 Supervision, Leadership and Management for Professionals (ECYW 5002).
Student ID.2012183
Assignment Portfolio
This assignment is in two parts. Part one is split into five reflections of peer supervision sessions, with the sixth entry being an overview of the process. The author used different techniques for each of the recordings, using the first and third person, while engaging with different models of reflection, including Gibbs and Kolb, plus experimenting with different plans for supervision, including the CLEAR model. Part two is an outline of leadership and management theories, together with an exploration of the current financial climate. This essay ends with a brief outline of learned outcomes.
Part 1
The author contacted Carol Callow; a student re-siting level 4, who, following a short discussion of the requirements with suggested benefits to both parties, agreed to being supervised. This first supervision session was recorded using the Gibbs experiential model of reflection (Sapin, 2013, p. 215).
Description 
The first supervision session commenced with chit-chat, progressing to setting out the parameters, purpose, and duration of the sessions, formalised with a written contract. In the second half of the session the author asked a variety of open and closed questions to encourage the supervisee to consider topics she may want to discus in the following weeks. 
Feelings.
The author had some requirements for supervising another student; that they would be reliable, talk freely and voluntarily agree to the process. The author’s main concern were the sessions becoming superficial, just to meet the assignment’s requirements.
The author took the decision to create a person centered and positive environment (Nelson-Jones 2008, p. 29) while initially driving the agenda; with the goal for the supervisee to fully participating in a working relationship, when the process was better understood, aligning with Tash’s (2000, p.20-23) observations. 
Evaluation.
The setting up of the peer supervision was a process. The first step was to find someone to supervise. After a couple of failed attempts, the author proceeded to ask if Carol would be his supervisee, recognised she met all the initial requirements from previous positive encounters, potential leading to a win-win outcome (Thompson, 2009, p.199). 
Pre-planning.
The contract was considered essential, enabling boundaries to be set. The components would include: setting the session dates in advance; video conferencing due to location; creating a safe space; ensuring confidentiality was understood, while agreeing what parts of the conversations would be recorded (Sapin,2013, p.225). Consideration was given on how to incorporate three main supervision functions, namely: educational; supportive and administrative (Conradie, 2009, p. 211). 
Analysis.
[bookmark: _Hlk86088357]Taking initial control of the direction seemed intrusive but necessary, with the aim being the supervisee, as she grew within the supervisor/supervisee relationship, would begin to take greater ownership of her own development (Tash, 2000, p.20-23). 
Conclusion.
The CLD Standards Council Scotland stipulates the competencies required as a youth worker. The competencies specifically met through this experience of leading five supervision sessions with a peer were found in the functional area E, which include “manage yourself; lead and manage others; develop colleagues” (The CLD Standards Council Scotland. (2019, p.13).
Action plan.
The author, to encourage the supervisee to share, suggested possible topics of interest. On reflecting the “circle model” (Geldard, Geldard, and Yin Foo, 2019, p. 243) relating to boundaries and personal space, this was later considered unwise. While the author may consider suggesting issues shared from the “known to others” window, those issues discerned through the “blind window” in the Johari window diagram (Sapin, 2013, p. 69), could cause concern or an adverse reaction in a supervisee, especially if the supervisee may not initially consider it an issue. 
Question to supervisee, “what would you like to talk about”, answer “probably nothing that you want to hear.” “Try me” I replied – and so started session two! The approach to this session was modeled on Sapin (2013, pp. 221-222) “a planned approach to supervision”.
Preparing for supervision.
The preparation for the second supervision session began with reading chapter 13 (Sapin, 2013, pp. 220-238). This shaped the intended path, but as Jeffs and Smith (2005, p.18) noted “conversation is unpredictable”! The author prepared a safe list of possible topics of concern leading to some good discussions, although Sapin (2013) noted, supervision at its best needed both parties to prepare. Additionally, Sapin (2013) brought in the perspective that preparation should include looking forward for the ongoing sessions, including its ending. “Locating self” was also an interesting point to make, where the supervisor aligned their thinking with the interests and understanding of the supervisee (Sapin, 2013, p. 224).
