

on thelr advisees' TF! history. |[ts purpose was to facilitate
recollection by advisors of thelr contacts with students in

TF!, the nature of problems or concerns noted then, and the
advisor's anticipation of both student and agency ablility to handle
the coming residence year.

The first seciton of the form asked for detalled admissions
deta on each student. Since thls Information was time-consuming
for advisors to collect from student files and was primarily
for research use, it was decided that the author would review
this data for all TFll project students.

Revisions were made on the framing of questions re: the
advisors' expectations for TFl! student performance, and are

Included in Appendix 2,
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A Student Information Sheet was given to TFIl project students

at the flrst advising meeting for early return to the faculty advisor.
This form provided advisors not only basic identifying data on
students, but also thelr views of the TF| experience and thelir

plans and expectatlions for the TFl! year. This document served as

a mechanism for early identification of class and fleld problems

from the student's perspective.

TFI! project students were asked to submit an Educational

field work. Based on an outline developed by the School's
administration sequence and conforming to a guide used by faculty
advisors In community organization, the Educational Plan asked
students to describe major fleld assignments and beginning tasks,
discuss learning needs and objectives, and ldentify both assistance
needed and obstacles anticipated. This information helped advisors
assess the structure and purpose of fleld assignments, and

students' awareness and conceptual ability. It served to narrow

the range of situatlions requiring early agency visits or other

forms of preliminary advising Intervention,

In addition to these instruments developed specifically for
the project, another source of Information deemed Important for
advisors' preparation and planning was the official Contract
Letter sent by the School to the agency the previous semester.

Typlcally, the letter stated the students' educational assignments
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for TF)) and the work responsibilities to be reduced for this
purpose. The new fleld supervisor and other agency personnel
involved In student learning were also Indicated. As the only
formal document on the student's TFIl plan, a copy of this
letter was provided to each TFI! project advisor as the basic
understanding from which all parties Involved In the

student's education were to proceed.'

In addition to preparing TFIl advisors for TFIl project
advising, the four data collection instruments described above
were geared to enable comparison of project students and their
experlences Iin TFl and TFll, as well as thelr anticlpated
and actual experiences in TFIl, from their own and
advisors' perspectives. The nature and extent of these
advisors' contact with advisees in TFl, for comparison with the
current TFI project advising process, was also Intended.

Unlike the TFI{ project advisors, the TFl project advisor
was provided no preliminary information on the entering OYR
students selected for the speclal policy class and advising
program. As admissions Information was readily available to
the advisor as needed and students' TF| academic history and
fleld plans were In the making, It was felt that additional
data was unnecessary for elther advising or research
purposes. Thus the only form provided the TF! project advisor

was an Attendance Sheet 1isting the 26 students selected for
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policy class, and providing a check of thelr presence at class
and advising sesslons during the semester.

2. Defining the Advising Process and Advising Functions

Two Faculty Advising Contact Logs (see Appendix 3 for these

and other Instruments In this section) were provided TF| and TFI!I
project advisors to track the time, type and purpose of their
Individual contacts with each advisee and related faculty or
agency personnel. The purpose of the log form was not only to
enable advisors to have a chronological written summary of their
work with each advisee, but also to facillitate later examination
of the advising process and content, i.e., what advisors actually
do, from advisors' own systematic reports.

At a minimum, the log forms were desléned to provide
data on the numbers of contacts advisors had with students
and collateral personnel during the semester, their Initiators,
and the substantive Issues or problems dealt with. Advisors
were also asked to conceptuallze the primary reason for each
contact, utilizing a key developed for thls purpose. From
these data, important aspects of the advisor's function for part-
time students might be inductively defined. In addition, the
similarities and differences In advising in the two time
frames could be compared.

Group Advising Meeting Summary forms were provided TFl and

TPl project faculty to facilitate their reflection on meeting
accomplishments In relation to the planned agenda and their

perceptions of students' concerns, as well as their own role
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behavior. |In addition, the form asked advisors to ldentify
subgroup formation, leaership development and student

attitudes toward school, agency, the profession and their
student status. These data were relevant to the assessment

of group advising as a modality In both TFIl and Il, and further
understanding of student views and issues as they developed
collectively In both the part-time and fleld work phases of the
OYRP. In addition, the data enabled faculty to Identify

the informal structure of thelr advising cohorts and its
relationship to both faculty advising and student learning.

3. Assessing the Advising Innovation

To assess the TF! and TF1l advising Innovations from the
advisors' point of view, an interview schedule (see Appendix 4)
for an in-person taped interview with each project advisor at
the end of the semester was developed. After ldentifying advisors'
prior advising experience and views of OYR students, the schedule
sought advisors' retrospective opinion on the advising Innovations
advantages and disadvantages and the content and structural
components they would recommend for the future. A brief summary
of each of their advisees' performance and status, and the
nature of their Involvement as advisors, were also sought. This
Information was an important component in the overall evaluation
of participant satisfaction with the advising innovations and

provided additional material on the students in the project.
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Data Collection Instruments for Students

The primary mechanisms for collection of data on student

perceptions of and satisfaction with TFt and TFl! advising

Innovations were the End-of-Term Questionnalre (see Appendix 5)

and an Interview Gulde for Group Feedback Sessions with project

students (see Appendix 6).

The questionnaire was composed of open- and closed-ended

questlons designed to provide data on:

1.

Students' attltudes toward student and employee

roles and professional education.

Obstructions to thelir educational goals last year
and/or this term.

Sources of support to thelr educational goals.
Students' perceptions of faculty advisors' activities
in thelr behalf; the number, purpose and quality of
thelr contacts, and thelr satisfaction with advising
substance and format.

Students' Interaction with other students, Involvement
and ldentification with the School, and view of self
as an OYRP student, agency employee and soclal work
professional,

The nature, sources and satisfaction with Information
about the School; communlcation mechanisms and

problems.,
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7. Students' views of the School's awareness and
responsiveness to OYRP students' needs.

8. ldentifying data, tnclﬁdlng student's age, sex,
family and marltal status, major method, Time Frame
years of experience In social agencies, title, fleldp
of practice, etc.

Substantively, the questionnaire for TFl and TFI! students
in the project was the same. Specific questions relevant to
each group on their two different advising innovations were
incorporated Into separate addenda.

Similarly, the basic questionnaire for project students
was administered to the non-project sample of TF! and TF1I
students receliving standard advising. Modiflications iIn some
questions were made to facillitate assessment and comparison of
their different advising programs (see Appendix 7).

The tnterview Guide for Group Feedback Sessions with

project participants elicited in-person taped student discussion
of six topics, Including OYRP students' needs the Schoo! should
be aware of, communication mechanisms and problems, educatlonal
supports and obstructions, students' connection to the School

-- what fosters [t, confllcts or complementarity In student-
employee role, and the faculty advising roles they found
Important. Since group feedback sessions were voluntary and

not expected to reach all project students, these data were
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collected to supplement and punctuate other information on
student perceptions [n these areas.

Other Data Collectlon Instruments

An Interview Gulde for Metropolltan Schools of Soclal Work

on Faculty Advising for Part-Time Students (see Appendix 8) was

developed to gather data In telephone interviews with administra-
tors of local part-time MSW programs. The purpose of the inter-
views was to galn perspective on other schools' experience with
faculty advising programs for part-time students and the problems
percelved. These data would be useful In understadning the
contemporary metropolitan context within which the current project
on part-time advising took place, and In assessing the extent to

which project findings might be applicable to other Schools.

Instrument Administration and Timetable

As indicated In the above section on the kinds of data collection
Instruments developed for the project, instrument administration
followed the logic of project purpose. Speclflcallx, the four
Instruments for advising preparation were used at the beginning of
the semester to collect relevant data on project students from
advisors, students, and School admisslons and records. Instruments
to define advising process and functlions were used by advisors
throughout the semester followlng each student or collateral

contact and each group or classroom advising meeting. Interviews
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with project faculty advisors on thelr views of project innovations
were conducted at the completion of Fall semester fleld work and
the faculty advising project's Implementation phase.

End-of-term questionnalres were malled to project and contrast
group students at the end of the Fall 1981 semester, or early in
the Spring 1982. An envelope for return of the questionnaire and
a letter of Instruction were Included.

All questionnaires were anonymous and confldential. Follow-up
efforts were targeted to all students In categories with low response
rates (for example, all contrast group TFll's). The response of
specific individuals was not known or identifliable, and did not
Influence follow-up procedures.

Group feedback sessions were scheduled on students' class days
in February. All TF| and TF!l project students were notified of
the feedback sessions by letter.

Telephone interviews with administrators of other part-time
social work progreams were conducted after the project's completion.

A list of project Instruments and a time-line for their

administration is included for summary purposes.
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PROJECT PHASE AND DATES

PREPARAT |ON IMPLEMENTATION

(Aug. 1981- (Sept. 26, 1981~
Sept. 30, 1981) Jan. 26, 1982)

EVALUATION
(Jan. 1982 on)

INSTRUMENTS

For/by Advisors

Student Academic
Summary

TFt Advising Summary

Student Information
Sheet

Student Educational
Plan

TFI Policy Class
Attendance Sheet

TFil Contract
Letter

Faculty Advising

Contact Logs

Group Advising
Meeting Summary

In-person
Interviews

For/by Students

End-of -Term
Questionnaire

Group Feed-
back Sessions
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FOOTNOTES

1

Jeffrey L. Pressman and Aaron Wildavsky, Implementation,
3d ed., (Berkeley, Cal.: University of Californla, 1979);
see also: Erwin C. Hargrove, The Missing Link -~ The Study
of Implementation Policy (Washington, D.C.: The Urban Institute,
19757

2

Professor Maria Rosenbloom, the Coordinator of Faculty
Advising at The Hunter College School of Social Work, has written
papers on faculty advising with Professors George Getzel,
Phyllis Caroff, and Greta Stanton, referred to in the review of
literature in Chapters 1 and 5 of this study.

3

Dean Harold Lewis delivered these remarks on faculty advising
at a Faculty Advising Seminar, Hunter College School of Social
Work, New York City, New York, November 16, 1981.

A
lewin Epstein and Tony Tripodi, Research Techniques for

Program Planning, Monitoring, and Evaluation (New York: Columbia
Unfversity Press, 1977), PP. 112-117; see also: Carol H. Weiss,
Evaluation Research (Englewood Cliffs, N.J.: Prentice-Hall, Inc.,
|9,§). PP. ‘3-'7: g6'670

5

Ibid.
)

Ibid., p. 73.
7

Ibid, p. 74.
8

See Donald T. Campbell and Julian C. Stanley, 'Experimental
and Quasi-Experimental Designs for Research on Teaching,' in
Handbook of Research on Teaching, ed. N.L. Gage (Chicago, I11.:
Rand McNally and Co., 1963) for a discussion of eight threats to
internal validity. See also Epstein and Tripodi, Research
Techniques for Program Planning, Monitoring and Evaluation,
pp. 117-118.
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CHAPTER 111

INNOVATIONS IN FACULTY ADVISING FOR PART-TIME WORK-STUDY STUDENTS:
PROGRAM DESCRIPTION AND ASSESSMENT

In this section, the format, substance and process of the
TFI and TFI| faculty advising innovations Implemented in the Fall
1981 semester will be described. Based on data from faculty
advisor contact logs and group meeting summaries as well as
interviews and selected observations by the writer, the kinds of
issues and problems that advisors addressed will be discussed.
With this as a descriptive base, both advisors' and students'
reactions to the innovative faculty advising programs will be
presented. Responses to the post-study questionnaire by project
and control group students and advisors' interviews will be the

primary sources of evaluative material.

The_Innovative Faculty Advising Program

Time Frame |

The innovative TFI| faculty advising program was conducted in
the context of the required social policy course (SSW 701) with
26 incoming students selected from those with no prior MSW course-
work at Hunter. The advising plan emphasized an initial series of
advising meetings for the whole class at the end of the pallcy

sessions, followed by a series of in-class small group meetings
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and Individual sessions as needed.

The teacher/advisor for the TF| faculty advising Innovation
was one who had previously taught and Informally advised entering
OYR students. The agenda for class and small group sessions were
developed in consultation with the author and the Director of the
OYRP, and were designed to provide timely information and advice
to students and help ease the trarsition to student status.

After the first class at which the advising program and role
of the advisor were introduced, class advising sessions were held
each week for the next month. One of the sessions was a
library orientation conducted for.all TFl students. Following
the all-class advising meetings, the class was divided into two
~groups by method. The teacher/advisor met with the students
majoring in administration, community organization and group work
one week; casework majors, the next. Two more all-class advising
sessions were held after Thanksgiving and before the end of the
semester, one of which was quite brief and focused on students'
questions, answers and announcements. From Thanksgiving (I.e.,
post-mid-semester) on, the advising emphasis shifted to individual
advisor/student meetings to resolve specific field work and other
problems that emerged for individual students. The final in-
class advising session was for the administration/community
organization/groupwork cohort and its separate fieldwork and

course scheduling issues.
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The type of advising meetings held at different points in the

semester is summarized below.

The Fall 1981 Semester

SEPTEMBER OCTOBER NOVEMBER DECEMBER
Advising Format 16 23 30 11 14 21 28 4 11 18 2 9
ALL CLASS H. H. H.
SMALL GROUP — — —
INDIVIDUAL
= Meetings
H = Holliday

From the advisor's reports and the author's observations,
the first two all-class advising sessions were primarily informa-
tional, and served to put students at ease on their return to
professional school, in many cases after several years' absence
from academic settings. Students' experience in the fleld was
acknowledged and their confidence to meet this new challenge was
strengthened as the advisor alerted them to what to expect and how
to conduct themselves in the Hunter system. Furthermore, a group
cameraderie developed as it was clear that the advising structure
would afford the class opportunities to raise and discuss I[ssues

that affected them all. The character of this class as articulate
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and intelligent, with unusually impressive credentials (agency
position, breadth and depth of practice experience, etc.), also
helped create a sense of group confidence and support.

In these sessions the agenda was established by the advisor,
and, In addition to the key focus on the advisor's role and thelr
transition to student status, covered such ltems as course
schedules, building rules, grades, absences, late assignments,
and how to address teachers. Items added to the agenda by
students were few, and focused on such concerns as whether they
could eat in the classroom (in the rush from work to school there
was no time or place for dinner), whether the cafeteria would be
open (both for food and as a place to relax between classes), and
what teachers call students (the advisor had mentioned only the
reverse!)

A month later, at the third all-class sessloni, an lIssue
that was to dominate advising discussion much of the semester was
raised. The class was unanimously upset with the Instruction and
content of their Human Behavior I. (SSW 711) course. Reported
was the teacher's perceived confusion, inabllity to communicate
course content and relate to the students' level of experience.
Students expressed frustration at not getting the preparation they
needed for exams and subsequent advanced courses, and at being
subjected to a highly Inexperienced adjunct Instructor. As one

student put It, "We're experienced workers but ‘rookies' In School.
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We need a teacher who Is experienced and confident, someone who
can allay our fears, not someone as new and uncertain as we are."
In advising, all aspects of this problem were discussed.

The advisor helped the class establish a process to address the
problem. He emphasized ''students' taking responsibility for
participating in, even leading the move towards resolution'' and
'"drew parallels between (this) issue -- and their practice --."
As a result, the students' concerns were discussed directly with
the Human Behavior instructor In a respectful way, and the chalr-
person of the Human Behavior sequence was brought in to help
strengthen the teaching approach and content of the remaining
class sessions. While all the problems were not resolved, the
early point at which they were raised and the speed and dellber-
ateness with which they were addressed -- by students and School
administration alike -- appeared to leave the class with a
positive view of both the School and themselves as responsible
actors facing a knotty but not uncommon problem.

This Iincident, by the way, stands in direct contrast to a similar
problem affecting TFl students in this another Human Behavior class. The
dissatisfaction of students In this case had no early or col-
lective expression and continued to erupt as an unresolved Issue
over the course of the semester. As reported by the Director of
the OYRP, the anger of students In this class was never adequately

dealt with and remained undiminished at the end of the term.
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Whether this widely-felt issue created an external problem
that uniflied the experimental class, the class advising structure
seemed to provide a communal mechanism for articulating and
resolving unexpected but intensely-felt problems.

Thereafter, by all accounts, the project class became a
cohesive group that listened to and concretely aided its members
In discussing and resolving School and employment problems, both
in and out of formal advising sessions.

In summary, introduction to the School and student status
was the theme of the first third of the semester while dissatis-
faction with the quality of teaching in the Human Behavior course
and student concerns about academic performance were major Issues
in the second. In contrast, advising in the final third of the
semester was occupied with planning for the future -- next semes-
ter's courses, next year's field work -- and resolving the problems
therein on an individual basis. This Is when the special
schedules and requirements for administration and community
organization students, for example, were addressed, and the
willingness and ability of agenclies to arrange acceptable fleld-
work programs was faced. Class advising sessions emphasized the
details of policies, procedures and schedules relevant to these
next educational stages, and laid the groundwork for individual

advising on students' problems In these areas.
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Contact logs Indicate that the TFI teacher/advisor had
individual meetings with students from the beginning of October
on, but generally after Thanksgiving. At least one In-person
session was held with 10 of the 26 students In the class. Eleven
students met once with the advisor, two met twice, four met three
times, and one each met four and flve times respectively. This
represented, according to the advisor, ''probably ninety percent
of all in-person interviews that lasted more than two minutes"
in either the office or the classroom. This did not include
the large variety of quick, Insubstantial contacts'' and ''95%
of the phonecalls'' that occurred. On the latter, the advisor
estimated that ''there were around 50 to 75 such calls, i.e., be-
tween two or three per person as a mean.'' If there was only one
individual meeting, it tended to be initiated by the student; If
there were more, the initiative came from the advisor as well.

The majority of the individual advising meetings involved
academic advising (on scheduling courses, completing the policy
assignments, taking electives, etc.), fieldwork planning, the
discussion of fieldwork problems or a combination of these. In
a few cases, personal and academic problems with implications for
the student's professional goals (eg., anxiety about doing well
in School, being an older student, returning to school, health

problems, etc.) were discussed. Serious fleld placement problems -
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including the rescinding of promises by the agency to meet School
requirements or their Inability to do so because of staff and
financial constraints, formed the primary reason for one or more
in-person meetings with 12 students. In half of these situations,
the students were going to need to find other jobs.

Numerous collateral contacts by the advisor with agency and
School personnel were documented with nine students on these and
other issues, and very likely occorred with many more.

From these data, the picture of the TFI| faculty advisor that
emerged was of an accessible, supportive representative of the
School who:

1. Provided important and timely information to students
in a personal way, and clarified School policy and
procedure.

2. Related sensitively to students' fears about suc-
ceeding in an academic setting, and supported their
efforts in this regard.

3. Facilitated the articulation and resolution of
problems affecting students' successful progress
through the program, individually and collectively.

L. Helped students develop educational plans and
strategies, based on knowledge of the student,

school and agency structures.
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The advising structure, furthermore, with its group orien-
tation and frequent meetings, provided opportunities for rapid
surfacing and amelioration of problems, and supported the

development of Informal helping networks among the students.
Time Frame ||

The plan for the innovative TFil faculty advising program
was characterized by continuity in advisors between TFI and TFII,
and early contact with the 25 students In the sample before the
beginning of the field work year. An advising curriculum was
developed by the two advisors in consultation with the author, and
focused on the new demands and expectations of the Residence Year
for workers managing both student and employee roles. Early
problem identification and intervention on academic and field
issues, and frequent small group advising meetings were important
features of the program design.

In September, a letter was sent to the TFi| students selected
for the project, introducing the faculty advisor and notifying them
of their first group advising meeting. In order to assure
attendance and create an accessible advising structure, advisors
scheduled group meetings at lunchtime on the days their advisees
were in School. Since a student's day In School was determined
by his/her major method, an advising pattern was established in

which project students were divided into small advising subgroups
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according to their major method. For one advisor, this resulted

in one subgroup of group work students, one of casework. For the
other, one group was ''ctinical' (casework and group work students);
one was composed of students In soclal work administration.

As per plan, small group meetings were the primary mode of
advising in the TFI} program innovation and were held three or
four times during the Fall 1981 semester, approximately once a
month.2 Because of the class schedules previously indicated,
each advisor held two meetings a week on dlfferent days each
month that the group advising was done. Individual sessions were
scheduled as needed, and increased in frequency for both advisors

_as the semester progressed and individual students' needs were
clarifled.

Analysis of the advisors' Group Meeting Summaries indicated
that, after the initial meeting and beyond the ''seasonal' topics
logically discussed at particular times during the semester, the
content and process of group advising meetings for each advising
subgroup took on unique characteristics. The administration
subgroup, for example, developed cohesiveness early on, and used
advising sessions to voice and jointly solve problems related to
dissatisfaction with their major method course. This group sought
out and utilized the advisor individually, but requested that group

meetings continue for the Spring semester, after the project l[tself

was over.
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In contrast, the advising group composed of group work and
casework students never 'jelled,' In the advisor's view, and
decided in December to discontinue group meetings and meet
individually with the advisor. This group was extremely varied
in level of practice experience and conceptual sophigtlcatlon, and
was further differentiated by major method and the nature of flield-
work arrangements.3

The all-group work advising group evidenced a variety of
disparate but serious problems early on, ranging from academic,
family and financial difficulties to time, caseload and admini-
strative pressures at the agency. This group also expressed
dissatisfaction with the content of their methods class. Unlike
the groups previously discussed, this one was neither immediately
loose nor quickly cohesive, but over time developed, in the
advisor's view, a "mutual supportiveness'' as they ''(came) to
know each other and (were) more responsible to each others needs.'

Some members of the all-case work advising group were plagued
from the beginning with serious illness, necessitating the advisor's
reaching-out to them early on. Some students in this group were
also at an agency that was experiencing financial cuts and staff
losses. This reversal created severe work overloads that threatened
both the Integrity of the students' educatlonal plans and their
personal and professional coping abilities. For this group,

surviving the stress at both School and agency was the commoen
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denominator that influenced the advising program. Two of the
students who eventually withdrew from School, one by Educational
Review Committee action, were In this group.

Despite these differences In-group ''chemistry'' due to
students' diverse methods, abilities, and situations; the advisors
established similar group advising methods and goals and helped
advisees, Individually and collectively, address similar problems.
At the initial group meetings, for example, they introduced the
Project purpose; described their faculty advising roles as
"educators, Information-providers, and systems-negotiators;' and
began to assess students' situations at School and work. Through
Student Information Sheets, Educational Plans (completed during
the first month or so of School), and other administrative data
previously described, they gained deeper understanding of each
students' educational needs and began to identify priorities for
faculty advising intervention. These data and their Initial con-
tacts also provided insight into problems advisees held in common
and helped form the agenda of subsequent advising meetings.

In general, the objective of early informed faculty advising --
to help prevent and ameliorate obstructions to learning, provide a
context for sharing experiences, and attempt to maximize the
educational opportunities of the Residence Year -- was implemented

in the TFI| advising program.
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The problems raised by students in the group meetings and
identifled as overt or underlying concerns by the advisors In their
Group Meeting Summaries were surprsingly similar and consistent
throughout the term. From the advisors' perspective, students
were anxlous early on about thelr performance at School and agency --
"measuring up'' to thelr own and others' expectations -- and felt
overwhelmed by the heavy workload pressures in both areas. Knowing
what was expected of them in the Residence Year -- how many cases,
what kinds of recordning -- having to meet increased demands, and
adjusting to the shift in role at the agency, where one was
suddenly both a student and employee, were aspects of the problem
of performance anxiety that students explored in the group.

Although the issues of role for students were complex and
differed from situation to situation, the common themes that
emerged related both to role conflict and role overload. On the
one hand, students who finally came to accept and enjoy the
student role -~ some after resisting the dependence and vulnera-
bility it can imply == found it was a luxury time did not permit.
The excessive workload demands took the fun out of learning for
many and frustrated their efforts to produce quality work. There
was no time to explore, to Immerse oneself in the literature, to
take student risks, for these aspects of learning were not

‘"efficient' in time or energy.
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In addition, students expressed the fear that being a student
would conflict with or jeopardize thelr jobs. If the School made
too many demands on the agency to shift or reduce assignments, for
example, or deterred the student from performing the tasks for
which they were valued and paid, the agency might re-evaluate Its
commi tment both to the student as a learner and an employee. On
a more subtle level, students recognized that the behaviors and
image associated with being a student were often Incompatible with
what they and others expected of themselves on the job. Change
and uncertainty ran counter to the expected behavior for high
level, responsible agency positions many students had achieved.

These role conflicts were frequently complicated by students'
inability to "'let go' of famillar patterns of working or to dis-
tinguish between their own and the agency's needs in the amount
and kind of tasks undertaken. And, as budding professionals,
agencies often expected more rather than less of them in their
role as student/employees and ''seml -experts.'

In this stressful environment, differing only in degree for
the majority of project students, in the advisors' views; some
students expressed gratitude for what they perceived as the School's
support and concern. Others expressed anger with the School for
not easing the stress by, for example, extending library hours or
making reading materials more available. Students' complaints about

courses were related to this Issue, as many hoped and expected that
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course content would be more practical and help meet their needs
for improved techniques to cope with mounting work pressures.

In group advising, the TFIl project advisors described their
role behavior in similar ways. As Indicated in Table 2, both
ranked the activity of "helping students integrate class and field
knowledge and experience'' as first most often. ''Providing
Information' on field work, resources, courses, etc., was the
second most frequent activity for one advisor, while for the other,
the second most frequent activity was shared equally between
"Integrating, clarifying and broadening concepts,'' ''setting pro-
fessional standards of behavior' and ''providing Information."
There were few mentions of a third priority activity for one
advisor, while for the other, ''assisting In solving problems'' was

a clear priority receiving numerous mentions.
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TABLE 2

ADVISORS' RANKING OF PRIORITY ROLE BEHAVIOR ACTIVITIES IN GROUP
ADVISING MEETINGS

Priority Ranking of Activities by Number of Mentions

ADVISOR #1 ADV|ISOR #2
Advisors'
Activity/
Behavior Ist 2nd 3rd 1st 2nd 3rd
Integrated class
§ fleld 3 - - 5 2 1
Clarified concepts - - - 1 2 1
Broadened concepts - - - - 2 -
Set professional
Standards 1 1 1 - 2 1
Provided informa-
tion - 5 1 1 2 1
Provided advice,
support 1 1 1 - - 3
Problem-solved 1 - 1 2 - 6

If one looks at the three priority activities mentioned most
frequently by advisors and clusters those behaviors that appear to
be conceptually llnked,h the role pattern for one advisor was
characterized by providing information and helping students address

and solve problems. For the other, helping students Integrate
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class and field and problem-solving activities predominated.

As planned In the TFI| advising innovation, group meetings
were supplemented with Individual in-person contacts between the
advisor, the student and other school or agency personnel. Analysis
of the Contact Logs documenting the time and purpose‘of advisors'
contacts with the student, agency fleld instructors, other faculty,
etc., Iindicated a wide range in the number of contacts made. One
advisor with 12 advisees ahd 71 in-person student contacts, 42
studentstelephone contacts, 29 In-person agency/faculty contacts,
and 79 agency/faculty telephone contacts. The second advisor, with
13 advisees, had 26 in-person student contacts, 8 student telephone
or other contacts,5 17 in-person agency/faculty contacts, and 34
agency/faculty telephone contacts. Table 3 shows the total number

and average for each advisor In the four types of contacts on which

advisors reported.



TABLE 3

ADVISORS' REPORTS OF IN-PERSON AND TELEPHONE CONTACTS WITH STUDENTS,
AGENCY PERSONNEL AND OTHER FACULTY

ADVISOR #1 CONTACTS ADVISOR #2 CONTACTS
with Students with Field & Faculty with Students with Field & Faculty
n-pers. Phone In-Pers. Phone In-pers. Phone In-pers. Phone
No. of Contacts
per Advisor n b2 29 79 26 8 17 b

Average Contacts
per Advisor 5.9 3.5 2.4 6.6 2 .6 1.3 2.6

6Ll
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The djfferences in the numbers of contacts made by the two
advisors appear related to three factors:
1. Lack of clarity In the Instrument on the kinds
of contacts to Include
2. Fuller reporting of contacts by one of the advisors
3. More serious advising situations and student crises

for one advisor than the other.

It is clear from this description of the group and individua)
aspects of the TFll advising innovation that advisors perceived
themselves to be very available to students and the ''significant
others' involved in thelir education, and documented their avail-
ability to a significant degree. 'From their own accounts, both
advisors exceeded School expectations for advisors' in-person
contacts with students and field Instructors.

The picture of the students' experience that emerged from
advisors' descriptions of group and individual contacts was one of
stress, primarily the result of Irreducible agency demands in
concert with the new, sometimes conflicting expectations of the
student role.

Work-study, from this view, required that many students walk
a fine line to maintain their positions in both worlds, making only
those adjustments necessary for survival. 'Maximizing learning

opportunities' may be a euphemism, for these data indicate that
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advisors in fact played a "satisficing' role. Advisors who gained
the confidence of thelr advisees and were familiar with the School
and agency systems did not demand the optimum In educational
arrangements in situations that might have jeopardized the student's
tenuous position. Rather, they helped students set priorities
and test the limits of the possible by understanding and accepting
necessary compromises In thelr educational expectations. As one
advisor noted in her write-up of a group advising meeting in
which the primary advising activity was ''providing advice and
support,"

Really all the major discussion was related

to dealing with stress, making compromises,

organizing time and expectations in field

and School.

