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Introduction 
Identifying, defining and developing the knowledge and behaviour competencies that are most relevant and valued for the development of child welfare managers and effective supervision of their performance is critical to the field and to the individual child welfare agency. Child welfare supervisors/managers are the crucial players in implementing the agency’s vision and mission in service delivery for vulnerable children and their families.  In addition to ensuring new managers’ competency in their efforts at overseeing frontline child protection service, it is intrinsically an ethical and practical requirement that the field and the individual child welfare agency support new supervisors/managers in their own development.  The revitalization of attention to training for new supervisors/managers is a sensible undertaking. These managers, typically promoted from within, have new tasks and are unfamiliar with organizational requirements for the new span of control. It will be argued that the transition from front line worker to effective child welfare manager/leader requires a supported learning journey, which would include formal field specific training, structured supervision and attention to transfer of learning activity.  Despite the fact that several important initiatives have been introduced in Ontario to provide supervisors/managers in the child welfare field with better training, the current practice places too much emphasis on clinical skills and case management responsibilities in newly promoted managers and neglects to provide them with sufficient development opportunities to acquire the managerial and leadership skills to be most effective in their positions. 

Currently, the Ontario Child Protection Training Program (OCPTP) provides new supervisors/managers seven modules of management training over fifteen days, which is focused on fifty specific competencies. Only four days of this training are focused on transformational issues of organizational vision and leadership; the remaining 11 days are transactional and even clinically focused (OCPTP, 2005). However, individual agencies are passively responsible to determine their own training practices and monitor their own compliance with respect to involvement in training, despite espoused Ministry requirements that the training is to be considered mandatory. 

Beyond the expectation for clinical competency, supervisors/managers within the current child welfare climate are increasingly being held accountable for service delivery outcomes. During the last five years, the Ministry of Children and Youth Services (MCYS) has increased the number of accountability and review mechanisms within child welfare and is now working to rebalance scrutiny of both processes and outcomes through a planning initiative under the guidance of the Child Welfare Secretariat.  Attention is shifting from a reliance on service standards, and their compliance rates, to a stronger focus on client and system outcomes and a heightened urgency for quality assurance functions within organizations. This brings with it an enhanced and more critical need for managerial and leadership skill in the supervisor/manager group to pilot and navigate the transformational change associated with this paradigm shift. Revisiting the formal training and intra-organizational support to new supervisors/managers is not only timely and topical, but also pivotal given the anticipated changing comprehensiveness of deliverables required from this staff group. 
This paper will provide a selected review of the relevant literature on management and leadership, particularly as it relates to the child welfare field. It will examine the recent history and current context of training for supervisors/managers in child welfare in Ontario, and will follow with a consideration of manager development and leadership training initiatives in British Columbia, Alberta and Scotland.  The Director of Education at the Ontario Association of Children’s Aid Societies (OACAS), the professional association representing most of the 53 Children’s Aid Societies, identified these two provinces as being most influential in terms of leading training development for child welfare in Canada and whose training initiatives share a similar path of historical development to those in Ontario (personal communication, March 2005). In other words, the training in child welfare in these provinces has included competency-based components, there have been reviews of the sufficiency of the training, and an exploration of supplementary initiatives has already progressed in those two provinces.  Similarly, in 2003, Scotland initiated a review of its leadership and management development in social work services with a specific focus on the relevance of their training, including managers’ reports of their experience with that training, and developed a series of key recommendations. As such, it offers an international point of comparison for reflecting on child welfare training development in Ontario.

More locally, a key informant process with participants from one agency in south-western Ontario will provide the data from which to engage in a discussion of the perceived effectiveness of current training, transfer of learning supports and activity, and the structure of supervision needed for new supervisors/managers as learners on a professional journey toward effective managerial and leadership competence. It will be argued that there are field concerns with the current curriculum and an associated practical gap in establishing an effective transfer of learning strategy and structure of supervision for new supervisors/managers.

The paper will conclude with a series of recommendations for strengthening organizational support for managerial and leadership development of new supervisors/managers and offer an example of a learning platform and learning/development plan template congruent with those identified smart practices (a term evolving from the more familiar one of best practice). In presenting recommendations, consideration will be given to the limits and boundaries of the reasonableness for implementation.  Given the number of training days already involved in meeting mandatory training requirements, there is a functional quandary involved in adding additional training days, a circumstance that is fraught with budgetary, staffing and organizational limitations. Instead, these recommendations will focus primarily on intra-organizational possibilities for building on the foundational framework of the established OCPTP training initiatives to create a supervision structure that integrates transfer of learning activities and supports that can be adopted by individual child welfare agencies.  

Literature Review
The literature review will begin with the definitional contexts of leadership, as well as the management and positional competencies that will prevail throughout the paper. It will then progress to an overview of the salient literature identifying the critical components of management development and leadership training in the public and private sectors, addressing the issues of competency relevance, and training program requirements.  It will critically evaluate the relevant literature and identify existing gaps in the literature, noting its applicability to the child welfare field, and emphasizing, in particular, the limited research within the child welfare field itself. 

Setting the Context: Some relevant definitions 
Any discussion about leadership must necessarily involve an examination of the distinction between leadership and management. Hersey and Blanchard (1982) define leadership as “any time one attempts to influence the behaviour of an individual or group” and management as “working with and through individuals and groups and other resources to accomplish organizational goals” (p. 5).  As noteworthy definitions, they were used in the survey design to prompt respondents in answering questions about perceived leadership and management skills that new supervisors and managers bring to their transition.  Hersey and Blanchard (1982) further note that leadership inevitably requires using power to influence the thoughts and actions of other people. A managerial focus emphasizes rationality and control and problem solving, whereas leadership focuses on shaping ideas instead of responding to them (Zalenick, 2004).  As Zalenick (2004) argues: “Managers relate to people according to the role they play in a sequence of events or in a decision making process, while leaders, who are concerned with ideas, relate in more intuitive and empathetic ways” (p. 6).  Similarly, Rost (1991) defines leadership as “an influence relationship among leaders and followers who intend real change that reflect their mutual purposes” (p. 102) where the relationship is multi-directional and non-coercive. He defines management as “an authority relationship between at least one manager and one subordinate who coordinate their activities to produce and sell particular goods and or services” (Rost, 1991, p. 145). 

Kotter (2001) and Young (2002) describe leaders as pressing for change while managers promote stability, and only organizations that embrace both sides of that contradiction thrive in turbulent times.  Simply put, leadership is about coping with change and empowering followers; management is about coping with complexities and the more precise operation of an organizational system or unit. Managers are strongly oriented to action, respond to the pressures of the job and dislike reflective activities (Mintzberg, 1998). In effect, leadership and management present a paradoxical dilemma, with setting a direction presenting against planning and budgeting, aligning people versus organizing and staffing, and motivating people versus controlling and problem solving. 

Gardner (1990) and Roberts and Langston (1999) have similarity in describing leadership as the process of persuasion or example by which an individual or leadership team induces a group to pursue objectives held by the leader or shared by the leader and his or her followers. Leaders think longer term than managers and have the political skill to cope with the conflicting requirements of multiple constituents.  They are also congruent  in describing the manager as holding a directive position in an organization, presiding over the processes by which the organization functions, allocating resources prudently, and making the best possible use of people. The manager tends to accept organizational structure and process as it exists. 

The foregoing definitions infer the need for influence relationships and recognize their effect on task outcomes.  Overall, the consistency in the definitions offer a clear and concise comparison for how a social service agency might frame the two skill sets of leadership and management for purposes of competence development and training initiatives. Clearly, the literature supports that both skill sets are needed to effectively position an agency for strong performance. 

Strong performance suggests a standard of competence. Competence is the capability that a person brings to a situation. It may be a specific aptitude, ability or knowledge that is relevant to meeting the requirements of the successful performance in a particular setting (Bass, 1990). It is not inconceivable to believe that specific situations require specific task competencies in the manager/leader. In child welfare, there are broad requirements for short-term crisis management and strong communication skills, but also an underlying need for strategic long-term thinking, both at the case management level and in organizational contexts. This aligns with the findings in the literature that managers are generally concerned with short-term, operational issues while strategic, long-term planning is attributed to leaders.  It is also known from the literature and generally accepted that competence at one level of the organization is not always predictive of competence at the next level (Bass, 1990).  When frontline social workers are promoted to supervisor/manager positions, there is a new learning curve that requires the acquisition of new competencies. At this first level for supervision, new managers need to reflect on the work accomplished and articulate what is happening with an aggregate of management tasks and project management responsibilities (Bass, 1990; Kadushin, 1976; Mintzberg 2004) and consider their leadership performance across a range of personal, interpersonal and informational competencies (Mintzberg, 2004).   Skill in doing so positions the new manager in coping with the temperament of different organizational change requirements that inevitably loom for any agency. 

In addressing the final definition, it is important to acknowledge organizational change as a near constant in the field of child welfare over the last decade. As this paper is written, the field awaits yet another shift in practice, from the work of a Ministry of Community and Social Services/Ministry of Children and Youth Services (MCSS/MCYS, or for purposes of this paper, simply Ministry) sanctioned Child Welfare Secretariat process. Shields and Milks (1994)  purport with simple clarity that organizational change has traditionally been described as actions taken by an organization when a gap is recognized between what is being done now and what the outside world is demanding of that organization. They usefully identify that “managing change requires an appreciation of the impact on both the organization and the individual and strategies for promoting effective adaptation at both the personal and the collective level” (p. 8).

Theoretical and ideological approaches to leadership  
 A key learning from reviewing the leadership research is that most of the studies and writings approach the issue from one or two of four perspectives: 1) trait approach; 2) behaviour approach; 3) power and influence approach; and 4) situational approach. While most of the results are contradictory and inconclusive, there are points of convergence among the approaches; they include competencies in maintaining effective relationships, gathering and using information, making decisions and influencing people (Yukl, 1989; Roberts & Langston, 1999). There is an expansive literature on leadership though a much leaner offering on leadership in child welfare. For purposes of this paper, the review will focus on a limited selection that helps articulate a framework of influence relationships, task outcomes and situational context as an interactive reality in child welfare. This decision is itself influenced by the intimacy of these three factors, relationships, task, and situation or environment, as pertinent in informing all child welfare assessments, and as such they are elements with familiarity and relevance to the new supervisor/manager.  The literature review is not a comprehensive overview of the field, but rather, one chosen for its crispness in advancing the argument that field specific competency development through focused supervision, formal training, and a repertoire of transfer of learning supports are the ingredients for the most effective managerial and leadership development program. 

In approaching the review, Van Wart (2003) provides a useful caution in his concept of contextual complexity to explain the challenges of research about public sector leadership, indicating that even with significant similarities among leaders agreed upon from a research perspective the differences are greater, which makes generalization difficult. This observation is keenly relevant to the field of social work.  There are many commonalties across social work service fields, but there are also considerable differences. There is a very limited literature on supervisors in child welfare (Faller et al, 2003) and a paucity of social work leadership research. Considering child welfare as a speciality of social work, an extensive search of social work databases yielded limited references of value to a discussion about leadership in child welfare. 

One notable piece of work by the National Network for Social Work Managers (an American organization) in June 2004 established a set of leadership and management practice standards.  This practice framework is appropriate for supervisors/managers in child welfare and will later serve as a point for comparison with current training competencies utilized in Ontario.  The standards are divided into fourteen competency areas with a total of 51 competencies: advocacy (2 competencies), communication and interpersonal relationships (6 competencies), ethics (4 competencies), evaluation (4 competencies) financial development (2 competencies),  financial management (2 competencies),  governance ( 3 competencies), human resource management and development (3 competencies),  information technology (4 competencies), leadership (6 competencies), planning ( 5 competencies), program development and organizational management (3 competencies), public/community relations and marketing (4 competencies) and public policy (3 competencies).  

Of particular and significant interest are the six competencies related to the standard for leadership. They are as follows:
	ability to blend the expertise of others in a coordinated fashion in order to achieve the purposes of the organization;

skill in inspiring excellence in program, staff and organizational performance;
skill in handling situations of great complexity;
ability to make and state clearly decisions required by one’s position;
ability to bring together disparate groups and individuals to carry out specific tasks in an efficient and effective manner; and
	willingness to take calculated risks which may result in gains to the organization, but may also result in loss (National Network for Social 
      Work Managers, 2004, p. 2).

Lang (2002) offers a practical yet philosophical frame of leadership for child welfare. His research describes five key leadership functions for leaders in child welfare as determined by interviews with the predominant leaders in child welfare in Ontario and advocates their integration with social work values and skills.  The five functions are identified as setting the direction, that is to say, developing a vision of where one wants to go; innovating, described as the activity to always seek new and better methods; managing the organization with accountability; developing a respectful and open culture where employees and their views are valued; and collaborating with partners inclusive of community, the Ministry and other service providers.  