Establishing the supervision relationship.
The structure of the second session was initially fluid. The list of possible subjects to discuss was prepared by the author, but he wanted to empower the supervisee to create the path. Belton (2010, p. 98) introduces the idea of “companionship” and “accompaniment” on this path, where the leader becomes attuned to the other, and through mutual sharing of interests, allowing both to lead or follow. The success came with the opening question. The supervisee shared that she had followed a lead and landed a brilliant placement and had arranged to meet the leader. Active listening and praise led to the author feeling confident to challenge other aspects of college life which were not so successful, whilst also being aware of the risk that the supervisee could back out of the process (Sapin 2013, p. 229). 
Examining practice.
Sapin (2013, p. 228) suggests “supervisors strive to provide an appropriate balance between stimulating reflection, listening and feedback”. Woods (2001, p.252) argues that this feedback is to encourage the supervisee to deduce their own solutions, while allowing them freedom to apply their learning. There are ethical considerations too. Banks (1999, pp. 6-8) alludes to the conflicts of the individual’s needs against that of the young people, while the supervisor’s informal education could have hidden agendas, which could influence outcomes.
Moving on.
On further reading, the realisation of “planning forward” (Sapin, 2013, p. 232) rather than just for the individual session became a defining moment. Possible questions to explore with the supervisee in this or future sessions may be what would your first day of college or placement look like? or, how does the author finish the supervision? 
On reflection, the author decided to complete a total of six supervision sessions with Carol and advise her to seek a college approved supervisor for the placement. This removed the risk of dependency, from both sides, bringing in a “role clarity” which is “an important outcome of supervision” (Sapin, 2013, p. 233).
My opening question to the supervisee for session three was a simple one, “how do you feel today”. The answer came back “weird, totally weird”. I never really got to the bottom of why! 
Contracting.
For the third supervision, I am using Hawkins and Shohet (2012, p. 67) version of the CLEAR supervision model to give a distinct structure for the session and is written in the first person. From the initial chit-chat with the Supervisee, it soon became apparent that she wanted to discuss her first day on campus, which linked with session two.
Listening.
The supervisee shared the preparation she had made prior to the first day, through to her feelings of travelling to college alone on public transport. Some of these experiences were new and a challenge for her. I asked her how she thought others had perceived her in response to a comment. Recounting back is an important aspect of active listening, by demonstrating I was on the same page, which aids creating that safe environment (Nelson-Jones, 2008, p.43). She replied, “they thought I was a spy sent from the lecturers”, this was apparently due to her perceived age, which caused us to have a laugh. There followed a brief discussion of administrative tasks taken by the supervisee regarding her placement, which is an important aspect of “self-management” (Sapin, 2013, pp.184-185). 
Exploring.
The supervisee shared that she was struggling to engage at college due to resisting the year. I responded by trying to foster a bigger perspective, through explored different course options and examining the supervisee’s grade expectations for her degree, I suggested a 2:1 was entirely possible. The reflective “McNiff Action Reflection Cycle” (Herman, 2012, p.121) could be useful in resolving this conflict, aiding the exploration of different actions while moving towards self-motivation. This motivation can positively affect others while also allowing that person to transform into a leader (Doyle and Smith, 2009, p. 17). 
Action.
A key area explored was administration. Several actions were outstanding, both personal and required by others. I shared some strategies for recording and actioning various tasks. A little time was spent on examining what others thought about her, including her own self-image. I asked permission on this, due to my own previous reflection on personal space. I suggested that no-one really knew what others thought about us, but there were opportunities to positively influence others through our behaviour and actions, even as a student. Merton suggests “building a rapport is an important first step in developing a strong position of influence” (Merton, 2009, p.128).
Review.
The supervisee made a kind comment, stating that I never criticised her or told her off for something she said or had not done. Youth Work in Wales Review Group (2018) states this: “all engaged in youth work are expected to assess outcomes and impact…of all aspects of their work with young people”. In planning for the first supervision, I attempted to create a person centered and positive environment (Nelson-Jones 2008, p. 29). This feedback leant credibility to at least partial success. Lastly, the supervisee’s account of her first day on campus also was constructive, which followed the support given in session two. 