Helping students manage with sophistication and ''systems-

savvy' was also evident in advisors' counsel on the handling of
excessive agency workloads and students' dissatisfaction with key

courses. Problems were not generally ''solved,' but better slitua-

tions were negotiated as realistic limits were tested and accepted.

Student Evaluation of the Faculty Advising Project

in this section, the responses of students who participated
in the Innovative faculty advising project will be analyzed and
compared with the views of students who received regular advising
in the Fall 1981 semester. Students' evaluations of advising were

obtained from their responses to an end-of-term questionnaire.
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Thlrty;seven of the fifty-one students In the faculty advising
project answered the questionnaire for a response rate of 72.52.
Thirty-six or 60% of the sixty students in the regular advising
sample returned questionnalres.

There were no statitistically significant differences between
project and regular advising (contrast group) respondents and thelr
respective samples for both TFl and TFil on the dimensions of age,
sex, race or major method. Thus, questionnaire respondents were
considered representative of project and contrast group samples on
these dimensions.

Students' evaluations of Innovative and regular faculty’
advising programs will be presented for TFi and TFI!, the part-time
and full-time phases of the OYRP. The structure of these time-
frames and related educational issues will be briefly reviewed to

provide background and perspective on the findings.
OYRP Time Frame Structure and the Regular Advising Program

In TFl, OYRP students attend School one evening a week for a
minimum of two semesters and earn 12-15 credits toward the MSW degree.
This "part-time' phase, so-called because it conforms to University
credit limitations for part-time status (less than 12 credits per
semester), enables working students to pursue a portion of thelr
professional degree program without Interrupting employment or

sacrificing pay. Generally, introductory required courses are
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offered in TF) and are organized In ''tandem palrs'' after work
hours, one night a week. Groups of 25-30 TF| students are

assigned to OYRP faculty members who meet with their respective
~groups three times a semester for standard or regular ''large group"
advising. Held from 5:00 to 6:00 p.m. before evening classes,

this advising program was established as an efficlent communication
mechanism for the periodic transmission of Program and field work
planning information and advice to all TF| students. While students
can request Individual meetings with advisors, and do so as needed,
they are expected to attend scheduled large group advising for
~general information and consultation purposes. Additional sources
of information for TF| students are provided by School and OYRP
mailings, handbooks on course requirements and schedules, and the
OYRP Bulletin Board for Program reminders and ''late breaking'
Iinformation.

The TF| structure creates a variety of new demands and logistical
problems resulting from the added academic commitment. Leaving the
agency early, getting to School by 6:00, remaining alert through
classes until 10:00, skipping dinner -~ all create problems for
employee-students who attend School after work. Finding additional
time during the week or on weekends for the library, reading and
writing papers are other pressures, exacerbated by students'
distance from school, limited weekend )ibrary hours, and lack of

access to alternative educational resources. The requirement to
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attend large group advising is also an Issue, for many students
have difficulty leaving their agencies sufficlently early to
reach School by 5:00. As a result, Individual advisor follow-up
and OYRP mailings are Increasingly necessary to assure that, in
fact, all students recelve basic Information and advice.

Aside from logistical problems in which time constraints
figure high, the TF| structure presses students to come to terms
with the student role, academic demands (some for the first time
in many years), and the relevance of professional education to
their work. These struggles as part-time evening students are
peripheral to the School's main operations and are conducted in
an atmosphere lacking supportive educational structures, basic
physical amenities (cafeteria, lounges) and time for Informal or
extracurricular activity.

To advance to TFII, the full-time or Residence Year of the
OYRP, TFl,students are required to satisfy two conditions:
successful completion of TF| courses and the finalization of field
work arrangements at the student's place of employment. While the
majority of TFl students satisfactorily complete courses, arranging
field work at the employing agency has become increasingly difficult
due to agency cutbacks and inabllity to expend resources to meet
the school's educatlonal requirements for student learning. These
conditions Increase student anxiety In TFl and may result in field-

work delays or modified plans.
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In TFI), students take approximately three required and elec-
tive courses a semester plus the supervised field work practicum.
Courses are offered during the daytime one day a week. The agency
based fileld placement occuples the other four days, and should
consist of weekly supervision by an MSW, a minimum of 50% new
assignments, and an overall reduction in work responsibilities to
provide adequate time for professional learning.

This type of 'work-study'' arrangement enables students to
meet full-time University residence requirements and the super-
vised field work practicum while continuing to work full-time at
their employing agencies. It also represents an intensified and
accelerated field work plan. Students, that is, are expected to
meet professional performance standards in two semesters rather
than four, and with one-third fewer field work hours, based on
their prior work experience and the knowledge of agency and social
work function It presumably confers.

In TF11 OYRP students are assigned to a set of faculty as
advisors based on such variables as major method and field of
practice. The TFIl faculty advisor is expected to provide advice
and support to both student and agency on the School's educational
requirements and procedures, to be available to help resolve
problems affecting students' learning, and generally to monitor

and assess the student's educational progress.
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While meetings between advisor and student or advisor and
fleld instructor do not follow a particﬁlar schedule or pattern,

a minimum of one In-person contact with the field per year is re-
quired, and sifficient meetings with the student to enable per-
formance assessment. Some faculty use the ''faculty advising hour"
on all-school program days called ''Common Days'' for contact with
advisees. This method Is not applicable to OYRP students, however,
as they are not expected to attend Common Day programs. As a
result, contact between TFI| advisors and students is an ongoing
problem exacerbated by TFI| students' tightly scheduled, 1imited
time at school.

Nevertheless, relative to TFl, TFI| permits students greater
access to School facilities, faculty and other students, and
theoretically through the field work practicum, provides opportunities
for greater identification with professional education and the
student role. In this context, the accelerated field work design,
the lack of specific mechanisms for advisor-student contact, tﬁe
work-study field work plan and the heavy courseload create a variety
of problems that may influence faculty advising and the TFl| student
experience. For example, the TFll student may face role conflicts
resulting from the employing agency's control over both the work
environment and the professional educational experience. In
addition, the rapidity of the field work practicum, the lack of

early faculty advising contact,aand the difficulty of economically
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pressed agencies to reduce work assignments increase the )ikelihood
that field work problems may emerge and avert early detectlon.

In summary, the structure of the part-time and full-time
phases of the OYRP offers an alternative path to the MSW that
enables qualified full-time BA-level social workers to pursue
professional education without terminating employment. At the
same time, TFI and TFI| educational plans present a variety of
hurdles for students to negotiate if they are to successfully
complete the Program. These issues differ for each Time Frame
but in general relatedto problems of access to School and other
educational resources, management of time and diverse respon-
sibilities, Identification with the student role and professional
learning, connection to the School and other students, and
development and maintenance of acceptable work-study field work
arrangements. Standard faculty advising programs were not de-
signed to address these issues. In contrast, the innovative,
program was established to support part-time work-study students
and facilitate their maximal use of professional learning
opportunities.

In this context, we will now examine project and contrast
~group students' evaluations of innovative and standard faculty
advising programs for TFI and TFIl. We will see the extent to
which students were satisfied with the structure and content

of the Innovative and regular faculty advising designs, felt
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connected to other students and the School, and perceived the School
to be responsive to thelr needs as OYRP students.

Specifically, student responses to questions on the most
useful advising formats, main sources of Information about the
School, the advisor's availability and knowledge, and student
satisfaction with the major components of thelr respective
advising programs were considered indicators of the degree of
overall satisfaction with the two advising programs. Their
responses to how well they knew and interacted with other
students, their self-view as ''second class citizens' in the
School, thelir degree of identification with the School and their
view of the School's responsiveness to OYRP needs were selected
as indicators of thelr feelings toward and connection to the
School .

In most cases, findings are presented in table form. The
chi square statistic is included only when significance at the
.05 level or beyond was achieved.
A Comparison of TF| Students' Perceptions of Innovative and Regular

Advising and Connection to the School

Based on the Innovative TF| program design, project students
were asked to rank order the three advising formats provided; i.e.,
total class advising that occurred primarily at the beginning of the
semester; small group advising by major method cohorts that followed,

and Individual faculty-student contacts arranged outside of class
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""as needed'' or at the end of the term as part of the "in-class"
advising plan.

In contrast, TF! students in the regular advising program were
offered only large group advising. Individual advisor-student
meetings were avallable as needed but were not structured or en-
couraged. Thus, regular advising -program students were asked to
identify the number of advising contacts they had and, in that con-
text, evaluate the usefulness of large group and individual advising
meetings.

Although the questions project and regular advising program
students responded to were not the same, these data are presented
in juxtaposition in Table 4 to suggest the direction of students'

views on the formats provided In their respective advising programs.
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TABLE 4
MOST USEFUL ADVISING FORMATS
Project TFI Regular TFI
Most 2nd Most Useful- Usefulness
Useful Useful ness of of Individ-
Format Large Gp. ual
N % N 2 N 3 N 2
Small
group 2 13 7 Sk Very 1 6 2 15
Total
Class 3 19 5 38 Moderately § 29 1 8
Individ=
ual 11 69 1 8 Minimally 9 53 L n
T 100 T3 100
Not 2 12 1 8
N.A. 5 38.5
T7 100 T7 100.5
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Project students overwhelmingly favored individual advising,
followed at some distance by total class advising. Small group
advising was ranked the second most useful format, followed by
total class advising. Regular advising students, as shown above,
rated both large group meetings and individual contacts 'minimally"
or ""not useful''. A substantial number wrote in 'Not Applicable"
for individual contacts, indicating they had not met individually
with their advisors during the term.

These data demonstrate regular advising students' strong dis-
satisfaction with the large group advising format, and emphasize
the extent to which individual advising is a residual form, in-
frequently used. Similarly, Project students responses did not
validate total class advising, a beefed~up, more frequent and
personal version of the standard large group. They did, however,
express some degree of staisfaction with each format offered.
Interestingly, the individual format -- structured least and last
in the project/relative to the other formats, but occurring with
substantial greater frequency for project than regular students --
was valued the most. Reasons for this will be explored later in
this chapter.

In Table 5, the first and second most important sources of
information for TFI project and regular advising students are

presented.
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TABLE 5
MOST IMPORTANT SOURCES OF INFORMATION

Project TFI Regular TFI
Most 2nd Most Most 2nd Most
Important Important Important Important
Source Source
N % N 2 N 2 N %
Other OYR
Students 2 13 4 25 7 0o 0
Faculty
Advisor 9 656 2 13 1 6 4 25
Other
Faculty 0 0 1 6 3 18 2 12.5
Handbook ,
Bulletin Bd.
Mailings, § 31 9 56 6 35 10 62.5
Other

16 100 16 100 17 100 16 100
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By far, the major source of information re: School programs and
policles for TFl project students was the faculty advisor, with
School handbooks, mailings, et.al., viewed as the second most
important source. In contrast, the major source of information
for regular advising students was other OYRP students. Less per-
sonal communication mechanisms taken together, |.e., School mailings,
handbooks and the OYRP bulletin board, ranked as the second most
important source, and also came in a close second to other students
as the major source.

For regular students, the faculty advisor was not an Important
source of information, perhaps reflecting the 1imited number and
nature of advisor-student contacts. This evaluation reflects nega-
tively on the regular advising program, however, for "information
and communication' were its primary objectives.

Table 6 portrays TF| project and regular advising students'

views of the faculty advisor's availability.
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TABLE 6

FACULTY ADVISOR'S AVAILABILITY

Project Regular
TF | TFI
N % N 3
Very 12 63 7 n
Moderately 5 26 2 12
Minimally 2 N 8 47
19 100 17 100

(x2 = 6.16, df = 2, p < .05)

Ninety percent of project TFl's, compared with 53% of regular
TFl students, perceived their faculty advisors to be ''very' and
‘moderately'' available. Forty-seven percent of students in regular
advising, as opposed to 103 in the innovative project, thought
their advisor was ''minimally" available. These differences between
project and regular students were statistically significant, and
reflect positively on the frequency and nature of advisor-student
contact built into the innovative advising program.

Table 7 shows TF| project and regular advising students' views

of their advisors' knowledge of School systems and procedures.
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TABLE 7

FACULTY ADVISOR'S KNOWLEDGE

Project TFI Regular TFI

N % N %
Very 13 68 7 W
Moderately L 2 L 24
Minimally 2 N 5 29
Not 1 6
19 100 17 100

Sixty-eight percent of TF| project students perceived their
faculty advisor to be ''very' knowledgeable, while 41% of regular
TFI advising program students did. Thirty-five percent of regular
students and enly 10% of project students viewed their faculty
advisor to be '"minimally" or ''not at all' knowledgeable. Although
these differences were not statistically significant, these findings
support previous data indicating students' greater satisfaction
with innovative than regular advising. These data also may reflect
differences in advising program design and personnel, to which
students may have reacted. The TFI| advisor, i.e., was selected
for his knowledge of the Program and OYRP students and, given the

innovative structure, had an opportunity to convey it. The three
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regular OYRP advisors, however, differed in their knowledge of and
length of service In the Program and, in addition, may have been
evaluated more negatively due to the limitations of the regular
advising structure.

in Table 8, we see a comparison of project and contrast group
students' respective overall satisfaction with innovative ''in-class"
and regular advising. In addition, students' views of the Incon-

venience of their respective programs are shown.
TABLE 8

STUDENTS' OVERALL SATISFACTION WITH ADVISING AND VIEW
OF INCONVENIENCE OF INNOVATIVE AND REGULAR PROGRAMS

Satisfaction with Inconvenience of
Advising Advising
Project Regular Project Regular
TFI TFI TFI TF1

N % N % N % N %
Very 6 3 3 18 3 16 5 29
Moderately y 2 5 29 0o 0 6 35
Minimally 6 31 5 29 7 37 2 12
Not 3 16 L 23.5 9 47 L 24

19 101 17 99.5 19 100 17 100

(x2 = 9.1, df = 1, p{ .01)
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Only 18% of regular TFI's were very satisfled with TF| advising,
as compared with 32% of TFl students in the project. Although these
differences between regular and project students were not statisti-
cally significant, they indicate a difference in direction and
intensity of sentiment between students In the two forms of advising
that warrants further exploration of the advantages of the innova-
tive structure.

The vast majority of TFl students in the project (84%) were
"minimally' or '""not at all" inconvenienced by the weekly 5:30 p.m.
start-up time for the social policy class. In contrast, 64%
of regular advising students were very much or moderately
Inconvenienced by the requirement to attend large group advising
from 5:00 to 6:00 three times a semester. These differences be-
tween TF| students in innovative and regular advising programs
were statistlcél!y significant, and indicate the importance of
adapting the structure and content of faculty advising to OYRP
students' time schedules and constraints. More frequent in-class
advising and consistently earlier policy class attendance, |.e.,
were perceived less burdensome to students than less frequent,
before-class large group advising. This suggests that consolidating
advising and instruction, as in the Innovative model, has merit
for students over systems that lack such Integration and require

speclal, If less frequent, effort over time.
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Although the innovative advising program generally was
evaluated more positively than regular advising, it is clear from
questionnaire data that project students highly valued individual
faculty-student contact and saw [t as an Important component to
improve the innovative advising program. In an open-ended question
on the project's advantages and disadvantages, for example, some
project students noted the lack of frequent, scheduled individual
advising and students' need for more individual attention ''‘because
of varied background' or ''special status' as students without agencles
sponsoring standard TFl| field work arrangements. Some also were
confused about the different types of advising scheduled at
different times, stating that ''there was some confusion as to who
met when'' or "'most of the time was utilized -~ for regular class-
room lecture rather than distinct advisement.'" Suggestions for
improvement emphasized the need for a set timetable of individual
and small group advising sessions, or regularly scheduled meetings
for '"special needs students.'

Some regular advising students as well, in responding to the
advantages and disadvantages of the standard advising program and
suggesting improvements, called for individual advisement on a
regular basis. Although regular students met infrequently or not
at all with advisors on an individual basis and expressed minimal
satisfaction with this format as a result (See Table 4), they saw

structured individual contact as a way to handle Iindividual
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problems and questions that were inappropriate for or inadequately
dealt with in the large groups.

To turn to students' responses on Interactional patterns,
self-view and feelings toward the School, both TF| project and
contrast group students perceived a high degree of familiarity

with other OYRP students.

TABLE ©

STUDENTS' INTERACTION WITFE OTHER OYRP STUDENTS

Sufficient Interaction

Project TFI Regular TFI

N 3 N 3
Yes 9 56 4 24
No 7 Ly 13 76

16 100 17 100

Ninety-four percent of TF| project students and 81% of regular
advising students, that is, felt they got to know other OYRP students
in classes '‘very' or ''moderately'' well. As shown in Table 9, how-
ever, over twice as many project as regular advising students

(56% vs. 24%) felt they had sufficient time to interact Informally
with other students in School.

The latter data narrowly missed statistical significance at

the .05 level and reflect the positive effect of innovative in-
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class advising on OYRP students' opportunities for informal
interaction with each other. Should such interaction be viewed
as a useful component in an OYRP student support system, clearly
the structure of in-class advising has potential to foster this
development.

Table 10 presents project and contrast group students' per-
ceptions of themselves as ''second class citizens' and Isolated

from the School community.
TABLE 10

STUDENTS' PERCEPTIONS OF SECOND CLASS
CITIZENSHIP AND ISOLATION

Second Class Isolated from
Feelings School
Project Regular Project Regular
TF TFI TFI TFI
N % N % N % N %
Not 11 69 11 69 3 19 L 23
Somewhat 3 19 4 25 11 69 10 58
Very 2 12 1 6 2 12 3 19

16 100 16 100 16 100 17 100
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The perceptions of students In both innovative and regular
advising programs were nearly the same on these two variables. The
majority of students In both groups (69%) did not perceive them-
selves to be second class, §.e, but did fee! ''somewhat'' isolated
(69% and 58%, project and contrast groups respectively) from the
School as a whole. These data suggest that, in this demonstration
project, the type of advising students received was not a factor in
these perceptions. Rather, the opportunities afforded by the OYRP,
and the general satisfaction of students with its design and content,
must be considered an overriding influence on these students' per-
ceptions of themselves as equal to others in the School community.

By the same token, the fact that both groups of students felt
Y'somewhat'' isolated probably reflects the reality of part-time
evening students' experience, over which patterns of faculty advising
appear to have little control.

Table 11 shows TFl project and contrast group students' level

of positive identification with the School.
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TABLE 11

STUDENTS' POSITIVE IDENTIFICATION WITH THE SCHOOL

Project TFI Regular TF|
N 2 N %
Not 3 19 0o 0
Somewhat 5 3 8 W7
Very 8 50 9 53
16 100 17 100

Responding to the question ''To what extent do you feel positively
identified with the Hunter School of Social Work?'" 81 %

of project students and 100% of regular advising students

indicated they were ''somewhat'' or ''very'' positively identified with
the School. While somewhat more project than regular students did
not feel positively identified, these differences were not
significant.

Student responses to an open-ended question on what they
attributed their feelings to indicated that both project and regu-
lar advising groups appreciated the nature and quality of the MSW
program, the caliber of faculty and students, and the reputation

of the School in the professional community.
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Table 12 presents project and advising program students' views

of the School's responsiveness to OYRP student needs.

TABLE 12

STUDENTS' VIEWS CF THE SCHOOL'S
RESPONS IVENESS TO OYRP NEEDS

School's Responsiveness

Project TFI Regular TFI
N % N %
Very 5 3 7 W
Moderately 6 38 6 35
Minimally 3 19 L 24
Not 2 12 0 0
16 100 17 100

Sixty-nine percent of project TFl's as compared with 76% of
regular advising students were ''very'' or ''moderately' satisfied
with the School's responsiveness to OYRP students' nceds. While
students In regular advising appeared somewhat more positive about
the School's responsiveness, these differences were not significant.
Furthermore, students' responses to open-ended questions showed
qualitative differences in the nature of the criticism and sug-
gestions of project as compared with regular advising program

students.
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TF) project students, for example, pointed to problems
directly related to OYRP students' time constraints, and desire
for more resources and special consideration to facllitate their
difficult educational programs. Specifically, access to the
library and reading materials were mentioned frequently. Requests
included expanding library hours to holidays and Sunday mornings
"since this is the only time many OYRP students are off from their
jobs,' and having more xeroxed copies of articles available,
"possibly more articles held aside for OYR only'" or ''copies of
important pieces In classrooms.'' Some project students also
expressed concern with the difficulty in attending class from
6:00 to 10:00 p.m. "“after working all day," and assignment dead-
lines requiring that they ''---shelve---full-time jobs and family
responsibilities -- in order to complete a paper or study for
an exam by a specific date."

As these comments indicate, TF| project students who perceived
the School to be unresponsive to OYRP needs were concerned primarily
with the lack of adaptation of schedules or the provision of addi-
tional resources to ease their heavy loads.

In contrast, the responses of regular TF| advising students
were more critical of the fundamental nature and quality of the
Program, and the usefulness of the standard faculty advising design.
Some students called advising a ''waste of time'' and felt that little

or no information was transmitted that could not more appropriately
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be mailed or put on the OYRP bulletin board. They resented the
insensitivity of the School In requiring their attendance at meet-
ings with such limited utility and described the pressure they

were under to leave work early and arrive on time. Some were also
critical of the advisor's lack of knowledge and of the Inadequacies
of other TF| teaching faculty.

There was as previously mentioned, a persistent call for
"individual advisement on a regular basis' to ''discuss the
individual's questions and needs which are not met in groups.'
Another theme throughout was the perceived inappropriateness of
17 page reading lists' and multiple course assignments, glven the
time constraints, work and other demands of OYRP students. The
design of courses was viewed by some as ''undergraduate,'' and not
sufficiently acknowledging of or related to thelr prior practice
experience.

In sum, these comments contained more invective and re-
flected more disappointment, anger and resignation than similar
statements by TF| students in the faculty advising project.
Criticism was leveled at more fundamental aspects of advising
and curriculum, while project students expressed dissatisfaction
with the more technical issues of their access as part-time

working students to necessary educational resources.
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A Comparison of TFl| Students' Perceptions of |nnovative and Regular
Advising and Connection to the School

Let us now turn to a comparison of TFll project and contrast
~group students' evaluation of their respective advising programs,
connection to other students and the School, and the School's
responsiveness to OYRP students' needs.

Table 13 presents TFI| project and contrast group students'
views of the most useful advising format. Project students were
provided small groups supplemented with individual advising;
regular advising students had individual advising only. Although
questions and responses were not strictly comparable, these data
are juxtaposed to suggest the relative potential of alternate

forms of advising for TFI| students.

TABLE 13
MOST USEFUL ADVISING FORMATS

Project TFI| Regular TFII
Most Second Usefulness of
Useful Most Individual Contacts
Format Useful
N % N % N3
Small Group 12 66 L 36.4 Very 5 27

Individual 6 33 7 64 Moderately 7 38
18 99 11100 Minimally

F

22

Not 2 11
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TFI| project students ranked small group as the most useful
advising format (66%); individual, the second most useful (64%).
Students also reported meeting more frequently in small groups
with the advisor (three to five times per semester) than Individu-
ally (once a term was the norm).

In comparison, regular TFI| students rated the individual
format ''very' and ''moderately'' useful, and reported a total of
one or two such contacts per semester.

These data validate the success, from the TFi| project students'
point of view, of the primary small group format used in the TFI|
innovative advising design. Although individual advising was also
found useful, these findings suggest that small group meetings, planned
to meet OYRP students' time demands and with substantive content
on work-study issues, have the potential to supplant individual
advising as the method of choice for TFI| students. This has
implications not only for the more efficient use of faculty re-
sources in Residence Year advising, but also for the exploration
of advising as a mechanism to support student self-help and mutual
aid efforts. These data also show that regular advising students,
although satisfied with Individual advising, had little contact
with advisors compared to students in the project.

In Table 14, the major sources of information for project

and regular TFi| students are presented.
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TABLE 14

MAJOR SOURCES OF [NFORMATION

Project TFII Regular TFI|

First Second First Second

N % N % N % N 3
Other OYRP students 6 38 3 20 10 5§ 3 16
Faculty advisor b 26 5 133 2 1" 2 10.5
Other Faculty 1 6 4 27 1 5.5 8 k2
Handbook 2 12.5 0 0 1 5.5 o 0
Bulletin Board 2 12.5 1 7 i 5.5 3 16
Mailings 1 6 2 13 3 17 3 16
Other o o0 0 0 0 0 0 0

16 foo0 15 Too T8 35 19 Yoo

Other OYRP students were the major source of Information on
School policies and program for 38% of project students; School
bandbook, mallings et. al., for almost one-third (31%); and the
faculty advisor for 25%. The faculty advisor figured as the
second most important source of information for project students
(33%) followed by other faculty (classroom Instructors or others)
(27%) .

Over half (55%) of TFIl students In the contrast group

identified other OYRP students as their most Important source of
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information; 28%, the handbook and other written communjcations
from the School. Other faculty were the second most important
source of information for these students (42%), followed by the
bulletin board and School mailings (32%). The faculty advisor
was a minimal source of information, identified as a primary or
secondary source by only 10-11% of regular advising students.

These data suggest that for toth groups of students, other
OYRP students were the primary source of information about the
School. Written materials at or from the School formed another
important source, as did classroom and other faculty. The
faculty advisor was a primary or secondary information source to
a substantial number of project students but not at all to
students recelving regular advising. These data are consistent
with the relatively minimal contact of regular advising students
and advisors, as compared with those in the project. They also
reflect the extent to which informa! as opposed to formal
structures for communication were important for both groups of
students. It would appear from this demonstration that a
structured planned TFI| advising program can help elevate the
faculty advisor's importance in an area considered to be a basic
faculty advising function.

Table 15 portrays TFIl| project and regular advising students'

views of the faculty advisor's availability.
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TABLE 15

FACULTY ADVISOR'S AVA|LABILITY

Project TFII Regular TF1|
N 4 N 4
Very W78 8 42
Moderately 3 17 9 47
Minimally 1 5. 2 N
Not 0 0 0 0
18 100 19 100

Seventy-eight percent of TFll project students, compared with
42% of students in the TFI| contrast group, perceived their faculty
advisors to be ''very' available. Conversely, 47% of regular
advising students and only 17% of project students viewed their
advisors as "'moderately'' available. While the numbers of students
in both groups who found their advisors to be '"minimally' or 'not'
available were small, these data reflect the differences Iin num-
bers of student-advisor contacts between the two programs as well
as the more activist role of the project as compared to the
regular TFI| advisor. The availability of the faculty advisor was
a planned component of the TFI| advising innovation, early on and

throughout the Residence Year, while the involvement of the advisor
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in the regular advising program was less structured and overt.
As a result, these differences In perceived availability were to
be expected.

As to students' views of their advisors' knowledge of Schoo!
systems and procedures, all project TFI| students and 83% of
contrast group students perceived their faculty advisor to be
very or moderately knowledgeable. Only three (16%) students in
regular advising and none of the project students evaluated their
advisors as 'minimally" or ''not at all'' knowledgeable.

These data indicate a generally positive view of advisors
on this dimension, irrespective of the advising program. The
negative perception of a few students in the regular advising
program may reflect the wide range and diversity of regular TFII
advisors and their lack of structured content and accountability
compared to advisors in the project.

Table 16 shows TFi| project and contrast group students'
satisfaction with their respective faculty advising programs. A
summary satisfaction rating was provided by regular advising
students. 1TFI] project students evaluated the special design
features of the innovative program separately, i.e., early TFI|

advising contact and continuity in advisor between TF| and TFII.
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TABLE 16

STUDENT' SATISFACTION WITH FACULTY ADVISING

Project TFII Regular TFII
Usefulness Usefulness Satisfaction with
of early of continulty Advising
contact in advising
N % N % N 2
Very 9 50 9 53 b 22
Moderately Ly 22 4 23.5 9 50
Minimally 5 28 4 23.5 5 28
Not 0 0 0o o 0 0
18 100 17 100 18 100

Only 22% of regular advising students were ''very'' satisfied
with the advising program; the majority (50%) were ''moderately"
satisfied. |In contrast, 50% or more of TFI| project students
evaluated as ''very useful' both early contact with the TFI|
advisor and continulty in advising between the two time frames.

While the specific questions for each group differed and
limit the comparability of responses, these data tend to affirm
the higher level of satisfaction of project than regular advising
program students with their advising program. They also attest

to project students' perceptions of the usefulness of special
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features of the innovative design.

To turn to students' responses on interactional patterns, self-
view and feelings toward the School, Table 17 presents TFI| pro-
Ject and contrast group students' views of their degree of

familiarity with other OYRP students.

TABLE 17
STUDENTS' FAMILIARITY WITH OTHER OYRP STUDENTS

How Well Know Others

Project TFI Regular TF|

N 2 N %
Very 10 56 7 37
Moderately 8 Ly 10 53
Minimally 0 0 2 10
Not 0 0 0 0

T8 Yoo T9 To0

Over fifty percent of TFi| project students felt they got to
know other OYRP students In classes ''very'' well while the majority
of regular advising students (53%) felt they knew other OYRP's
only '"moderately’ well. These data suggest that the structure
and content of advising may make a difference in the perceived

level of formal student interaction.
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On the question of whether there was sufficient time for
informal interaction with other students, however, approximately
seventy-two percent of students in both groups sald no. This
may reflect the limited time TFI| students have avallable to
~get together with other students outside of class on their one
day at School. It may also suggest a greater desire to do so,
~gliven the extent to which they feel they have gotten to know other
OYRP students in class.