Arguably, Lang’s thesis is not unlike that found in public sector literature, such as Pursley (2002), Young (2002) or Nanus (1992). Pursley (2002) argues that organizations, including public sector organizations, require leaders that are more transformational than transactional. Young (2002) similarly suggests that leadership is about comprehending the current overall situation and circumstances and then deciding where to go in the future. And Nanus (1992) identified several key requirements for forward focused organizational leadership. If public leadership consists of effectively mobilizing resources to develop and implement public policy, then the challenge in child welfare is in part the challenge of transformational leadership, particularly since child welfare is, by its nature, a very transactional type of social service that typically struggles at points of transformational change.

Several public sector studies identify attributes and challenges that are appropriate to an examination of the challenges affecting new child welfare supervisors/managers. Huy (2001), for example, convincingly argues that newly promoted managers bring significant resources to the leadership table for organizations, beginning with their capacity to leverage informal networks and their recent successes at working in a frontline capacity. Bruch and Ghosal (2002) consider managerial behaviours in a context of causes internal and external to the organization and advocate that successful managers are purposeful and feel accountable for making a meaningful contribution. 

Most relevant for the development of this paper are three general approaches for improving leadership: selection and placement, training and development, and situational engineering.  Selection and placement emphasizes achieving a close match between position requirements and manager attributes; in other words, the focus is on getting the right person into the position (Gosling & Mintzberg, 2003; Griffin, 2003; Yukl, 1989). Training and development is widely touted as the approach to use for improving leadership (Bass, 1990; Broad & Newstrom, 1992; Fulmer & Conger, 2004). The literature predominantly argues that technical, conceptual and interpersonal skills can be improved by targeted training. Of interest are the arguments put forth by Drucker (1974), Fulmer and Conger (2004) and Yukl (1989) that formal training is not the only option, but rather that a variety of developmental experiences can and should be utilized.  These include rotation among managerial jobs in different functional subunits of the organization or even inter-organizational exchanges, special projects requiring new skills, understudy assignments, committee opportunities, formal mentors and career counselling sessions. Further, the literature identifies some characteristics of experiential learning that are predictive of later success for managers, such as including diverse experiences that broaden a person’s perspective, challenges that the manager must face alone, and opportunities to make mistakes and learn to handle failure (Gosling & Mintzberg, 2003; Yukl, 1989).  Finally, situational engineering is a more deliberate action referring to the modification of some aspects of a particular job to achieve better alignment of the situation with the manager’s skills (Yukl, 1989). For example, this could involve an increase or decrease in position responsibilities, a change in reporting relationships, delegation of more authority, or modification of systems or processes. Understanding the power and motivational drivers is also a necessary consideration (McClelland & Burnham, 2003). Each of these options offers some insight into possible strategies for enhancing managerial and leadership development programs within child welfare. Taken together, these arguments support the conclusion that a comprehensive program must rely on more than formal training.

Walker (2002) aptly captures the challenges of the new manager and, though speaking from a generic standpoint, her argument is transferable to the new child protection manager.  She identifies that most organizations promote employees into managerial positions based on their technical competence but theorizes that new managers often fail to grasp how their roles have changed; they fail to comprehend that their jobs are no longer about personal achievement but rather enabling others to achieve. It seems important, then, to consider and pay attention to how individual managers perceive the broad meaning of their work, what challenges they face and the degree of autonomy they enjoy and their success in dividing the organizational agenda into components that are incrementally achievable for individual staff (McClelland & Burnham, 2003; Kim & Mauborgne, 2003).   

Having someone ready to step into an important vacancy is a critical part of organizational readiness.  Helping the new incumbent make the transition in a positive manner with the necessary skills and knowledge is just as or more important than filling the vacancy. The literature also speaks to the need for organizations to support the new manager through the transition process to development of the new skill sets as an effective pre-emptive strategy to prevent derailment (Broad & Newstrom, 1992; Fulmer & Conger, 2004; Walker, 2002).

That understanding necessarily includes an appreciation that leadership effectiveness is determined by the type of consequence or outcome selected as the effectiveness criterion.  Relevant outcomes include such diverse things as group performance, attainment of group goals, group survival, group growth, group preparedness, and group capacity to deal with crises, subordinate satisfaction with the leader, subordinate commitment to group goals, the psychological well-being and development of group members and the leader’s retention of status in the group (Yukl, 1989). These are points of congruence with the position of Stewart, Manz and Sims (1999) that effective leadership must be adapted to the conditions and needs of specific situations and is an argument advanced by those who advocate contingency or situational theories of leadership more generally. 

In striving for success as a new manager, the incumbent is often met with functional bureaucratic and interpersonal challenges to both the management and leadership capacities. Heifetz and Laurie (1998), and Bennis and Nanus (1985) identified obstacles to leadership that resonate for the child welfare manager, most notably their phenomenon of “creeping crises” (p. 159) as a deflector from leadership agenda to managerial troubleshooting, in part, arguing that the number of significant functions per individual tends to increase the diffusion of focus, particularly in smaller work units. The essential point seems to be that such complexity discourages the initiative, innovation and boldness that are inherent to effective leadership and enhances the organizational need for standard operating procedures.  Another way to say this is eloquently stated by Bennis and Nanus (1985): “leadership stands in the same relationship to empowerment that management does to compliance” (p. 218). 

Literature Review on the Role of Supervisors/Managers and Process of Supervision 

Direct service supervisors/managers play a most critical role in maintaining organizational stability and service continuity in public human services agencies. But there are some important limitations to note about the literature in this area, particularly that the research on supervision is almost exclusively focused on the provision of supervision to frontline staff providing direct service to clients (Hirst, 2001). Research is needed to assess the impact of supervisory effectiveness on frontline performance and service delivery. Professional social work supervision is defined as “a process that facilitates critical reflection upon the perceptions, actions, processes, persons, and the context of social work practice” (Cousins, 2004). Though there are definitions about what professional social work supervision is, such as that offered by Cousins, how much supervision is required to make a positive impact is unknown. The literature also lacks an examination of turnover and burnout rates of direct service supervisory professionals, and also lacks a focus on understanding the offsetting job satisfactions that serve to support and sustain frontline supervisors upon whom the service delivery relies (Silver et al, 1997).  There is a clear need for more investigation and research by the social work profession to assist social workers who want to make the transition to supervisor/manager (Cousins, 2004). 

There is a broad dissatisfaction with the standard of child welfare supervision, little material available to supervisors and relatively little acknowledgement of the importance of a value base in supervision. One field study conducted in Australia showed that supervision time was spent entirely on case reviews, meeting deadlines and following up on administrative work, that team meetings appeared to concentrate on disseminating information, and it identified the fact that one third of staff participants wanted more professional development (Stanley & Goddard, 2002). 

Other research has found that discipline specific supervision is relevant to supervision satisfaction, that job satisfaction is determined with consideration to discipline specific competencies that build skills acquisition, followed by generic practice skills, personal issue management and career development focus (Kavanagh et al, 2003).  And argument can be found advancing supervision to more than constructive task assignment toward inclusion of reflective learning about perceptions and critical thinking about casework actions, or in other words, a better integration of task with circumstance and context (Cousins, 2004; Gibbs, 2001).
 It is acknowledged that
There is a gap in the research around identifying the skills and
support structures that make up a good social work supervisor …
there is also a greater need for exploration of the types of professional development options and training social work supervisors feel would
allow them to openly explore the inherent difficulties and tensions
in the role (Cousins, 2004, p. 184). 
There is often an absence of any effort to monitor the quality of supervision arrangements by senior management (Clarke, 1991).  Many organizations make the assumption that the supervisor is fulfilling his/her job and the needs of those below him/her without having any process in place to ensure that is the case. Many social workers have the view that their supervisors only care about budgets and saving money, compliance and achieving quantitatively measured outcomes, such as audit outcomes, and that it is only social workers who really ‘care’ about service to clients. At the same time, some managers view social workers as not cognizant of cost issues and real limits.  This dichotomy is common enough that the literature notes there is some resultant ‘us and them’ thinking prevailing in many social services agencies today (Hirst, 2001). 

Unarguably, middle managers are at the juncture between service delivery and administrative decision-making, and must deal with marginality and a degree of dissonance in their work. In order to not reduce this discomfort by aligning themselves with either subordinates or senior management, Hirst (2001) makes a good argument that managers need validation of their work and role within their environment. In other aspects of the literature this is described as climate. Climate was conceived as the key functional link between the person and the environment. The leadership literature has tended to view climate as an organizational feature that increasingly differentiates over time in a manner consistent with leader style (Bednar, 2003; Kozlowski & Doherty, 1989; Reagh, 1994).  An individual’s immediate supervisor is the most salient, tangible representative of management actions, policies and procedures. As such, it can be expected that the nature and quality of interactions with their supervisors may be a key filter in the interpretations that provide the basis for new managers’ perceptions of their environment, and how the philosophy of service is operationalized (Silver et al, 1997). 

The supervisor is challenged to outline the basic structure he/she adheres to, and yet try to evolve the relationship as a partnership or joint endeavour geared to improving the quality of the social worker’s practice (Kaslow, 1986; Reagh, 1994; Yin, 2004).  Short-term and long-term learning objectives need to be articulated, discussed and agreed upon. Supervisory skills need to balance administrative, educational and supportive interventions delivered with clear expectations about the role of supervisor, expectations of staff and a determination of what is and is not negotiable as an outcome (Bibus, 1993; Shulman, 1982).

Learning the rules of organizational life and incorporating technical, interpersonal and apolitical skills are part of the mentor function described by Kram (1983) that can be considered to be relevant to child welfare supervisors/managers in their task of developing competence in frontline social workers. Successful supervisors use their own knowledge, knowledge of organization and knowledge of others’ skills to help their employees recognize things that have gone right, what might have gone better and why, and new challenges to tackle in a mentoring style relationship. New managers need to be cognizant of the effect of organizational climate on competency relevance, as the focus is seldom on a single competency but rather on patterns of competencies that show significant differences (McClelland, 1998).  Developing a framework to support a balance between developing the behaviour competencies needed as a child welfare supervisor/manager and the infrastructure to support the learning is imperative.

Hersey and Blanchard (1982) developed a three-dimensional model for understanding leadership effectiveness that can be adapted and applied to child welfare and the role of supervisors and develops the argument about the underlying elements of the foregoing literature.  The first two dimensions pertain to leader behaviour: task and relationship behaviours. Task behaviour is the extent to which leaders (supervisors) are likely to organize and define the roles of members of their group (frontline social workers) and to explain the activities each is responsible for, and when, where and how the tasks are to be accomplished.  Task behavior is characterized by establishing well-defined patterns of organization, channels of communication, and ways of getting tasks accomplished. Relationship behaviour is the extent to which leaders (supervisors) are likely to maintain personal relationships between themselves and members of their group (frontline social workers) by opening up channels of communication, providing social and emotional support and facilitating behaviors. The third dimension is the characteristics of the situational context, that is to say, the interaction of all the variables that influence effectiveness in any given situation. As a framework for new managers, there is certain congruence with their already acquired clinical competence that would support an ongoing analysis of task, relationship and situation as interactive components for attention in their development as managers. 

Transfer of Learning

‘Transfer of learning’ refers to the utilization of knowledge and skills learned by trainees in training back on their jobs. Research suggests that without system-wide strategies that promote transfer, much of what is learned in training will never be used in the work place (Broad & Newstrom, 1992; IHS, 1994). 

Bass (1990) argues that transfer of training requires a parallel process between training events and follow-up.  “A clearly defined system should be initiated which unites the trainer, trainee, and the manager, where possible, in the transfer process” (Broad & Newstrom, 1992, p. 30). The major barriers to transfer of learning have been identified as absence of reinforcement on the job by supervisors/managers, interference from the immediate environment in trying the new skills, non-supportive organizational climate, impractical or irrelevant training from the viewpoint of the trainees, trainees’ discomfort with change, difficulty integrating the new skills into the organization, and negative peer pressure (Bass, 1990; Broad & Newstrom, 1992; Curry et al, 1994; IHS, 1994). 

As a smart practice model, there are several steps involved in creating a functional training and development process with effective transfer of learning (Broad & Newstrom, 1992; Phillips & Phillips, 2002).  This would necessarily require a specific identification of a need for training – that is to say, a need for performance improvement in some area, and an associated determination of the cause of the challenge to performance, such as a lack of knowledge or skill or some interference in the workplace. Where a need for additional skill or knowledge is a significant cause for the performance problem or service delivery issue, training unarguably has a place as part of the solution.  

Alternately, the need for training may derive from the positive identification of interest in ongoing professional development and career advancement. Regardless of the motivation that identifies the need, the training plan should involve the key people – the trainee, his or her manager, and the training resource person in selecting the appropriate training session and putting in place strategies for transfer of learning and follow-up reviews.  Once the training is accessed, the focus shifts to the evaluation of training outcomes with review of training reactions, learning, shifts in desired performance behaviours and next steps if required. Such steps might well include some of the strategies of situational engineering discussed earlier.  The process can be cyclical as the new manager advances his/her skills and masters more complex requirements. 