The fourth reflection was written based on Kolb’s cycle (Sapin, 2013, p.127), written in the third person, to demonstrate the effectiveness of using different approaches.
[bookmark: _Hlk86255309]Concrete Experience.
The previous session had been four days earlier, so cancelling this session was a considered option by the supervisee concerned with what to talk about.
Reflective Observation.
Cancelling the fourth supervision session would have put pressure on the author to complete the assignment, but he too was struggling to find a topic to discuss. The author then reflected on a personal ‘year five’ school experience, where a teacher had transported him to an activity who began to ask questions like “what was the last traffic sign?” or “how many birds were on the telegraph pole?”. These questions incubated an inquisitiveness in the author regarding his surroundings. In preparation for the fourth session the author sent the supervisee an email these three questions, regarding her forthcoming placement: - 
1) What do you hope to contribute?
2) What do you consider will be your greatest challenges?
3) What are one or more things that you cannot or probably would not be able to change?
Abstract conceptualisation.
The author hoped these questions would lead to an “educational” and “supportive function” (Sapin, 2013, p. 209) through discussion; these functions were based on Kadushin’s three purposes of supervision, namely administrative, educative, and supportive (Turnbull, 2003, p. 240). An understanding of various situations the supervisee may face would be encouraged, developing insights in how she might feel, leading to effective strategies (Sapin, 2013, p. 211).  
Active experimentation.
The supervisee, on answering question number two, said, “some kids don’t like talking to older people”. It was noted that young people were often in conflict with their parents due to puberty, so engaging with a youth worker much older than their parents did have benefits; an idea inferred from Geldard and Geldard (2013, p.40) and supported by the Standford Centre for Longevity et.al. (2016, p.24). The resulting conversation covered how our understanding of self affected those around us; where a youth worker’s own emotions and inner turmoil can have a negative impact on those around them, without a personal realisation of this behavior (Tash, 2000, p. 55). The other two questions were approached in the same way. 
Concrete Experience.
The author prepared for the supervisory session, an hour before the time due to lack of preparation. The questions were received too late for the supervisee to gain the full benefit of the session, compounding the previous concerns of the session’s validity. 
Reflective Observation
The author shared some personal anecdotes leading to both having a good giggle. This sense of connecting with the “inner adolescent...encourages risk-taking, exploring and experimenting with new behavior” (Geldard et. al., 2013, p. 79). The author’s personal brief for this session was to educate and support through informal conversation (Jeffs et. al. 2005, p.73). The outcome may be hard to measure, but the discussion linked well with previous conversations and reflected experiences. Pugh (2010, p. 150) notes that non-management supervision is conducted so that standards are met when a supervisee is in practice with young people, as previously outlined through exploring Tash’s (2000, p. 55) observations.
To give structure to the fifth supervision session, Egan’s three stage model was used. This, at first glance, simplistic model allows for the supervisor to “develop and challenge practice” (Sapin, 2012, p.228), while allowing the supervisee space to explore topics and concerns (Reid, 2009, p. 171).
Telling their story.
The concern was where to start with the community profile. Part of the supervisor’s role is to actively listen, and to encourage feedback, by asking open questions like, “what did you see?” feel? think? or do? (Reid, 2009, p. 172). These questions helped the conversation to flow. It allowed the supervisee to frame those concerns, those anxieties, those unknowns, those vulnerabilities, in a safe space. To change pace, and to provide breaks, the author altered topics occasionally, enquiring about the placement, the services it provided and to whom. Another digression was introduced by discussing admin, especially how to organise material into folders on the computer to aid future access. The topic returned to concerns in dealing with new experiences, Reid (2009, p. 171) suggests using Egan’s model is rarely linear.
Exploring options.