Table 18 presents TFI| project and contrast group students'
perceptions of themselves as ''second class citizens' and

jsolated from the School community.
TABLE 18

STUDENTS' PERCEPTIONS OF SECOND CLASS CITIZENSHIP

AND 1SOLATION
Second Class Feelings Isolated from School
Project Regular Project Regular
TFLI TFI TFII TFII

N 2 N % N 2 N 2

Not 10 59 12 63 L 22 3 16

Somewhat 7 W 5 26 11 61 12 63

Very 0 o0 2 N 3 17 L 21

17 100 19 100 18 100 19 100
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The majority of students in both groups (59% and 63% respec-
tively) did not view themselves as ''second class citizens' In
School.. A substantial proportion of project students (41%), how-
ever, felt ''somewhat'' second ;lass, while 37% of regular advising
program students perceived themselves as ''somewhat'' or ''very'
much so. Both groups also felt ''somewhat' isolated from the School
as a whole (61% and 63% respectively), with a small percentage
identifying themselves as ''very'' isolated (17% and 21% respectively).

These data suggest that, as in TFl, the type of advising
students received was not a factor in students' perceptions of
second class citizenship. By and large, TFl| students in both
samples seemed to feel they were treated equally to other students
at Hunter. The percentage who felt ''somewhat'' or 'very'' second
class, however, increased from TF| (see Table 10) and may reflect
perceived lack of course alternatives and OYRP program constraints,
as compared to Two-Year Program students.

Many aspects of the MSW program, that is, are adapted to Two-
Year versus OYRP students' needs and may be viewed as disadvan-
tageous to OYRP students as a class. The delay of the first
major method course for administration majors (the majority of
whom are OYRP students) until the first semester of TFI|, for
example, is based on the School's need to Include a small number
of Two-Year Program majors In the class. The result has been

the prolongation of OYRP administration major's program and a
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semester delay in completion of degree requirements. Similarly,
certaln favored second-year electives have been offered on days
that exclude OYRP students or, when available, may be inequitably
distributed to students in the Two-Year program. [t Is possible
to speculate from these data, therefore, that OYRP students may
feel somewhat more second class in TFl| when they are in School
with Two-Year students and, to a certain extent, directly compete
with them for curriculum resources and administrative favor.

The Isolation perceived by TFI| students in both project
and regular advising groups may be related as well to OYRP design
features that maintain separation between TFI| students and the
School community. TFIl students, that is, tend to be in special
OYRP sections of required courses on thelir day in School and as
a result, often do not have opportunities for formal or informal
contact with Two-Year students. In addition, School-wide activities
and committees are organized in relation to Two-Year program
schedules and, while open to OYRP students, generally are not
accessible. Finally, important elements in the School's curric-
ulum organization, i.e., Common Day programs and the Concentration
framework, have not been available to OYRP students due to
scheduling conflicts between the part-time and full-time programs.
As a result, it is not surprising that TF|| students continue to

fee) somewhat isolated in the Residence Year, as this is the phase
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that emphasizes their separate OYRP identity and operationalizes
thelr status as members of a ''School within a School."
Table 19 presents TFI| project and contrast group students'

level of positive identification with the School.

TABLE 19

STUDENTS' POSITIVE IDENTIFICATION
WITH THE SCHOOL

Project TFII Regular TF!|
N 2 N %
Not 1 6 3 16
Somewhat L 22 6 32
Very 13 72 10 52
18 100 19 100

Seventy-two percent of project students, compared with 52% of
regular advising students, were ''very' positively Identified with
the School. There were more regular students than project students
In the "'somewhat' and ''not' positively identified categories
(48% vs. 28% respectively). While these differences were not
statistically significant, the data indicated a more positive
view of the School by students in the TF!| advising project than
in the regular advising contrast group. This may'reflect project

students' regard for advisors' systematic efforts to help them
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maximize Residence Year learning opportunities and use School and
agency systems to best advantage.

In general it is likely that, as in TFI, TFI| students'
positive identlfication with the School resulted from their
satisfaction with the TFI| curriculum, peers and faculty, and the
approval of a Hunter MSW by the professional social work community.

Table 20 shows TFI} project and advising program students'

views of the School's responsiveness to OYRP students' needs.
TABLE .20

STUDENTS' VIEWS OF THE SCHOOL'S
RESPONS IVENESS TO OYRP NEEDS

Project TFiI Regular TF/I
N % N 2
Very 3 17 3 16
Moderately 9 50 13 68
Minimally 6 33 2 n
Not 0 0 1 5
18 100 19 100

Sixty-seven percent of TFI| project students rated the School
as very or moderately responsive to OYRP students' needs, while
85% of TFII regular advising students did. Fewer regular advising

students perceived the School as minimally or not responsive
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(16%) as compared to TFI| project students (33%). Although
differences were not significant and majorities of students in
both groups perceived the School to be responsive to OYRP needs,
these data Indicate a somewhat more positive view of the School's
responsiveness by regular than project advising students. This
may reflect the heightened expectations of students in the project
compared with students in the contrast group.

As was true for TF| students, however, TFI| project and
contrast group students differed in the nature and intensity of
their criticism of the School. Analyis of open-ended responses to
'what the School should be more aware of or responsive to re:

OYRP students' needs,' for example, showed TFI| project students'
concern about course scheduling problems and the lack of choice in'
elective course offerings for OYRP students. A few students,
perceiving OYRP students as ''very.advanced' in their professional
knowledge and skills, requiring perhaps polish,' expressed

~ resentment at the length and requirements of the OYRP as well] as
the ''often unchallenging'' coursework. The majority who commented,
however, focused on scheduling and resource deficlencies -- being
closed out of an elective one wanted, desiring a course not offered
on one's day in School -- and requested that more and varied
courses be available in TFII.

In contrast, the comments of TF|| students in the regular

advising program suggested dissatisfaction of a different scope
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and Intensity. Bitter criticism was leveled at the nature and .

quality of the limited electives available. Dubbing them

elementary,'' ''gut level," '"(unrelated to) practical Issues in the
field,' and '"a waste,' some students felt forced into taking
electives that fit OYRP time constraints, and thus felt cheated out
of more desirable and useful courses. In this vein, one student
asked, ''Why can't ''Comparative Theories'' or ''Psychodynamics'' be
~given in the evening --7"

Other curriculum criticism included the lack of individuali-
zation of course assignments, the lack of pacing and coordination
of assignments for different courses, the lack of adaptation of
courses to OYRP students' practical experience and therapeutic
skills, and the perceived preponderance of ''inexperienced
professors'' in OYRP sections of required courses. Some students,
moreover, perceived a connection between limited curriculum range,
quality and choice, and thelir status as OYRP students --

"Isolated from the School because (we) are not full-time students'
and ''treated as second class citizens."

In addition to these curriculum complaints, regular TFI|
students commented on the difficulty in obtaining accurate
information about the program and field work requirements from
the faculty, and other students' feelings of disconnection from

the School because of inadequate faculty advising input.
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In sum, regular TF!| students expressed anger and disappoint-
ment on a range of issues, Including inexperienced faculty, lack
of access to desired courses, lack of credit as experienced
workers, lack of curriculum quality and cholce, lack of accurate
information and lack of connection to the School and student
status. Although resource deficlencies for part-time working
students were basic to the criticism of students in both groups,
the comments of regular advising students were less technical
In nature and suggested more fundamental inequities as percelved

in their status as OYRP students.

Advisors' Evaluation of the Faculty Advising Project

To evaluate the faculty advising project, advisors responded
to an in-person interview (see Appendix 4) on the advantages and
disadvantages of the new advising structure and curriculum, and
their recommendations to the School on optimal advising features
for OYRP students. In addition, advisors provided background in-
formation on their teaching and advising histories at the School,
their prior views of OYRP students, and new perceptions generated
by their experience in the project.

The length of service, faculty rank and advising loads of the
three project advisors were varied. One advisor had been at the
School for ten years as a lecturer with tenure, and had taught and

advised mainly Two-Year program case work students assigned to
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family service agencies. Another had been a part-time faculty
member for one year; full-time, for two, and had advised primarily
One~Year Residence Program administration majors. The third had
been full-time in 1972, an adjunct from 1973 to 1980, and full-
time on a temporary basis since then. As an adjunct, this project
advisor had taught evening sections of the social policy course

to OYRP and non-matriculated students, but did not have formal
advising responsibilities. |In the recent period, he was the
advisor to both OYRP and Two-Year students.

Advisors' impressions of the general characteristics of OYRP
students prior to the project were quite similar, and In the main,
they felt the project experience verified their previous notions.
There was moderate agreement, for example, with the observation
that OYRP students represented a broad range of abilities, from
pol ished professionals to those whose performance met minimum
expectations. One advisor dubbed this the 'most striking
characteristic of OYRP students;'' others viewed this as a
reflection of students' varied motivation for graduate education.
One advisor, for example, divided OYRP students into two groups --
those who just wanted to ''get by'' and obtain a credential for
professional advancement, and those who were more dedicated and
serious as students. The latter felt a personal as well as pro-
fessional need for professional education, and as a result were

willing to work harder to turn their considerable practice
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knowledge into demonstrable skill and professional competence.

The practice versds theoretical orientation of OYRP students
was also noted. On advisor felt OYRP's In TFl| were ''ahead of'"
first year students in thelr practical knowledge of agency systems
and Interviewing, sense of social work values and familiarity with
professional concepts. Many had been out of college for many years
and were less strong in their theoretical knowledge than full-
time students who may have had more recent exposure to sociological
or psychological thought. There was agreement on OYRP students'
bias toward practice, and extensive use of practice experience in
professional learning. In one advisor's view, OYRP students have
more practice experience to 'dip into' and often use School retro-
spectively to understand and articulate what they have been doing --
and do know about -- in the field.

The project further confirmed and accentuated advisors'
awareness of the pressures OYRP students are under. Characterizing
the assumption of the student role as 'wrenching,'' one advisor
stated that new OYRP students ‘'don't realize what they have to
~give up to function here as a student.' He noted the physical
and emotional demands involved in attending classes until 10:00 p.m.
after a full day of work, and the ‘'tremendous time pressures''
resulting from the attempt to ''sandwich In'' reading and course
assignments on he nights and weekends. In light of these pressures,

he felt that ''the School had not done much to accommodate evening
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students." |n fact, the School Is essentially shut down when they
arrive, he observed. Daytime faculty and students are on their

way out, the lounges are locked, and the cafeteria and library
remain open for only part of the evening. The message communicated
to them has been ''You're on your own in this new environment.'

The TFi) advisors also emphasized the multiple responsibilities
and burdens OYRP students carry, and were impressed with how many
do so successfully.Inin their view, lack of reduction in agency
workload to accommodate new learning assignments was the primary
stressor for TFl| students. In this regard, they felt that the
School was viewed not as indifferent to students' existence but
rather as ''the enemy,' to be avoided.

One advisor, in fact, perceived OYRP students prior to the
project as generally ''resistant' to faculty advising in order to
prevent the School's ''unwelcome Iintrusion' into the ''delicate
balance'' they had achieved between work and school. Students
feared that advisors, despite good Intentions, would make their
lives more difficult and even jeopardize their survival as agency
employees by questioning the excessive workload requirements often
acceded to as a trade-off for educational benefits. As a result,
they kept a "'low profile' and did not Initiate faculty advising
contact unless and until problems were insurmountable and required

""radical intervention'' by the School.
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Although the advisor's experience in the project altered this
view -- TFI| students when exposed to mandated, structured and
frequent advising were perceived to want it, use it and enjoy it --
both TF!| advisors posited a relationship between the extreme
pressures on OYRP students, thelir stance toward School and agency,
and the structure of the faculty advising program. With in-
frequent advising contact and lack of opportunity for the
development of trust, students tended to ally themselves with the
agency for their education, and viewed the School as the ''alien
force' to be kept at arms length. With more frequent student-
advisor contact and a sense that ‘''the School is in their corner,
working toward their achieving the best education possible,' --
""there was an honesty and comfort in sharing issues' with the
advisor, and use of the advisor as a support and sounding-board
for greater exploration of educational options at both School and
agency.

Given the advisors' views of OYRP student characteristics
and their comments on the interdependent, potentially adversarial
relationship of School, agency and student; the advisors' assess-
ments of the Faculty Advising Project were overwhelmingly positive.
On specific advantages and disadvantages of the new advising
structure, the TFl advisor pointed to the 5:30 start-up time as a
critical benefit. Commenting that, ''Remarkably, everyone was on

time,'" he noted that the earlier start created both sufficient
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time for advising and ''socialization time' for students.. ''The
real pay-off for students,' he felt, ''came after 7:10,' when the
issue of 'becoming students'' was addressed and ''students were
literally forced to know each other.'' As a result of the
Iincreased interaction that the new structure promoted, he felt
that the class jelled as a group, felt very comfortable with each
other, and began to assist each other formally and Informally in
coping with the student experience. In the advisor's view, this
class also demonstrated an increased sense of identification and
connection with the School by mid-term that was not customary of
evening classes In the past.

As to the modes of advising used, the TF| advisor felt that
large group advising worked well as a medium for the communication
of important information. Twenty-five students seemed the right
size for both participation and exchange. More important, in the
advisor's view, it provided a forum for students to raise timely
issues and influenced how they dealt with them.

On the issue of students' dissatisfaction with the Human
Behavior class previously mentioned, for example, the advisor
felt that the advising project structure enabled students to be
heard, sanctioned their right to go to an instructor with a com-
plaint, and showed them how to work through a problem like this
in a responsible, human way. Large group advising thus provided

a mechanism for solving common problems and, on occasion, acted
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as a safety value for the expression of anger and disappointment.

In contrast to students' perceptions, the TFl advisor thought
that the new advising structure provided adequate time for students
to see him individually, and felt that they were encouraged to
do so. The period from 7:10 to 8:00 was available for this, or
students could see him before class. Since, by his estidate,
over half the class saw him alone at one time or another, the
balance between large group advising and individual contacts
provided by the structure was appropriate from his point of view.

He saw little reason for the small group format, however,
and felt that it required clearer scheduling and agenda than
emerged in the project implementation phase. By the time the
final small groups met, In fact, he had the feeling they had
already obtained the information from other students.

Beyond the advantages to students, the TF| advisor also
commented on the advantages to the advisor and School of the new
structure. The dual role of advisor and instructor enabled him
to get to know students more quickly, and engage in a process
that motivated students (particularly the weaker ones) to accept
criticism and work harder because of their greater attachment to
the School. |In the interrelationship of advising and classroom
teaching roles, he observed ''pay-offs' in both directions: the
advising relationship facilitated the teaching role, and vice

versa. Beyond this, he emphasized the advantages to the School



168

of students being 'known quantities' In Time Frame |. It permits
the School to develop resources to maintain good students, and
conversely, to counsel out students who may not be ready to

commit themselves to professional education. In any case, earlier
knowledge of students enables the School to be aware of and prevent
problems before ''they explode' in TFil, to everyone's disadvantage.

On the advantages of the project structure perceived by the
TFIl advisors, both agreed on the importance of early contact
with students and agencies to assess assignments, clarify
educational arrangements, get a feel for the agency and redirect
plans If necessary. One advisor found that early advising
intervention was not always possible or effective as some situ-
ations were unworkable. In those situations, however, students
knew that ''everything possible was being done and that they were
fully understood'' by the School.

Another advisor characterized ''early contact and inter-
vention as prevention' and saw it as the 'most crucial aspect of
the project.” In visiting agencies, she found that many field
instructors did not view the School-agency contract letter as
binding and had changed the nature of assignments and expectations
for the Residence Year without the knowledge of either School or
student. Students were in limbo, not knowing how to evaluate the
appropriateness of new demands. In these and other circumstances,

early contact provided opportunities for assessing and redirecting
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student-agency expectations, and made the difference in ''slippage'
in the learning process ''from three months to two weeks.' Given
the relative brevity of the Residence Year, early contact proved
to be a critical advantage.

Less clear was the usefulness of the carry-over of students
from TFl to TFil. The advisor who took on TFl advisees in
February felt her experience was too limited and atypical to
enable her to comment on the issue of advising continuity. Except
for the few instances in which she met with students on identified
problems in TF!, her continuous relationship as advisor appeared
to provide little advantage.

The second TFIl advisor, in contrast, felt that advising
continuity provided an '"intangible benefit.!" Although, in her
opinion, no substantial advising relationship had been established
in Time Frame |, she and her advisees had developed ''elements of
history together," a common frame of reference. At the least,
this facilitated an awareness of students' frustrations, ambivalence
re: work and school roles, and differences Iin field settings that
carried over into TFIl. At most, the continuous relationship
reinforced the advisor's familiarity with student learning expec-
tations, especially for those students in the same method as the
advisor.

Both TFI! advisors were unequivocal in their-assessment of

the advantages of small group advising, particularly for students
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in the same major method. The groups fit weil into students'
schedules and thus facilitated the frequent and planned access of
students and advisors throughout the semester. They enabled
advisors to tune in to student concerns, individually and collec-
tively, and consciously address such Issues as assignment design,
role conflict and student learning expectations. Most important,
small groups fostered caring and sharing among students and became
mutual support structures.

One advisor found that, in this regard, ''the more sophisti-
cated students guided the nalve,' and sparked their interest In
exploring new issues and demanding more from the educational
experience. Another found this was so in groups sharing the
same method. In groups composed of students with different methods
and levels of ability, those of lesser skill appeared ''very self-
protective' and those of greater skill were ''less willing to
share their strengths."

The primary disadvantage of the new advising structure
mentioned by all three advisors was the additional time demand it
created. According to the TFl instructor, advising responsi-
bilities for a class of 25 TF| students was equivalent
to the workload of 10-12 'regular'’ advisees in field work. Also,
the advisor must be available late in the afternoon to meet with
students after work.

For the TFl| advisors, the closer advising relationship the
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project engendered allowed more problems to surface and held out
the promise of a more ''fine-tuned'' experience, with increased
student-advisor contacts, for all students. As one advisor put
it, the project ''turned every student into a demanding students.'
Despite the extensive time commitment entailed, the advisors
found the project advising experience much more satisfying for
the advisor and useful for the student than standard advising.
It was felt, however, that the additional expenditure of time
had to be acknowledged, legitimized by the School and considered
in faculty work load assignments if the new advising structure
were to be institutionalized. In the advisor's view, the primary
Justification for project-style advising Iin TFl lay in its
Increased potential to connect students to each other, the School,
the student role and the learning experience, and thus to maximize
learning and better prepare students for TFIl. In TFIl, the
ratfonale for increased advising strength hinged on the importance
of preventing problems form disrupting OYRP students' one year in
the field, and thus sidetracking the learning potential of the
Residence Year.
In summary, the three faculty advisors who participated in
the project evaluated its form and substance very positively. The
TFI advisor found the earlier class starting time useful not only

in providing time for planned large group, small group and
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individual advising, but also in creating increased opportunities
for student interaction, self-help and contact with the School.
The new advising structure provided an ongoing mechanism for
the exchange of information and enabled educational issues of
import to both faculty and students to be addressed in a con-
structive manner. A relationship between advisor and students
was fostered that facli)itated both advising and teaching, and
was more satisfying to the advisor.

The TF!l advisors felt that early contact with students
and field agencies was the most important component of the
project, followed by the use of the small group for sharing,
teaching and problem-solving. Early contact facilitated early
assessment of student need and field agency educational arrange-
ments, and In many cases enabled 'preventive Intervention'
by the faculty advisor to occur. Small group advising provided
an ongoing planned mechanism for student-faculty communication
and support. It helped develop trust between advisor and students,
and allowed the advisor to be ally rather than alien in the
monitoring of student agency educational plans.

Insufficient data was available on the question of advising
continuity to enable informed judgments. While it appeared ''not
to hurt,' further study is necessary to determine the extent to

which it may be an optional or required feature in an effective
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advising program.

The project required a substantially greater commitment of
faculty time and energy, and supported students to be more
demanding and critical of the educational experience provided by
both school and agency. Should the project be implemented on a
broader scale in the future, these factors would need to be con--
considered.

In light of this assessment of the advantages, disadvantages
and general characteristics of the advising project, advisors

made the following recommendations:

Time Frame |

1. Begin all evening classes at 5:30, so that all part-
time and non-matriculated students have an opportunity
to rest, interact and use School facilities between
classes.

2. Arrange evening classes in tandem pairs for OYRP
students (5:30 to 7:10, 8:00 to 10:00). Develop
communication links between the two teachers in-
volved, so that problems re: students or course
material can be addressed and resolved quickly.

3. Require one teacher in each tandem to be a full-
time faculty member or an adjunct with many years

experience in the School so that part-time
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students are exposed to faculty with systems-savvy who
can help them become connected to the School and

feel welcome in it.

Continue this model of advising in TFI. Make the

time and resource commitment to facilitate student

maintenance and problem prevention in TFI{.

Continue early meetings with students and early
contact with agencies, to enable early assessment,
problem prevention and problem solving for maximal
learning in the Residence Year.

Meet with student advisees in small groups on the
day they are normally in School, to enable frequent

planned advising contact at least every month and a

4,
Time Frame ||
1.
2.
half.
3.

Provide advisors with Information on students' past
course and grades, and information from students
themselves on their expectations, fears, questions
(similar to the Student Summary developed for the
project). Make sure that all advisors have a copy
of the TFl| contract letter agreed to by School and
agency before TFI| begins, as a basis for monitoring

field work arrangements.
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Establish clear faculty advising expectations for
all TFIl advisors, and administrative monitoring,
feedback and accountabllity mechanisms to ensure
their implementation. Make the argument that
faculty advising fo~ OYRP students, with the
additional responsibilities and time commitment
carved out in the project and these safeguards,
deserves greater work load credit.

Allow OYRP students the option to take fewer than
the maximum credits and hours during TFI}, so that
some of the time pressures of the Residence Year
can be alleviated (particularly for students under
stress from other sources, i.e, job, family, health,

etc.)
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FOOTNOTES

1
Two holidays and the library orientation intervened.

2
Each advisor scheduled meetings for the week of September 23,
October 27, and December 1, 1981. One also held meetings in
January 1982.

Some were in fieldwork placements at thelir own agencies; others
were ''self-financed' students in unpaid placements arranged by the
School.

N
It may be argued that activities #1-4 (integrating, clarifying,
broadening concepts and setting professional standards) are all part
of helping students integrate class and field; activities #5 and 6
(advising, supporting, problem-solving), part of problem-solving.

5

One other-than-in-person contact was by note from a student.

6

Advisor #1 appeared to note all contacts with students et al,
including chance or unscheduled meetings, while advisor #2 appeared
to document only scheduled meetings. A limitation of the data
collection instrument and instructions on its use was that this
distinction was not clarified. Advisors may have responded dif-
ferently as a result. Advisor #1 also appeared to more fully
document contacts, noting,for example, the Individual contacts with
students made during agency visits or following group advising
sessions. It Is not clear from the data whether Advisor #2 also
met with students during visits to the agency, etc. |f so, they
were not described.

Finally, as previously indicated, Advisor #1 was faced early
on with the serious academic, field work and personal problems of
many of her advisees, necessitating more frequent contact with all
parties. Of her 12 advisees, 7 had immediate and severe problems
involving agency overload, serious and prolonged illness, academic
incompletes, agency termination or a combination thereof. Two
required Educational Review Committee action. Two withdrew, one by
Committee decision; one voluntarily, with precipitating health,
family and academic factors.
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In contrast, Advisor #2 had a less onerous semester, charac-
terized by more adequate field settings and students, and more
tractable problems. Utilizing early group meetings and project
data collection instruments, she consciously Identified six situ-
ations for early field visits that, In the majority of cases,
prevented problems and redirected student and agency efforts to
better conform with the School's expectations. Weaker students'
learning needs were identified, and Improvement in performance was
observed as the semester progressed. None of these students failed,
withdrew or were taken to the Educational Review Committee. As a
result, the need for individual contact was less.

The number of students majoring in Administration is not
sufficient for two sections of each course, one In the Spring for
OYRP students and one in the Fall for Two-Year students. To include
Two-Year students, therefore, the first course in Administration
is held in the Fall, even though in numbers alone, the OYRP students
could constitute a class section.



178

CHAPTER 1V
OYRP STUDENTS' VIEWS OF THE PART-TIME WORK-STUDY EDUCATIONAL

EXPERIENCE: ROLE RELATIONSHIPS, OBSTACLES, AND SUPPORTS

In this Chapter, students' perceptions of their experience in
the OYRP will be explored In greater depth. In particular, the
way students view the Interrelationship of employee and student
roles, and the obstrﬁctlons and supports they encounter In
achleving thelr educational objectives will be addressed.

The objective of this analysis wil) be to provide a student
perspective on the factors Impinging on and influencing the OYRP
educatlional experience. Based on these findings, the function of
advising will be discussed, and areas for priority organizational
intervention to enhance students' educational experience will be
suggested.

As In Chapter |ll, the questionnalre responses of project
and contrast group students In both part-time (TFl ) and full-time
(TF11) phases of the program will form the primary data base for
analysls.

An Exploration Of OYRP Student/Employee
Role Relatlonshlps

Role Theory

Concepts from the 1literature on role theory and reference
groups were used as the framework for analysis of OYRP students'

perceptlions of employee-student role relatlonships. Specifically,
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study questlions were formulated to explore OYRP students' role
ldentity, and the extent to which they experlenced role strain
or role complimentarity (costs or benefits) in the performance of
thelr dual roles as professional students and agency employées.

According to social comparisons theorists, Individuals choose
simllar others as referents.I Role identity, in their view, Is
a reflection of primary reference group attachments. As a
result, conformity to the norms of the reference group can be
expected by those In an apprenticeship relationship or desiring
contlinued assoclation so that 'no sanctions will be meted out,
and membership or future membershlp, will not be endangered."2
In this context, OYRP studenfs' role Identification and performance
priorities may be seen as a reflection of reference group
influences. Analysis of study data on the nature of students’
role identification will suggest the relative strength of school
and agency systems as referents for OYRP students in different
phases of the Program.

Problems in the management of diverse performance expectations
resulting from Individuals' multiple positions or statuses in the
soclal structure (as worker, parent, student, teacher, etc.) have
been characterized as '‘role strain.'!" As conceptuallized by role
.theorlsts. there are two sources of role strain: role conflict

and role overload. The former refers to contradlctory expectations

in the role conceptions or role performance of the individual or
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members of his/her role-set, such that compliance with one set of
obligations is perceived as Incompatible with another.h Role overload,
In contrast, refers to limitations in meeting role obligations

Imposed by lack of tlme.5 As applied to the current study, the
question to be explored is whether, in managing the dual roles of
student and employee, OYRP students experience role strain, and if

so, whether its source is Incompatible demands, insufficient time,

or a combination of both.

Some writers challenge the exclusive emphasis of role theorists
on role strain as a necessary consequence of multiple role obliga-
tions. They suggest that there may be benefits as well as costs
to "role accumulation,'' that include such rewards as '‘role
privileges and freedoms, status security (and) resources for status
enhancement and role performance---." To examine the extent to
which OYRP students' berformance and status may be enhanced by dual
role obligations, study questions were designed to explore the
reciprocal benefits emerging from performance as both professional
students and agency employees.

Let us now turn to an examination of study findings on OYRP
students' perceptions of role identification, role conflict, role
overload, and the benefits of dual role performance. Findings
will be presented In the context of the specific questions used to
shape this exploration, and the broader organizational and

educational [ssues they raise.
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On Role Identiflcation: 1tssues and Findings

A basic question about which faculty make assumptions, but
have little empirical evidence Is the extent to which employed
students perceive themselves as students.7

Faculty and program administrators recognize a difference
between part-time (TF! and full-time (TF11) OYRP students in
this regard. In TFl, the student role may have little support
or reinforcement from elther School or agency. As a result, enter-
Ing part-time evening students may have difficulty acclimating
to the student role and Its academic expectations. For these
reasons, an emphasis In the TF1 faculty advising project was on
assisting the employee-student's emotional, soclial and academic
transition to the role of professional student-learner.

When students reach TFIl, however, It Is assumed they are
ldentifled both as students and employees, subject to the demands
and expectations associated with these dual roles. Although
faculty advisors In both standard and project advising formally
orlent students to the expectations of the full-time student
role and expect a degree of tenslon and difficulty in the transi-
tfon from worker to employee-student, faculty do not question
that students identlfy as students.

Faculty Investment in the student role and Inducting
professional education consumers Into fts culture Is based on

long-held assumptions in professional soclal work education
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about how professlonal practitioners are developed. In the
transition to university-based professional education from
the agency-based apprenticeship model, the role of profes-
sional student-learner was viewed as the necessary route for
an Individual's soclallzation to the professional social work
role. As the literature on socfal work educatlon demonstrates,8
belng a student was perceived as the way to become a professional.

To assess OYRP students' primary role identification, the
differences, 1f any, between TF! (part-time) and TFII (full-time)
students, and the impact of Innovative and standard advising
programs on students' role perceptlions; project and contrast
group students were asked to Indicate the level of their
agreement or disagreement with t e following statements:

1. "I identify more with my role as an agency

employee than as a student.'

2. 'l do not allow the demands of school work to

come before agency demands or responsibilities.'

The first question sought employee-students' primary role
conception, while the second viewed identity as a function of
role performance and the role demands one expects to meet.

Analysis of students' responses indlcated that for both
project and contrast group students at the end of the first
term In TFl, ldentification with the agency in their role as
employee was primary. Seventy-two percent and seventy-six

percent of project and contrast group students respectively,
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that s, agreed that they identified more with the employee
than student role.

A majority of students In each group (82% and 65%
respectively) also agreed that they did not allow the demands
of school work to come before agency demands or responsibilities.