Methodology 

The underlying approach to the active research component of this paper is a qualitative experiential-phenomenological one. As such, it is aligned with the espoused learning philosophy of the current frontline training.  Beginning in Module One of the New Worker Training, new social workers are taught the basic tenets of the phenomenological approach. Specifically, they are taught a framework of the child protection social worker as a learner of cross-cultural practice with clients to recognize a plurality and multiplicity of internalized culture with which they might work, and the difference of each member/client as a unique individual of that culture. The training relies on process-oriented techniques and demands critical self-examination as significant in the experience of assessing risk and the impact of culture on risk within the dominant culture of Canada.  


The transference to this research is that the phenomenological approach is interested in investigating, understanding and describing the meaning of the lived experience with a specific phenomenon (Franchuk 2004; Schram, 2003). It is a method of inquiry in which the researcher attempts to see the phenomenon through the participants' own perceptions and subjective experience. The researcher then distils the data to collect the essence of the meaning of the lived experience of the phenomenon (Morse & Richards, 2002; Schram, 2003).  The deviation here is that, instead of an open-ended interview, the process was facilitated by an open-ended questionnaire distributed by e-mail. As approved by the University of Guelph Research Ethics Board, the intent was to protect the anonymity of the participants due to the relationship between the researcher and the participants within the workplace. 

In this study, the phenomenon is the experience of the transition from frontline child protection worker to supervisor/manager and the lived experience of training and supervision and transfer of learning activities as supports to their managerial/leadership development.  Different viewpoints on that experience were sought.  From this multiplicity of experiential viewpoints, there is an essence of the experience that can be described. 

Data integrity is protected from the perspective that participation was participant controlled. It is the individual’s interpretation of the question, separate from any interpretation by or steering from the researcher that has been recorded and accumulated in the raw data. This is congruent with the intent of the phenomenological approach in that it ensured that the researcher’s personal knowledge, experiences, beliefs and expectations about the phenomenon were unobtrusive to the phenomenon being studied. This is called bracketing. Yet a key characteristic of the phenomenological approach is the researcher’s direct contact and knowledge of the phenomenon, which is a separate and distinct workplace experience. As described by Seamon (2000), the “researcher must facilitate for herself an intimacy with the phenomenon through prolonged firsthand exposure” (p. 15). It was also expected that respondents would feel a spontaneous interest in the research topic, since personal concern can motivate the respondent to provide the most thorough and accurate lived descriptions.  

Participants

The study involved a sample of individuals who are associated by their job/training experience with a mid-sized Children’s Aid Society in southwestern Ontario.  The participants were indeed “individuals who have had experience with the phenomenon being studied and can articulate the meaning of their experiences” (Schram, 2003, p. 71). Surveys were conducted with recently promoted supervisors/managers and service directors about the transition from frontline child protection worker to manager, and supervision structure and activities focused on the development of their management and leadership skills. All of the manager participants had at least one year’s experience in their management position and had pursued at least some formal new manager training.  The Field Training Specialist (FTS) from the Ontario Child Protection Training Program (OCPTP), responsible for training planning and development for staff, also participated in the survey. 

For this research, the eight recently promoted social worker managers, three service directors and one FTS represent both the population and the sample size.  This is congruent with the literature that informs that possible participants may be narrow due to the selected criteria under investigation (Schram, 2003).  In all, eight replies were received. Five of the eight managers, two of the three directors, and the FTS submitted responses. This represents a 67% participation rate.

Measures

The survey consisted of a series of open-ended questions that were intended to elicit pertinent experiential detail about manager development. Questions were intended to explore respondents’ views in five key areas: 1) their roles as new managers or supporting new managers, 2) identifying the skills needed by new managers, 3) viewpoints on the experiences of the new manager transition, 4) training adequacy, and 5) role of supervision in facilitating the learning and integration of new skills for new managers (see Appendix A).

Procedures

The requirements of the University of Guelph Research Ethics Board were met and approval was received on April 18, 2005. Following that approval, surveys were sent to participants by e-mail with a request for return in print via intra-agency mail.  A written explanation of the interview purpose, direction and use was provided within the e-mail of invitation to participate. It was explained that participation was voluntary, and anonymous if the directions were followed. Post-survey follow up is planned for the purpose of communicating outcomes.  The Letter of Instruction is attached as Appendix B.

Training and Development in Ontario: Historical Evolution
To situate the context of child welfare in Ontario, it should be known that in Canada, child welfare is a provincial/territorial responsibility.  As such, each province/territory has a legislated requirement for the provision of child welfare services, defining the reach and limits of those services as well as defining the accountability structure guiding service delivery. In Ontario, the legislative authority and mandate derives from the province's jurisdiction in social services.  The legislation that articulates this jurisdiction for children is called The Child and Family Services Act, l984 (CFSA).  This Act integrates a number of pieces of legislation, and specific parts of it define and describe the mandate, function, and responsibilities of a Children's Aid Society. Each agency is a non-profit, board-operated, independently incorporated organization, and functions within the jurisdiction of the county within which it is situated and is funded by a provincial government operating grant.  Each agency has a responsibility to align its practice within the legislation, and within the parameters of the Ministry requirements as articulated in the regulations.  Within those regulations and policies, agencies have a requirement to hire appropriate staff and train them to the required levels.  In this regard, some review of training programs is relevant to contextualize the experience of new supervisors/managers today.  As in many areas of the field, the accountability requirements for training have changed and increased.  Training programs have tried to stay current, but there are functional challenges. 

Until the early 1990s, training was purchased through The Institute for the Prevention of Child Abuse (IPCA). New supervisors/managers accessed two training courses, both two days in duration, called Supervising Child Protective Services and Supervising Child Abuse and High Risk Cases.  Across the field, this experience of brokered training had a reported annual cost of $2 million in a combination of Ministry, OACAS, IPCA and individual agency funding.  Yet there was no overall plan, no record of results and no system of training. Subsequently, there was anticipation that a coordinated effort could be more cost effective and provide better return on training investment through the shift to a competency-based program. This aligned with the provincial government agenda to eliminate the deficit.  The timing proved right for structuring a training program that would enhance field accountability for better-trained staff inside a more fiscally responsible program of training, and gives some measure of explanation to the scant resource allocation to support the early efforts of a province-wide training system (OACAS, 2003).

Through a training development process in the 1990s, the OACAS, under contract from the Ministry of Community and Social Services (MCSS) purchased the assistance of the Institute for Human Services (IHS) of Columbus, Ohio to develop an Ontario model for training. IHS’s comprehensive listing of all the knowledge and skills required for staff to do their jobs is the prime driver for their competency-based training system, and directly informed the development of all training courses and curriculum content in the Ontario model. This was a significant shift in child welfare training development, and resulted in an evolution to the Ontario Child Welfare Training System for the years 1993-1998. Despite the recognized need for improved training, the budget was minimal during the Child Welfare Training System years, with a Ministry budget of $800,000 and CAS field contribution of $400,000 that was further subsidized by the agencies via a $100 levy per FTE to fund Regional Training Coordinator salaries, regional planning and office expenses. Yet, this transition was unquestionably a huge step forward.


The core curriculum for supervisor/manager training in Ontario, which developed in response to that move, was based on a theoretical systems perspective called the “Excellent System”. Developed by IHS, it is foundational to the managerial training delivered by OACAS as the mandatory training. The Excellent System Model assists supervisors and managers with the day-to-day operation of specific child protection services and serves to provide the field with a framework from which to meet the needs of ‘at risk’ children and their families. The model comprised three elements - want, do and need - and their interrelationship.  The ‘want’ element refers to the results of our interventions or outcomes; the ‘do’ element describes the tasks of our interventions or the process, and the ‘need’ element includes our resources or input (Moore, 1997). 

As part of the process, Ontario initiated the use of the IHS’s Individual Training Needs Assessment (ITNA), which comprised 119 competencies for the development of child welfare supervisors and managers within the Ontario Child Welfare Training System. Competencies were grouped into four core categories that were considered central to all child welfare manager positions: 1) managing within a child and family serving system: leadership, administration and performance improvement (10 competencies); 2) managing work through other people: diversity in the work place (7 competencies); 3) transfer of learning: the supervisor’s role in developing staff (7 competencies); and 4) supervising and managing group performance: developing productive work teams (6 competencies).  Mandatory training to address these competencies was delivered in four three-day modules. The next level of training was labelled specialized, and groupings of competencies were considered optional based on job requirements for specific managerial positions. For example, some competencies specific to intake managers were not considered relevant for resource managers. 

As such, managers would target appropriate competency categories and not generically pursue all of them. The competencies that were grouped as specialized supervision and management competencies included supervising case plan development and implementation  (6 competencies), supervising sexual abuse services (7 competencies) supervising services to adolescents (4 competencies), supervising adoption and foster care services (5 competencies), supervision intake, risk assessment and initial family assessments (5 competencies), supervising in-home family services (5 competencies), and legal issues in child welfare (4 competencies).  The final grouping was called related practice competencies.  This umbrella of competencies included planning and decision making (5 competencies), effective use of power (2 competencies); supervising for optimal job performance (8 competencies); employee performance evaluation (6 competencies); management of conflict (8 competencies); public and community relations (2 competencies); time and stress management (2 competencies); team development and facilitation (3 competencies); budgeting and fiscal operations (3 competencies); staffing the agency (7 competencies); supervising difficult employees (4 competencies); managing change (4 competencies); and managing cultural diversity (3 competencies).  

Theoretically, individual supervisors/managers would complete this form annually to identify competencies warranting training and ultimately select training based on that individual training needs assessment. Not surprisingly, a first run of the ITNA created a greater training need than the Ontario system had capacity and funding to deliver. This enormous pressure affected the system’s ability to offer timely training in geographically accessible locations frequently enough to meet the burgeoning demand. 

The next evolution of training coincided with the Child Welfare Reform strategy of 1999-2000. Since then, the training system has been referred to as the Ontario Child Protection Training Program (OCPTP).  Under OCPTP, the current requirement for supervisors/ managers is 15 days of management training attending to some 50 specific competencies.   The training is divided into seven required modules: management, leadership and administration with child welfare (2 days, 10 competencies); managing work through other people: performance management (3 days, 7 competencies); transfer of learning: the supervisor’s role as an adult educator (3 days, 7 competencies); supervising and managing group performance: developing productive work teams (2 days, 6 competencies); organizational culture and leadership (2 days, 3 competencies); clinical supervision in child protection (2 days, 13 competencies); and supervising forensic interviewing (1 day, 4 competencies). 

Although there is good congruence across many competencies with those identified by the National Network for Social Work Managers, there are a few key divergences.  The OCPTP competency profile lacks inclusion of competencies about ethics, financial development and management, information technology, public relations and marketing, and public policy at the supervisor/manager level, which the OACAS does identify as problematic (OCPTP, 2003).  Interestingly, the National Network competencies do not consider any field specific technical competencies such as proficiency in practice in any therapeutic model. Competencies for leadership are covered in both profiles though the language markedly differs.

ITNAs are no longer formally utilized and, although a theoretical commitment to prior learning assessments is verbally acknowledged, there is no mechanism that provides a framework for exemption from training.  Agencies are passively responsible to determine their own training practices and monitor their own compliance to involvement in training despite espoused Ministry requirements that the training is to be considered mandatory.  The expected process of authorization is an agency decision. The commitment that the Ministry would authorize child protection staff as a provincial standard was never operationalized, perhaps most logically as a risk management decision. This change of intention served to place the responsibility for diligently trained staff back on the individual agency, and away from the Ministry. In part, this returned responsibility for performance management to the board-operated agency, and it also distanced the Ministry from direct liability about service delivered by new staff and resettled its role to the more removed function of agency governance.

The supervisor/manager staff group has grown significantly in the post-Child Welfare Reform era, and correspondingly, there was an increased demand for supervisor/manager training.  One module is intended to be completed within the agency as a management team exercise. Like other training participation, use of this module is an individual agency decision. The participant agency has adapted a series of management sessions for new managers with its Field Training Specialist as an alternative.  As anecdotally reported in the survey responses, this unstructured informal training time is highly valued by the managers who have participated. 

The current OCPTP initiatives do include resources that support organizational training development and assist in enhancing training outcomes.  One such document is called Transfer of Learning: A Guide for Director of Services and Managers (OCPTP, 2002). It is a comprehensive guide detailing the training system philosophy on transfer of learning, which is congruent with current literature. The document is organized to assist individual organizations assess their training integration practices and provides a smart practice task structure for child welfare with supplementary resources available through the OACAS referenced in the step-by-step information. 

While the individual agency does not need to start from scratch to create a framework for transfer of learning, the challenge does remain that the individual organization must invest in shifting the culture of the organization to one that protects work time to ensure the learning requirements are fully employed. Engaging in conversations about expectations regarding training, differences in learning outcomes, challenges in application of learning, and differences between individual characteristics and workplace features, the process of transfer of learning can evolve to a more informed and supported process (Belling, James & Ladkin, 2004). It is an important cognitive shift, but also a demand for organizational change toward a learning culture, that training become viewed within the context of outcome accountability and that training choice become linked to performance, development needs and service delivery requirements in a determined and accountable forward moving process. Arguably, agencies would be at varying levels of developing a transfer of learning strategy, despite such available resources from the OACAS (OCPTP, 2003).