The supervisee was going to encounter several unfamiliar experiences while gathering information for the community profile, including visiting a new town. The author introduced the concept of perspective learning. This is explained as “by imagining what might be possible we are then able to develop operational strategies that hopefully will deliver the concrete reality” (Beard and Wilson, 2006, p. 266). By reflecting on previous new experiences, examining the feelings, and expectations, asking what went well, what was unexpected, can lead to creating virtual memories before the event (Beard et.al. 2006). One new event the supervisee reflected on was her first day at college, where two other students met the supervisee off the train and attended college together. This led to exploring who may be available as a resource, or support, in reaching these new objectives for the community profile with a digression to starting the placement. Two threads developed for planning ahead, as discussed below.
Plan ahead.
The supervisee left the session able to identify some administration tasks which she identified as important. Administration skills are an essential aspect of youth work, from recording sessions, reporting incidents to informing others of progress (Jeffs at. al. 2005, and Tash, 2000, p. 104). The supervisee was also able to reflect on and prepare for known new challenges, using additional tools including imagining possible scenarios. The second thread was a mini-Gibbs reflective cycle (Sapin,2013, p. 215), of past ‘new’ experiences by the author, and how these were dealt with. 
Description. Memories from his first day at secondary school. 
Feelings. Wishing his parents had taken him to the open day, so he could have been more mentally prepared. 
Evaluation. Questioning how to be more prepared for new experiences. 
Analysis. The author volunteered at a new place of work for a couple of hours, prior to his first day of one employment while acknowledging that young people are often facing new experiences. 
Action plan. For the author to research if visualisation and perspective learning are valid teaching methods for informal education. 
This leads into a review of the five supervision sessions.
To review and reflect on the learning from the five supervision sessions, the author used Kolb’s experiential learning cycle (Curran and Golding, 2013, p. 127), partly because the learning can be seen as a spiral (Jeffs et. al. 2005, p.65).  
Experience.
 The author invited another student to be a supervisee, with the minimal requirements and expectations (not a negative reflection of the supervisee) who would be reliable, would talk and voluntarily engage in the process. 
Observation.
 This requirement took out a lot of stress from being a supervisor, with the author being able to concentrate on the theory aspects of supervision; the benefit was proved through another student asking the author to be a supervisee, due to their partner being uncontactable. 
Concepts.
The author started by the first reflection by setting down a formal contract. This was based on copying the approach by his first placement supervisor, not really understanding the implications. Later it was found to formally define the supervisor/supervisee relationship, moved it from just a chat to being a professional engagement. It also allowed for an ending of the sessions. One learning aspect was the need for boundaries and respecting personal space.
Testing.
 Praxis was developed. Forming a contract demonstrated the benefits in practice, through creating a safe space and a professional relationship.
Experience.
This praxis was tested out through using a kaleidoscope of supervision theories in the sessions without knowing what the outcomes would be.
Observation.
 As previously quoted “conversation is unpredictable” (Jeffs et. al. 2005, p.18). These theories did not arrive with pre-determined outcomes but needed steering to maintain progression. 
Concepts.
 The sessions benefited the author greatly, through delving deeper into situations, re-reading the relevant text, and applying understanding. This is not to ignore the positive feedback by the supervisee.
Testing.
 Who are the beneficiaries from the supervision? As previously identified, both the supervisee and supervisor, but supervision is also there to protect the young person in practice (Pugh, 2010, p. 150). 
Experience.
 The three aspects mentioned above were not fully understood by the author, who initially believed supervision was primarily a coaching mechanism of the less experienced supervisee. This thinking was further developed when the author was asked to be supervised by a peer and was surprised by the experience. 
Observation.
 Through dialogue with the supervisee, the author was able to modify his thinking, and thus his behavior, linking into Tash’s (2000, p. 24) observation that the “supervisor was the learner”. 
Concepts.
 The idea of praxis leads into questioning how do we learn; Tash explains it this way:
First, different aspects of learning have been considered -understanding theories, understanding observations, the recognition and use of feelings, the recognition of values, learning from a situation through perception and action while with people, and examination and analysis afterwards.
(Tash 2000, p. 7)
Testing.
 For the author this learning is dynamic, very much like Kolb’s experiential learning cycle; what is learnt today is reflected on and used in a different situation or to solve a further problem. The supervision process allows another person, the supervisee, to reflect and learn from their understanding and perspectives, which is carried into their practice, influencing others, so one’s reach is extended. 