These data suggest that, in conception and operation, TFI
students who have completed one semester at school! as evening
students are more identiflied with the agency and the employee
role than with the student role and do not allow school to
Interfere with work-place demands.

These findings are congruent with the TF| structure, in
which professional education is, in fact, an adjunct to the
employee's workday, and a new addition to his/her role repertoire.
I1lustrative of this point, students In a TFl group feedback
session expressed satisfaction with working in a professional
capacity and not being only students. 'Our self-image,' they stated,
"Is not predicated solely on our student performance or identity.'

More fundamentally, BA level workers' acceptance Into the
OYRP was based on thelr level of demonstrated commitment to and
longevity In agency practlce.lo The requirement of the agency's
agreement at admissions to sponsor the employee-student's TFI|
fleld placement further tends to ensure that students accepted
to the Program are relatively valued employees with the potential

for career mobllity, resulting from the agency's I[nvestment of

resources for professional advancement. Glven these factors,
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loyalty to and ldentification with the agency.and the employee
role can be expected to be strong, and to outweigh identification
with the student role and school-based demands. The agency, In
short, can be seen as TF! students' primary referent, Influencing
both role Identification and performance.

Of particular significance to the faculty advising project
was the finding that TF! students' role conceptions and priorities
were not influenced by the structure and content of the faculty
advisling program. The attention palid in project advising to
students' anxlety about being and performing well as professional
students, whether or not it was perceived as helpful, did not
result in different role Identifications or priorities as
compared to students In regular advising. This Is not surprising
when one considers that research on the professional role orientation
of workers with MSW degrees has shown that the agency remains the
primary referent after graduate school as well.ll

In TFI1, the Residence Year, study findings do not support the
assumptions of faculty and the School of OYRP students' commltment
to or identification with the student role. Seventy-six percent
of TFil project students and fifty-three percent of TFll contrast
group students agreed that they identified more with the employee
than student role. The same proportion of each group also
Indicated that agency demands and responsibilities came before

the demands of school work.



185

These data suggest that in TFll as In TFl, the employment
role was primary and continued to prevall over student role identifi-
cation and performance. This may reflect the commitment and longevity
of TFI! students as agency practitioners, the central Importance
of work and work-place referents in the formation of adult
ldentity, students' gratitude for agency support in obtaining
professional education, and the limited amount of time actually
spent on professional education relative to agency responsibilities
In TFI1. On the latter point, although faculty perceive TFI!
students as ''full-time,' they are in fact in the agency and subject
to its influence four out of flive days a week.

The differences between project and regular advising students,
however, although not statistically significant, ran counter to
expectations. Fewer TF!l contrast than project students identified
the employee role as primary, suggesting that, for a sizeable
proportion of non-project students, the student role had gained In
Importance.

The lack of similar movemant by TFIl project students was
surprising, glven the attention pald to strengthening and supporting
the student role in the Innovative advising program. This suggests
that the structure and content of advising were not influential
re: students' role identity. Organizational factors which may

have played a part In this outcome were as follows:
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1. The nature of the agency and its support of professional
practice and education.

Program experience and the feedback of project advisors
Indicate that agencies differ in thelr level of commitment
to professional soclal work practice and education. As a
result, they vary in the extent to which they wll] support
students' efforts to ''be students'' by providing the
educational components for professional learning (adequate
learning assignments, supervision, workload reduction, etc.)
and acknowledging the employee as a student-learner.

Although data are not avallable on the specific nature
of project and contrast group students' agencles, It Is
possible that more project than contrast group respondents
were in relatively unsupportive agencies In which the
nature of agency demands did not permit them the freedom
to identify or perform as students. Certainly, as
documented In Chapter 11, this was the case for a
significant portion of project students whose agencles,
undergoing rapld organizational change and fiscal cutbacks,
were unwilling to moderate case load demands In the
interest of their employees' asplrations for professional
knowledge and advancement. To cope with these demands,
students may have slighted educatlonai assignments and

other school-based obligations.
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2. Students' hierarchical position or level of agency
responsibility.

It was hypothesized that more project than contrast
students may have held higher agency positions, resulting
In agency rather than student Identificatlion.

Cross-tabulation of the above findings on role
Identity with students' line or supervisory status (as
Indicated by Data Sheet information on current title or
position) falled to support this hypothesis. It showed,
however, that the majority of students with administrative
level positions In both groups were identified as employees
versus students, and did not allow school demands to come
before agency responsibllites (see Table 21). The majority
of line workers in the project group were also ldentified
as employees, while the majority of 1ine workers in the
contrast group were not.

Although the numbers were small and missing data on
the position of project students limited the analysis,
students in administrative positions as a whole tended to
be more agency-identifled than were 1ine workers. It Is
not clear, however, why line workers In the project
exhibited stronger agency ldentificatlion than did line
workers In the contrast group, nor why almost half of

the contrast group administrators were Identifled as students.
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These findings suggest the need for further exploration of the
impact of agency position and other agency characteristics on role
identification. It may be that in some types of agencies,
supervisory and administrative level staff may have increased
power and flexibility to choose to meet student demands over

agency expectations, while lower level line workers may not.

TABLE 21

STUDENTS' PERCEPTIONS OF AGENCY OR STUDENT IDENTIFICATION, BY
AGENCY POSITION

Students' Position In the Agency

Line Administration
Project Contrast Project Contrast
Group Group Group Group
(N=7) (N=9) (N=6) (N=7)
indicators of Employee
or Student ldentiflca-
tion
Identiflcation as
employee 5 4 6 7
Identification as
student 2 5 0 3
Agency demands come
first b4 4 b b
School demands come
first 2 5 2 3

Missing Data - Project = 6; Contrast = 3
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These differences between project and contrast group students
notwlthstanding, study findings show that In TFll as well as TFI,
the student role was secondary to the employee role, as percelved
by OYRP work-study students. Contrary to faculty expectations,
It was more the exception than the rule. It is possible to
suggest, therefore, that the design and implementation of MSW
programs for agency workers will need to recognize the ongolng
importance of agency and employee identiflication. The School's
expectation of ldentiflication with the student role as the
appropriate route to professional soclalization may require
change.

In several respects, however, the meaning of the data is
unclear. Further research will be necessary to clarify these
findings and thelr implicatlions for work-study MSW education.

In this regard, the following questions should be addressed.

1. Is there a distinction between identification as

as student, and a desire and ability to learn and
incorporate professional knowledge and sklli?

OYR program experience and the numbers of professionally

competent OYRP graduates would indicate that OYRP students

look to the school to provide theoretical and conceptual
frameworks as well as professional supervision to deepen and
broaden thelr professional practice competence. That they

do not identify as students may not mean that they are
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not engaged as professiona! learners. Rather, It may
suggest that how and what they learn Is Influenced by their
perspective as agency employees, ldentification as students
per se may be conslidered Inappropriate by work-place referents
who may expect allegiance to the employee role and Its
obligations. Students, percelving the School affiliation as
time-1Iimited and desiring a future with the agency, may conform
to these expectations. The status differences between students
and employees In their respective Institutions may also deter
employees from student Identification. The dependence and
lack of control often associated with the student role vis-a-
vis faculty and the School may clash with work-study students'
perceptions of themselves as agency employees with positions of
responsibility and power.
2. Are work-study students who Identify as employees less
socialized to the social work profession than students
who Identify as students? What Is the significance of
role lIdentification for soclalization to the profession?
As discussed earlier in this paper, educators have
expressed concern about the professional soclialization of part-
time program students, because of the limitations In educational
continulty and student-faculty interaction of the part-time
structure. The impact of role ldentification on professional
sociallzation, in particular employee status, has not been

adequately assessed. Empirical evidence does not support the
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assumption that agency characteristics, such as the degree

of staff professionallzation, are correlated with the level

of professional socliallzation of agency employees or the
professional versus agency role orientation of social workers
with the MSW degree.Iz Further research on the indicators of
soclal work professionallzation will be necessary to understand
the Impact of employee versus student role Identification on
part-time work-study MSW students' soclallzation to the soclal

work profession.

On Role Strain: findings On Students' Perception of Conflict and Overload

OYR program administrators and faculty advisors have been aware
of the extraordinary time demands on OYRP students and the potential
for role strain stemming from conflicting agency/school expectations.
Further, faculty have observed that both time demands and role
conflict may Increase as students move from the part-time to the
full-time phase of the Program, based on the different structure
and expectations of each phase. In TFl, It Is not uncommon for
students to keep the demands of the student role separate and
distinct from employee role performance. In TFIl, however, the
work-study concept requires an Integration of professional learning
and performance in the context of the employment situation. The
increased Reslidence Year course load, the addition of educationa)l
supervislion and evaluation, the demand for Integratlon of theory

and practice, and the demonstration of Improvement In practice
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skill -- all have been viewed as more costly to students In
time and effort, and potentlially stressful to normative conduct
of the employee role.

To ascertaln students' perceptions of the nature of role
problems as role conflict (irreconcilable expectations) or role
‘overload (excessive time demands), as well as to Ildentify
differences In students' perceptions by time frame and type
of advising; TF! and TFI! project and contrast group students
were asked to rate their level of agreement or disagreement

with the following statements:

On Role Conflict

1. "The expectations of my job and the school are
In conflict."

2. ‘'Now that | am In professional school, my agency
expects me to take on more demanding responsibilities
requiring more expertise."

3. "Because of my position at the agency, | cannot
take the risks (making mistakes, exposing lack of
knowledge) expected of a student-learner."

b. "1 feel gullty about the extra burdens my going
to school s placing on my colleagues and agency.'

The purpose was to discern external role conflicts (questions

#1 and #2), caused by the contradlctory expectations of School
and agency personnel affecting students' role performance and/or
role conceptions; and internal role conflicts (questions #3 and

#4), caused by students' own contradlctory expectations In role

conceptions or performance.



193

On Role Overload

1. "Time constraints limit my ability to meet both the
School's and agency's expectations.'

2. '"| am carrylng an excessive work load at the agency.'
3. "My agency Is not allowing me adequate time to be a
student."

These statements were used to ldentify time limitations,
related to lack of reductlon in agency expectations and work
load, as the source of student/employee role stralin.

Analysis of findings for TFl students on indicators of role
conflict showed that nelther the project nor contrast group
(74% and 75% respectively) perceived conflicts In Job and school
expectations. They did not feel pressed by the agency (78% and
65% respectively) to take on more demanding responsibllities based
on their '"semi-expert'' status, nor dld the majority (74% and 63%
respectively) feel gullty about burdening colleagues or the agency
as a result of thelr golng to school. These findings appear to
reflect the Integration of role conceptions and lack of conflict
In student-employee role expectatlions In TFl. Students were not
required by the school to shift responsibilities impinging on agency
division of labor, nor were they professional students long enough
for the agency to press for change In thelr role performance.

Significantly more contrast than project students (47% versus
16%), however, felt constralned by thelr agency position from

taking risks as a student-learner (See Table 22).
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TABLE 22

TFI PROJECT AND CONTRAST GROUP STUDENTS' PERCEPTIONS OF AGENCY
LIMITATIONS AND STUDENT RISK-TAKING

Agency Position Limits Student Risk-Taklng

Project TF! Contrast TFI
N 4 N 3
Agree (mildly/strongly) 3 16 8 L7
Disagree (mildly/strongly) 16 84 9 5
T " T %

(x2 = 411, df = 1, p <.05)

Furthermore, there was a trend toward somewhat more contrast
than project students Indicating feelings of guilt and heightened
expectations for ''expert'' performance, as noted above.

What students In the TF! contrast group percelved as the risks
to the student-learner role and constrained by agency position,
within the context of the TFI program and its limited demand,

Is not clear. Whatever the percelved risks, it Is possible that,
lacking the support of faculty and students in the faculty
advising project, the contrast group felt more constrained, less
able to manage student risks within the agency context. Agency
variables, such as the degree of support for professional
education In general or the professional aspirations of Indlvidual
empioyees In particular, may also have played a part In contrast

students' views.
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6n the question of agency work-load and the limits agencles
placed on time to be a student, a majority of students In both
project and contrast groups (71% and 56% respectively) felt
they were carryling excesslve work loads at the agency, but did
not agree that the agency restricted adequate time to be a
student (76% and 63% respectively). This would suggest that,
although overworked, most students In TF! did not perceive the
agency to be thwarting their commitment of time to student
tasks and professional growth -- perhaps because, In TFl, the
students' personal time (evenings, weekends) rather than agency
time was involved.

As shown in Table 23, however, twice as many contrast group
as project students (37% versus 18%) expressed ''strong' agreement
on the excessiveness of the agency work load. A majority of
contrast group students (82%) also perceived lack of time as a
limitation to meeting both school and agency expectations, while
only 42% of project students did. The latter differences were

statistically signiflcant as shown In Table 24,
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TABLE 23

TF! PROJECT AND CONTRAST GROUP STUDENTS' PERCEPTIONS
OF AGENCY WORK LOAD

Excesslve Work Load

Project TFI Contrast TFI

N 3 N %

Strongly agree 3 18 6 37
Moderately agree 9 53 3 19
MIldly dlsagree 2 12 b 25
Strongly disagree 3 17 3 19
17 100 16 100

TABLE 24

TFt PROJECT AND CONTRAST FROUP STUDENTS' PERCEPTIONS OF THE EFFECT
OF TIME CONSTRAINTS ON SCHOOL AND AGENCY EXPECTATIONS

Time Constraints Limit Both School and
Agency Expectations

Project TFI Contrast TFI

N 3 N 3

Agree 8 42 14 82
Disagree a8 3 8
19 100 17 100

(x? = 6.08, df = 1, p. < .01)
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Differences In the objective conditions of student in the two
groups, i.e., In the nature of the agency or work responsibilities,
may account for these findings. It Is also possible that the innova-
tive advising program facllitated dlscussion, ventillation, problem-
solving, and the development of Informal student supports beneficial
to project students on time and work load management.

Managing time and work load demands was often discussed In
project advising, and 1lkely was the theme for project students'
frequent Informal gatherings as well. The sharing of resources

-- books, class notes, xeroxed coples of articles -- In project
students' Informal helping networks, may also have helped them
cope more effectively than contrast group students with time
constraints. As a result, project students may have perceived
time limitations as less onerous and detrimental to school and
agency role performance.

In general, these data Indicate that for TF| students,
time and work load demands or role overload were perceived as
more limiting to adequate role performance than were the
conflicting expectations of work and School. Differences In
perceptions between project and contrast students suggest
that project advising may have helped project students cope
with both sources of role strain.

tn Time Frame !, the majority of students In both groups
(61% and 74% respectively) did not percelve conflicts between

Job and school expectations. Flfty percent of project and 58%
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of contrast group students also did not feel expected as
professional students to take on more demanding agency
responsibllitles, nor did they feel! gullty about the extra
burdens placed on colleagues and agency as a result of thelr
attending school (56% and 83% respectively). Similarly, a
m;jorlty of students In both groups (67% and 78%) did not feel
constrained from taking student-learner risks as a result of
thelr agency positions.

These findings do not support the assumption that widespread
role conflict Is necessarily assoclated with an employment-based
MSW work-study program. Furthermore, the type of advising offered
did not seem influentlal on the dimensions studled, as dlfferences
In perceptions of role conflict between project and contrast
group students were not statistically significant.

There was, however, a pattern of perceived differences on
these dimensions by more TFI| project than contrast group students.
More of the former percelved conflicting job/School expectations
(39% versus 26%), felt obligated to take on more difficult work
tasks requiring more expertise (50% versus 42%), felt more
gullty about burdening colleagues and agencles (44% versus 172)'3
and felt constrained from taking student-learner risks (33% and
22% respectively).

These differences were congruent with previous findings on
TFI! project students and may reflect differences In agency

systems and work-place demands to which project and contrast
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group students were exposed. Project advising may also have
helped project students surface thelr concerns about dual role
performance, thus establishing a more overt awareness of role
conflict problems.

As shown In Chapter i1, a variety of role Issues were
discussed In TFl| project small group advising meetings, as
was the management of students' diverse obligations. Project
advisors also consclously pressed thelr advisees to ''be students,'
l.e., to value the student role and find ways to more effectively
operationalize it In the Residence Year. Thils demand to perform
as students may have Increased project students' awareness of
role conflicts, particularly given thelr strong conception of
themselves as employees. As found In a previous study of the
OYR Program, . students percelved by their agencles as employee-
students appeared to perform less adequately in class and field
than did those percelived as elther employees or student-learners.
Oual role activity, It was suggested, was productive of more
conflict and strain than single role identiflication and performance.
Current findings appear to support this suggestion.

On the indicators of role-overload, the majority of TFl!
students In both groups (78% and 843 respectively) perceived time
as a constraint to meeting school and agency expectatlons.
Seventy-two percent of project and 58% of contrast group students

felt that agency work load was excessive. A majority (54% and
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53% respectively) also percelved the agency as not allowing
adequate time to be a student. These data suggest that In TFll,
lack of time and excesslve agency work load demands were key
elements effecting TFt| students' dual role performance, lrrespec-
tive of the advising program. These factors, on the whole, appeared
to overshadow role conflicts as the source of Residence Year role
strain.

Not only was there an overall iIncrease In TFl| students'
perceptions of time as a constraint compared to TFl findings,
but more TFll students viewed the agency as limiting adequate
time to be a student.

These findings corroborate project advisors' perceptions
of lack of time and undiminished agency work load demands as pri-
mary stressors for TFI| students. They suggest that agencles,
as percelived by their student-employees, did not reduce work
loads as required in OYRP Residence Year agreements. The
Implications of this for the OYRP design and the maintenance
of educational standards are serious Indeed, and will be

discussed In the final recommendations section of this seudy.
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On The Beneflits Of Role Accumulation: Flindings on Reciprocal
Enhancement of Student/Employee Role Performance

As Sieber has shown, the emphasis in role theory on role
straln does not adequately account for the possibllity that multiple
roles may create gratification as well as dysfunction, social
stablility as well as dlsturbance.IS To assess OYRP students'
views of the positives as well as negatives attached to employee/
student role performance, TFI and TFll project and contrast group

students were asked to state the level of thelr agreement or

dlsagreement with the following statements:

1. 'Being a student has helped me perform better on
the job."
2. My soclal agency work experlience has enhanced

my ability to perform as a student.'

3. ‘'Being a professional MSW student has enhanced
my position and/or status at my agency.'

Emphasis In these statements was on the reciprocal enhance-
ment of performance, l.e., the extent to which being a student
alded employee role performance and vice versa, and on the
extent to which student status was percelved to Improve
employee status.

Study findings show that approximately 87% of TFl project
and contrast group students agreed that work experience enhanced
thelr performance as students. The level of ''strong agreement''
In each group was high, 1.e., 57% and 50% respectively. On the

reciprocal relationship, 79% and 82% respectively agreed that
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being a student enhanced job performance. The level of ''strong
agreement' on thls dimension was somewhat lower, however, with
42% of project students and 47% of contrast students expressing
this view. Asked whether thelr status as a professional student
enhanced thelr agency position or status, a substantial propor-
tion of each group (50% and 44% respectively) sald no; those who
agreed did so only 'mildly" (42% and 50% respectively).

These data Indicate that In TFl, there Is a reclprocal
pay-off In enhanced work and school performance for OYRP
student/employees. At thls early polnt In the Program,
however, employment was perceived as somewhat more helpful to
belng'a student than vice versa, and student status was not
viewed as helpful to Increased status in the agency. Given
the few courses taken at this point, and students' substantlal
distance from award of the MSW credential, this is not surprising.
The perception of employment-based beneflits as primary probably
reflects students' longevity In the employee role, their back-
ground and perspective on agency practice, and the advantage
this experience may provide in the classroom.

In TFIl, both project and contrast group students (83% and
84% respectively) agreed that work experlence enhanced student
performance. Sixty-one percent of project students compared to
37% of contrast students ''strongly' agreed. As to whether belng

a student was beneficlal to job performance, 94% and 79%
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respectively agreed. Over three times as many project as contrast
students “strongly" agreed on this varlable (71% versus 21%)
(see Table 25).

tn TFt!, both groups of students appear to have found school
as useful to job performance as agency experience was to school

performance.

TABLE 25

TF11 PROJECT AND CONTRAST GROUP STUDENTS' PERCEPTIONS OF THE
POSITIVE EFFECT OF STUDENTHOOD ON AGENCY JOB PERFORMANCE

Project TFII Contrast TF1|
N 4 N 3
Strongly agree 12 A bL 21
Moderately agree 4 23 n 58
Mildly disagree - - 2 1"
Strongly disagree 1 6 2 11
17 100 19 100

This suggests that students appllied what they were learning
In School to thelir work place tasks and percelved an Improved
level of performance as a result. In comparison to TF1, TFII
students have had a longer exposure to the School and have
completed more courses. It Is llkely, therefore, that length
of time In the student role Is a factor In students' perceliving

its work place beneflits.
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The substantial differences between project and contrast
students on these varlables may reflect the positive Impact
of project advising. In particular, the emphasis In small group
advising meetings on helping students maximize TFt! learning
opportunities may have Increased project students' utllization
of classroom ﬁr!nclples to strengthen field practice, and vice
versa.

Although somewhat more TFll project than contrast group
students agreed that belng a student enhanced thelir position
In the agency, improvement In agency status did not appear to
be a strongly perceived benefit to TFI| students. This may
reflect agency differences In the potentlial for career mobility
and the extent to which professional education was valued and
rewarded. Increasingly, sdvancement in the agency to higher
positions, or positions of greater responsibility, may require
the formal professional credentlal, and may not be affected by
students' demonstration of Increased knowledge and skill alone.

In sum, these data show that both TF! and TFl!| students
percelved benefits attached to dual role performance. Although
nelther group felt that student status significantly enhanced
their poslition or status In the agency, both groups percelved
work experience as beneficial to student performance and, with
increasing frequency In TFt!, studenthood as helpful to
Improved work performance. These data lend weight to the

speculation that, although work-study student concelved of
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themselves as workers rather than students, they were engaged
as professional learners and percelved work performance

Improvement as a result.

Students' Perceptlons of Supports and Obstructlons
To Ero?hss‘ona Education

To further assess students' perceptions of their experience
In the OYRP, the TFl and TFIl project and contrast groups were
asked to Indicate the extent to which a series of family, work,
school and personal varlables were "limiting factors'' (obstructions)
and/or supports to adequate class and fleld performance during the
Fall 1981 term. Following this, they ldentified the three most
Important supports and the three major obstacles to ''meeting the
demands of the MSW program.'

Limiting factors were categorized as follows:

Family and Home

1. Chlld care responsibilities

2. Other family responsibilities (care of parents,
others)
3. Home management (shopping, cooking, etc.)

L. The health problems of others
Job-related
1. Number of hours spent on the job (workload)

2. Level of responsibility on the job
(type of position)
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School-~related

1. Access to School resources (llibrary, etc.)

2. Adequate free time for reading, wrliting papers, etc.
Personal

1. Own health problems

2. Financlal problems

Supports were categorized simllarly:

Family
1. Spouse/mate
2. Parents
3. Children
Job-related

1. Colleagues at work

2. Agency dlrectors/administrators

3. Supervisors

b, Field Instructor (for TFIl students only)

School -related

1. Course Instructors
2. Faculty advisor
. Other OYRP students

. Two-Year students

. Student Advisement Committee

-

3
L
5. Student Government
6
7

. Alumnae
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Personal

1. Extracurricular activitles (music, sports]

2. friends

The objective of this analysls was to obtain exploratory
Information on:

1. The nature of percelved student supports and obstructions
and the relative importance of famlly, school, work and
personal factors as primary sources of assistance or
constraint.

2. The extent to which the faculty advisor was viewed as a
support, and the relatlve importance of the advisor
in comparison to other School-related personnel and
systems.

3. The differences, If any, percelved by students in the
two time frames, and In Innovative compared to
standard advising programs.

Students' Perceptions of the Limits to Adequate Class and
Fleld Performance
Table 26 presents a summary of TFl project and contrast students'
views of the extent to which famlily, job, school-related and personal
variables 1imited thelr ability to perform adequately In class
and/or fleld. The response ''No'' Indicated that the majority of

students (50% or over) did "not at all" perceive a particular
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varlable as an obstacle to educational performance; 'yes,' that
the majority viewed the varlable as limiting performance
Vsomewhat'' or ''a great deal.'' Unless marked with an asterlisk
to indicate a substantlal rating of 'very much," all 'yes'
responses were comprised primarily of the ''somewhat' rating.
The percentage of project and contrast group students in the
majorlty response category (yes or no) will be shown, as will
the chl square statistlc on those variables for which a
significant difference In project and contrast students'

views was found.
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TABLE 26

A SUMMARY OF TFt STUDENTS' VIEWS OF FACTORS LIMITING EDUCATIONAL
PERFORMANCE

Majority Response and % of Students In
Majorlty Response Category

Project TFI Contrast TFI
(N=19) (N = 16)
Response 4 Response 4
FAMILY
Child care No 78 No 75
Other Family respons!-
bilities Yes 61 Yes 67
Homemanagement Yes 67 Yes 75
Other's health
problems No 72 No 75
Jos
Hours on the job Yes 78 Yes 87.5
Type of position Yes 63 Yes 50
SCHOOL
Access to school
resources Yes 63 Yes 87.5
Adequate study time Yes 83* Yes 87.5
PERSONAL
Own health No 63 No 87.5
Financial problems Yes 61 Yes 50

No = 'Not at all"
Yes = ''Somewhat'' and ''Very Much'

* = gsubstantial 'Yery Much' rating
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These data show that there were no significant differences
between TF! project and contrast group students on percelved
performance limiting factors,

Eliminated as obstacles to performance by the majority of
students In both groups were childcare responsibilities, their
own health, and the health problems of others. The former
corroborates demographic data showing the preponderance of
unmarried students among study respondents, and the lack of
young children among those who were married.

With one exception, all other family, job-, school-related
and personal factors were viewed by the majority of project and
contrast group students as ''somewhat' 1imiting adequate
performance at School.

The factor ldentiflied as extremely limiting by more students
than any other was adequate time to study and do School assign-
ments. Thirty-nine percent of the 83% of project students who
saw this as a limiting factor, viewed it as extremely problematic,
while In the contrast group, a full 62.5% rated ''adequate free
time for reading, etc.' as ''very much" limiting performance.

In sum, TF! students Irrespective of the advising program
perceived a varlety of obstacles as moderate limitations to
adequate student performance. [tems i(dent!fied most frequently,

or perceived as extremely problematic, were directly related to
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the demands and constraints on students' time. Specifically,

home management responsibllitles, agency workload/hours, and
Iimited access to School resources can be seen as 1imiting adequate
time to study, Itself selected as the most serious performance
limitation to the largest number of students. These data tend

to corroborate previous findings on role overload as a primary
component of the role strain percelved by TFl students.

In TFIl, as shown in Table 27, chlildcare, others' health
problems and one's own health were not perceived as problems
adversely affecting school performance. Significantly more
contrast group than project sudents (L4 versus 12%), however,
did view personal health problems as an obstacle to adequately
meeting class and field work demands.

On other family-related variables, ''home management
responsibilities' were Identified as somewhat limiting by
the vast majority of students In both groups (81% and 72%
respectively). The majority of project students saw '‘other
family responsibilities'" as problematic (69%) while 56% of

contrast group students did not.



212

TABLE 27

A SUMMARY OF TF!l STUDENTS' VIEWS OF FACTORS LIMITING
EDUCATIONAL PERFORMANCE

MajJority Response and % of Students In
Majority Response Category

Limiting Factors Project TFII Contrast TFII
(N =18) (N = 18)
Response ¥  Response L4
FAMILY
Childcare No 69 No 78
Other famlly responsi-
bilitles Yes 69 No 56
Home management Yes 81 Yes 72
Others' health problems No 69 No 67
J08
Hours on the job Yes 87.5% Yes 89*
Type of position Yes 87.5 Yes 89
SCHOOL
Access to school resources Yes 81 Yes 78
Adequate study time Yes 9l Yes 9h*
PERSONAL
Own health No 87.5 No 56
(X = 4.82, df = 1, p <.05)
Financial problems No o 62.5 Yes 8
(x*=7.6, df =1, p <.01)

No = 'Not at all"
Yes = ''Somewhat'' and 'Very much''
* = substantial 'Wery much' rating
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Hours on the Job and one's type of position and
responsibilities at the agency were ldentified by almost all
students as performance limitations (87.5% and 89% of all
students for both categorles). Of the two, however, work
load was perceived as a more severe limitation than was type
of position: approximately 45% of each group rated work load
as extremely problematic.

Significant differences were found between project and
contrast group students on the Impact of financial problems.
Eighty-three percent of TFl!| contrast students rated flinances
as somewhat 1imiting to adequate performance, while 62.5% of
project students did not. This may reflect differences in
students' positions, the salary scales of different agencles,
or the nature of salary arrangements made by some students to
"flnance'' the required ''day-off' for School In TFII.16 It
Is also possible that more contrast group students were in
"Self-financed" field work placements, and thus received
little or no salary for the Residence Year.

In TFII as In TFl, access to School resources was viewed
as somewhat 1imiting performance by the vast majority of
students in both groups (81% and 78% respectively). Similarly,
lack of adequate free time to meet student assignment obliga-
tions was percelved as a major obstacle by more students

(94% 1n each group) than any other, with 38% of project



214

students and 56% of contrast group students rating it ''very
much' a limiting factor.