At the present time, the OCPTP supervisor/manager modules are supplemented in varying degrees across the province by other training choices at the agency level, via training activity from established inter-agency groups that are typically regional in nature, and occasionally by directed Ministry initiatives, such as the Violence against Women (VAW) training initiative of 2000-2001.  Most other training is dependent on individual agency interest and fiscal ability to supplement the direct training costs.  To this end, the participant agency pools a very small but proportional sum, averaging $5000 per year, to an Inter-Agency Training Committee comprising five neighbouring agencies to enhance training accessibility.  Predominantly, this additional training is direct service-oriented typically focused on frontline social workers; in 2004-2005, for example, only four of 24 sessions targeted supervisors/managers.  Of these four sessions, three focused on clinical issues and only one focused on management/leadership; it was a day-long session on Leadership Coordination and Competence in Managing Critical Incidents (Inter-Agency Training Committee, 2005). 

The final layer of training is purchased outside the child welfare system from various resources and primarily supplements clinical training such as mental health issues and adolescent issues, or management interests as might be identified from time-to-time.   

Despite a staff population now exceeding 200 at the participant agency, there is no full-time staff planning, coordinating or delivering training in-house, although the agency has several trainers qualified and participating as trainers in the broader CAS system.  Training, therefore, continues to be an additional activity to other more core elements of job responsibilities.  The dynamic tension created by the evolving expectation that the OACAS coordinate rather than provide all the training provincially increases the reality that individual agencies must participate as trainers, plan and coordinate and oversee compliance with training requirements. This reality competes for many agencies’ limited time assigned to training. This may thwart the agency’s ability to effectively supplement formal training delivery with transfer of learning activity or perhaps simply deflect attention from this obvious need.  This diffusion may also contribute to an unconscious minimization of training and staff development as a responsibility of supervisors/managers.

The issue of supervisor/manager training, specifically, has been generating increased interest within the field in the post-Child Welfare Reform era. It is important to understand the context and implication of Child Welfare Reform and its effect on training. Child Welfare Reform is the term coined to describe changes to the child welfare system.   As a result of several inquests in the 1990’s, the Ministry of Community and Social Services (as it was then known) pursued a series of reviews pertaining to legislative change, child protection standards and accountability (MCSS, 1997; MCSS, 1999).  These reform initiatives included:
	Amendments to The Child and Family Services Act (2000);
Development and implementation of an equitable funding framework;

Assumption of the province of 100 percent of the funding for CAS’s, (previously this was an 80/20 split between the province and the county);
A standardized approach to risk assessment with implementation of the Ontario Risk Assessment Model (known as ORAM);
Improved standards for the management of child protection cases;
Improved monitoring of case management practices;
Improvements to foster care resources;
New technologies, including an integrated provincial child welfare computer database, called Fast Track;
Enhanced training for CAS staff, foster parents, Boards and Ministry staff;
Improved outcome measures throughout the field addressing performance, financial management, service quality and client outcomes 


Under Child Welfare Reform, it can be argued that senior management was required from external forces (MCSS) to act in a certain management style, which is primarily a liability or defensive management style (Koster, 2001). The effect has been an impingement on leadership and a narrowing of the vision, and essentially a restriction to child protection as a more narrow focus than child welfare.  Child Welfare Reform with its top down direction and funding imperatives also counters Drucker’s (1974) teachings on transformational change due to the increased requirements of transactional accountability.  These increased accountability measures can be said to have set an environmental context where improving the transfer of learning from training is a worthy and needed outcome. Never have individual and organizational performance been so heavily scrutinized and as firmly linked to budgetary considerations.

Within this time frame, the training system achieved some budget stability and, in 2004, the training budget was finally annualized. For the whole system, inclusive of frontline workers and management, representing some 7161 staff members plus the foster care providers, the budget remains only $2.2 million (OACAS, 2004).  To put this figure in perspective, between March 31, 1998 and March 31, 2004, the timeframe roughly coinciding with the Child Welfare Reform era, the field experienced an increase of 59% in the total number of full-time equivalent staff. During the same period, the increase in the training budget was 275%.  One point worthy of note is that the Funding Framework provided agencies with a budget of 1.25% for agency incurred training costs including purchased training, training travel, etc. These statistics demonstrate an increasing investment in the commitment to the training of child welfare service providers, although by field opinion, there remains much to be accomplished (M. Michalski, personal communication, May 3, 2005).

In the past year, the child welfare field focus has been shifting from the initiatives of Child Welfare Reform to preparation for a differential response as a result of the work of the Child Welfare Secretariat, a move that is being described as a Ministry transformation agenda. In a parallel move, as of November 2004, there is a new committee of the OACAS, called the Training Advisory Committee (TAC), which is an operational committee designed to advise OACAS staff about training. It has two prime objectives: firstly, advising the OACAS Director of Education Services and staff on strategic and annual plans for the child welfare training system, and secondly, advising on solutions to challenging training related issues, emerging field priorities from training, as well as field response to training products and service (OACAS Minutes, November 26, 2004).  The most recent consultations with senior staff about training indicate a 73% agreement that supervisor/manager training was either a high or very high priority and requires significant attention for revision (OACAS, 2004). Such a review is most timely as the field anticipates another paradigm shift affecting service delivery. 

This history shows that over the last fifteen years there have been significant improvements to the Ontario training system. There have been three developmental shifts in approximately five-year cycles, beginning with the fractured efforts brokered through IPCA, to the early competency development efforts of the Ontario Child Welfare Training System with IHS supports, through to the current OCPTP. Throughout these major developments, individual agencies have continued to supplement the official field-driven training with in-house and purchased training. 

Challenges of the Current System
Child welfare agencies are crisis management oriented, generally not learning oriented and work on a sprint/pause basis.  Definitions of smart practice are typically reactive and vulnerable to external pressures, especially at time of tragedy. Media, policy-makers and the public all have opinions about smart practice and their beliefs about intervention points, a point that precipitates a current training challenge that is recognized by the OACAS (2003).  The system is made to take responsibility for parenting deficits and errors. In every case, child welfare supervisors/managers must balance issues of child safety with the importance of family preservation (MCSS Report, 1999). Therefore, much of child protection supervision is seen as defensive and conforming to procedures.

If it is accepted that clinical skill competence is the most developed resource that the new supervisor/manager brings with him/her, then the best efforts to support the learning and integration of new skills and competence of management and leadership is significant to his/her early success in the new role. The promotion effectively moves the competent child protection social worker into new territory of need; it is a move away from his/her clinical specialization toward generalization and an increased need for strategic thinking, cross-functional knowledge and leadership skills. 

Within the participant agency, practice currently includes training decisions being made by managers in isolation of individual training needs assessments or articulated training plans.  Generally there is adherence to the required mandatory training for new hires and new managers, but beyond that training is accessed based on availability of the training as determined by geographical proximity, financial reasonableness and expressed interest. Thus, the training function is seen as primarily administrative and not a strategically important resource for the organization. Like other organizations, there is recognition that previous training investments have not necessarily benefited with transfer of skills and improved job performance. Refocusing attention to training decision-making and transfer of learning strategy, from a viewpoint that training activity needs to be strategic and purposeful, is indeed timely.  

Currently, there are divergent attitudes concerning management training, stemming from the varied expectations about necessity, value, attendance, relevance of content, and connection to organizational goals.  Most explicitly, there is concern that the current range of competencies is not inclusive of the specialized skills needed in the last five to ten years. As articulated by the OACAS, training directed to special skills development is needed: 
. . . related to public/media relations, finance, human relations and labour relations, governance and working with boards, visioning and strategic planning, sensitizing training to social justice issues, an outward focus including networking with community partnerships and collaboration is a needed provincial agenda (OACAS, 2003, p. 9). 

Such field comments directly aligns Ontario’s current need with the recent work done by the National Network for Social Work Managers and their identification of relevant managerial and leadership competencies.

The OCPTP advocates and considers transfer of learning activity as integral to training success, and articulates a training principle that supervised practice and ongoing assessment of employee competency is essential to a good training program. The reality, however, has been that even where a framework is offered to guide the inclusion of a transfer of learning process, both agency and individual time constraints generally overwhelm the good intentions. Supporting this supposition is a series of assumptions derived from field consultations and articulated by the OACAS in an unfinished draft discussion paper on manager training (OCPTP, 2003). Field opinion and trainer experience indicates that managers’ involvement in transfer of learning activity is not considered feasible given current workloads, or alternately, the workload is seen as an excuse for why this part of an effective supervisory structure is not evident.

New Supervisors/Managers and Key Informants Speak-out 
The three steps to phenomenological data analysis described by Seamon (2000) can be applied to the respondents’ information: 
	gathering descriptive accounts from respondents regarding their 	experience of the phenomenon;

carefully studying the respondents’ accounts with the aim of 	identifying any underlying commonalities and patterns; and 
presentation of findings with an emphasis on a common thematic
	core (p. 18).

In reporting on the five key areas below, new supervisors/managers and key informants from one agency respond with some notable congruence of outlook on the experience and needs about the transition from frontline child protection social worker to new supervisor/manager. There are also areas of divergence, and some critical gaps in the questions that were posed to the key informants. 

Role
All five new manager respondents affirmed their role and responsibility for managing frontline staff. While three directly reference the delegated direct service delivery responsibility only two managers framed this in a way that linked the job responsibility to the agency mandate – by articulating the overriding responsibility as managing “in such a way that risk to children is decreased or eliminated altogether” and balancing community standards and practices.  Divergence in perception creeps into evidence in examining the reported role new managers perceive as their relationship with other managers and senior management. One sees herself as “accountable to senior management,” another “advocates with other managers or upper management” while a third one understands the need to manage a variety of tasks “as expected by upper management”.  The overall commentary on role shows the strongest alignment of these new managers is with clinical case supervision responsibilities and tasks. Overall, these comments demonstrate several of Walker’s (2004) identified shortcomings of new managers, notably, avoidance of managerial accountability with staff, a sense of vulnerability about expressing their own position as a manager, issues in projecting confidence and focusing on the immediate task (clinical case supervision) rather than the overarching initiatives.

On the other side of the picture, the key informants are clear about supervision, mentoring and orientation responsibilities with new managers. An oversight in the survey design becomes apparent, however, in that key informant responses provide no estimate of time allocated for direct supervision of new managers or the time commitment they invest in shaping new managers. 

Skills

The new manager group described some basic leadership components relating to influencing others, but seemingly more so at the casework and community level, not necessarily at the management level, suggesting the cognitive shift for their identified group of reference had not yet evolved to organizational level and management team thinking, except perhaps from one respondent. A broader theoretical understanding of management and leadership and the practical alignment with their new role as managers, therefore, warrants more attention. This might involve situational engineering of activities such as special projects or committee work to develop a deeper understanding of the organizational landscape. In this regard, key informant comments inherently suggest that skill in delegation and feedback are areas where skill development is needed.  Much of their comments reflect the need for alignment with the broader organizational context of performance management and risk management (liability), a leadership development issue discussed earlier in the literature review (Cousins, 2004; Nanus, 1992; Roberts & Langston, 1999; Young, 2002). 

Transition

The dominant theme emerging about the struggles, adjustments, and learning in the transition is the steep learning curve. Repetitive points about use of authority, organizational requirements, concerns about credibility, effect of promotion on personal relationships, and challenges in motivating people surfaced in new-manager comments. Two respondents evoked references to Yukl (1989) with comments about establishing him/herself within the management team as a peer and experiencing challenges in navigating the political dynamics at manager level and needing more skill in understanding the landscape. Another mentioned the “emphasis on administrative tasks”, but none overtly referenced a broader responsibility to manage or lead for organizational alignment to mandate. Stated another way, the comments were more reflective of the move from the frontline than the arrival at the management level. Consider that the question asking “about the most important transition from front-line to management” garnered replies that focused on team needs and meeting them, the issue about contribution and accountability across function to other teams, and upward in the organization did not surface. This again suggests the cognitive transition to thinking from a management or leadership perspective is still evolving from their established frontline thinking.

Notably, key informant comments identified the challenges presented by a lesser commitment to supervision of new supervisors/managers than exists between manager and frontline staff, and lesser clarity about what constitutes effective supervisory behaviours than that which is defined for frontline child protection workers. This tends to support Hirst’s contention that supervision of supervisors is mostly an unknown entity (2001).  There is a shared view that new managers must acquire competence in their performance management tasks and have the opportunity at this new job level to observe peer managers’ supervisory styles.  Though some of the commentary is more overt in its points, the key informant responses intrinsically value interpersonal skills to manage the human influence on relationships in accomplishing the tasks (Hersey & Blanchard, 1982). 