These data further conflrm time-related factors as the major
obstacles percelved by the majority of TFll students in both
advising programs. Excessive work load hours and Inadequate
study time, identifled as severely limiting performance by the
largest numbers of students In both groups, reflected students'
direct concern for adequate time to manage employee student role
demands. Type of agency position, home management responsi-
bllitles, access to School resources and, for contrast group
students, flnanclal problems, may be seen as potentially
contributing to time ?onstralnts and role overload. These
obstacles, moreover, did not appear to be affected by the type
of advising students recelved.

Analysis of students' open-ended responses 7 on the three
major obstacles affecting thelr ability to meet MSW program
demands revealed similar patterns.

"Lack of time'" and ''agency work load' were identified as
#1 performance obstacles by substantlal-proportlons of TFI
contrast and TFI| projJect and contrast group students. Although
TFl project students' responses covered a wider range of problem
areas, a llnk to time constraints was evident In the type of
obstacles they identifled.

These data support previous flndings highlighting the key

role of excessive work load hours and Inadequate study time as
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Jimits to students' percelved abllity to meet school demands.
Furthermore, they focus attention on agency-related factors,
rather than family, personal, and school-related variables, as
the primary source of performance limitation perceived by students.
Students' Perceptions of the Support to
Adequate Class and Fleld Performance

There was substantial agreement on the type and level of
supports perceived by TFl project and contrast group students.
In the family-related category, over 50% of students In each
group rated the spouse as ''very much' supportive. A substan-
tial proportion in each group also rated parents and children
"'not applicable." Thus, on the home front, it was the spouse
that most OYRP students turned to for help In meeting the
demands of the Msw program. Since th majority of OYRP
students had elther no children or grown children, and were
independent from the family of origin, It Is reasonable that
parents and children were not perceived as supports (nor, as
shown earlier, were they viewed as obstacles).

0f the seven School-related supports, both project and
contrast group students viewed four as either not applicable
or not-at-all supportive. The majority of students in both
groups, that Is, did not perceive Two-Year students, the
Student Government, the Student Advisement Committee or Alumnae

as offering speciflc supports that helped them manage program
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demands. This Is not surprising, glven the separation that often
exlsts in classes and schedules for the Two-Year and OYR Programs,
especlally In TFl, and the primary role of Student Government

and Student Advisement with day-time versus evenlng students.
That School Alumnae were‘not used by OYRP students also was not
surprising, given the fact that the Alumnae Organization was in a
formative stage and had not established 1linkages or programs of
potential benefit to masters' students. Although some faculty
have referred students to Alumnae for special help, Alumnae

have been Infrequently used as iInformal resources for academic
support.

Almost all students In both groups (94% and 93% respectively)
viewed other OYRP students as an Important source of support.
Course instructors too were viewed as providing support by the
vast majority of students in both groups (94%). Substantially
more contrast than project students, however (65% versus 39%),
percelved them as ''very much' supportive,

There were significant differences between project and
contrast group students on thelr perceptlion of the support of
the faculty advisor. As shown In Table 28, 94% of project
students compared to 62.5% of contrast students ranked the
faculty advisor as very much or somewhat supportive. Conversely,
only 6% of the project compared to 37.5% of contrast students

percetved the faculty advisor as not-at-all supportive.



217

TABLE 28

TF! PROJECT AND CONTRAST STUDENTS' PERCEPTIONS OF THE FACULTY
ADVISOR AS A SUPPORT

Project TF! Contrast TF|

N 4 N 4
Not at all 1 6 6 37.5
Somewhat " 61 6 37.5
Very much 6 33 b 25

18 100 16 100

(x2 = 5.26, df = 1, p < .05)

This confirms differences In students' satisfaction with
TFI Innovative and standard advising, previously reported on,
and suggests the Importance of the advising relationship to
project students. The role of the advisor as a support to
students' educational process will be pursued further in the
next chapter.

In the personal supports category, the majority of students
in both the project and contrast groups viewed friends (83% and
943 respectively) and extracurricular activitles (73% and 64%
respectively) as useful supports. Project students appeared to
find friends more helpful than did the contrast group, with 61%

versus 41% respeclitvely rating them ''very much" supportive.
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On Job-related sources of support, approximately 88% of both
groups percelved work colleagues as very much or somewhat supportive.
Although a majority of both groups also percelved agency administra-
tors and supervisors as providing support (87.5% and 67% respectively
for adminstrators; 87% and 60% respectively for supervisors),
project students clearly viewed these authorities in the agency
hierarchy as more supportive than did contrast group students.

As shown In Table 29, more project than contrast students rated
adminlstrators as ''very much" supportive (37.5% versus 20%) while
more students In the contrast group rated them as ''not at all"

providing support (33% versus 12.5%).

TABLE 29

TF! PROJECT AND CONTRAST GROUP STUDENTS' PERCEPTIONS OF THE SUPPORT
OF AGENCY ADMINISTRORS/DIRECTORS

Project TFI Contrast TFI

N 4 N 3

Not at all 2 12.5 5 33
Somewhat 8 50 7 b7
Very £ 3.5 2 20
16 100 15 100

Differences between the two groups on the perception of agency
supervisors was even greater, as shown In Table 30. Sixty percent
of project students, compared with only 33% of those in the contrast

group, viewed supervisors as very much supportive. Conversely,
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only 133 of project students, as opposed to 40% of the contrast

group, rated supervisors not at all supportive.

TABLE 30

TF1 PROJECT AND CONTRAST GROUP STUDENTS' PERCEPTIONS OF THE
SUPPORT OF AGENCY SUPERVISORS

Project TF! Contrast TFI
N 2 3
Not at all 2 13 Lo

Somewha t b 27 27

S I

Although not statistically significant, these data suggest

that project students percelved stronger levels of support
from more types of agency personnel, and from those in positions
of authority, than did students In the contrast group.

These differences may shed 1ight on differentfal role
perceptions and the obstructions to performance previously
discussed. The limitations TFI contrast group students
perceived on risk-taking as students in the agency, on the amount
of time avallable to meet job and School expectations and
on the excessiveness of the agency work load, for example, may

relate to the lack of support percelved from agency superiors.
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Specifically, one may hypofheslze that students who felt
unsupported by the agency hlerarchy may have percelved less
flexibility to negotlate t!me away from the job and less
sanction to allow students' needs -- however deflined -- to
encroach on work tasks. Conversely, students who percelved
support from agency administrators and supervisors may have
felt able to take rlsks assoclated with the student role, and
to shift or selectively respond to work load demands In the
Interests of School requirements. These data suggest that
hlerarchlcal support may be a varlable to explore In future
research on factors promoting or Inhibiting students' success-
ful management of the OYRP.

In sum, moderate levels of support from a variety of the
family, work, School, and personal supports listed were
Identifled by students in both the project and contrast
groups. With few exceptions, the type of advising intervention
appeared to have little impact on the type and extent of
supports percelved. Excluded as not helpful or not applicable
were those School-based supports most assoclated with the
Two-Year program and thus more accessible to full-time day-
time students. A pattern of dlfference, however, was found In
the greater support percelved by project than contrast students

from agency superlors., Furthermore, there was a statistlcally
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significant difference between the two groups on thelr
perception of the faculty advisor: almost all project
students viewed the advisor as somewhat or very much
supportive while over one-third of contrast group students
did not.
Interestingly, however, when students had the opportunity
to prioritize thelr three most Important supports, nelther
group mentioned the faculty advisor, other School personnel or
work-place sources for their first choice. Rather, family-
based supports, mainly the student's spouse, were identifled as
the #1 support by S0% and 60% respectively of project and
contrast group students. Students' cholce of second and third
priority supports showed few strong patterns and again, almost
no mention of the faculty advisor or other School personnel.
These data show that when students were responsible for
defining rather than responding to types and sources of support,
the spouse emerged as primary. Beyond this, there was little
consensus within or between groups. Melther the faculty advisor,
other School-based personnel or the host of other supports
previously indicated emerged In the prioritles students identlified
themselves.
Analysls of data from TFl| students on the extent of support

perceived from famlily, school, and work-based varfables showed
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no significant differences between students by type of advising.
As in TF!, the majority of students In both project and contrast
groups found many of the factors listed somewhat or very helpful
in meeting the demands of the MSW program. Table 31 presents a
summary of the types of support so Iidentified.

Although, as shown In the table, TFI| students In both groups
percelved a varlety of supports and exhlbited substantial
consensus on them, the level of support percelved In most Instances
was moderate (i.e., rated as ''somewhat'' supportive).

Only work colleagues, supervisors, and faculty advisors in
the above list recelved much enthusiasm (as Indicated by the
asterisk). Specifically, 50% and 37% of project and contrast
students respectively viewed work colleagues as ''very' supportive;
50% and LU% saw agency supervisors as very supportive; and 44%

and 32% percelved the faculty advisor as ''very' supportive.
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TABLE 31

VARIABLES PROVIDING SOMEWHAT OR VERY MUCH SUPPORT IN THE MSW
PROGRAM, AS PERCEIVED BY THE MAJORITY OF TFtl STUDENTS (N
THE STUDY POPULATION

Percentage of Students Perceliving Support

Project TFt! Contrast TFil

Sources of Support, by

Category

3 3

Family-based supports

Spouse/mate 72 77
School ~based supports

Course Instructors 94 82

Faculty advisors 89* 79 *

Other OYR students 87 94
Work-based supports

Work colleagues 94* 7h *

Agency administrators 78 89

Supervisors 83 9l *

Fleld iInstructors 72 94
Personal supports

Friends 9k 89

Extracurricular Actlivitlies 72 56

An asterisk (*) indlcates a substantial rating of ''very much"
support.
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Perhaps the most Interesting disparity between the two
groups was on the extent of support percelved from peers as
opposed to superlors In both School and agency. More project
students appeared to percelve support from School authorities
(course iInstructors, faculty advlisors) and less from agency
authorities (fleld Instructor, agency administrators, supervlisors)
than did students In the contrast group. More contrast students,
on the other hand, percelved support from agency superlors
(agency administrators, supervisors, fleld Instructors) and
less from School authoritles (course Instructors, faculty
advisors).

In line with this pattern, more project students viewed
work-place peers, 1.ek colleagues, as supportive while
more students In the contrast group percelved support from
thelr peers at School, l.e., other OYR students. Although
the reasons for these patterns are not clear, one may
hypothesize that

1. Lacking support of superiors in one arena of

Importance to professional practice and education
(e.g., the agency), work-study students may seek
1t In another (e.g., the School), and

2. Students may ally themselves with primarily peers

or superlors In an lnstltutlon.’l.e., School or

agency, but not both to the same degree.
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One may also suggest that lack of administrative and fleld
Instructor support played a role in TFil project students'
greater sense of constraint and conflict about meeting student
expectations, reported earlier. As a result of these and previous
TF! findings, further research on the Influence of hierarchical
support on OYRP students' role conceptlons and performance may be
warranted.

As In TFIl, students in TFl| percelved little or no help from
Two-Year stucents, the Student Government, Student Advlisement,
and School Alumnae. This would Indicate that, even In the full-
time Residence Year, OYRP students percelved barriers to support
mechanisms and systems assoclated primarily with the Two-Year
Program. To an extent, these barriers may be self-Imposed, and
may reflect OYRP students' self-perceptions as different from
other students. Commenting on the pros and cons of being In
classes with Two-Year students, for example, TFIl students iIn
a Group Feedback Session stated that, especlally for the
Residence Year, it was Important to ''keep OYRP students in OYRP
classes.'! OYRP students needed to be together, they felt,

"just for the support system of the Residence'' and because
there's no time to bulild relationships and help people not on
the same train you're on.' Besides, they sald; "We feel 1like

senior cltizens!"
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Two other sources perceived as ‘'not applicable" or of
minimal support to TFll students were parents and children.
The majority of both project and contrast group students
rated parents as not-at-all supportive or 'NA'; they also
rated children as 'NA" or not helpful. These data reflect the
age, marital status and stage of 1ife of OYRP students In the
study population, the majority of whom were elther unmarried
and childliress, or married with grown children.

TFI1 students' ranking of the three most Important supports
showed some consensus between research groups. Both project
and contrast group students fdentlfled family, other OYRP
students and workplace personnel or systems as #1 supports.

The workplace also figured prominently In project and

contrast group students' chofces of the second and third most
Important supports. In contrast, the faculty advisor and course
Instructors recelved minimal mention.

In summary, Residence Year students in both the project and
contrast groups exhibited substantial consensus on the types and
degree of support perceived. Although many variables were identi-
fied as modestly supportive; parents, children, and those School-
based structures associated with the Two-Year Program, were
percelved as minimally or not-at-all helpful. Workplace personnel,
faculty advisors, and other OYRP students generally recelved high

ratings. There were differences between the two groups, however,
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In the extent to which peers or superiors, at both School and
agency, were viewed as more or less supportive. Furthermore,
as was the case for TFl students, the faculty advisor receded

In Importance when students themselves rank-ordered major supports.
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6. Travel, transportation, parking.
7. Other
8. None

Ten to 20% of the respondents In each group perceived no performance
obstacles.
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CHAPTER V

ONE YEAR RESIDENCE PROGRAM STUDENTS' VIEWS OF FACULTY ADViSING:
THEORETICAL ISSUES AND EMPIRICAL FINDINGS

The use of emplirical research to Improve the design of the
faculty advising functlion in part-time MSW programs is In its
Infancy. Although the llterature on part-time MSW programs reflects
growing recognitlion of the need to adapt faculty advising strat-
egies to the unique features of part-time programs and students.‘
the lack of emplirical data has impeded the development of clarity
on appropriate roles and effective structures. Conceptuallzation
of the similarities and differences In advising In part-time and
full-time programs has been limited as a result.

Focus on the faculty advisor as a plvotal figure In the
professional education of part-time students has developed as con-
cern over program quality and student Isolation have grown. Gerhart
and Nooe2 have stated that part-time students may require more
rather than fewer faculty advising resources due to the complex-
ity of part-time scheduling requirements, course selection
and fleld work arrangements. Similarly, other writers have
emphasized the Importance of developing quality advising programs
as a mechanism for linking loosely-connected, physically and
organizationally Isolated part-time students more effectively

to both the educational lnstltﬁtlon and the professional

learning experience. Thus, as concern for the quallty and
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standards of part-time programs has been expressed, Investment

of resources In faculty advising has been percelved as a promis-
ing route to quallty assurance.

The promise, however, awalts the development of a body
of research on the efforts, effectlveness and efflclency5 of
diverse faculty advising strategles. In this regard, the
Implementation and evaluation of the OYRP Faculty Advising
Project provided an opportunity not only to assess advising
Innovations In a part-time work-study MSW program, but also to
explore student and faculty perceptions of operational advising
activities and roles. In Chapter 11l, these activities were
described from the advisor's perspective. In this Chapter, the
students' perspective will be presented. Specifically, our
focus will be on TFl and TFI! project and contrast group students'
perceptions of the degree of Involvement of thelr faculty advisors
In a series of advising actlvities culled from the literature and
Program experlence.

A brief discusslon of theoretical and empirical issues In the
definition of faculty advising roles and functions will set

the stage for this presentation.

The Faculty Advisor as Integrative Teacher

Of central Importance In the 1lterature on faculty advising
In soclal work educatlon Is the discussion on the role of the

advisor as 'Integrative teacher.'' Viewing Integratlion as a state
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of organic unity or synthesls of cognitive, affective and
behavioral learning, Lowy et. al. state the common assumption In
the fleld that ''the major role of the faculty advisor is to
help the student see connectlions, relationships, differences,
and simllaritles between concepts taught In the classroom and
In the fleld and concepts explored In dlfferent sequences of
the school curriculum.'" Notling that there are different advising
patterns In different schools and that advisors may be Involved
In a plethora of activities -- from class-fleld llalson to
assistance with financlal ald and course selection to oversight
of student and fleld Instructor performance, they studied the
extent to which the interactlion of faculty advisor and student
were percelved to enhance Integration. Although they found
"= some evidence that a close relationship to a faculty advisor
and discussions with faculty advisors were related to the
students' percelving the curriculum as Integrated,'' only three
of the eight schools in their sample used faculty advising to
facilitate the Integration of learning. Furthermore, advisors
'"largely saw themselves as counselors responding to the general
concerns of students,' rather than performing an (ntegrative
teaching functlon.Io

Within the context of the debate on advising as peripheral

"
or central to student learning, thls disparity between the
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theoretical and actual functions of the advisor has remained.
While almost all writers place major Importance on the advisor's
role In Integrating theory and practlice and broadening students'
conception of professional practice beyond that defined by the
agenc:y,‘2 those who have conducted evaluatlons have found that
the teaching functlon of advising Is less valued by both advisors
and studeﬂts.‘3 Empirically, students have viewed the advisor
as ''learner, counselor, exemplar, and admlnlstrator,“‘“most
helpful to students through their responsiveness and avallablility
for advice, support and problem resolutlon.'5 In short available
evidence appears to support the view of the advisor as performing
activities that facillitate and support the educational process.
To assess OYRP students' views on the extent to which
advisors performed facilitative and/or Integrative functlons,16
the list of advising activities to which students responded were
categorized Into five sets of activities and roles, as follows:
A. Teaching/Integrative Actlivitles
1. helped students make connections between theory/
concepts and fleld experlence
2. helped students galn knowledge about/understanding
of the profession (lits theory, practice, values,
organizational context, etc.).

3. helped students clarify, expand, deepen Ideas and

concepts.
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Role Modeling Actlvitles

1. set professlonal standards, modeled professional
behavior

2, set standards for behavior as graduate level MSW
students

Information-Provision and Clarificatlon Activities

1. provided Informatlon (e.g., on School rules,
procedures, courses, fleld work, etc.)

2, clarifled School policles and expectations
(for you, your agency)

Supportive/Counseling Activities

1. provided advice, support

2. assisted in solving problems

Systems Negotlation Activities

1. assisted In negotiating School or agency systems

Educational Monitoring Actlivitles

1. monltored students' learning progress (in courses,
fleld work)

2. helped students focus on/understand learning goals
and learning styles

3. monitored the quality of fleld work arrangements
(asslgnments, supervision, work load)

4, referred students to educational or other resources
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Project and contrast group students' views of these faculty
advising actlvitles were compared to explore:
1. The Impact of Innovative and standard advising on
students' perceptlions of advising roles and functions
2. Perceived differences In the relevance of particular
advising activities between the part-time and full-time
phases of the One-Year Resldence Program (TFI and TFII).
3. The relative Importance of teaching/Integration roles
as opposed to role modeling, supportive counseling,
Information-provislon, systems negotlatlion, and

educational monitoring, from the students' perspective.

What Advisors Do: The Perceptlon of TFl Students

As shown In Table 32, TF! project students perceived thelr
advisors to be ''very' or 'moderately' involved In the activities
classifled as ''Integrative teaching,'' while students in the TF!
contrast group percelved their advisors' Involvement as ''minimal"
or '"not at all." These differences were statistically significant

at the .01 to .001 level.
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TABLE 32

TF! STUDENTS' PERCEPTIONS OF ADVISOR'S INVOLVEMENT (N INTEGRATIVE/
TEACHING AND ROLE MODELENG ACTIVITIES

Degree of Advisor's tnvolvement

Project TF! Regular TF1
Very/ Mini- Very/ Mini-
Moder- mally/ Moder- mally/
ately Not ately Not

3 3 3 L4

tntegrative/Teaching
Activities

Connects theory and
practice 58 2 b2 12 88

(x“ = 8.12, df = 1, p <.01)
Knowledge of profession 89 n 12 88

(x2 = 21.8, df = 1, p <.001)
Clarifles concepts, ldeas 74 26 6 94

(x2 = 17,01, df = 1, p <.001)

Role Modeling Activities

Sets professional
standards 74 2 26 12 88
13.98,, df = 1, p <.001)

-~
>
L}

Sets standards of profes-
slonal student behavior 89 N 18 82
18.89, df = 1, p <.001)

1%y
~N
]
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These data show that when advising was Incorporated Into the
course Instructors' role and was conducted In the context of the
classroom, the advisor was percelved to be engaged In teachlng/
Integrative activities. Project students may not have percelved
distinctlons between what the advisor did In his course Instruc-
tional capacity as different from the advising portion of class
sesslons. Conversely, they may have recognized the advisors'
Integrative role In elther or both relationships. Clearly,
helping students connect theory and practice, understand the
profession and Its standards, and deepen ldeas and concepts was
an Integral part of pollcy course instruction, and may account for
students' generalized views of the advisor as teacher. It is also
possible that students recognized the advisors' efforts in advis-
Ing sessions to relate professional concepts to their practice
experience, and ground the discussion of academic requlrements
and transition to the student role in a professional framework.
In short, TFl advising in the context of course instruction may
benefit from a ''teaching halo' effect and may demonstrate lack of
discrimination of discrete teaching/advising activities on the
part of both students and advlsor.

As to the advisor's modeling professional behavior and
setting standards for professlional student conduct, these data
Indlcate that project students recognized the advisor's role

tn helping them handle thelr dissatisfaction with the Human
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Behavior course Instructor In a responsible, constructive manner.
These responses may also reflect students' récognltlon of the
advlsor's ongolng counseling on '"how to be a student,' and how
to analyze and Intervene In problem situations as professlionals.

In contrast, TF! contrast group students In the standard
advising program did not perceive their advisors to be involved
In Integrative and role modeling activities. This finding does
not appear related to the absence of supervised fleld work in the
part-time phase, for, as we have seen, TF! project students
percelved the advisor In a teaching relationship. Rather, their
perceptions may accurately reflect the goals, structure, frequency
and content of standard TF! advising, and the limited nature of the
regular TF! student-advisor relationship.

Teaching and role modeling as defined in the activities 1isted
above, were not a planned part of the standard advising program.
Standard advising, as previously described, was conceived primarily
as an information/communicatlion mechanism to keep students apprised
of the program and its requirements, and allow Individual and
programmatic problems to surface and be addressed as needed. Students
and advisors lacked frequency and contlinulity of contact. Further-
more, students with a glven faculty advisor did not necessarily
have courses or Instructors In common, As a result, one may
speculate that the standard advising program and structure did not
foster the leve! of trust, intimacy and common experlence neces-

sary for performance or perception of an Integrative teaching
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function or the modeling of professional hehayior. Llts residual
structure and limited advising relationship were congruent with
its Intended emphasis on Information-provision and pollcy
clarification.

Both TF! project and contrast group students percelved
thelr advisors as very and moderately involved in providing
Information (78% and 65% respectively) and clarifying school
policles and expectatlons (63% and 56% respectively). On
supportive counseling and systems negotiation activitlies,
however, substantially more project than contrast group students
perceived their advisors as very much or moderately involved
(see Table 33). DIifferences between project and contrast
group students' views of the advisors' provision of advice

and support were statistically significant.
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TABLE 33

TFt STUDENTS' PERCEPTIONS OF THE ADYISOR'S INVOLYVEMENT IN COUNSELING
AND SYSTEMS NEGOTIATION

Degree of Advisor's (nvolvement

Project TFI Regular TFi
Very Minim- Very Minim-
Moder- ally/ Moder- ally/
ately Not ately Not
3 X X 3
Counseling/Support
Provide advise/support 79 221 by 56
(x¢ = 4,62, df = 1, p < .05)
Problem-solving 72 28 50 50

Systems Negotlatlon

Helps negotlate
systems 65 35 47 53

These data show that both groups of TFl students perceived
advising as a vehicle for Information and communication, and thus
recognized a basic intent. That the advisor's involvement in
counseling and sytems negotlatlion activities was rated substantially
higher by project than contrast group students doubtless reflected:

1.  Project students' more frequent and continuous contact

with the advisor,
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2. The advisor's more intimate knowledge of and active

role In project students' academic and work sltuatlons,
and thus,

3. Their perception of the advisor's more actlve engagement

In these actlvities on thelir behalf.

There were slignificant differences In project and contrast
group perceptlons of the degree of the advisor's Involvement In
educational monltoring activitlies (see Table 34). Although the
majority of students In both groups (58% and 94% respectively)
viewed their advisors as 'minimally' or ''not at all" Involved In
monitoring students' learning progress and helping them understand
learning goals, significantly more project than contrast group
students (42% versus 6% respectively) percelved the advisor as
very or moderately involved. This may again reflect project
students' perception of merged advising and Instructional roles.
As policy course Instructor, that Is, the advisor monitored
students' progress in the completion of course assignments and
focused on students' learning objectives in the pollcy discipline.
It Is also llkely that the advisor's attentlon to students' overall
management of TFl courses and general academic planning may account

for these perceptions,
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Table 34

TFl STUDENTS' PERCEPTIONS OF THE ADVESOR'S INVOLVEMENT (N EDUCATIONAL
MONITORING ACTIVITILES

Degree of Advisor's Involvement

Project TF! Regular TFI
Very Minim- Very Minim-
Moder- ally/ Moder- ally/
ately Not ately Not
3 % 3 3

Educational Monitoring

Helps monitor learn-~
Ing progress b2 258 6 94
(x* = 5.79 df =1 p <£.02)

Helps understand
learning goals b2 58 6 9k

(x2=5.79 df = 1 pg .02)
Refers to Educa-
tional resources 47 53 31 69

The majority of project and contrast group students did not
perceive thelr respective advisors as very or moderately Involved
In educational referral activities. More project than contrast
students (47% versus 31% respectively) did, however, thus
supporting the above trend and perhaps highlighting the project
advisor's emphasl!s on galning access to a varlety of educatlional

resoﬁrces (books, librarles, faculty, alumnae).
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ln summary, these data suggest that the structure, frequency
and context of TFt advising strongly Influenced both what the
advisor did and how it was perceived. The project advisor had
frequent contact with project students, and was actively engaged
In their adjustment to, management of and planning for professional
educatlon. A more personal advising relationship evolved that
appeared to benefit both from the constancy of classroom contact
and the nature of the Instructional role. As a result, project as
compared with contrast group students perceived the advisor to be
actively Involved In an Integrative teaching role as well as
supportive counseling, systems negotliation and educational
monitoring. While these perceptions corroborate the advisor's own
reports of substantial activity in academic and fleld work
planning, problem-solving, and, to a lesser extent, integratlive
teaching, students' views of the advisor's role In teaching and
educational monitoring appear to be inseparable from their
experience of him as thelr classroom teacher.

In general, one may conclude that advising and teaching In
the context of the classroom were mutually reinforcing aspects
of the TF! project innovation. Together they fostered a quality
of advisor-student relationship productive of opportunities for
connect!ng theory to practice, and modeling professlional

behavlor. Such opportunities were not avallable In the
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regular advising program due to Its more limited goals, context
and structure. Thus, contrast group students percelved thelr
advisors as actlively Involved In Informational and, to a

lesser extent, problem-solving actlivitles.

What Advisors Do: The Perceptions of TFI! Students

As shown In Table 35, nelther TFlI project nor contrast
group students percelved thelr faculty advisors to be very or
moderately Involved in Integrative teaching or role modeling

activitles.
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TABLE 35

TFU! STUDENTS' PERCEPTIONS OF THE ADVISOR'S INVOLVEMENT I[N INTEGRA-
TIVE/TEACHING AND ROLE MODELING ACTIVITIES

Degree of Advisor's lnvolvement

Project TFL! Regular TFI|
Very/ Mini- Very Mini-
Moder- mally/ Moder- mally/
ately Not ately Not
2 3 % 2
Teaching
Connects theory and
practice 17 83 26 74
Knowledge of profession 28 72 37 63
Clalrifles concepts, ldeas 28 72 26 74
Role Modeling
Sets professional
standards 33 67 L2 58
Sets standards of profes-
slonal behavior 28 72 42 58

These data, although gathered from students in the fleld work
phase of a work-study MSW program, corroborate findings from
empirical studlies of Two-Year programs that question the advisor's
integratrive role. They also Indicate that the structure and

content of the advising program In the Innovative OYRP Faculty
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Advisling Project did not Influence project students'perceptions
on these dimensions. More frequent Individual and group advising
contact, and advlsors' consclousness of a modest level of
integrative activity had little Impact on project students’
views.

The gap between project advisors' and students' perceptions
In this area may reflect the fact that, in both group and Indlvidual
sesslons, TFI| advising agenda were responsible to students'
Ypresenting problems'' and concerns. Within the broad parameters
Introduced by the advisor, data show that the way Issues were plcked
up or dropped, worked on or not, depended in large measure on
'where students were,' and how they wanted to use the advising
session. In that sense, students rather than advlsors controlled
the agenda for advising meetings. Responding to Idlosyncratic and
pressing problems that varled with time and group composition,
advisors often were not able to generalize Issues to other students'
concerns or to questions of practice and theory. As a result,
advisors' Integrative activity, minimal and reactive due to
this structure, may not have been noticed even when advisors
believed their Interyention was responsible for deepening or
broadening students' understanding.

The advisors' own expertise, background and knowledge of
school methods currlcula, as well as the method and experlen;e

of students in the advising group, may also have Influenced
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project students' perceptions, As was noted (n Chapter I, the
heterogenelity of many of the advising subgroups In major method
composition as well as In the range of students' abllities, may
have 1imited the extent to which unlfylng concepts and experi-
ences could be found. In addlitlon, the advisor's lack of famlllar-
ity with speciflic methods currlculum In other than thelr own
teaching area may have constrained thelr engagement of students

In discusslon of practice problems and theorles, except where

there was congruence between advisors' expertlise and students'
major method Interests.

These data would suggest that, to operationalize the
Integrative function, frequent meetings and a trusting relation-
ship may be necessary but not sufficlient conditions. A semlnar-
style structure, In which the agenda 1s desligned to support the
integration of theory and practice rather than to respond to
students' perceived needs, may be required. In addition, greater
homogenelity among students In method and abllity, and a better
fit between advisors' expertise and students' practice method,
may be warranted.

The vast majority of both project and contrast group
students percelved their advisors as very much or moderately
involved In providing Informatlon (67% and 74% respectively)
and clarifylng School pollcles (78% and 63% respectively].
Although slightly more contrast group than project students

responded positively to the Information-provision role of thelr
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advisors, It is Important to note that 50% of project students,
compared to only 16% of students In the centrast group,
percelved thelr advisors as 'very much' versus 'moderately"

involved in this activity (see Table 36).

TABLE 36

TFI! STUDENTS' PERCEPTIONS OF THE ADVISOR'S [INVOLVEMENT IN
INFORMAT[ON-PROVISION ACTIVITIES

Degree of Advisor's Involvement

Project TFL! Regular TFI!
Mod- Mini- Mod- Mini-
Very erate- mally/ Very era- mally/
1y Not tely Not
3 4 3 3 3 %
tnformation-provislion 50 17 33 16 58 26

Policy clarification 78 22 63 37

A similar pattern was found In supportive, problem-solving
and systems negotiation activities (see Table 37). The majority
of students In both groups percelved their advisors to be very
much or moderately involved In providing advice and support
(73% and 74% respectively), assisting in solving problems (65%
and 68% respectlvely), and assisting In negotlating school or
agency systems (56% and 58% respectlvely]. In each of these
activitles, however, substantlally more project than contrast

students viewed the advisor as ''very much' Involved. This
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suggests that project students recognlzed the significant level

of project advising actlvity In these areas, and corroborates

project advisors' accounts of extraordinary time and effort In

supportive/counseling, problem-solving and systems negotlation

activity.

TABLE 37

TFLL STUDENTS' PERCEPTIONS OF ADVISORS' INVOLVEMENT IN SUPPORTIVE/

COUNSELING, PROBLEM-SOLVING AND SYSTEMS NEGOTIATIONS

Degree of Involvement

ProjJect TFII

Regular TFII

Moder~ Mini- Moder- Minl-
Very ate- mally/ Very ate- mally/
ly Not ly Not
S 3 b4 4 2 3
Advice, support k7 26 27 21 53 26
Problem-solving b7 18 35 16 52 32
Systems negotlation 31 25 Ly 21 37 b2

The vast majority of TFl! project students viewed their

advisors as ''very' or 'moderately' Involved In monitoring their

learning process (72%), while the majority of contrast group

students did not (63%). These differences were statlistically

significant (see Table 38]., Similarly proJect students percelved

substantlial levels of advising tnvolvement In the monitoring
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of quality field work arrangements, while contrast group students
did not. These differences narrowly missed statistical signifi-
cance at the .05 level.

Although nelther group appeared to view advisors as actlvely
involved In helping students understand learning goals (61% and
58% respectively), more project than contrast group students
percelved thelr advisors as 'very much' involved (17% versus
0%), and more contrast than project students percelved thelr
advisors as 'not at all" Involved (42% versus 22%). Nelther
group found the advisor to be actlively Involved In referring
students to educatlonal resources (61% and 74% respectively),
but agaln, somewhat more project than contrast group students
rated their advisors as very or moderately involved (39%

versus 26%).
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TABLE 38

TFLt STUDENTS' PERCEPTIONS OF ADVISORS' INVOLVEMENT IN EDUCATIONAL
MONITORING ACTIYATLES

Degree of Involvement

Very/ Minl- Very/ Mini-
Moder- mally/ Moder- mally/

ately Not ately Not
2 F 4 3 2
Monltor learning progess 72 28 37 63

(x2 = 4,74, df =1, p. <.05)

Monitor field work
arrangements 78 22 L7 53

Understand learning goals 17 22 39 22 0 &2 16 L2

Referral to educational
resources : 39 61 26 74

These data suggest that the content and structure of faculty
advising programs for part-time work-study students can have a
significant Impact on students' perceptions of the faculty advisor
as an educational monitor. tn thls study, project advisors documented
substantlal activity in monitoring students' learning progress
and assuring the quality and approprlateness of fleld work
arrangements through early and ongoing assessment and iIntervention.

As we have seen, project students percelved substantial advising
Involvement in these areas as compared to students In the

contrast group.
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CHAPTER VI
CONCLUSIONS AND RECOMMENDATIONS

On Student and Faculty Satisfaction With the Project Design

tn this study of Innovations In faculty advising for part-
time work-study M.S.W, degree students at the Hunter College
School of Soclial Work, the structure and content of advising
were adapted to the percelved needs, problems and time
constraints of students In both the part-time (TFI) and

full-time (TF!!) phases of the One-Year Residence Program.

tn TFt, the faculty advising functlon was Incorporated Into
the classroom teacher's role for 26 students in an evening section
of a required soclal pollicy course. Characterized by frequent
advisor-student contact and an advising agenda that attempted to
relate to the role transition Issues and academic problems
assoclated with mature employed BA-level social workers' return
to professional education, the TFl Innovation was designed to
address ldentified problems in the standard advising program.
Specifically, the objectives of the ciassroom-based TF| advising
project were to provide entering students Information and advice
when and where they needed it, to enhance students' knowledge of
and satlisfaction with thelr Inductlon to the School! and professional
learnlng, to make more efflclent use of faculty and students'’

time and resources, and to assess the extent to which a more
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Intensive, personal advising program was useful In retaining
students In school.

In TFt!, the advising Innovatlon was characterized by continu-
ity In faculty advisor for 25 students between the part-time and
full-time phases of the OYRP; early advising contact.
and ''preventive Intervention'' to enhance students' learning
opportunities In the all-important Residence Year; and frequent,
structured small group advising meetings to facilitate students'
adjustment to the student role and management of employee-
student role obllgations. Provided on the days TFI| students
were normally In school, the TF!l Innovation was designed to relate
to employed students' particular needs and time constraints,
and address problems assoclated with the application of the
standard Two-Year Program advising mode! to a part-time work-
study population.

Following a one-semester Implementation phase In which
project advisors documented thelr efforts, a critical assessment
of the new advising models was obtained from both advisors and
students. In addition, a sample of TFI and TFIl students
receliving standard advising was surveyed for comparison. Data
from these evaluations Indicated that on almost all iIndicators,
project students were more satisfled with the Innovative advising

programs than contrast group students were with standard advising.
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Project advisors also felt that the Innovative designs provided
significant benefits to both advisors and students, although at
substantlial cost In faculty time and effort.

Specifically, In TFl, the data showed that frequent, struc-
tured In-class advising and the development of a personal,
trusting advisor-student relationship provided a mechanism for
the rapid artlculation and resolution of student-perceived
problems, and engendered an Informal helping network among project
students. Although students In nelther TFl project nor contrast
groups dropped out of the OYRP during the project implementation
phase, the project advlisor felt that his actlive advising
involvement helped to prevent both academic and field work
problems In TFI!, and In general enabled the differentlial needs
and problems of students to be known and addressed at an earller
point.

Project students' survey responses coﬁpaed with those of
the contrast group conflirmed the Importance of the project advisor
In provlding Information, advice and support and in engaging In
Integrative teaching, role-modeling and educational monitoring
activities. Statistically significant d!fferences between
proJect and contrast group students were found on the advisor's
avallability, and In all of the above role activities except
Information-provision. Study findings also showed statistically
significant differences In students' perceptions of the convenience

of Innovatlive and standard advlsing programs, with contrast
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students viewing standard advisling as very Inconvenient and
project students percelving the more substantial attendance
requirements for In-class project advising not-at-all Inconvenient.

Although project students registered greater satlisfaction
than contrast students with thelr degree of interaction with
other OYRP students, In general the nature of the advising
program appeared to have little to do with students' perceptions
of their position or status In the School, and of the School's
responsiveness to OYRP students' needs. Both groups registered
dissatisfaction with the avallabllity of library and other
resources, and the lack of accommodation to students' time
constraints. The contrast group, however, was more ascerbic in
Its criticism of the fundamental nature and quallity of the OYRP
Iincluding the advising component.

Although more satisfied with advising than were contrast
group students, TF! project students, 1lke those in the contrast
group, urged more Indlvidual advisor-student contact and found
that mode preferable to large-group in-class advising. In
contrast, the project advisor viewed the in-class advising mode
as both efflclent and effective, and recommended Individual
contact only ''as-needed'' for supplementation.

tn TFtl, both project advisors and students reglistered
strong satlsfaction with Innovative small group advising and

found that mode preferable to Indlvidual advisor-student contact
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in the kinds of issues addressed and the quality of the support
systems engendered. Project advlsors and students also agreed

on the usefulness and Importance of early advising contact. From
the advisors' perspective, early assessment of TFl| students'
academic and fleld work situations as the basis for selected
early Intervention to adjust tenuous practicum arrangements and
prevent problems was crucial to enable all students to obtain
educatlonal benefit from the Residence Year. It was in their
view, the most Important feature of the Innovative program.

Although students percelved advising continuity from TFI
as very helpful, project advisors felt that more research was
necessary to assess the Importance of maintaining the same
advisor between the part-time and full-time frames.

Project students had substantially more contact with their
advisors than did the contrast group, and confirmed project
advisors' greater Involvement In informatiom provision, suppor-
tive problem-solving and systems negotliation activities than that
percelved by students In the contrast group. Neither group
perceived their advisors' involvement In integrative teaching
or role-modeling activities, although statistically significant
and positive differences between of contrast group students
were found on some dimensions of the project advisor's role

as the monltor of educatlional quality.
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The nature of the advising program appeared to have llittle
to do with TFIl students' views 6f thelr position and status
in the School, or with thelr views of the Schools' responsiveness
to OYRP students. Students in both groups felt somewhat isolated
and second-class, and expressed dissatisfaction with course
scheduling and the availabillity of desired electives and teachers.
Although the criticisms of contrast group students, as in TFI,
were more biting, and suggested thelr perception of fundamental
Inequities between Two-Year and OYRP students, the data suggest
that Increased advising attention may helghten students'
expectations and increase awareness of the gaps and inadequacies
in their educational program.

One may conclude from these findings that beefed-up, more
structured, personal and frequent faculty advising can enable
students to have richer, more fine-tuned educational experiences.
With early-dlagnosis and interest, potentially destructive
educational situations can be avolded; disruptive problems,
sidestepped. The more Intimate knowledge of students' needs and
abilities can also enable the School to allocate resources more
Judiciously to maintain able students In the program, or counsel
out others who, with less attention early on, may slip through
the system's cracks.

The group mode of advising -- whether for the whole class

as In the TFl project, or for small groups as In TFll -- can
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ald rapid surfacing and amelioration of problems that otherwise
may fester and create dislllusionment with the Program and the
School. It can also catalyze students to develop thelr own
support systems and ways of collaboratively addressing mutually

pressing problems.

On the Limits and Limitations of Faculty Advising

Quantitative and qualitative Increments in advising
resources, however, cannot be expected to effect major differ-
ences In students' satisfaction with the educational program
as a whole, or their perception of themselves as a somewhat
separate minority in the larger school community. Perceived
inequities In program structure, course offerings and the
allocation of faculty and other resources may be temporarily
averted, but will not be covered up, by skillful advising
Intervention.

Informal follow-up with project students, in addition to
study findings, supports this point. Although the project
advisor's Intervention helped students identify and take
constructive action on thelr widespread dissatisfaction with
a Human Behavior course Instructor -- and this Incident was In
stark contrast to the handling of a similar slituation affecting
other TFl students the same semester -- subsequent experlences

have strengthened this cohorts self-perception as ''second-class
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citizens." They have reported consistencies in the allocation

of less experlenced and less-able faculty to OYRP course sectlons,
and, conversely, have observed the lack of opportunities for OYRP
students to enroll In sections taught by some of the School's
most renowned teachers. It Is these structural Issues, and the
continuing lack of accommodation of llbrary, cafeteria and

other facillities, that Influence part-time students' views of

the School and thelr connectlon to it. This suggests that
advising strategles have limitations as systems-correctives that
should be recognized, lest there be disappointment in what they
can and do delliver.

It should also be recognized that project advising innovations,
through the implicit and at times expliclt promise of the
"maximization of students' learning experliences'' may have promised
too much relative to School resources and students' objective
needs. On the one hand, as one advisor observed, ''the project
turned every student Into a demanding student,'' with perhaps too-
high expectations of the School, the educational experience, and
the scope and degree of the advisor's Involvement. On the other
hand, as study findings show, the substantial Increase in the
commitment of advising resources represented by the project
as compared with the standard advlising program, did not
necessarily result In equaily substantfal Improvements In

percelved educatlonal outcomes, or In project students'
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significantly greater satisfactlon with advising as compared
with contrast group students. (In fact, to an extent, project
advising may have Increased students' awareness of problems,
constralints and confllicts, thus Increasing both expectations and
dissatisfactions at the same time.

One may conclude, therefore, that the stated project
objectlve ''to maximize students' educational experiences'' should
be re-examlned, and 1imits set which more realistically conslider
faculty resources while conceptually separating the essentlial
from the extraneous In an Improved advising program. Structur-
ally, project data confirm the importance of offering advising
In a wa* that fits rather than conflicts with OYRP students'
schedules, and thus assures some level of contact and
""oreventive maintenance'' for all students. The implied ''carte
blanche'" In number and kinds of advisor-student contacts
assoclated with the project's implementation, however, would
appear to be excessive as an ongoling advising policy. Thus, In
TFl, 1t is recoomended that the emphasis on an Initlal series
of In-class advising meetings be maintained, supplemented by a
few scheduled group meetings for ''speclal needs'' students
(for example, those with serlious fleld placement difficultlies,
those who plan to delay the Residence Year, or those with
accelerated programs). In additlon, one individual contact

per student may be scheduled, with the option to cancel or
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Increase as Indicated by the advisor's assessment of the student's
educational status and prognosis. Such a plan would reduce the
overall number and per-student range of advising contacts while
providing sufficient and timely resources for early assessment
and differentlation of students' slituations and needs.

tn TF11l, project data warrant continued consideration of
small-group as opposed to Indlvidual advisor-student contact as
the advising method of cholce. An efficient means of reaching
all students and discussing common Issues affecting Residence
Year students' management of employee-student demands, it would
also appear to be an effective means to assess students'
abllities and needs, and the necessity for early intervention in
agency fleld work arrangements or other problem areas. In this
regard, the avallabllity of the agency-school contract letter and
project forms providing Information on the student's academic
status and projection of the Residence Year field work assignments,
goals, and potential problems are recommended to facilitate the
advisor's assessment efforts.

Although many factors Influenced the rumber of Individual
contacts made by TFI! project advisors with both students and
agencies -~ Including the advisors' styles and orientations, the
composition of thelr advising groups, the number and degree of
seriousness of students' problems, and the cooperation of agency

personnel -- an emphasls on structural patterns and reformulation
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of the project's overly ambitious 'maximization' goals

will not fully clarify how much or what kind of advising effort
!s appropriate for part-time work-study students. Nor will

they determine what Is workable for faculty or acceptable to

both school and university. In this regard, although project
data are exploratory in nature, study findings Illuminate student
and faculty perceptions of actual If not ldeal advising roles and
functions, and highlight Important issues and dilemmas that
effect the position and definition of faculty advising in

social work education In general, alternative part-time work-

study M.S.W. programs In particular.

On the Perceptlion and Definition of Advising Roles and Functions

Study data have shown that TF| project students In classroom-
linked advising perceived the advisor as an Integrative teacher
and mode! of professional behavior, while those In the standard
advising program did not. Nelther project nor contrast group
students In the Residence Year, however, perceived advisors'
Involvement in these activitles. This Is Interesting, glven
the greater, although hardly exclusive, emphasis in both TFil
standard and project advising on helping students connect practice
and theory and broaden their conception of professional practice,
as compared with the Intention of advising in TFt, the part-time,

pre-flield work phase.
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As noted earllier, the TFl| data corroborates that of empirical
studies of full-time programs, In wﬁlch the focus was also on
students In the fleld work practicum. In these studies, findings
failed to support the perception of the advisor as integrating

learning, desplite advising objectives to that effect.
The Study of Varlables Enhancing the Integrative Function

Although the unique character of the OYRP and the exploratory
nature of the project study do not permit generalization, project
findings have Iimplications for the definition of advising and
our further ounderstanding of the conditions that may facilitate
or constrain the integrative function.

Differences between TF! project and contrast group findings
Indicate, for example, that the frequency of adivising contact and
a trusting relationship between advisor and student may be
varlables to explore in the perception of the advisor as a
teacher. At the same time, the presence of these variables In the
TFIl project design, juxtaposed against the lack of difference In
perceptions between TFI! project and contrast group students,
indicate that frequency and trust are necessary but not sufficlent
conditions for the development of an integrative role.

In this regard, comparlsons between TFl and TFI! project
advising programs and structure ylelded other variables to explore,

as condltions promoting or constralning the perceptlion of the advisor's
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role In integration. Prime among them appear to be the classroom

or quasi-classroom context for advlsing, and the advisor's control
of the educational agenda. In TFt, the students' expectatlions of
teaching from the advisor-teacher In a classroom setting may have
predisposed them to percelve an Integrative component in the
operational advising function.contrast, TFIl project students'
expectation of a supportive, problem-solving advising forum In

which the advisor responded to and counseled on student-Iinitlated
Issues may have blinded students to the perception of an integratlve
component even when the advisor percelved actlivity In this regard.

Project advisors, furthermore, differed in the extent to
which they felt they operationalized an integrative role. Here,
varlables that appear to be important for further study Include
the homogeneity of the advising group, the similarity In method
between advisor and students, and the advisor's famillarity and
articulation with the School's method curriculum. The latter was
noted as an important condition In other studies as well.

In sum, study findings provide clues to some necessary
conditions for operationalization of the asdvisor's Integrative
function. It is recommended that they be explored further In
studies of both traditional and alternative M.S.W. degree

programs.
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The Advisor as Facilitator of the Educational Experience:
Organizational lssues and Constraints

With respect to the educational controversy on the theory
and practice of advising, the Faculty Advising Project can be seen
as providing more data to explode the myth of advising as an
Integrative element in the M.S.W. curriculum. As project findings
In concert with other studies show, advisors facilitate learning
through the performance of supportive counseling, problem-solving,
Iinformation-provislion, systems-negotliation and educational
monitoring roles.

This reality has Implications for the position and definition
of advising In schools of soclal work, and the ongoing allocation
of resources to Its operation. The allocation of work load
credit to faculty advising absent a teaching function, that is,
has little sanction In the university. Thus the dilemma:

1. To exhort advisors to perform an Integrative

function In order to malntain the status quo in
faculty resource allocation, even though the data
show they do not and -- under current conditlons --
probably cannot so perform.

2. To attempt to establish the conditions that may be

more conducive to performance of an Integrative
function, with the greater organizational costs this

would llkely entall.
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3. To demote advising to a peripheral position, In concert
with the university's view of the supportive, facilita-
tlve function of advising as useful but not essential
to student learning.

4, To argue for the essential position of faculty advising

-- defined as facllitative rather than integrative --
In part-time work-study programs, given the speclal
characteristics and problems often assoclated with
alternative educational designs.

As alluded to previously, the organizational constraints
agalinst meeting percelved ''necessary conditions' for integration
are many. As Hunter's experience will testify, it has become
Increasingly difficult to rationalize the assignment of advisors
and students In accordance with strictly educational objectives.
Although some flrst year full-time students are assigned their
major method teacher as advisor, a variety of variables, including
faculty work load and advising assignments, the number of
students, their method and the nature of agency settings, make
this or similar outcomes rare.

Thus, it Is unllkely that organizational realities and
priorities would permit the pursuit of conditfons that may
strengthen the performance In advising of an integrative function.
And, even [f such were possible, one must consider the problem of
faculty Investment In advising as well. (rrespective of the

definition of advising, that Is, or the allocatlion of resources
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or structuring of conditlons to facllitate It, it is clear that
faculty do not receive beneflts for advlsing commensurate with its
percelved costs. Exceptlional time, effort or excellence In
advising Is not helpful for faculty tenure or promotion. On the
other hand, time and energy spent on advising, are viewed as
detracting from more Institutlionally rewarding efforts. As a
result, It Is generally In faculty's Interests to minimize the
advising function. The fact that project advisors clearly gave
their all to project efforts may reflect Individual characteristics,
authoritative sanction, and the project's short-term demonstration
status. Were any or all of its features to be Implemented more
broadly, however, one could not count on such faculty commitment.
Thus, the lack of Institutional rewards for advising Is a
serious constraint that must be considered. Furthermore, a
definition of advising that acknowledges the supportive function as
primary may further dlssuade faculty from more than minimal
implementation efforts. The integrative mystique, associated as
it Is with the School's misslon, may provide faculty more Incentive
than a focus on advising's educational 'maintenance'' function.
Nevertheless, recognizing these constraints, it Is my view
that project data and the Hunter OYRP experience support the
definition of advising as essential and facllitative of student's
education. As the numbers of work-study students increase -- and the

survey of schools natlonwide as well as In the metropolltan area
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valldate such a projection -- schools will be forced to deal with
employing agencles as the sponsors of professional learning
opportunities, and the problems assoclated with the professional
education of employee-students whose loyalties remain with the
agency. Glven the financlal volatllity of human service
organizations and thelr difficulty In meeting service goals let
alone the demands of staff for professional advancement, it will
be Increasingly Important for faculty advisors to engage In
activities that help establish and maintaln the educational
components of learning, and preserve the Integrity of the
educational experience.

As experlience with the OYRP has shown, for example, schools
developing work-study programs will be faced with high turnover
In agency afflliations. As a result, the building over time
of educationally-oriented field settings, In which agency and
school collaborate to groom field instructors and design educationally
beneficlal assignments, cannot but in rare Instances be expected.
Thus, in this context, It will be important for faculty advisors
to assess situatlons early and help students and agencles resolve
problems and reshape arrangements before they obstruct opportunities
for learning. Knotty problems such as the agency's lack of
compliance with school work load reduction requirements or assign-
ment change, will require that advisors help negotiate arrangements

that strike a balance acceptable, If not optimum, to school, agency
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and the employee-student. And, in the event that Job jeopardy

or educational compliance become the alternatives -- as was the
case for several students in the OYRP study -- the role of the
advisor may be to support the student's efforts to manage excesslve
demands and galn from the situation what Is possible for profes-
slonal learning. As stated by a project advisor, such a stance
“'satisfices' rather than 'maximizes'' because It works with the
Indlvidual student's slituation, as well as the realities of
work-study limitations and conflicts. Nevertheless, such

facilitation would appear to be the sine qua non of faculty

advising In work-study programs -- the necessary base without
which the Integration of learning may not be possible.

tn sum, project findings have Implications for the
definition of advising In part-time work-study programs, and
confirm data on the supportive versus integrative function
of advisors in full-time programs as well. Although the
project experience makes a strong case for the speclal
Importance of advising facilitation to maintain integrity in
work-study educatlonal arrangements, one must conclude that
the organizational constralnts affecting the advising function
will continue to frustrate effective and efficient implementation,
Irrespective of the definition one chooses, the advising

objectives one sets.
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On the Implications of Employment-Based Learning for
Professional Social Work Educatlion

As a mechanism for learning more about work-study students'

educational experlence, the Faculty Advising Project provided
data on students' percelved educatlonal supports and obstacles,
as well as the expectations and obligations that guide thelr
performance as employees and students.

Study findings from both advisors and students showed that
time limitations and excess!ve workplace demands were primary
stressors affecting the level of students' performance at work
and school. Although confllicting role expectations and obliga-
tions were problematic for some, students in both the part-time
and full-time phases of the OYRP, Irrespective of advising program,
perceived role overload or time constraints as the major source
of role straln for work-study students.

In this context, the faculty advisor proved to be a
slgnlflcant support for TFl project as compared with contrast
group students, somewhat easing thelr perception of role conflict
and overload through innovative advising program efforts. In TFII,
however, students' OYRP peers and workplace personnel were on a
par with the advisor as a percelved support. Moreover, for the
study population as a whole, the advisor receded In Importance in

students' self-ranking of most Important educatlonal supports.
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Students' spouses were ldentified as the most important source
of support In TFl, while family as well as agency personnel
and other OYRP students emerged as key for TFIl students.

These data demonstrate the limited supportive role played by
officlal school personne! and systems In the llves of its
part-time work-study students, relative to that perceived from
home and agency. They also show the centrallity of the agency
as a source of both obstacles and supports.

Project findings further suggest tentative connectlons between
the perceived support of agency superiors (administrators, super-
visors, fleld Instructors) and OYRP students' freedom to perform
as students, l.e., take student risks, effect work load reductions,
and allow time for educational expectations. Thus, It would appear
that agency characteristics, such as hierarchical support for
professional education and commitment to employee-students' educa-
tional goals, bear further study and exploratlion as factors
promoting or Inhibiting students' successful management of work-
study M.S.W. degree programs.

Such exploration will have increasing relevance to the field
as schools expand work-study opportunities and seek to understand
variables that may Influence educational quallity and outcomes.
tn this regard, recognizing the control over the educational
process that the agency In fact exerts, It may be useful to
explore new work-study models that recognlze reallstic agency

constraints while malntaining educatlonal standards. Holding to
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the requirement of work load reduction, for example, when project
data and general observation Indicate that agencies cannot and do
not comply, may be wrong-headed. Accepting this limitation and
developing weekend, evenlng or summer workplace assignments that
do not Impinge on Job tasks may be more productive and principled
than making the inevitable compromises that the current struggle
with reality entalls. Thus, although this study supports the
concept of a more activist and supportive advising function, It
s with the recognition that role emphases might shift were the
educational structure to change.

The central role of the agency was further demonstrated
through students' perceptions of their primary role identity
and choice of priority role obligations. For both TFl and
TFIl students Irrespective of advising program, students
identified more as agency employees than as students, and stated
that they would meet agency demands first before their student
obligations. With the agency as thelr primary referrent, work-
study students nevertheless perceived benefits from being students,
and attributed Improved workplace performénce to professional
education. .

These data suggest that employed M.S.W. degree students
make distinctions between the roles of student and learner that
professional schools may find usefu! to recognize. Lack of

ldentity as students, that is, may be based on employee-students'
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longevity In, loyalty to and sense of future with the agency, and
may reflect more on the percelved lower status of the student
role than on resistance to professional learning.

Thus, study findings point to the need for new conceptions and
educational models that accept and build on, rather than conflict
with, the strengths and values of employed soclal workers desiring
professional education. In this regard, the assumptions and
design of continuing education programs should be explored
to assess the applicabllity of selected features for Incorpora-
tion into alternate M.S.W. degree programs for agency-based
employee-students. Such designs do not focus on the student
role as the necessary route to professional learning and growth,
but rather emphasize the relevance of new knowledge for the
solution of workplace problems and Increased worker competence.

As such, they may be useful In the formulation of masters-level,
educational programs that more sensitively relate to the

differences In perspective of workling students.
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TABLE 1

AGE, RACE, SEX AND METHOD OF TFI PROJECT
SAMPLE AND TFI CLASS

TF1 PROJECT SAMPLE TF1 CLASS

N 26 104
AE N 13 N%
25 and under 2 8 9 9
26 - 30 7 27 34 33
31 - 4o 10 38 45 43
b1 and over 7 27 16 15

(x2 = 3.46, df = 3, n.s.)

RACE_ N 2 N 2
White 12 L6 66 63
Black 7 27 21 20
Puerto Rican 7 27 13 13
Aslan-American and

other 0 0 4 4

(x2 = 6.93, df = 3, n.s.)

SEX N 3 N2
Male 5 19 22 21
Female 21 81 82 79

(x* = .06, df = 1, n.s.)

MAJOR METHOD N 3 N2
Casework 16 61.5 60 58
Groupwork 1 4 14 13
Administration 6 23 23 22
Community Organization 3 11.5 7 7

(x2 = 2.75, df= 3, n.s.
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TABLE 2

AGE, RACE, SEX AND METHOD OF TFII) PROJECT

SAMPLE AND TFIil CLASS

TFI1 PROJECT SAMPLE TFI1 CLASS

N 25 89
AGE N 2 N 3
25 and under 0 0 3 3
26 - 30 9 36 33 37
31-40 12 48 36 40
41 and over 4 16 17 L]
(x2 = 1.32, df = 3, n.s.)
RACE N 2 N 2
White 14 56 53 60
Black 9 36 25 28
Puerto Rican 2 8 6 7
Aslan-American 0 0 0 0
Other 0 0 5 5
(x2 = 2.07, df = 3, n.s.)
SEX N 3 LI 1
Male 7 28 30 34
Female 18 72 59 66
(x2 = .35, df = 1, n.s.)
MAJOR METHOD N % N %
Casework 1" L 53 59
Groupwork 9 3€ 15 17
Administration 5 20 15 17
Community Organization 0 0 6 7
(x? = 8.35, df = 3, p< .05
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TABLE 3

AGE, RACE, SEX AND METHOD OF TF| AND TFI!I
CONTRAST GROUPS AND TFI AND TFI| POPULATIONS

TFI TF) TFI) TFI

CONTROL CLASS CONTROL CLASS

N 30 104 30 89
AGE N 2 N 3 N 3 N 3
25 and under 4 13 9 9 1 3 3 3
26 - 30 10 33 34 33 16 53 33 37
31 - 40 1" 37 Ls 43 8 27 36 Lo
41 and above 5 17 16 15 5 17 17 19

(x2 = 1.09, df = 3, n.s.) (x2 = 3.6h, df = 3, n.s.)
RACE N 4 N 2 N 3 N 2
white 23 76 66 63 17 57 53 60
Black 5 17 21 20 8 27 25 28
Puerto Rican,
Asian and
Other 2 7 17 17 5 17 1" 12
| (x2 = 3.09, df = 2, n.s.) (x2 = .61, df = 2, n.s.)
SEX N 2 N 4 N 3 N 2
Male 9 30 22 21 N 37 30 34
Female 21 70 82 79 19 63 59 66
(x2 = 1.45, df = 1, n.s.) (x2 = .12, df = 1, n.s.)