Training

Several questions explored the responses of new managers to the mandatory manager training offered by the OCPTP. Even in this small a sample, the opinion was varied and integration of concepts is likely less than optimally hoped for. Comments varied from an outright acknowledgement from one manager that she cannot recall the content, to another who indicated it was not meaningful as no transfer of learning was overtly supported on return from training, to two more who reported repetition amongst modules, too much theory and too little practical application, and the final person whose training for unidentified reasons, was initiated later in his/her transition as manager and subsequently indicated that the training was less helpful than it might have been if it was completed earlier on.  Similar comments that training is anecdotally reported as an isolated event, rarely is there substantial inquiry upon return from training, and integration of training back in the day-to-day demand of task is not a facilitated process nor an expected part of supervision for most new supervisors/managers, and that mentoring is predominantly unstructured, casual and uncoordinated were found in OACAS reports (OACAS, Sept. 2003; OACAS, Oct. 2004). Despite recognition that there is expertise within the field to support promotion from within, rarely, it seems, are there defined learning agreements or contracts to mentor the transition.   What are valued, according to these respondents, and in congruence with the literature (Broad & Newstrom, 1992; IHS, 1994; Walker, 2002) and the broader field experience reports to OACAS, are the networking opportunities to share experiences and obtain and provide peer support and consultation. Role playing was perceived as valuable and feedback offered back at the agency was reported to be useful. An important distinction offered by one respondent was that knowing the material is not the same as integrating it into one’s overall management performance. It is a point that hits the mark in identifying the essence of difference between knowledge acquisition and effective mastery of the skill in practice. In terms of the formal training, there is a consistent message within the commentary for training to occur early on in the transition.
 
Perhaps even more telling are the responses to the question eliciting opinion on what else is needed.  There is shared interest in mentoring and peer support as elements seemingly more valued than the formal training. This is congruent with the broader literature, notably Broad and Newstrom (1992), who devote a third of their book to the supports that surround training for the most effective integration of training concepts, including the use of training buddies (where both are trainees), and formal and informal mentoring possibilities.  It is also reflected in more specialty training articles such as Della (2004),  who argued that law enforcement training should be re-focused to better respond to their training needs. Acknowledging that some child welfare training is jointly done with police and reflecting on the commonality of philosophy in teaching adult service providers in these high risk fields gives strong impetus to foster the relevance of training and consider the method of training delivery and its supports. In both fields there is a perceived need to be competent in interpersonal skills as integral to the specific task focus; for example, both policing duties and child protection activity include certain intrusions into perceptually private situations that necessitate specialized skills in communication and de-escalation during crises to more positively affect task outcomes.

The question about the impact of changing child welfare climate on training needs evoked some of the frustration of keeping up amidst some competing demands, be they new staff with no experience drawing more time from new managers, to shifts from a focus on client needs to accountability for funding concerns, to managing change amidst the increased accountability in the child welfare field.  Such comments resonate with Hirst’s discussion about the inherent disconnect experienced by managers in their function as agents of change within climates of increased accountability (2001). A visible theme is the need to be more transparent at the management level regarding managers’ responsibilities and perhaps more importantly, more helpful about the structures available in which new managers can organize their teams’ work with a reporting mechanism to demonstrate and track the needed compliance and alliance.  Currently there is some propensity to have a system to check the first system to ensure reliability of information. This adds to the anxiety the new managers feel about the accountability measures they must meet, a challenge that arguably competes with their continued comfort in focusing on clinical issues to a point of imbalance within their job. Such points reflect the dichotomy of structure and order versus fluidity of response to circumstance perceived in manager’s tasks that Mintzberg (2004) describes.  One manager clearly made the link that more field research is required, and then results need to be integrated into system changes and processes.
 
The foregoing comments are seemingly supported by key informant responses. There is shared opinion that training is likely suitable but, in and of itself, not fully satisfactory for meeting new supervisors/managers’ development needs.  There is expressed concern that the management training via OCPTP does not address the full range of required knowledge and skills (OACAS memo, 2004).  Key informants identify mentoring and support back at the agency as pivotal to the enactment of training concepts into the practice repertoire. They also identify the reality of busyness and a limited tolerance for error based on the need for strong and effective performance from frontline supervisors/managers as limiting risk-taking behaviour in attempting new approaches. Emerging themes, also visible in the literature, are home-work balance and the degree of support felt by new supervisors/managers from their supervisors as relevant to success on the job (Anderson & Gobeil, 2002; Rooney & Leslie, 2004). One key informant was consistent throughout his/her responses in suggesting the availability and use of more evaluative tools to assist in the job would be helpful and is desired.  Key informants were unanimous in their identification that the coming transformation agenda will again bring a spike in training requirements, increased need for transfer of learning supports, and demonstrated skills in adaptability. 

Supervision 
There is some diversity in the responses about the role of supervision in increasing the effectiveness of managers. Three respondents describe the desire for a teaching element to be included in supervision, inclusive of overt communication about and confirmation of their growing competence and skill base. Their points align with the results of the field study in Australia, that professional development is needed in balance with the current major emphasis on clinical decisions and case compliance and alignment (Stanley and Goddard, 2002). Two managers were more focused on the communication needs between them and their directors relevant to task completion. Again, there was diversity in identification of outcomes for supervision. One manager was able to articulate the shared accountability that is inherent with effective supervision. Two were unable to identify outcomes though they described consultation and solution for task completion and a third clearly identified a need to feel better supported in his/her work. 

The relationship of supervision to the organization’s performance management system brought mixed answers. Three managers were clear that supervision is necessary and has a purpose in ensuring consistency in performance across the agency. One manager perceived no linkage between supervision and performance unless there was a “staff problem”, and another provided no response. One manager reported the lack of any formal performance evaluation since arriving to her management position. Taken together, it can be inferred that the review of task in association with performance assessment is not as overtly integrated and monitored as is desirable in an effective learning organization, and as advocated by Broad and Newstrom (1992).  This might explain the very strong representation in the responses that advocate for mentoring and peer supervision.  There is a perceived gap that new managers are identifying, and these proposed additions to the training and supervision agenda speak to a solution that new managers believe they can offer amongst themselves.  

Key informants are congruent in their recognition of the importance of supervision and the need for competence from their managers.  Themes of accountability for the work new supervisors/managers achieve within their unit, but also their communication and support in working across teams, consistency in their direction to frontline staff and application of policy and procedure, with diminishing dependence on others for consultation and decision-making are evident in the comments. They describe the importance of regular supervision as an important component of performance management, and as one key informant articulates, it is “within supervision that relationships are formed, skills and abilities are assessed and staff development occurs”.  They all endorsed a role for peer supervision, though notably the participant agency has no current practice or expressed agenda to meet this need. 



Common Thematic Core
The results indicate that new managers experience a steep learning curve on promotion to management. Despite the fact that managers have more than one year of management experience, their most reported alignment is with clinical case supervision responsibilities and tasks. The cognitive shift necessary to align their identified group of reference had not significantly evolved to management team thinking and the macro-organizational viewpoint; issues about contribution and accountability across function to other teams, what is known as ‘horizontal management’ in government, and upward within the organization did not surface in their comments. Their comfort appears to be chiefly derived from their clinical competence and their expressed challenges in transitioning and coping with the issues of organizational politics further confirm a need for greater focus on the management and leadership development end of their practice. Assistance in developing their capacity to work through others, and navigate the complexities of new hierarchical relationships is part of achieving an effective leadership balance as described earlier in Hersey and Blanchard’s task, behaviour and situational model (1982). 

The formal training as currently offered is reportedly not sufficient to launch new supervisors/managers according to this group of recently promoted managers. This in itself confirms other field reports to the OACAS that revisions to the curriculum are necessary and infers a certain endorsement of the work begun by the Training Advisory Committee at the OACAS. These managers are voicing that their experience in a crisis-driven, fast-paced field can support and does require faster paced training that recognizes the ability of this group of strong performers to analyse and synthesize quantities of information quickly.  

Their shared interest in mentoring and peer support surfaced in several responses, both from new managers and the key informant groups, and its significance to this group was woven throughout the verbatim responses.  Their perception that mentoring, peer support, or a buddy system is more functional for them than the singular reliance on the current formal training, gives a message that should not be understated.  From the human perspective, they have asked for more support in their learning transition.  The emergence of this view presents an organizational entreaty to respond to the gap (Shields & Milks, 1994). From even this small a sample, the results align with the findings of the literature review that training is a building block and only one element of a well-perceived training and development strategy.  Beyond the issue of revisions to the curriculum to correct for repetitiveness and basic material, these responses indicate that more is needed. The OACAS can certainly tackle the curriculum revisions and plans to do so as a provincial agenda. They can even strengthen its position and update its resources on transfer of learning to further the entrenchment of such strategy in the field, but the participant agency makes a specific case that at the individual agency level, supplementary planning and activity is still needed to support transfer of learning and provide meaningful managerial and leadership development experiences. Sending new managers to formal training does not meet the full articulated need. 

Limits of the Study
It was anticipated that the new supervisor/manager and key informant responses would provide anecdotal and experiential detail to highlight the expectations and experiences of new manager development and they did. The timing of the survey bears examination.  The Child Welfare Reform era is drawing to a close. The field is awaiting the results of the Child Welfare Secretariat work that is expected to define a transformational agenda affecting several elements of service delivery, the funding model, and attach a new demand for more training. It is known that accountability measures are expected to increase.  Such looming environmental change undoubtedly has increased the anxiety for new supervisors/managers who are just grasping an understanding of the current expectations. How that has influenced their perception of the readiness they feel post-management training is an unknown and unmeasured variable.

 It should also be noted that the survey data is qualitative, not quantitative, and is limited to a small sample. This limits the efficacy of the information. However, the survey results do provide some descriptive evaluation of the experience of being a new supervisor/manager in the current child welfare climate from the perspectives of the manager themselves, the mentoring directors and the field training specialist about the intrinsic value of current training, both formal and informal. It must be noted that these results are specific to this population and as such may not be generalizable to other agencies. Nonetheless, it would be surprising if the experience of supervisors/managers at the participant agency is an anomalous case. Only by undertaking larger and more quantitative approaches to researching this question would it be possible to know definitively whether the training and development deficiencies noted here are shared more widely within the system.

The last criterion of phenomenology relevant here is the question of whether other persons having the same experience would recognize the identified themes. Such inter-subjective corroboration would increase the interpretative probability and perhaps reasonably enhance the power to convince others of the relevancy of the described points. 

Other Models of Training and Development/Smart Practice
As mentioned in the introduction, British Columbia and Alberta, as the provinces of comparison, were recommended as those most influential in leading training development for child welfare in Canada. The training in child welfare in these provinces has included competency-based components, there have been reviews of the sufficiency of the training, and exploration of supplementary initiatives has already progressed.  An additional point meriting their special consideration is the current child welfare partnership between British Columbia and Alberta that is further coordinating their programs to produce key deliverables in the areas of child welfare smart practices, database development and strategic planning. By aligning with their training development and gaining from their experience, Ontario, as another large province, can contribute to a broader national training perspective for child welfare. An added benefit is the increased transferability of knowledge and skill when child protection staff exercise mobility in inter-provincial career moves. While other provinces, including Manitoba, are also utilizing competency-based training programs, their development has been concurrent with Ontario’s initiatives (and utilizing IHS initiatives), or follow Ontario, like Nova Scotia, for example, rather than inspiring further development. 

Similarly, in 2003, Scotland undertook a review of its leadership and management development in social work services with specific view to the relevance of their training, including managers’ reports of their experience with that training, and developed key recommendations. As such, it offers an international viewpoint to local child welfare training development, and a point of comparison to the managerial feedback of this current research.

The British Columbia experience 

The benchmark reference influencing the current state of child welfare in British Columbia is the Gove Inquiry into Child Protection. Completed in November 1995, the Gove report contained some 118 recommendations for changes to the child protection system including one for the provincial Ombudsman to oversee, by way of a public process, the implementation of those recommendations. Therefore, in March 1998, the Ombudsman released her report entitled Getting There, which included updates to the implementation of recommendations including the seven recommendations relating to qualifications and training for supervisors in child welfare and their clinical supervision of frontline child protection caseworkers. Research at the time of the inquiry found that many supervisors were dissatisfied with the training they received on case supervision (Gove, 1995, p. 2). It is noteworthy to consider the teachings of these seven recommendations and compare and consider Ontario’s current situation.   

Recommendation 108, in part, required “training in all aspects of child welfare” as part of the overall plan for child welfare reform (Ombudsman, 1998, p. 108). Recommendation 23 stated that “In addition to having social worker qualifications and training, supervisors should have specialized training on how to supervise” (Ombudsman, 1998, p. 82). Recommendation 26 stated that “All social work decisions and plans that are required to be countersigned by a supervisor should in fact be signed by a duly trained supervisor” (Ombudsman, 1998, p. 82). Recommendation 28 stated that “Supervisors must have adequate time to provide social workers with supervision” (Ombudsman, 1998, p. 82).
Recommendation 33 in turn stated that
Clinical supervision needs to be an integral part of the delivery of 
child welfare services. For this to happen, supervisors need to: 
	be professionally qualified,

receive training in clinical supervision skills and
be rewarded for making clinical supervision and mentorship a key
	part of their daily activities (Ombudsman, 1998, p. 82).

Gove’s rationale is relevant in that supervisors need to be experienced clinicians, with additional ability to supervise cases, train and coach frontline social workers and conduct day-to-day management and administration. The report further indicated that British Columbia’s many supervisors lacked professional social work qualifications and training, and had no supervision training. These were considered significant weaknesses to the functioning of the child welfare system.

Recommendation 34 addressed supervisory responsibilities from the perspective of performance assessments.  It stated that 
Annual performance assessment needs to be an integral part of the
delivery of child welfare services. For this to happen:
	supervisors need to receive training in conducting annual performance 	assessments,

supervisors and social workers need clearly articulated expectations 	about what will be assessed, what criteria will be used, and what 	professional development opportunities will flow from the assessment 	process, and
the annual review of a supervisor’s own performance needs to include 	an examination of how conscientiously the supervisor has conducted 	annual performance assessments of social workers (Ombudsman, 	1998, p 84).

Such expectation in Ontario is provided for in the manager series training, but as already noted completion of the training is not fully monitored or required as already argued. In some agencies, like the participant agency, other supplemental training is offered and is often seen as more beneficial since agency-based training can be more congruent with agency specific union contracts. But this does increase the variability of the level of proficiency individual managers and agencies achieve regarding performance management standards.  


Recommendation 57(d), advocated that schools of social work in consultation with the ministry, review social work education such that there be “advancing training opportunities for . . . supervisors in clinical and administrative supervision in child welfare through MSW and management programs”  (Ombudsman, 1998, p 140). As a forward thinking recommendation, it is not surprising that most provinces have made limited progress in this area. While many bachelor level programs of social work in Canada have an optional credit in child welfare, a web search of university programs failed to identify any master level programs that offer such specificity of courses for child welfare supervision.

In response to the Gove recommendations, the British Columbia Ministry developed plans for child protection supervisor training consisting of ascending levels of competency from those that they bring to their supervision job through to those dealing with case practice and leadership training via two one week modules of training (Ombudsman, 1998, p 84).  Included in that development plan was a commitment to provide supervisors with a personalized professional work plan, and development of  the supervisory skill to complete performance appraisals for their staff, with built in accountability for performance development.  Currently, Ontario has no such provision for a personalized work plan as an outcome of training, nor does the participant agency model this requirement.

This program of training recognized three distinct elements to competency: academic qualifications, new employee training and entry level testing. Testing for competence was seen to be relevant as child welfare/protection courses are not mandatory requirements of degrees in social work. Gove went further by stating that “knowledge, skills and abilities may well be an important hiring tool, but does not substitute for a BSW”, and advocated explicitly that supervisors should have an M.S.W. (Gove, 1995, p 3; Ombudsman, 1998, p 82). In Ontario, there is no provincial standard for hiring into child protection positions and there is discrepancy about qualifications for hiring to frontline and supervisory/managerial positions. Some agencies hire only social work qualified staff with B.S.W. or M.S.W. degrees, while others will hire generalist B.A. degree people in part due to perceived undesirability of some geographic areas, and in some cases, by design, for example, to advance native staff in areas of predominant native populations. The participant agency does align with this smart practice with an already existing internal policy requiring a B.S.W. for frontline protection staff and an M.S.W. degree for managers.  

As described earlier, training practices in Ontario vary. Competency testing is not implemented within the field, though this has been talked about since the beginning of the OCPTP activity, and some pilot testing has just recently been attempted though results have not yet been communicated to the field.  At the participant agency, there is an expectation of completion of the manager series training, and supplemental organizational sessions with the field training specialist. 

In British Columbia, the research shows that Ministry provisions for professional development are under-used because the Ministry does not normally provide replacement workers and professional development is not included in the annual performance appraisal system. The same issue can be said to apply in Ontario; agencies do not have the funding support to backfill staffing capacity affected by training needs. The remaining staff absorbs the work and as such any increase in training demand, and the resultant training absence, is a stress felt by the whole team. Most agencies, including the participant agency, incorporate some accounting of training progress in the annual performance appraisal.

 The Gove Inquiry concluded that child protection social workers should devote 24 hours per year to professional development and that the Ministry should reward employees who take this initiative (Gove, 1995, p. 4). There is no prescribed number of training days per year for supervisors/managers in Ontario, but the participant agency has a comparable practice supported by an internal policy authorizing five training days per year in addition to any Ministry determined mandatory training days. 

The Alberta Experience
Alberta’s Child Welfare Casework Supervisor Functional Profile describes responsibilities similar to the Ontario supervisor/manager with congruence of working conditions that include dealing with the most complex cases, which involve exposure to aggressive and violent individuals, a lack of control over pace and volume of work, time constraints and significant pressures and stresses created by the nature of the work (Government of Alberta, 2005). The document explicitly describes responsibility for the supervision and training of social workers including “knowledge of supervisory principles/practices which support and encourage workers in case management by using a model of social work supervision” (Government of Alberta, p. 2), but does not articulate the elements of training for either the frontline social worker or the supervisor themselves.

Similar to Ontario’s child-centred, family-focused model of intervention, the Alberta Response Model focuses on ensuring that appropriate supports are available in the community for parents and families in need to overcome the at-risk circumstances (Alberta Children’s Services (ACS), Business Plan 2002-2005, p. 70).  In this document, training is focused solely on the casework requirements that shifted as part of the new initiative although reference is also made to developing “a strategy to attract, retain develop and promote staff skills across the ministry in keeping with government’s corporate human resource development strategy” (ACS, 2002, p. 78). However, these skills were not specified and no time lines were attached. 

In October 2003, the Minister of Alberta’s Children’s Services and the Minister of British Columbia’s Children and Family Development entered into a partnership on child welfare with the shared vision of producing key deliverables in the areas of information sharing on child welfare smart practices, database development and strategic planning. 
One focus of this partnership was the Alberta Child Welfare Training initiatives including a Competency Project, which involved the sharing of competency-based training curriculum, and joint training of child welfare workers and family violence shelter workers (Memorandum of Understanding, 2003). 

The Alberta Public Service Experience
Overarching the child welfare specific focus to training, the Alberta Public Service (APS) adopted a corporate learning strategy in 1996 that applies to all government employees. It is centred on a move toward the government as a learning organization that is motivated by and skilled at creating, acquiring and transferring knowledge with a view to measurable improvement. The APS definitions concur with the earlier literature review in stating that leadership is about vision and strategy, and management is about action and results. The APS learning strategy is characterized by five main activities that are applicable to child welfare: systemic problem solving, experimentation with new approaches, learning from the organization’s own experience and past history, learning from the experiences and smart practices of others, and transferring knowledge quickly throughout the organization (Government of Alberta, 2004; Garvin, 1993).

The program involves several strategies employed in learning initiatives that overlap those mentioned earlier in the literature review, specifically: mandatory training programs focused on skills considered essential to the job; provision of learning resources rather than training programs where employees choose the subject matter, timing and method of acquiring new knowledge or skills; action learning initiatives that bring together employees from across the organization to solve real organizational issues;  establishment of a minimum number of training days per employee per year; dedicated training monies per employee where either the employee chooses or an organizational process provides training approval; and compensation approaches where some organizations provide pay for  specific knowledge or skill bases (Drucker, 1974; Fulmer & Conger, 2004; Government of Alberta, 2004; Yukl, 1989). 

If we consider that in the child welfare field, program delivery requirements are in a state of flux, and client expectations vary and cannot be met by a predetermined model, staff must be capable of learning and adapting behaviours to new expectations. In order for agencies to achieve their business plans and rise to the change challenge, organizations will need people who understand the organization’s direction and expected outcomes, align their competencies and performance with the requirements of the organization, are productive, creative and innovative and are constantly adapting growing and developing (Senge, 2004).  The APS policy on training and development allows individual departments the flexibility to support learning in whatever manner is appropriate to their circumstances and supports the overall corporate learning strategy.  The APS has defined competencies as “any attitude, skill, behaviour, motive or other personal characteristic that are essential to perform a job or more importantly, differentiate superior performers from solid performers”  (Hay Group, 2003, p. 2), an operational definition that has congruence with the definitional concepts from the literature discussed earlier (Bass, 1990; Mintzberg, 2004).

The APS competencies utilize an integrated approach to support multiple applications and initiatives and allow for comparability of results. Similar to the IHS process, the competencies are grouped into two categories - core and role-specific - to distinguish those that apply to all positions and those that are specific to certain roles. There are seven core competencies and eight role-specific competencies. Core competencies are adaptability, client focus, communication, organizational awareness, problem solving and judgment, results orientation and teamwork.  The role-specific competencies are developing others, innovation, impact and influence, leadership, relationship building, resource management, self-management and strategic thinking. What is noteworthy is that the technical skills of the position are not included in the competency framework. Instead, each competency is aligned with strategic goals of alignment, commitment, versatility, competence and well being, with a number of levels for each competency, which are reflected as levels of excellence.  These performance targets are customized based on job requirements and developmental needs.  Despite the variance in labels and groupings the APS model again articulates a composite of competencies, both generic and specialist, from which effective job performance is benchmarked and trained.

The research of the Hay Group indicates that competency development best takes place through a combination of on-the-job experience and challenging job assignments, relationships and feedback from the work group, training and formal education, and off the job learning (Hay Group, 2003, p. 4). Options integrated into the learning initiatives then include developmental assignments that provides an employee with an alternative work experience to support ongoing experiential learning; secondment, which is defined as a temporary assignment to another position or set of duties; job rotation, which means assignment to another team or unit to broaden skills; cross training, which is temporary and does not involve a reassignment; position enhancement where specific duties are modified to meet a personal development objective; and position exchange where there is an exchange of managers and senior professionals across organizations to create stronger partnerships. Overall, the model is congruent with smart practice components as discussed in the literature review and builds the knowledge that training is not simply a finite event but a continuum of complementary and sometimes overlapping activity.

Scotland’s Experience
The Van Zwanenberg study explored leadership and management development in social work services in Scotland. In September 2002, the Social Work Services Inspectorate (SWSI) of the Scottish Executive commissioned the Scottish Leadership Foundation (SLF) to undertake research on the career paths, training and development of social work services managers and leaders.  In addition to identifying the existing experience of leadership and management training and development, and assessing views from existing managers and leaders about what training and development would be needed for the future, the study also addressed the critical challenges and changes facing social work services leaders and managers and how these would impact on their training and development needs with respect to management and leadership (Van Zwanenberg, 2003).

Methodologically, the study utilized a combination of questionnaires, personal interviews, and focus group discussions and the results offer some points of comparison for the experiences described by the new managers of the participant agency. It is affirming to note that the results from the participant agency have points of alignment with this larger qualitative research of Van Zwanenberg with Scottish social work and child welfare managers.  

The study noted that most training was largely social work specific, and less likely to include training on leadership and management at the middle management level. Further, most of the training was procedural focussed (transactional) and delivered in-house. Van Zwanenberg detailed eight areas of management and leadership needed for social work managers that conceptually reflect the competencies identified by the National Network for Social Work Managers discussed earlier:
	Change management – the theory and practice of successful change management;

Partnership working – theory and practice of working in partnership for service delivery;
Cross-organizational working- working, leading or managing teams that involved staff from a number of different organizations – what is known as ‘horizontal’ management in the public management literature;
Multi professional teams – working, leading or managing teams of staff drawn  from a range of different professions, who may or may not be working in the same organization;
Complex change – change issues that involve a number of different elements from political and strategic to service planning and delivery;
Stress management – both for the manager themselves and for their staff groups;
Personal impact – training and development on issues such as personal image and impact, influencing style and negotiating skills; and 
Leadership – exploration of leadership issues for the individual and his/her organization (Van Zwanenberg, 2003, p. 10).

Additionally, there was general agreement from Scottish managers that the most critical developmental support was gained from the following (listed in order of frequency and priority): role models, mentors, coaching on the job, peer support, good quality training, learning from others including other professional groups, and learning from different situations (Van Zwanenberg, 2003). The conclusions derived from this report further support the importance of any formal training program being supplemented by work-based interventions such as mentors and/or action learning. It provides a direct point of support for the participant manager and key informant comments described earlier.

The challenges of the future that were identified have some commonality to the Ontario experience for Children’s Aid Societies.  In particular, service integration issues, that is to say, moving toward flatter structures and the impact on children’s services and justice services, new structures of partnerships, ongoing changes to child protection issues, and fears about the impact on the structures of social work services all resonate. The commonality between Scotland’s experience and Ontario’s child welfare climate offers some imperative to a consideration of their training structure as a noteworthy informant about possible improvement to the Ontario training and development initiatives particularly as the research by Van Zwanenberg advocates the development of an explicit competency and capability profile for social work services managers and leaders. The parallel is perhaps best reflected in the following quote:
Recurrent themes in this area were the role of professionally qualified
social workers and social service managers in an integrated service
delivery world characterized by a range of cross-professional and cross-organizational partnerships and the continuing and continuous change
agenda and the impact of current and emergent policy on service design 
and service management (Van Zwanenberg, 2003, p. 17). 