METHOD N 2 N z N 3 N 2
Casework 15 50 60 58 20 66 53 59
Groupwork 8 27 14 13 2 7 15 17
Administration 6 20 23 22 6 20 15 17
Community Org. 1 3 7 7 2 7 6 7

(x2 = 4.86, df = 3, n.s.) (x2 = 2.29, df = 3, n.s.)
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TABLE 4

AGE, RACE, SEX AND METHOD CHARACTERISTICS OF
TFI PROJECT AND CONTRAST GROUPS

TFI PROJECT SAMPLE TF1 CONTRAST GROUP

N 26 30

AGE N 2 N 2
25 and under 2 8 L 13
26 - 30 7 27 10 33
31 - 40 10 38 n 37
41 and above 7 27 5 17

(x2 = 1.21, df = 3, n.s.)

RACE N2 N
white 12 46 23 76
Black 7 27 5 17
Puerto Rican, Asian-

American & Other- 7 27 2 7
(x2 = 5.6 2df, n.s.)

sEX I 1 N
Male 5 19 9 30
Female 21 81 21 70

(Xz- .87, df =1,n.s.) -

METHOD N % N %
Casework 16 61.5 15 50
Groupwork 1 4 8 27

Administration and

Community Organi-
zation 9 34.5 7 23

(x2 = 5.5, df = 2, n.s.)
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TABLE 5

AGE, RACE, SEX AND METHOD CHARACTERISTICS OF
TFI1 PROJECT AND CONTRAST GROUPS

TFI1 PROJECT SAMPLE TFt1 CONTRAST GROUP
N 25 30
AGE N 2 N 2
25 and under 0 0 1 3
26 - 30 9 36 16 53
31 - 40 12 48 8 27
41 and above b 16 5 V7

(X2 = 2,94, df = 2, n.s.)

RACE N L1 L] LS
White 14 56 17 57
Black 9 36 8 27
Puerto Rican,

Aslan-American
and Other 2 8 5 17

SEX N b N H
Male 7 28 1 37
Female 18 72 19 63

(x2 = .48, df = 1, n.s.)

METHOD N 3 N 3
Casework 11 Ly 20 66
Groupwork 9 36 2 7
Administration,

Community Org. 5 20 8 27

(x2 = 8.4, df = 2, p ( .02)
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ACADEMIC SUMMARY
STUDENT PACULTY ADVISOR
(UMDERGRAD INSTITUTION, DEGREE, YEAR)
MSW _COURSEWORK (PLEASE LIST):
GRADR
(CR,NC, ), INC,¥D ) HCSSW_NOW-MATRIC:
OTHER SOCIAL WORK:

HCSSW FALL 1980

HCSSW SPRING 1961:

SUMMER 1981:

PALL 1981
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TIME PRAME I. SUMMARY
(TO BE PILLED OUT BY ADVISOR)

sTuDDeT PACULTY ADVISOR
ADMISS JONS IWTERVIEWER'S ASSESSMEWT PIMAL ADMISSIOWS DECISION
ACCEPT WITH PRIORITY ACCEPT WITH PRIORITY
ACCEPTAMLE ACCEPTARLE (MOLD TO BRE RBCON-
SIDERED )
MARG INALLY ACCEPTANLE MAITLIST
ARJECT ___REJECT (REASONS):

PROBLEMS MOTED PRE-ADMISSION JY [MITIAL REVIEWER OR [WFERVIEWER: (CHECK AND DESCAIBE):

(MMDERGRAD GRADES

COMCEPTUAL ABILITY

SOCIAL WORK EXPERIENCE

AGENCY SPOMSORSHIP

OTHER:

IN T,P.1., OID ACADEMIC PROBLEMS COME TO YOUR ATTENTION? (CNECK; DESCRIBE IP NECESSARY):

MRITING, CONCEPTUAL ABILITY

COMPLETING COURSE ASS IGHMENTS ON TINE

CLASS ATTEMDANCE

TARD INESS

PART ICIPATION

OTHER)

QID YOU MEFT WITH THE STUDENT IMDIVIDUALLY IM T,P.1.? __ YRS___NO. IP YES, oncx, ™ICE,

MORE (INDICATE NUMBER [P XNOWN) . CHECK REAOMSE AMD RMANK ORDER THOSE YOU CHECX IN

ORDER OP IMPORTANCE PROM 0L to 03, (USE OTHER SIDE OF PAGE |F NECESSARY)

GIMERAL INPORMATION ON SCHOOL, SCHEDULES, EYC.
COURSE SELECT I0M/PLAMNING
—____ACADDMIC ISSUES/PROALEMS: (DESCRIBE)

PIELDWORK PLAMMING PROMLEMS/ISSUES: (DESCRINE)

OTHER 3
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ADVISOR'S TINR FRAME I. STAARY

rﬂmmmsmmmrrx'rm_m_.

IP YES, OHECK APPROPRIATE LINES, CHILOREN OTHER PAMILY SCHOOL WORK HEALTH

— DO THENT PINANCES TRAVEL OTHERR

INT,P,f., DID THE STUDENT EXPRESS STROWG COMCERN 70 YOU ABOUT SCNOOL FOLICIES OR PRO-
CESSES? YES__WO__.  ANGER? YES__NO__. [P YES, PLEASE ELABORATE:
EXPRESSIONS OF STRONG CONCERMN:

EXPRESSIONE OF ANGER:

AS THE STUDENT BEGIME T,P.II., ARE YOU WORRIED ABOUT THE STUDEWT IN ANY OP THR POLLOWING:
(YOUR COMCERNS CAN BE SURJECTIVE AND INPRESSIONISTIC, BASED ON EVEN BRIEP ENCOUNTERS AS

PACULTY ADVISOR.) PLEASE CHECK AMD ORSCRIBE THE POLLOWING CATEGORIES AMD, IP YOU NAVE AN

IMPRESS ION, TRY TO GIVE THE BASIS FOR IV. IP YOUR COWTACT WAS TOO SLIGET TO HAVE ANY M-

PRESSTOM AT ALL, CNBCK TNR LAJT CATSGONY. (USE OTHER SIOE OF PAGE) mcg e
CATRGORY —— DESGRIFTION AND BASIS
(cHECK) JNPRESS 10N

_____ABILTTY TO KEST ACADENIC
PEAFONIANCE DENANOS

ABILITY TO MEET PIELDWORK
PERFORMANCE DDNANDS
___DGAGE IN SUPERVISION:

___RELATE TO CLIRNTS:

___RELATE TO PEERS /CONORKERS :

RELATE TO SUPERIORS s

____RERLECT CRITICALLY ON ONE'S
OVI PERPORMANCE s

TAKE OM PEOP'L ROLES AMD TASKS:

MANAGE STUDENT AND EMPLOYRE
ROLES s

RELATIONSHIP TO YOU AS PACULTY ADVISOR:
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ADVISOR'S TIME PRAME I, SUMNARY
P T

ARE_YOU COMCERMED ABOUT THE AGENCY IN ANY OP THE POLLOWING? (CHECK AND EXPLAIN):

AVAILABILITY OF ADEQUATE SOCIAL WORK SUPERVISION:
AVAILABIL ITY OPF ADEQUATR LEARNING ASS ICHMENTS
EXCESSIVE WORKLOAD FOR STUDENT:

AVAILABILTY OF PROPESSIOMAL ROLE MODELS s




(INSERT p. 2)

ADVISOR'S TINE FRAME | SUMMARY

“From your contact with the student In TFI, however brief or extensive, please Indicate
the level of performance you anticipate from the student as TFI} begins.
rating In each of the following categories.

Check the appropriate
If possible, glve the basls for your Impression.

If you have no Impression of the student In a particular category, please check the last

column."
Performance Excel-| Satis-] Poor | Basls for your No
Categorles Jent | factory impression Impression

1. Overall ablility to meet
academic demands

2. Overall ability to mest
fleldwork demands, In-
cluding ablility to:

Engage in supervision

Relate to clients

Rslate to peers.co-
workers

Relate to supervisors

Reflect critically on
own work

Take on professional
roles and tasks

Manage student and em-
ployee roles

3. Quallty of relatlonship
to you as faculty advisor

882
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STUDENT INFORMATION SHEET

ON G GO AD/OW  AD/GW

ST (METHCD: CIRCILE ONE )

HEALTH FAMILY EDUCATION PROTECTION WORK

(CONCENTRATTION: CIRCLE ONE)

AGE: MALE-FEMALE
CHOIE OE)

(

T RO AVIDR

RACE/ETHNICTTY:

MARITAL ITATUS: MARRIED NEVER MARRIED SEPKRMED DIVORCED  WIDOMED
TOCIE O]

CHILDREN: NUMBER
PRICR EXPERTENCE IN SOCIAL WORK:

AGES
(PLEASE LIST)

PAID/VOLUNTEER
AGENCY/CRGANTIZATION POSITIONS HELD NO.OF YEARS IN AGENCY (write"PD.or"VOL")
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STUDENT INFORMATION SHEET
=y =

As a Bmnter Time Frame I. student, courses ware: (Check One)
less demanding than I had expectsd.
About what I had expected.
More demanding than I had expectad.

In Time Frams I.,to what extent did each of the following limit your ability
to perform adequately: (Check Appropriats Rating)
NOT AT ALL SCMEWHAT A GREAT DEAL

CHITDCARE RESPONSIBILITIES l

:OTHER FAMILY RESPONSIRILITIES
(care of parents, othess)

:HOME MANAGEMENT (shopping, cooking,
laundry, etc.)

:JOB RESPONSIBILITIES (howurs, etc.)
:HEALTH PROBLEMS

YOUR OWN

OTHERS

sFINANCIAL PROBLEMS

:ACCESS TO SCHOCK RESOURCES (library etc.)

:ADBEQUATE FREETIME FOR READING, WRITING
PAPERS, etc.

L

:OTHER:

B - % 2 S

FIELDWORK _ARRANGEMENTS:

How do you perceive your agency's support of your educational goals, as
dmuuu-atadinchairwﬂlingnusmmtschoolmu for T.F.II fiald-
work? (Check One)

VERY COOPERATIVE MINIMALLY COOPERATIVE

MOCEFATELY COCPERATIVE UNCOCPERATIVE
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STUCENT INFORMATION SHEET
-3~

Please rnote the extent to which the following were problemtic in the dsvelop-
mant of your Time Frame II.,fieldwork plans. 1If problematic, please indicats whether
the problem has been resolved. (CHECK OOLUMN)

PROBLEM RESCOLVED?
NO SOMEWHAT VERY s
PRE PREIBATIC PRELDATIC _ PATHAILY

-
.

Assigning an MSW Supervisor.

Assigning an MSW Supervisor
New to you.

Changing my work assigrments.
Developing meaningful learm~
ing assignments

5. Reducing my overall workload.

6. Maintaining current salary
leval.

~
.

w
.

=
.

7. Maintaining current position
in agency.

8. Granting a full day a week
o cam to school.

9. Othar: Please specify

As you begin the fisldwork year, to what extant are you worried about the following:

SOMEBeRT VERY
TWORED . WORIED

1. Managing work and school
derands

2. Being an employes and a
student at the same time.

3. Being suparvised and evaluated.
4. CQarifying assignments and

L] B

a. At school

|

b. At work
5. Other: please describe
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STUDENT INFORVATION SHEET
-

What were your job responsibilities in the agency last year?

What are your educational assigrmants in the Residence year?

what other responsibilites as an agancy employes will you be carrying?

Please indicate the kind of supervision you recsived in your agency last
year by checking the appropriats phrases on the following:

Frequency of supervision: ance a week for at
" least an hour.
onoe a wesk,less
than an hour.
less than once a
week.
other: please ind-
icate

Focus of supervision:

Nature of supervision:

Background of supervision: T~ _peychologist,peychiatrist
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HUNTER COLLEGE SCHOOL OF SOCIAL WORK
City University of New York

EDUCATIONAL PLAN

DUE:

1.

WEEK OF OCTOBER 19

A brief description of each of the major fleld assignments
Including the expected accomplishments for each, a preliminary
identification of the major steps or activities to be under-
taken in order to fulfill the goals, and an estimated time-
table.

An identification of your own learning needs and objectivies:
what skills, knowledge, etc. do you want to acquire as a re-
sult of planning and/or implementing the assignments in Mo. 1
above.

Identification of any speclal assistance and resources that you
need in order to accomplish your assignments, and/or any

anticlpated obstacles or limitations in carrying them out.
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STUDENT

REQUESTED BY:
(check column)

pATE laDv.

STUD.

IIN-PERSON

FACULTY ADVISING CONTACT LOG

I. IMDIVIDUAL CONTACTS WITH ADVISEE

PRINARY
REASON
(see Key for

r)

ISSUES, PROBLEMS DISCUSSED

(state briefly)

FACULTY ADVISOR

RESOLUT1ON/FOLLOWUP

S6Z



FACULTY ADVISING LOG

STUDENT FACULTY ADVISOR

Ii. CONTACTS WITH AGENCY/OTHER FACULTY

v
w &
NAME OF  REQUESTED BY: S &+ PRIMARY
DATE. CONTACT . YOU AGENCY FAC. & = REASON (see ISSUES, PROBLEMS DISCUSSED | RESOLUTION/
v col.| Tkey for #) [state briefly) FOLLOW-UP

ﬁcheck col.)

967
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REASONS FOR FACULTY ADVISOR CONTACT WITH
STUDENT, AGENCY, OR OTHER FACULTY

INSERT ONE OF THE FOLLOWING NUMBERS FOR ''PRIMARY

REASON'' ON YOUR FACULTY ADVISING CONTACT LOG.

_NUMBER

E W [
. . .

w
.

o W @ -~ o
- L] .

1.
12.
13.

REASON
INTRODUCTION, ORIENTATION
GENERAL INFORMATION
ACADEMIC ADVISING/COURSE PLANNING
FIELDWORK ASSIGNMENT PLANNING/REVIEW/CLARIFICATION
REVIEW OF FIELD RECORDINGS/LEARNING GOALS/GENERAL
PROGRESS
ACADEMIC MONITORING/REV |EW
MIDTERM EVALUATION
END-OF~-TERM EVALUATION
ACADEMIC PROBLEM
FINANCIAL PROCLEM
PERSONAL PROBLEM
FIELDWORK PROBLEM
OTHER (PLEASE SPECIFY)
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GROUP AOVISING WEKTING SUNNARY

DATE

PACULTY ADVISOR

AGDNOA:1 (LIST) S wr (v coL)
X
2.
3.
) LI i

4.

WHAT PREPARATION, IP ANY, WAS REQUIRED?

wor RALSED BY:
OTHER ITENS AOOED TO AGEMDA: i covemm|cav, Jaov, .
. ¢ column) / cplumn)
2.
3.
! T y
YOUR VIEW OP MAIN m&gm OP MEET ING:

TEDIGS TO POLLOW~UP ON, AS RESULT OP MEBTING:

POR GROUP OR CLASS AS A WNOLR:

PFOR INDIVIDUAL STUDENTS:

AS_IMDICATID 3Y STUDEWTS® IOMS, COMMENTS OR DISCUSSION, WIAT ARE STUDEWTS® PRINARY

co AT THIS POINT? AT OF THE GROUP/CLASS 0O YOU THINK HAS THESE

CONCERNS ? held by whet & 9
PROWRY CONCERIS ase [25-s08 | 30-736 [75-100

{check col.)
1.

2,

3.
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G ADVIS ING MEBT | ] Y
B 29
ASIDE FROM OVERT COWCERNS , WRAT I0m OF STUDENTS® Y

IP ANY? WHAT YOU _BASE YO oW Ow?

DOERLYING CONCERNS FOR_PERCEPT [OM
1,

2.

,.

PLEASE NOTE STUODEWTS ' COMMENTS, IP ANY, ON THE POLLOWING CATEGORIES, OW THE GATEGORIES
YOou CHECK, ALSO CIRCLE ANY OF TNE DIMEMSIONS SUGGESTED TMAT WERE PART OF THE COMMENT OR

DISCUSSION, IN YOUR VIEW, FIMALLY, INDICATE BRIEPLY THE NMATURE OF THE COMMENT OR D

CATEGORY (check) DIMENSIOMS (circle) L JIST OP OISCUSSION (stats)
£

COURSE cowrper <RELEVANCE TO LEVEL OF OTHER:
— | orrrcuumy

BEING A STUDEWT | PERFORMANCE  ROLE COM~ OTMER:

BRING AN AGENCY |“PHE REAL WORLD"™ A OTHER:

EXPLOYER - AgE 10 apITLTO IR
PROF 'L GR H  PROF'L GROWTH

ur

BRING A PROP'L [iCAREER ASSET BSTTER SER- OTNER: F
vICE TO CLIDWT

THME SCHMOOL AS AN | -RESOURCES RESFOMSIVE- OTHER: [
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GROUP_ADVIS ING MEETING SUMMARY
P T

PLEASE OESCRINE ANY SUBGROUP PORMATION, LEADERSHIP OSVELOPMENT YOU PERCEIVE IN THR

CLASS OR GROUP, WHAT PACTORS APPEAR TO MR INVOLVED? (FOR EX., STUDENTS LOOK UP TO
PERSON WITH RIGH AGENCY POSITION OR LOADS OF EXPERIENCE) MATURE WOMEN CLUSTER TOGETNER;
NINORITY STUDENTS FOMI SUBGROUP, ETC.)

SUBGROUTS (DESCRIBR) LEADERS (DESCRIBE) PACTORS (YOUR VIEW)

WAT D AS A Y _ADVISOR hy b ¢ ] mG? B T™HR PRIATE

DESCRIPTIONS OF YOUR ROLE OR BEMAVIOR, ORDER PRON ] tof) YOUR MOST PROMINENT ACTIVITIES
OR BENAVIOR, PLEASE GIVE EXAMNPLES TO EIABORATE.

CHECK ‘ORDER_PROM ACTIVITY/BENAVIOR i DESCRIBE IN COWTEXT OP MEETING
#1to d

i INELPED STUDENTS INTEGRATE CLASS &
PIELD KNOWLEDGE AND EXPERIENCE

HSET PROP'L STANDARDS ; MODELID
PROPESSIOMAL BEMAVIOR

SPROVIDED INFORMATION
OM SCHNOOL RULES, PROCEDURES

—__OM COURSES , PROGRAMS
___ON PIELOWORK
___ON RESOURCES

i ;PROVIDED ADVICE,SUPPORT

ASSISTED IN SOLVING PROBLEMS H (DESCRINE ON BACK)
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Questions to Faculty Advisors

10

How many years have you been employed at the School?

How many years as faculty advisor?

Did you advise primarlly 2 year, OYRP, or both?

Any impressions (pre-project) of a general sort re: OYRP
students? Their needs, strengths, weaknesses as students?
What school might do in relation to these?

What aspects of OYRP students' needs, strengths, weaknesses
became apparent to you through the Project experience?
(Project impressions changed? conflrmed?)

As an advising structure (for TF! advisor, advising in class;
for TFil advisors, group meetings and early contact), what
were the Project's advantages and dlsadvantages?

Probe: 1) access to students, 2) relatlonship to students,

3) mechanism for educational or other content, vs. just
Information 4) time 5) group's cohesion and interaction

6) relationship to teachling.

How would you describe your primary role(s) as facuity adyisor?
(what did you do vis-a-vls students?)

In what contexts were these roles played out? Class? Small
group? Individual meetings?

Which mode of advising - class, small group, indiyidual - did

you find most useful? why?
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Questions to Faculty Advisors (Cont'd)

6. Summary of each student - issues, contacts, current status.
7. Based on this experience, what recommendations would you make
to School regarding structure and content of faculty advising

for OYRP students?
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s 4u U .L; -*, -J
IR Y-
ELN R 3
il et cm e ~d
of The City Unsveruity ot New York

School of Social Work ¢ 129 East 79th Street, New York, N.Y. 10021 ® (212) $70-5037
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!

January 22, 1982

Dear One-Year Resident Program Student,

At last! The Fall 1981 semester Is over, and Spring=--or, at lesst, Spring
coursework-~is on the way! Before classes bagin, ! ask your cooperation in
completing and returning the enclosed questionnaire in the stomped, addressed
envelope provided. As a participant in the School's Faculty Advising Project
this term, your views and experiences are of critical Importance to us. Ongoing
efforts to review and Improve student advising and the educational program for
One-Year Residence students cannot proceed without you. So, take a break and
do your quastionnalire today!

The questionnaire Is composed primarily of closed-ended questions and ratinos,
but there !s room at the end for more general comments. An addendum is Included
for Time Frame | students.

Overal), the questionnaire should take thirty to forty minutes to complets.
Responses will be analyzed only in the aggregata. Your narme Is not requested or
deslired to maintain appropriate confidentiality.

The time you take to participate in thls study will make an invaluable con-
tribution to the One-Year Residence Program and its students. | hope | can
count on your hefp. It (s very much appreciated--in advancs.

Sincerely,

RS:cw Rose Starr, M.S.W.

Enclosure
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MUNTER COLLEGE SCHOOL OF SOCIAL WORK
FACULTY ADVISING PROJECT
END-OF -TERM QUESTIONNKAIRE FOR TIME FRAME | AND TIME FRAME ! STUDENTS

l. The One-Ysar Residence Program requires that you functlon as an agency employee and
8 student at the same tims. To what extent do the following statements reflect your feelings
and views about these roles? Please read esch statement and Indicate the level of your
sgresmant or disagreement by circiing SA for Strongly Agres, MA for Mildly Agres, MD for
Nlldly Disagres and SO for Strongly Disagres.
1.1 | em confldent sbout my performance as an agency employee.
$A MA no 30
1.2 | a» unsure that | can write papers and study for tests at this point In my life.
SA A ND $0
1.3 Being s student has helped ms perform better on the Job.
sA " "W 0
1.4  Being a student has helped me rethink what | am doing and why In my work roles.
SA nA no _ 0
1.5 Some of my work collesgues resent my being a student.
SA L) Ko ) 1]

1.6 BSecauss of my position at the sgency, | cannot take the risks (masking nistakes,
exposing lack of knowledge) expected of a student/lesrner.

SA MA Ko $0
1.7 Belng & student has negatively affected my job performance.
SA nA Mo 0

1.8  involvement In professional educat!on has changed my relutionships with my
nonprofessional peers.

SA MA L S0

1.9 | see 1ittle or no relationship batween what | am learning at School and what | need
to knaw to perform more effectively on the Job.

SA KA MD S0



1.13

1.14

1.16

1.17

1.19

1.20

1.21

1.22
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Now that | am in professional school, my agency expects me to take on more demending
responsibiiities requirir, more expertise.

$SA nA (1] ]
| Identify more with my role as an sgency employes then as a student.
SA nA M0 t{]

Seing a professional MSW student has enhanced my position and/or status at my
agency.

SA MA L1 S0

Seing a professional MSVW student has enhancad my position and/or status In my parsonal
relationships outside the agency.

SA MA Mo $0

Seing & professional MSW student has enhanced my position and/or status In my profas-
tlonal relationships outside the agency.

SA nA no S0
Time constraints 1imit my sbllity to meet both the School's and the agency's expectations.
s A n 1]
iork Is more bearsble since | am In School.
SA RA Mo $0

! fee! gullty sbout the extrs burdens my going to School Is placing on my colleagues
and asgency.

SA MA Mo $0
Being a student In & professional MSW program is more difficult than | had anticipated.
SA MA ) 13

You don't learn as much about practice when you do your supsrvised fleld placement In
your own agency.

SA MA Mo $0

One yesr of supervised fleld placement Is sufficient to enable me to perform sdequately
as a professional. .

SA MA Mo $0

The difference betwesn professional tasks and performance, and what | have dono as 8
nonprofessional, are clear to me.

SA MA no 1]
The expectations of my Job and the School are In conflict.
SA MA MO S0
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1.23 My sgency Is not allowing me adequate time to be & student.

SA RA Mo $0
1.20 1 am carrying an excessive worklocad st the agency.

SA BA no S0
1.25 | do not allow the demends of schoolwork to come befors sgency demands or
responsibliities.
SA nA MO0 $0

1.26 1 fee! iInfantalized as a student.

SA MA Mo S0
1.27 | have always enjoyed being a student.

SA MA no S0

1.28 My soclal agency work experience has enhanced my abllity to perform as a student.

SA MA MO £ 1)

1.29 | do not have enough control over my educational program (course content, Instructors, etc.

SA MA Mo $0

1,30 t wish I could be & full-time student In the Two-Year Program,

$A MA Mo S0

1.31 Courses are sppropriate to my level of knowledge and exparience. .

A MA Mo 1)

2. To what extent did each of the following imit your ablility to perform adequately In

class and/or fleld work last yesr and this term: (CHECK APPROPRIATE RATING)

LAST YEAR (Only TF§f's)
NOT AT  SOME- A GREAT

ML _WHAT DEAL
2.1 Childcare responsibilities

msnm(n.L'.u.tf.l.lh)

NOT AT SOME- A GREAT
ALL WHAT _ DEAL

2.2 Other family responsibiiities

(care of parents, others)

2.3 Homs menagement (shopping,
cooking, ltaundry, etc.)

2.4  Number of hours spent on
the Job (workload)

(Continuad on Next Page)
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LAST YEAR (Onl ‘s THIS TERM TF I's ¢ Tll‘s)
NOT AT S AT
AL HMT DEAL HMY OEAL

2.5 Leve!l of responsibility on the job
(type of posltion)

2.6 Your own health probless
2.7 The health problems of others
2.8 Financial probless

2.9 Access to School resources
(11brary, otc.)

2.10 Adequate free time for reading,
writing papers, etc.

2.11 Other:
. (Please specity)

3 Yo what extent did each of the following provide specific supports (emotional, meterial,
stc.] that helped you mest the demands of the NSV program this term?

NOT AT song- vERY NOT APPLI-
AL WHAT WCH  CARLE

b 9] Spouu_/-lto
3.2  Parent(s)

3.3 Child(ren)

3.4 Collesgues at work

3.5 Friend(s)

3.6 Agency Directors/sdministrators

17 Svpervisers
3.8 Course Instructor(s)

3.9  Feculty advisor

3.10 Extracurricular activities
(muslic, sports, ste.)

3.11 Fleld Instructor (for TF 11
only)

3.12 Other OYR students

3.13 Two-year students

(Continued on Naxt Page)
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5
NOT AT SOME- VERY NOT APPLI-
ALL WHAT MCH CABLE

3.14  Student Government

3.15 Student Advisement Commlttee

3.16 Atumnl

3.17 Other:

TFlease spacTH]
h. Plesse ldent!fy the three (3) most Important supports to you (If any) this term,
and describe briefly the nature of the support or help obtalned: (If none, check hers ___.)
{1tse thrn.%ﬂu from £) Nature of Support

to 73, with #1 indicating the most Important; £2,
the second most; #3 ths thlrd most)

(| A
b2 b2
b3 _ 8.3

5. Pleases ldentify the three (3) major obstacles (If any) to your performing adequately
or -qotlng the demends of the MSVW program this term, and describe briefly their nature.
(1f none, check here )

Obs tacles Mature of Obstacles
(List three, In order of lmportance from 71 to /3 ,

with 71 Indicating the most important; £2, the
second most; 73 the third most.)

5.1 s.1
5.2 . 5.2

5.3 5.3
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Feculty advisors can be Invo!v.od In the following kinds of activities. To what

exntent was your faculty advisor Involvad In each of these sctivities with you this term?

Please check appropriate rating category.

6.2

6.3

6.4

6.7

6.10

6.12
6.13

6.4

Actlvities

Help students maks connections between
theory/concepts and fleld experlience

Cive examples where relevent for each activity.

Amount of Involvement

Modserate Ninlmal Not at
Amount Asount ALl

Help students gain knowledge about/
understanding of the profession (its
theory, practice, vslues, orgeniza-
tional context, etc.)

Nelp students clarify, expend, deepen
ldeas 3 concepts.

Set professional standerds; mode! pro-
fessional behavior.

Set standards for behavior as greduate
level MSV students

Provide (nformation (evg. on School
rules, procedures,courses, fleld work ,

Provide advice, support:

Assist In solving problems:

Assist In negotlating School or agency

systems:

Clarify School policlies and expectations
{for you, your ogoney).'

Monitor student's learning progress (In

courses, fleld work).

Help students focus on/understand learn-
ing goals and learning style.

Monltor the quality of fleld work arrange-

mants (assignments, supervision, work!oad)mm—m  —e—————

Refer students to educatlonal or other
resources.




7.

9.1

12.

12.2

12.3
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Mow meny times did you mset with your faculty advisor this term?
times In a small group or class times Individually

which format(s) di¢ you find most useful? Please rank order the two most
useful, with 1 most useful; 72 the second most useful

—small group ____ total class (applicable for TF I's only) — Individual
How avallable to you did you percelve your faculty advisor to be?
—_Vvery avallsble ___ moderstely svailable ___minimally available __ not available
To what extent did you initiate contact(s) with your faculty advisor?
—very mich __moderste amount ___ minimsl smount ___ not st all

How knowledgeable of the School's procedures, policies,SYStems do you feel your

¢ Is?
aculty """‘,’,:,,' ledgeable ainimelly knowledgesble

moderately knowledgable ___ not st all knowledgeable

To what extent do you fee! your advisor alerted you to what you needed to know about
the School (schedules, procedures, policies) when you needed to know it?

o very such ___ wmoderate smount __ winimel ssount __ not at all

Vhat problems or lssues did you and your faculty advisor work on/discuss?
Please 1ist, Indlicate If the issues(s) was resolved or improved, and the extent to

"which you fes! your advisor was helpful on esch.