The increasing emphasis on child protection issues was also a concern noted to be detracting from the broader perspective of preventative and developmental work with families, again much like the political circumstance of child protection in Ontario. A further significant issue identified was the requirement of a leadership role in situations where many of the key players and the resources are not under the managers’ direct control. And, on the individual level, it was noted that little or no time had been spent on issues of personal development and support. Moreover, part of the problem was the ability to create this time. 

An effective leadership and management development program was argued to comprise of the following elements:  personal development with 360 degree feedback; personal review of challenges using a personal development plan with key milestones and identification of a personal coach or mentor; personal impact development with special attention to influencing skills, negotiating skills, communication skills, and developing personal profile and resilience; a core curriculum inclusive of critical, strategic and creative thinking, planning, implementing, accountability, responsibility and governance, management of budgets, staff standards and quality measurement and monitoring of outcomes; team leadership including leading as a professional within a team, leading a multi-professional team, leading across organizational boundaries, and leading culture change to develop a learning culture; leading change, managing the politics of change and managing transitions; managing performance including specifying outcomes, quantitative and qualitative measures,  managing performance for continuous improvement; and building relationships for collaborative working, models and practices of partnership, leading mergers and service integration. Again the language is different, but the persistence that formal training requires a supportive framework of on-the-job supervision, mentoring and evaluation are very evident.

In summary, the points made within the reviews of these selected jurisdictions concur with the reviewed literature, and present evidence that the effective development of new supervisors/managers in child welfare requires more than one intervention strategy, formal training.  Beginning with the choice of incumbent, usually and wisely an experienced frontline practitioner (selection and placement), the smart practice process arguably should include a formalized development plan incorporating competency-based training, preparation for learning, mentored opportunities to try to new skills (training and development), and supervision that reviews the learning and practice integration (situational engineering). 

 Conclusions and Recommendations
“Social work administration is defined as leadership activity in social services agencies, both public and private, that makes possible the provision of services to client populations by translating social policy into social programs” (Perlmutter, 1990, p. 4). There is field support that the route to social work administration is best travelled from the starting point of direct practice experience in social services. It is noted that the challenges involved in transitioning from direct service to middle management are significant, and require recognition and acceptance that completely different skills and orientations are appropriate for these diverse roles. The direct service child protection worker is focused on the particular, that is, the individual and family or community in a hands-on intervention approach. The supervisor/manager, on the other hand, focuses on the system within a process of delegation and needs to be cognizant of several factors in the external environment that affect the climate and functioning of the organization: turbulence in the environment, especially changes in Ministry directions and funding; value shifts, which may be defined by changes in legislation or society in general; or new 
technology, which is often seen as an impingement on the true work of child protection. Thus, the very qualities that are supported and encouraged in the development of a competent clinician are often antithetical to managerial performance. 

If it is deduced from the literature review and the foregoing research that good management is essential to the success of organizations, then new supervisors/managers who supervise frontline protection must be qualified and exhibit management skills to achieve and maintain effective service delivery. There is no arguing that there are a lot of regulations attached to the day-to-day tasks of child welfare and a lot of practice standards that are both regulated and audited. Keeping instructions and tasks clearly articulated and up-to-date are tremendous challenges and a real concern for the new supervisor/manager trying to navigate his or her new role and responsibilities. Often system changes are cumbersome and unevenly understood or supported, resulting in dips to compliance measures before performance reaches its balance. 

The overriding challenge becomes how to assist new supervisors/managers to think and act like managers in the early transition from frontline worker to manager. Congruent with Huy (2001), an underlying assumption in the promotion of experienced child protection social workers to direct service supervisor/manager positions is the transferability of knowledge and skills for clinical supervision. While it is laudable that new supervisors/managers focus their time and effort on attending to their teams’ direct service delivery issues, the organizational need for leadership from these middle management positions demands more than solid clinical steermanship.  Managers need to face those juxtapositions in order to arrive at a deep integration of the contradictions of the various expectations.

New child welfare managers must understand the dynamics of good leadership and good management as complementary requirements to good organizational care. An action plan is needed to assist them in effectively manoeuvring from a theoretical understanding of the literature to an effective training and development strategy.  The process of assisting new managers in getting from the starting point to effective management and effective leadership has to include visionary and functional steps.



Future Directions
Talent or a natural affinity in one’s field is one thing – its practical mastery is quite another.  Maturing of any complex talent requires a combination of motivation, character and opportunity (Gardner, 1990).  The question that emerges is how to create the best circumstances for the new manager to maximize the potential of learning and development in a fast-paced, crisis-driven, externally turbulent field?  There are significant themes identified from the literature, experiential information from those who have lived the experience, and some themes from other jurisdictions to consider.  

The literature has some congruence in the major components of leadership and management development strategies.  The language has some difference and the ranking of importance varies, but the literature shares a common view that the best approach is an inclusive approach. While much of the literature acknowledges that training is the most widely used approach for improving leadership, there are other components that should not be overlooked (Bass, 1990; Yukl, 1989). Selection and placement, a process of finding the best match between position requirements and manager attributes, is a foundational consideration that sets the stage for ongoing development and career success. And where that option is already spent or not possible, situational engineering can repackage the tasks and responsibilities as an alternative method for improving job compatibility with the management and leadership skills of the incumbent, and ultimately jettison the preparedness for the next position. 

However the circumstance develops, once the person is in the management situation, competence development is a continuous journey. Regular supervision is the foundational strategy, a benchmark for managerial and leadership communication between the new supervisor/manager and his/her director, and the new supervisor/manager and his/her child protection workers and other staff.  A sound framework for supervision can conceptually set the stage for the development of a learning-performance climate in the individual organization. One basic step is the development of appropriate policy and procedure to guide the purpose and expectations. A proposed policy and procedure for supervision is attached as Appendix C.  

Training is the next significant strategy, most effective when it is inclusive of formal training opportunity - including technical skill development, conceptual skill development and interpersonal skill development – and informal to more formal opportunities for mentoring, and on-the-job coaching and rotation of managers through a wide variety of assignments (Behn, 2003; Mintzberg, 20004). It is relevant to investigate how the context of specific situations and the sets of relationships within them operate to determine what competence is in any given organizational circumstance (Mahoney & Rand, 1990 cited in Morton & Salus, 1994; McKenna, 2004). As articulated by McKenna, it is not the ‘telling of stories’ but the use of them to understand the functional nature of managerial competence that is most relevant. An abstract clinical accounting of a number of competencies to be mastered does not present a cause and effect relationship with managerial and leadership success. As such, it is the new manager’s challenge to absorb relevant information from the formal training, and contextualize it within interpersonal relationships in smart and political ways that set the context for success within the organization.  Figure 1 provides a visual image of this relationship - task and relationship behaviour, and situation within the broader environmental context - and situates it predominantly in the training and development phase of the managerial/leadership development continuum that has been discussed.  It is shown overlapping both selection and placement and situational engineering as development opportunities also exist and come into play in these sectors as described earlier. 
Figure 1: Managerial/Leadership Development Continuum
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(inspired by Yukl (1989) and Hersey and Blanchard (1982))
Much of the management development in child welfare, it seems, is conducted informally by individuals working with their new subordinate managers in supervision.  It was argued in the literature that managers are more likely to learn relevant leadership skills and values if they are exposed to a variety of developmental experiences on the job, with appropriate coaching and mentoring by superiors and peers. Some characteristics of experiential learning found to be predictive of later success for managers include diverse experiences that require adaptation to new situations, assignments that broaden a person’s perspective, challenges that the manager must face alone and opportunities to make mistakes, evaluate them, and learn to handle failure (Yukl, 1989).  Managers also learn appropriate values and behaviours from superiors who provide positive role models for them to emulate, a point that also surfaced in the key informant responses about supervision.

Table 1 below describes four pathways of development activities that reflect the themes from the literature and the results of the limited experiential research of this paper. They are intended as practical suggestions for consideration in balancing the learning opportunities for the newly promoted supervisor/manager. 
Table 1: Four pathways of managerial and leadership development activities
Organizational perspective enhancing
Education/Training
Self-directed learning 
On the job experience
Cross functional assignments, or participation on cross departmental teams

Exposure to multiple levels of decision making: senior management team, board of directors, OACAS committees, Ministry committees

Participating in community of practice activities intra- and inter-organizational

Participation in recruitment and selection of new staff
Supervisory or management training including competency based training

Clinical casework supervisory training

Technical upgrading 

Educational upgrading (degree or diploma programs)

Professional memberships 


Professional reading

Career planning

Focused research

Self paced e-learning

Internet research 

Self assessments
Coaching others – supervision of others

Being coached on specific assignments –supervision of self

Receiving constructive performance feedback and recognition

Representing department/organization at meetings.

Presentations to internal or external groups

Working on special projects

Preparing service  proposals 

Presentations to the Board of Directors
(Adapted from the Government of Alberta, Development Ideas Fact Sheet, Jan 2005)

A solid competency model of training is a basic part of the advocated framework. The comparisons with Alberta and British Columbia show the Ontario model is once again in need of revision to keep up with changes in the field.  It is indeed timely that the OACAS has initiated a review of new supervisor/manager training. Recommendations regarding that training are beyond the scope of this paper. However, it is expected that those changes will serve to further enhance the arguments presented in this paper, namely that the training, however contemporary and solidly researched, still requires the transfer of learning supports for a fully effective managerial and leadership development strategy. Such transfer of learning supports include the range of self-directed learning activities identified above that can be both formally or informally constructed. Exposure to activities across the pathways will arguably enrich the breadth of strategic experiences and enhance the new supervisor/manager’s understanding of his/her role in organizational compliance and alignment. It is hoped that this construct will prove to be a useful supervisory job aid. Utilizing these pathways to inform individualized learning and development plans will focus the managerial and leadership development activities in a smart practice framework. From this perspective, the learning process can be cyclical, overlapping in experience, and frame the relevance of relationship development, task outcomes and situational competence. It would also facilitate the functional work needed to develop the sense of ownership of agency direction and decisions that is pivotal for organizational alignment and compliance. One framework for a proposed learning platform and personalized professional development approach is attached as Appendix D. 

The literature does support that formal mentoring programs are successful in building leadership and other technical and organizational political skills but there are limits to its application (Kram, 1983; Lewis & Fagenson, 1995). To begin, such efforts must include conducting an investigative needs assessment, establishing clear program objectives, providing mentor and mentee role descriptions and training, and providing clear procedures to monitor and evaluate the program. This would obviously involve a fair commitment of agency resources for an organization with relatively little manpower assigned to training. Though desirable, the intensity of work involved is likely to impinge on the organizational enthusiasm to shepherd such a project through to fruition in the immediate future.  More reasonably, in response to the managerial viewpoints represented, it is likely that a collaborative process for pairing of new and experienced managers might evolve as a semi-supported informal relationship with some mutually agreed upon guidelines.  As an enhancement to supervision, ongoing mentoring and networking would likely assist with the individual perception of job support and arguably enhance job satisfaction. Receptivity to such peer mentoring may be influenced by the managers’ perceptions of their need for supervision based on the current supervision practices, which new managers report have not focused on outcomes.  Increasing that accountability may inadvertently create learning anxiety due to a perception of increased scrutiny for those currently in the new manager category. On the other hand, it is another step forward in embedding knowledge, evaluation and accountability into everyday work processes throughout the organization and would work to enhance the linkage between supervision and personal and organizational competence. 

Appendix A
Survey Questions

Questions for new supervisors/managers:
	
Describe your role as a middle manager?

What management/leadership skills did you have when you were promoted? (Consider the definition of leadership as “any time one attempts to influence the behaviour of an individual or group” and management as “working with and through individuals and groups and other resources to accomplish organizational goals”)

What struggles/adjustments/learning did you experience?

What was the most important transition for you coming from front line to management?

Have you completed the mandatory training? 

Is the current training suitable and sufficient? Please explain.

How confident are you that you will be able to use what you learned in training in your current job?

How did the materials covered help you to improve your performance?

What else is needed?

What is the role of supervision in increasing the effectiveness of managers?

What are the outcomes of your supervision? How do we know? 

How does supervision relate to the organization’s performance management system?

Is there a place for peer supervision for managers?

What is the impact of changing child welfare climate on training needs?



Questions for key informants:

Describe your role in supporting newly promoted managers?

What skill development needs do you identify for newly promoted managers?

What struggles/adjustments/learning do you understand new managers are experiencing?

What do you consider the new managers most important transitional learning/experience?

Do you consider the current mandatory training to be suitable and sufficient?  Please explain.

How confident are you that new managers are able to implement the training content?

Can you offer examples of how the training assisted new managers in their performance?

What else is needed?

What is the role of supervision in increasing the effectiveness of managers?

What are the needed outcomes of supervision for new managers? How do you know if that is achieved?

How does supervision relate to the organization’s performance management system?

Is there a place for peer supervision for managers?

What is the impact of changing child welfare climate on training needs?

Appendix B

Letter of Instruction about Participation in Research

The Topic: Managerial and Leadership Development for Supervisors/Managers in Child Welfare - A Search for Smart practice

You are asked to participate in a research study conducted by Jennifer Penton, student in the M.A (Leadership) program, Faculty of Management, University of Guelph under the supervision of Dr. Tim A.  Mau, faculty member in the Department of Political Science at the University of Guelph. The results will contribute to the directed research project leading to a referenced, professional report on supervisor/manager development in child welfare.

If you have any questions or concerns about the research, please feel free to contact Jennifer Penton at 519-753-8681, ext 201 or Dr. Mau at 519-824-4120, ext. 52170.

Purpose of the Study
The survey research is intended to elicit anecdotal and experiential commentary from selected informants about the inclusiveness of current training experiences, transfer of learning activities and supervision experiences for new supervisors/managers in child welfare. 

Procedures
If you volunteer to participate in this study, we would ask that you do the following things:

As a selected participant, you are asked to particpate in an anonymous survey, delivered by e-mail and returned in print by office mail. The survey will ask a series of open ended questions on the topic described above, with a deadline for response of two weeks. The survey completion is expected to take no longer than 45-60 minutes.

Survey findings will be made available to participants in a summary format. 

Participants will be able to access the final document upon request after July 15, 2005.

Participants can make this request at time of survey or any time thereafter.

Potential Risks and Discomforts
The risks are considered to be minimal for participation in this research. There are no physical or financial risks involved. It is acknowledged that there may be some perceived discomfort in answering questions about the challenges of transitioning from frontline staff to middle management for those participants who have recently transitioned. The survey questions are being posed by an investigator student who holds a senior management position in the organization, though this is a recent promotion itself.  There is no potential for outcome that would affect professional standing.  There are no other reasonably foreseeable risks for selected participants. 

Potential Benefits to Participants and/or to Society
It is expected that the research will contribute to organizational knowledge about supervisor/manager development, provide some analysis of the expectations about current training and identify transfer of learning needs that could be supported in a supervisory structure. It is possible that recommendations could influence the training, transfer of learning activity and supervisory structures utilized by the Agency.  

Payment for Participation
Participants will not receive payment for participation.  However, it has been approved internal to the organization that the time for participants completing surveys on this topic will be considered work time not personal time.

Confidentiality  
Every effort will be made to ensure confidentiality of any identifying information that is obtained in connection with this study.  The survey has a method of delivery that offers anonymity.  Participant names will not be attached to written/electronic notes nor released in the draft or final reports. Individual survey information will be destroyed on or before July 15, 2005 by shredding.  Audio or videotaping is not part of the research process. Notes will be electronically contained with password identification required for access.

Participation and Withdrawal
You can choose to participate in this study or not. If you volunteer to participate, you may withdraw at any time without consequences of any kind.  You may exercise the option to withdraw your survey information in part or in full from the study. You may also refuse to answer any questions you don’t want to answer and still remain in the study.  The investigator may withdraw you from this research if circumstances arise that warrant doing so. An anticipated event that might contribute to a partial or full termination by the investigator without regard to the participant’s consent is if the participant data is considered to be identifying of the participant. 

Rights of Research Participants
You may withdraw your consent at any time and discontinue without penalty. You are not waiving any legal claims, rights or remedies because of your participation in this research study. This study has been reviewed and received ethics clearance through the University of Guelph Research Ethics Board. If you have any questions regarding your rights as a research participant, contact:
	
Research Ethics Officer		Telephone: (519) 824-4120, ext. 56606
University of Guelph			E-mail: sauld@uoguelph.ca
437 University Centre			Fax: (519) 821-5236
Guelph, ON  N1G 2W1

Appendix C

Supervision Policy and Procedure

Introduction: 
This policy and procedure is intended to provide a clear definition of supervision and the manner in which it is operationalized within the Society.  Supervision and its application is a critical component within an organization and the primary vehicle for communication within the Agency's system. Through effective management practice, Agency service to the community can be enhanced and the society's mandate of protecting children can be more effectively met. 

Policy: 
Supervision represents an explicit goal-directed, contractual inter-personal relationship between an employee and his\her manager. It has jurisdiction over all aspects of job responsibility, performance and evaluation, and the provision of all services within the Agency's prescribed mandate. The supervisory process will lead towards the professional growth and development of the individual and therefore should include shared decision making wherever possible.
 The functions of supervision will include the following:
Job performance: To ensure the adequate performance of the job according to prescribed legislation and defined Agency standards. This is the primary function of the supervisory process and encompasses the provision of adequate resources along with the support and direction required in order to facilitate effective decision-making. 
2.	Ensuring Job Definition and Role Clarity: Through the supervisory process, a clear mutual understanding of the tasks to be performed, and the relevant legislative and Agency standards should be understood. Each person's role in relation to their colleagues and the overall Agency system must be clarified within the context of the supervisory relationship. 
3.	Training and Education: A critical component of supervision is assisting employees in increasing their professional knowledge and understanding in order to improve their professional practice skills. This activity may include formal and informal opportunities. This commitment is crucial at all stages of the supervisory relationship, from the introduction of a new worker to the child welfare field to the ongoing challenges facing senior management.
4.	Evaluation: In order to ensure that effective service is provided to the community, it is essential that there be ongoing and regular evaluation of staff performance. The evaluative process should be as objective as possible and should include input from the employee and his/her supervisor. As a formal process, evaluation within a managerial relationship should endeavour to determine the extent to which the employee is achieving the requirements of his\her job responsibilities as defined by the organization. This process should be directly linked to the training and educative component of supervision, in order to ensure ongoing employee learning and performance improvement. 
5.	Motivation and Support: Recognizing the stresses and pressures related to the provision of child welfare services, the supportive aspects of the supervisory relationship are most important. In assisting employees in adjusting and coping with job related stresses, the manager is ensuring that staff members are emotionally prepared to provide effective service to the community. The ongoing positive motivation of staff members is also seen as a crucial element in an effective managerial relationship. 

Types of Supervision:
There are several ways in which supervision can take place:
1.	Individual Supervision: This model of supervision is consistent with the emphasis on supervision as a goal-directed, contractual, interpersonal relationship. This style of supervision is the primary model used within the organization because it recognizes the importance of one-to-one communication and the ability to risk and expose job-related weakness within the context of the supervisory relationship. 
2.	Group Supervision: This model of supervision involves meeting with a group of staff members who have similar job responsibilities. It is particularly helpful in order to address issues of common concern or where common training needs can be met in a group setting. This model is not intended to replace individual supervision but rather it is a supplement to this form of supervision. 
3.	Ad-hoc or Informal Consultation: This form of supervision involves the many unplanned but necessary contacts between staff and their managers during the day. The manager and his\her staff members should develop a clear understanding of when this type of consultation is appropriate and required. Development of clear expectations is essential so as to avoid interruptions of other supervisory sessions or managerial tasks, and to promote a sense of control and planned response within the organization.
4.	Direct Observation: At times, it is appropriate for the work of staff members to be reviewed and evaluated directly by his/her manager. This form of supervision allows the staff immediate and accurate feedback regarding skills directly related to their job responsibilities. 
The Team: This form of supervision may be different from group supervision because items related to Agency systems and procedures, as well as information sharing may occur at the team level. Team meetings are also an excellent forum for the promotion of team morale and team building, which are important elements in the development of a healthy workplace culture. 


Procedure:
Frequency of Supervision:
Individual supervision sessions for all staff are to take place on a regular planned basis. Planned time is expected to be set aside and protected for this purpose. This approach will assist both the employee and his/her manager in viewing supervisory sessions as a valuable resource in the provision of effective and efficient services to the community. 
The frequency of individual supervision may vary depending on the nature of the job and the individual needs of the staff member. For child protection workers, the minimum regular individual supervision time shall be no less than once per month. Employees with the benchmark or alternate qualifications with little or no experience require more scheduled supervision time than those with demonstrated competence. Supervision will be of sufficient time for managers to ensure compliance and alignment with Agency requirements.  Group and team supervision shall be held on a regular planned basis.
Setting:
It is preferable for supervision sessions to be conducted in a quiet, private setting which is conducive to open, honest consultations. "Hallway supervision" is not encouraged. Conducting supervision within such a setting fails to respect client and worker confidentiality and is not conducive to effective planning and decision making.
Supervision Documentation:
All managers are encouraged to use the prescribed Agency format for the recording of supervision discussions and decisions.  Currently there are two approved formats: the electronic supervisory casenote, or the carbonated pages. Supervision notes will be signed and dated by the manager. The supervision notes should reflect both the clinical notes related to work tasks and case decisions, and information related to areas of professional performance and development.  Notes should regularly reflect consideration of a range of items for discussion including employee strengths/ weaknesses and areas for further development, updates on projects and training, and assessment of attendance and time management.  The frontline caseworker will document clinical casenotes separately for inclusion in the case file. Formal supervision must be documented; ad hoc supervision should be documented when important decisions and changes in case direction are made. 
Caseload Reviews:
Managers and child protection workers together will review every child protection case and every child in care case on a regular basis, and at least once every thirty days noting the last face to face contact date, the next face to face contact date and the planned frequency of contact dates. Verification of caseload documentation is expected as a regular activity in supervision.  Managers will randomly request updated information from workers regarding cases not identified for discussion by the worker. Where supervision does not occur within the month, the reason needs to be documented. Supervision is necessarily continuous, that is, if an issue is discussed during one supervisory session the follow up activity is reviewed for progress and sufficiency at the next supervision session.  
Conclusion:
Supervision within this Agency represents a blend of administrative, evaluative, education and support components. The clear intent, consistent with the Agency's defined purpose, is to provide quality child welfare services to the community. Supervision is provided in a way which recognizes the importance of the employee and manager mutually working together to meet the accepted and recognized purposes of the supervisory process.


(adapted from and influenced by policy and procedures obtained from an e-mail consultation among Quality Assurance staff representing CAS of the District of Sudbury and Manitoulin, Frontenac CAS, Grey CAS, Halton CAS, Hastings CAS, Muskoka CAS, Ottawa-Carleton CAS, Thunder Bay CAS, May 17, 2005.) 

Appendix D

Learning Platform for
 New Supervisors/Managers

Developmental Focus
Components
Exploratory Questions 
Leadership 
Interpersonal skills
Communication skills
Team development skills 
Organizational alignment skills
Strategic thinking
Transformational  influence
Has a big picture understanding of the organization and the external environment in which it operates, including client, collateral and Ministry perspectives? Demonstrates effective communication about vision, and mission that aligns staff to organizational needs? Demonstrates a service orientation? Uses sound judgement and realistic risk assessment in decision-making? Demonstrates an ability to persuade and influence key persons? Understands how to build and maintain consultative and collaborative relationships and use skills in various types of relationships: direct reports, peer, senior management team, board of directors, external stakeholders? Displays effectiveness in leading a team, participating in management team, and team building? Demonstrates and ability to work collaboratively across organizational silos?
Management
Task Knowledge
Systems expertise
Operational planning
Transactional authority

Clearly understands all responsibilities and accountabilities required by the role? Has a sound knowledge of policy and procedures and supporting systems? Possesses the skills and knowledge needed to manage specific identified projects? Possesses a team orientation? Knows how to put strategic goals into operation, and align them with team goals and objectives? Clearly understands the results that they are expected to achieve and acts to achieve them? Is actively involved in selecting staff whose skills and personal values ‘fit’ the organizational needs and culture? Is able to set ‘stretch’ goals and effectively monitor the performance of staff in completing assigned work?


Strategies for Managerial/Leadership Development,
Resources, and Supports for Learning
Individualized identification of needed developmental opportunities, including consideration of the four pathways of managerial and leadership development activities: organizational perspective enhancing activity, education and training, self directed learning, and on the job experiences. (See Table 1 for a range of suggested activities).

Identification of key resource persons both internally and if necessary or desired, in the broader child welfare field who will assist the new manager with identified learning needs. Coaches or mentors, if different than the supervising director, and new managers to discuss and agree on the focus, tasks and working conditions of the relationship in a collaborative process. Determine the linkage of this relationship to the regular process of professional supervision. 

Determine time frames, expected outcomes and review mechanisms with mutual agreement. 

Develop a flexible schedule for learning and identify a process to protect the time for developmental activity by including the manager’s director in ensuring appropriate team coverage. Determine the balance of work supported time and resources with personal investment in the learning as an overt part of the process. 



Learning/Development Plan



Name of Employee: 
Name of Supervisor:
Date of Contract:
Goals
Resource Person
Action Plan
Review Date
Outcome/
Indicators of Success
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