Wes It Improved/resolved Helpfulness of Advisor

Problem Issue Yes No Partiall Very Not at
. (checlk appropriate categ.) much Somewhat all
12.1 12.1
12.2 12.2
12.3 12.3




13.

L]

4.1

4.2

313

At what point In the term did you become aware of r advisor's role (l.e.,
his or)hcr functions In relstion to your oduutlon{gu (Please check appropriate
phrase .

At the beginning of the term In the middle of the term
at the end of the term st not sure

To what extant weare you swars that the fecultv advising you recsived differed
from that of other One-Year Resldence Program students this term?

vary much somewhat not at all

What, If any, were the differences you percelved? Please describe the differences,
and thelir advantages or dlisadvantages In your opinion.

(FOR_TIME FRAME (| STUDENTS ONLY)

hat: (please chack spprepriate rating on each of the
owing .statemants, and e rate.) :

14.21 Your Time Frams ! faculty advisor mede contact with you before fleld
work officlially began?

—very useful __ moderately useful __minimslly useful ___ not at ol

Please explain:

14.22 You had the same faculty advisor In T.F. 1! as In T.F. 17
‘e very useful ___ moderstely useful __ aminimelly useful ___ not at all

Please explain:

(RQIM._TF L AND TF 11 STUDENTS PLEASE COMPLETE THE REMAINDER OF
THE_QUESTIORNAIRE —




15.
15.1
15.2
16.

17.

17.1
17.2
18.

18.1

9.1
19.2
19.3
19.4

If yes, In what ways?
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How well do you feel you got to know the students In your classes this terwm?
OYR students? very well___  woderstely ___  wminimally __  not well___
Two-year students? very well ___ moderately___ winimelily___ not well
0o you fee! you had sufficlent tims to Interact Informelly with other students
in School this temm?
Y __ N
If no, do you see this as a problem that requires the School's attention?

Yes No

If ves, why? and what do you think the School should do?

0ld you participate In general School activities this term (ex., Cosmon Day,
School Senate, Schoo! Committees)? ___ Yes

If yes, why?
if no, why not?

Vould you.lllu to be more active In the School community? ___ Yes No

if no, why?

To what extent do you see yourself as each of the following? (check approp. column)

Not at all Somewhat Very much
isolated from the Schoo! as & whole 19.1

Active In the School community 19.2

isclated from other OYR students 19.3

A "second class clitizen” in the
School 19.4

An especlally priviledged group in 19.5
the School
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20. In order to function smoothly as a student In the School, how sdequate wes the
Informstion you received on sach of the following?

Very ade= Moderately Minimally Not ade-
quate Adequate Adequate quate

20.) Course Schedules

20.2 Course enroliment/registration

20.3 Finencla!l ald

20.4 Schoo! Committees (ex. Educational
Review, Change of Status, etc.)

20.5 Greding system

20.6 Incompletes (procedures,
implications)

20.7 Major methods

20.8 Concentrations

20.9 Fleld Vork requirements

20.10 Fleld Vork placement arrangements

21.  Are thers any other aspects of the School's procadures or systems (Including the
shove) that you fee! you needed to know more about, in order to function adequately
as 8 student?

21.) Yes ___ No If yes, pleass specify:

h—

22. What were your three (3) msjor sourcas of Informetion about the School this term? Rank
order the 3 most Important; with f1, the most Important, f2, the next most Important,

snd so on.
—_other OYR students ~— OYR Handbook
—_Two-year proyram students ——w School Handbook
Course Instructors —_Bulletin Boards
—':::‘t'mt:::" than course —— mallings from School or OYR Program

Faculty advisor Other: please specify:
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3 How adequate In general do you think the School's communication with you as an OYR
student has been this term

— very sdequste ___ moderstely adequete — Winimally cdoquato' — Mot adequate
24 What communication problems or lssuss do you think the School should be sware of?

Please explain:

25 Are there communication mechanisms that you found particularly useful that the Schoo!l
should know sbout, and expand or continue? ___ ves no

25.1 If yes, please explain

2% To what extent do you fee! positively ldentifled with the Hunter School of Soclal
Work? ___ Not at all __ Somewhat ___ Very much

26.1 To what do you attribute your feelings?

27 To what extent do you fee! positively identifled with your current agency?
—Not at all _ Somewhet ___ Very much

27.1 Please explain:

28 To what extent do you fee! positively identifled with the soclal work profession?
Mot at all __ Somewhat ___ Very much

28.1 Plesse explain:

29. In your opinion, how aware of and responsive to OYR students' needs Is the School?
(Please check appropriate rating.)

Very muc Moderately Miniwally Not at all
29.1 School's swareness of OYR needs 29.1

29.2 School's rupomlnnu'n to OYR
needs 29.2
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3 What, If anything, do you think the Schoo! should be more aware of , or responsive to,
in relstion to OVR students' needs, than It Is now? (Please describe)

n The Faculty Advising Project was established to enable the School to review and
Improve faculty advising to One-Year Residence Program students, and enhancs the
One-Year Residence Program as & whole.

Your responses to the previous questions will ensble us to sccurately reflect

your views and expariences. Space Is now provided for any final comments or resctions
you may have to Issues sparked by the questionnaire, that focus on faculty advising
nd your expariences as s One-Year Residencs student this term.

THANK YOU FOR TAKING YOUR TIME TO ANSWER THESE QUESfIONS. YOUR EFFORT 1S GREATLY
APPRECIATED. KIMOLY COMPLETE THE GENERAL DATA SHEET, AND RETURN QUESTIONNAIRE IN
ENVELOPE PROVIDED. . :

(TINE FRAME | STUDENTS: PLEASE COMPLETE THE SPECIAL ADDENDUM.)



1.
3.

’o
10.
1".
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NERAL INF T
Age: ___ 2. Sex: ___ Mele ___ Femaie
Race/ethnicity: '
Marital Status: ___ Marrled . Nover Married
— Separated - Wi dowad
— Divorced

Children: Number: ___ Ages: __
Major method: ____ Casework ____ Groupwork ____ Cosmunity Organization
—_ Administration
Hunter Concentration: ____ MHealth ____ Family/Youth/Aduit ___ World of Work
— Education and Community Development ____ Protection and Soclal Justics

Number of years of pald work experience In social agencles prior to entering
the One-Year Residence Program:

Number of years employed at current agency: ____
Agency suspice: ___ public ___ private/voluntery
Current titie/position:
Fleld of Practice: (check one)

Heslth Scheo! Social Work

Mental! Health Services to Aged

. Child Velfare — Community Planning
- Foenily Services — Courts and Corrections
— Mental Retardation —_Public Assistance
— Alcohol/drug/substancs sbuse
— Community Centers/Settlement

Have you changed your position within the agency while In the One-Year
Residence Program? yes no

Have you/are you chang{ing) jobs, I.s., place of employment, while in the

. One=Year Residence Program? yes no
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”c'
3.2

3.3
33.4

33.5
13.6
33.7

3.8

33.9
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13
(ADDENDUM FOR TIME FRAME | STUDENTS ONLY)

How do you percelve your agency's support of your educational goals, as demonstrated
In thelr willingness to meet school requirements for fleld work in Time Frame 11,
your residence year?

Very Cooperative Moderatly Cooperative Ninimelly Cooperative
Uncooperative
Please nots the axtent to which you have or anticlipate problems in developing Time
Frame Il fleld work plans In the following aress. If problemetic, plesse Indicate
whether the problem has been or Is being resolved.
PROSLEM RESOLVED?
N0 SOMEWHAT

VERY s
PsLen  FROBLEMATIC F&!‘unmc “PARTTALLY

Assigning an MSW Supervisor.

Assigning an MSW Supervisor
New to you.

Changing my work assignments.

Oaveloping meaningful learning
assignments

Reducing my overal! worklcad.

Maintaining current sslary level.

Halntaining current position In
agency.

Granting a full day a week to
come to school

Other: Please spec!fy:

(Continued on next page)
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34 What kind of supervision are you receiving In your sgency this term? Pleesse check
the spproprliste phrases on the following:

34.1 Frequency of supervision: once & week for at lesst an hour
oncs 8 waek, less than an hour
less than once a week
other: please (ndicate

case management

sdniniscretive approval, clarlificatlion, estc.

skill developmant, professional growth
other: please Indicate

34.2 Focus of supervision:

34,3 HNature of supsrvision: group
Individual
other: please Indicate

34.4 Background of supervision: nsv
psychologist, psychlatrist
other: please indicate

s As Tims Frame | students whose faculty advising was provided by your course Instructor
in the context of your social policy class, please snswer the following:

3.1 To what extent did It Inconvenience you to attend class ot 5:30 p.m. Instead of
6:00 p.m.-each week? :

very much moderately alnimelly___ not at &l
35.2- How satisfled were you with this form of faculty advising?
very much moderately minimally not at al)

35.3 Please coment on the advantages of this form of advising:

35.4 Please coment on the disadvantages:

35.5 Any suggestions for Improving the form or substance of faculty advising to Time Frame |
stodents?

THE END. THANK YOU!
1/22/82
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QUESTIONS FOR GROUP FEEDBACK SESSIONS

Needs school should be aware of/responsive to as OYRP students.
Communicatlions - mechanisms, content
Supports, obstructions
Connectlion to School -- what fosters It?
Student/employee role
Inter-relationships
Conflicts
Complementarity

Faculty Advising roles - what's important to you?
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EollEas

of The City Uruversity of New York
School of Social Work ® 129 East 79th Street, New York, N.Y. 10021 © (212) $70-5037

March 10, 1982

Dear One-Year Residence Program Student:

The School is conducting a review of faculty advising for
One-Year Residence students, in order to assess and improve the
educations! program and services students receive. As a One-Year
Residence Program student enrolled in the Fall 1981 semester,
your views and experiences are of critical importance to us in
this effort.

| ask your cooperation in completing and returning the enclosed
questionnaire as soon as sible In the stamped, addressed
envelope provided. The questionnaire is composed primerily of closed-
ended questions and ratings, but there is room st the end for more
comments. As you do the questionnaire, please note the following:

1. The period you are asked to reflect on, unless otherwise
specified, is last semester, i.e., the Fall 1981, when
you were onurlng either Times Frame | or Time Frame 1.

2. There are short but separate Addenda at the end of the
vestionnaire for '"TTms Frame | students on'y" or Time
ar“ T students only." The rest of the questionnaire
is to be completed by all students.

Overall, the questionnaire should take thirty to forty minutes
to complete. Responses will be analyzed only in the aggregate.
Your name is not requested or desired to maintain appropriate
confidentiality. -

The time you take t: participate in this study will make an
inveluable contribution Lo the One-Year Residence Program and its
students. | hope | can count on your help. It Is very much
sppreciated-~in advance.

Sincerly,

Rose Starr, M.S.W.
RS:ea
Encl.




325

HUNTER COLLEGE SCHMOOL OF SOCIAL WORK

FACULTY AOVISING PROJECT

QUESTIONNAIRE FOR THE TIME FRAME | AND TIME FRAME |1 STUDENTS

1. The One-Year Residence Program requires that you function as an agency employee and
a student at the same tims. To what extent do the following statements reflect your feelings
and views about these roles? Please read each statement and indicate the level of your
agreemant or dissgreemsnt by circling SA for Strongly Agres, MA for Mildly Agres, MO for
Miidly Disagree and SD for Strongly Disagree.
1.1 | am confident about my performance as an agency employee.
SA MA MD SD
1.2 | am unsure that | can write papers and study for tests at this point in my life.
SA MA MO 1]
1.3 Being a student has helped me perform better on the job.
SA MA M0 1)
1.4 Being a student has helped me rethink what | am doing and why in my work roles.
SA MA MO sD
1.5 Soms of my work colleagues resent my being a student.
SA MA MO -

1.6 Because of my position at the agency, | cannot take the risks (making mistakes,
exposing lack of knowledge) expected of a student/learner.

SA MA MU SO
1.7 Being a student has negatively affected my job performance.
SA MA MO 1]

1.8 Involvement in professional education has changed my relationshiys with my
nonprofessional peers.

SA MA MD S0

1.9 | see little or no relationship between what | am learning at School and what | need
to know to perform more effectively on the job.

SA MA MO S0
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Now that | am in professional school, my agency expects me to take on more demanding
responsibilities requiring more expertise.

SA MA MD 4]
tdentify more with my role as an agency employee than as a student.
SA MA MD SO

Being a professions] MSW student has enhanced my position and/or status at my
agency .

SA MA MO SO

Being a professional MSW student has enhanced my position and/or status In my personal
relationships outside the agency.

SA MA MD sD

Being a professional MSW student has enhanced my position and/or status in my
professional relationships outside the agency.

SA MA M0 SO

Time constraints limit my ability to meet both the School's and the agency's expectations.
SA MA MO S0

Work is more bearable since | am in School.
SA MA MD L)

| feel guilty about the extra burdens my going to School is placing on my colleagues
and agency.

SA MA M0 sD
Being a student in a professional MSW program is more difficult than | had anticipated.
SA MA M0 1

You don't learn as much about practice when you do your supervised field placemsnt in
your own agency.

SA MA MO SO

One year of supervised field placement is sufficient to ansble me to perform adequately
as a professional.

SA MA MD H1

The di fference between professional tasks and performance, and what | have done as a
nonprofessional, are clear (o me.

SA MA Mo SD
The expectations of my job and the School are in conflict.

SA MA MD SD
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1.23 My agency is not sllowing me adequate time to be a student.
SA MA MD S0
1.24 | am carrying an excessive workload at the agency.
SA MA MD S0

1.25 | do not allow the demands of schoolwork to came before agency demends or
responsibilities.

SA MA M0 1
1.26 1 feal Infantalized as a student.
SA MA L] $0
1.27 | have alweys enjoyed besing a student.
SA MA MD $0
1.28 My socia) agency work experience has enhanced my ability to perform as & student.
SA MHA MD S0
1.29 | do not have enough control ovor. my educational program (course content, instructors, etc.)
SA MA MD S0
1.30 | wish | could be a full-tims student in the Two-Year Program.
SA MA MD S0
1.31 Courses are appropriate to my level of knowledge and experience.
SA MA MO S0
2. To what extent did each of the following limit your ability to perform adequately

in class and/or field work in the 1980-81 academic year (for current T.F.ll's only) and
this past semester, Fall 1981 (for both T.F I's and Ii's.), CHECK APPROPRIATE RATING

LAST YEAR (Only TF I1's) Fall 1981 (TF 1's & TF 11's)
NOT AT SORE-—KCNERT | woT AT SORE- K GREAT—
ALL WHAT _ DEAL ALL WHAT _ DEAL

2.1 Childcare responsibilities

2.2 Other family responsibilities
(care of parents, others)

2.3 Home management (shopping,
cooking, laundry, etc.)

2.4 Number of hours spent on
the job (workload)

(Continued on Next Page)
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LAST YEAR (Only TF 11's)i Fall 1981 (TF 1's § TF Ii's)

NOT AT  SOME- A GREAT |NOT AT SOME- A GREAT
ALL WHAT  DEAL ALL WHAT ~ DEAL

2.5 Level of responsibility on the job
(type of position)

2.6 Your own heaith problems

2.7 The health problems of others

2.8 Financial problems

2.9 Access to School resources
(1ibrary, etc.)

2.10 Adequate free time for reading,
writing papers, stc.

2.11 Other:
TPlease speclify)

3. To what extent did each of the following provide specific supports (emotional, material,

etc.) that helped you meet the demands of the MSW program this past term (Fall 1981).

NOT AT SOME- VERY NOT APPLI-
ALL WHAT MUCH CABLE

3.1 Spouse/mate

3.2 Parent(s)

3.3 Child(ren)

3.4 Collesgues at work

3.5 Friend(s)

3.6 Agency Directors/administrators

3.7 Supervisors

3.8 Course Instructor(s)

3.9 Faculty advisor

3.10 Extracurricular activities
(music, sports, etc.)

3.11 Field instructor (for TF It
only)

3.12 Other OYR students

3.13 Two-year students

(Continued on Next Page)
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NOT AT SOME- VERY NOT APPLI-
ALL WHAT MUCH CABLE
3.14 Student Government

3.15 Student Advisement Committee

3.16 Alumni

3.17 Other:
(Plesse Specify}

4. Plesse identify the three (3) most Important supports to you (if any) last term,
and describe briefly the nature of the support or help obtsined: (If none, check here

Source (s) of Support Nature of Support
(1ist three, In order of importance from /1
to #3, with #1 indicating the most important; #2,

the second most; £3 the third most.

b bt
4.2 4.2
b3 h.3

5. Please ident!fy the thres (3) major obstacles (If any) to your performing adequately
or meeting the demands of the MSW program last term, and describe briefly their nature.

(1 none, check herse .)

Obstacles Nature of Obstacles
{List three, In order of importance from #1 to #3,
with #1 indicating the most important; #2, the
second most; #3 the third most.)
5.1 5.1
5.2 5.2

5.3 5.3
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6. Faculty advisors can be involved in the following kinds of activities. To what
extent was your faculty advisor involved in esch of these activities with you last term?
Please check appropriste rating category. Give examples where relevant for each activity.

Activities . Amount of Involvement

- ck one
Very erate Minime Not at
Much Amount Amount All

6.1 Help students make connectlons betwsen
theory/concepts and fleld experience

6.2 Help students gain knowledge about/
understanding of the profession (its
theory, practice, values, organiza-
tional context, etc.)

6.3 Help students clarify, expand, deepen
ideas and concepts.

6.4 Set professional standards; model pro-
fessional behavior.

6.5 Set standards for behavior as graduate
jevel MSW students

6.6 Provide information (s.g. on School
rules, procedures, courses, field work
etc.

6.7 Provide advice, support:

6.8 Assist in solving problems:

6.9 Assist in negotiating School or agency

systems:

6.10 Clarify School policies and expectations
(for you, your agency)

6.11 Monitor student's learning progress (in
courses, fleld work)

6.12 Help students focus on/understand learn-
ing goals and learning style

6.13 Monitor the quality of field work
arrangements (assignments, super-
vision, workload)

6.14 Refer students to educational or
other resources




10.

it

12.2

12.3

N

7

How many times did you meet with your faculty advisor last term?

Other: specify
times in a large group (T.F. I only) times irdividually

How useful to you were large group meetings with your advisor? (T.F.| only)

very moderately minimally not at all

How useful to you were individual contacts with your advisor?

—__very ____moderately ___minimally —__not at all

Mow avallable to you did you perceive your faculty advisor to be?

—_Vvery available ___ moderately available __ minimally svailable __ not available
To what extent did you Initiate contact(s) with your facuity advisor?

__very mich __moderate amount ___minimsl amount ___ not at all

How knowledgesble of the School's procedures, policies,systems do you fee!l your
facuity edvisor is?

— very knowledgable __ minimally knowledgesble
moderately — not at all knowledgesble
knowledgeable

To what extent do you fee! your advisor alerted you to what you needed to know about
the School (schedules, procedures, policies) when you nesded to know it?

—_very much ___ moderate amount ___ minimal amount not at all

What problems or issues did you and your faculty advisor work on/discuss?

Plaase list, indicate If the issuss(s) was resolved or improved, snd the extent to
which you fee!l your advisor was helipful on each.

Was it improved/resolved Helpfulness of Advisor

Problem Issus Yes No Partially Very Somewhat Not at
(Check appropriate categ.) much at all

12.1 12.1

12.2 12.2

12.3 12.3
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13. At what point in the Fall 1981 term did you become aware of your advisor's role
(i.e., his or her functions in relation to your education)? (Plesse check
appropriate phrase.)

At the beginning of the term In the middle of the term
At the end of the term Still not sure

14, To what extent were you aware that the faculty advising you received differed
from that of other One-Year Residence Program students last term?

very much somewhat not at all

1h.] What, If any,were the differsnces you perceived? Plesse describe the differences,
and their advantages or disadvantages in your opinion.

1S. How wall do you fes] you got to know the students in your classes in the Fall 1981 term?
15.1 OYR students? very well___  moderately ___  minimally __  not well___
15.2 Two-year students? very well moderately __  minimally __  not well___

16. Do you feel you had sufficient time to interact informally with other students
in School this past term?

Yes No

16.1 If no, do you ses this as a problem that requires the School's attention?

Yes No

16.2 If yes, why? and what do you think the School should do?

17. Did you participate in general School activities this pist term (ex., Common Day,
School Senate, School Committees)? ___ Yes No

17.1 if ves, why?

17.2 1f no, why not?

18. Would you like to be more active in the School community? Yes No

18.1 1f yes, in what ways?




18.

20.

20.
20.
20.
20.

20.
20.

20.
20.
20.
20.

2

8
9

10 Field Work placement arrangements
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If no, why?

To what extent do you see yoursel!f as each of the following? (check approp. colum)

Not at all Somewhat Very much

Isolated from the School as a whole 19.1

Active in the School community 19.2

Isolated from other OYR students 19.3

A second class citizen"” in the
Schoo! 19.4

An especially priviledged group in
the School 19.5

in order to function smoothly as a student in the School, how adequate was the
information you received on each of the following?

Very ade- Moderately Minimally Not ade-
quate Adequate Adequate quate

Course Schedules

Course enroliment/registration

Financial aid

School Committees (ex. Educational
Review, Change of Status, etc.)

Grading system

Incompletes (procedures,
implications)

Major merhods

Concer.trations

Field Work requirements




21.

21.1

22.

23.

2h.

25.

25.1

27

27.1
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Are there any other aspects of the School's procedures or systems (including the
above) that you feel you needed to know more about, in order to function adequately
as a student?

Yes ___No If yes, please specify:

What were your three (3) major sources of informetion about the School this past term?
Rank in order the three most Important; with #1, the most important, /2, the next most
important, and so on.

___other OYR students ____0OYR Handbook

— Two-year program students —__School Handbook

—Course Instructors —_Bulletin Boards

__Faculty other than course —_Mailings from School or OYR Program
instructors

_—Faculty advisor —__Other: Plesse specify:

How adequate in general do you think the School's communication with you as an OYR
student has been this past term?

very adequate ___ moderately adequate —minimally adequate not adequate
What communication problems or issues do you think the School should be aware of?

Please explain:

Are there communication mechanisms that you found particularly useful that the School
should know about, and expand or continue? yes no

If yes, please explain

To what extent do you feel positively identified with the Huater School of Social
Work? Not at all Somewhat ___ Very much

To what do you attribute your feelings?

To what extent do you feel positively identified with your current agency?
Not at all Somewhat very much

Please explain:
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28. To what extent do you feel positively identified with the social work profession?
Not at all Somewhat Very much

28.1 Please explain:

29. In your opinion, how aware of and responsive to OYR students' needs is the School?
(Please check appropriate rating.)

Very much Moderately Minimally Not at all

29.1 School's awareness of OYR needs 29.1

29.2 School's responsivenass to OYR
needs 29.2

30. What, if anything, do you think the School should be more aware of, or responsive to,
in relstion to OYR students' needs, than it is now? (Please describe)
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Space is now provided for any comments or reactions you may have to issues sparked
by the questionnaire, that focus on faculty advising and your experiences as a
One-Year Residence student last term. Your responses to this questionnaire will
help the School assess and improve faculty advising to One-Year Residence Program

students, and enhance the Program as a whole.

KINDLY COMPLETE THE GENERAL DATA SHEET FOR ALL STUDENTS, THE SPECIAL ADDENDUM
EQR_YOUR TIME FRAME, AND RETURN QUESTIONNAIRE IN ENVELOPE PROVIDED.

THANK YOU FOR TAKING YOUR TIME TO ANSWER THESE QUESTIONS. YOUR EFFORT IS
GREATLY APPRECIATED.
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ADDENDUM FOR TIME FRAME | STUDENTS ONLY

32. How do you pearceive your agency's support of your educational goals, as demonstrated
in their willingness to mest school requirements for field work in Time Frame |1,
your residence year?

Very Cooperative Moderatly Cooperative Minimally Cooperative
Uncooperative

33. Please note the extent to which you have or anticipate problems in developing Time

Frame (| field work plans in the following areas. |f problematic, please indicate

whether the problem has been or is being resolved.

PROBLEM RESOLVED?
NO SOMEWHAT VERY YES, NO
PROBLEM PROBLEMATIC PROBLEMATIC “PARTTALLY

33.1 Assigning an MSW Supervisor.

33.2 Assigning an MSW Supervisor
New to you.

33.3 Changing my work assignments.

33.4 Developing meaningful learning
assignments

33.5 Reducing my overall workload.

33.6 Maintaining current salary level.

33.7 Maintaining current position in
sgency .

33.8 Granting a ful) day a week to
come to school

33.9 Other: Please specify:

{Continued on next page)
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34. What kind of supervision are you receiving in your agency? Please check the
appropriate phrases on the following:

34.1 Frequency of supervision: once & week for at least an hour
once a week, less than an hour
less than once a week

other: please indicate

34.2 Focus of supervision: case management

administrative approval, clarification, etc.

skill development, professional growth
other: please indicate

34.3 Nature of supervision: group
individuatl
other: please indicate

x

SW

psychologist, psychiatrist
other: please indicate

34.4 Background of supervisor:

35. As Time Frams | students whose faculty advising was provided in large group
mestings from 5:00 to 6:00 p.m. (before your 6:00 class) three times this past
semester, please answer the following:

35.1 To what extent did it inconvenience you to attend group advisement at 5:00 p.m.,
three times during the semester?

very much moderately minimally not at all

35.2 How satisfied were you wish this form of faculty advising (content, frequency,
timing, etc.)?

very much moderately minimally not at all

35.3 Plesse comment on the advantage of this form of advising:

35.4 Please comment on the disadvantages:

35.5 Any suggestions for improving the form or substance of faculty advising to Time Frame |
students?

3/8/82
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ADDENDUM FOR TIME FRAME || STUDENTS ONLY

36.)1 At what point in the Fall 1981 semester did you and your faculty advisor meet
for the first time? (please exclude ''chance'’ contacts)

_before field work officially began (bafore September 28)
____shortly after field work began (between September 28 and October 30)
____before Thanksgiving (November 1 - November 26)

___before Christmas (Novembar 27 - December 24)

after Christmas (December 26 - January 29) Other:

36.2 Who initiated the first contact?

s tudent facuity advisor other: Specify:

36.3 What was the major purpose of the first contact?
—Orientation to Faculty Advising
___General information on courses, fleld work
—Academic advising, course planning
—Fileld work assignment planning, clarification
—_Problem in the field
___Problem in course work

Other problem: please specify:

Other: please specify:

36.4 VWould it have been useful to you to meet with your faculty advisor earl'er in the
semester than you did?

yes no Please explain:

36.5 How useful to you was Time Frame | gdvising in helping to orient you to the
expectations, demands of your first semester as a Time Frame |l full-time
student?

very useful moderately useful minimally useful not at all useful
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36.6 To what extent do you feel it would have bsen helpful to you to have continued
on with your Time Frame | faculty advisor in Time Frame (1?7

very useful moderately useful minimally useful not at all useful

Please explain:

36.7 How satisfied were you with the faculty advising you recelved in the Fall 1981
semester as a Time Frame 1! student?

very moderately minimelly not at all

Please explain:

36.8 What suggestions do you have for the School to improve faculty advising for Time
Frame 11 students?

RS/ea
3/8/82
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GENERAL INFORMAT ION
Please Check Current Time Frame: T.F. | T.F. VI
Age: 2. Sex: Male Female

Race/ethnicity:

Marital Status:___ Married ___Never Married
— Separated — Vidowed
— Nivorced

Children: Number: Ages :

Major method: ___ Casework ___ Group Work ___ Community Organization
____Administration

Hunter Concentration: __ Health ___ Family/Yout/Adult __ World of Work

— FEducation and Community Developmant ___ Protection and Social Justice

Number of years of paid work experience in social agencies prior to entering
the One-Year Residence Program:

Number of years employed at current agency:
Agency auspics: public private/voluntary

Current title/position:

Field of Practice: (check one)

___Health —School Social Work
—_HMental Health —_Services to Aged
—Child welfare —Community Planning

— Family Services ___Courts and Corrections
___Mental Retardation —__Public Assistance
—_Alcohol/drug/substance abuse —Employee social services
—_Community Centers/Settiements —_Manpower/training

Rehabilitation

Have you changed your position within the agency while in the One-Year Residence Program?
yes no

Have you/are you chang(ing) jobs, i.s., place of employment, while in the One-Year
Res idence Program? yes no

Did you complete all Fall 1981 academic courses and/or field work with credit
(Cr., Honors, or a grade of ''8" or better)? yes no
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Interview Guide for Metropolitan Schools of

Social Work on Faculty Advising for Part-Time Students
What kinds of part-time M.S.\l. degree programs does your
school offer?
What are their major characteristics?
How many students are enrolled? (in the part-time phase?
full-time phase?)
What are the patterns of faculty advising provided to part-
time students?
What faculty are assigned? How many?
Do advising patterns differ for part-time and full-time
students? for work-study students? If so, how?
What are the particular problems of part-time students that
you have observed? How has the advising process addressed

these problems?
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