Word count – 3186.
Part two.
Within this essay, the author has adapted Jeffs et.al. (2005, p. 73) diagram; which they used to examine the ‘formal’ verses the ‘informal’ education dialectic; within a wider context of process through examining leadership and management tools. The theme is developed by exploring the apparent conflict caused to the youth work practitioner by needing to be both adept at maintaining the values of youth work, while engaging in the harsh realities of seeking external funding with its imposed conditions. Achieving this end requires a clear understanding of the organisation’s raison d’etre.
“People are not machines or objects that can be worked on like motorcars. They need to be worked with” Jeffs et. al. (2005, p.73).

Diagram 1. Adapted from Jeffs et.al. (2005, p.73) by the author.
Understanding how a youth focus organisation operates i.e., their structures, the philosophy and power bases, may throw light on the challenges and pressures youth workers’ face in the delivery of high-quality youth work. The youth worker may be relationship focused, but the organisation results-orientated (Doyle, 2003, p.4). Mcculloch makes the distinction between “machine bureaucracy” and “professional bureaucracy” (Mcculloch, 2009, p. 59); the former being a top-down management structure with its inbuilt systems of controls, with the latter allowing for a greater independence of action, while still having good governance. Tyler makes this observation “the organisation will influence the effectiveness of our work and vice versa” therein lies the conflict, with the requirement of the same critical analysis as used in reflecting on practice (Tyler, 2009, p. 28). Merton addresses this conflict by suggesting the practitioner needs to both face youth work practice, while facing this “policy driven funding/commissioning system” (Merton, 2009, p.96). Wylie supports this argument by encouraging the youth worker to demonstrate, through data and accounts, the benefits to “individuals, communities and society” (Wylie, 2013, p. 62). One way to demonstrate these benefits is explained below through using management tools to assist in developing a new modus operandi.
[bookmark: _Hlk87355518] Three tools to be discussed, of the many available, are the “single loop learning” and “double loop learning” (Tyler, 2009, p. 37) together with the “7S model of organisational change” (Badham et. al, 2009, p. 85). “Single loop learning”, in relation to diagram 1, would be used to evaluate whether the activities fed into the process had the desired effect on the young people, processed from input to outcome, as per the funding body’s criteria. “Double loop learning” could be used to investigate the diverse needs of the community, consider whether the venue was suitable, determine what processes were needed and quantity and quality of staff, through consultation with the young people and the community. A “SWOT analysis” (Sapin,2013, p. 37) could be incorporated within this study to explore the internal structure, while a PESTLE analysis (CIPD, 2020) may be used to explore external issues impacting the organisation. The 7S model could be further used to map this change. This model has “seven standards, shared values, strategy, structures, systems, staff, skills and knowledge, and styles of leadership” (Badham, et.al. 2009, p. 85). These standards are dependent on each other, so if one changes, it affects all the others. From the above hypothetical process, the identified professionals needed to support the program were for a full-time youth worker and a health practitioner, a part time counsellor, with five volunteers recruited for their specialist skills. The ‘strategy standard’ may involve the full-time youth worker only mentoring and training the volunteers (Tyler, 2009, p. 390), plus identifying the need for young people to have direct access to a counsellor, as external agencies were experiencing long waiting times; this links with the ‘skills and knowledge standard’. The ‘shared values standard’ would incorporate many of the CLD Standards Council Scotland (2019) including sections “YW 28, work in partnership with agencies...”. Merton (2009, p. 107) argues “managing work that involves partnership is difficult, demanding but worthwhile”.  The “systems standard” may identify the need to be external accredited with the ‘Quality Mark’ (EWC. 2021a). The “leadership standard” is addressed next.
Doyle et.al. describes two leadership styles, the “directive leadership” and “participatory leadership”. On discussing each of their merits, they argue the management outcome has a greater bearing on the environment and the people being managed, rather than the style of leadership being exercised (Doyle et. al. 2009, p.11); however, Bracey recognised one necessary trait in a leader, which is to be a visionary (Bracey, 2009, p.29). A pharmaceutical company, the author had previously worked at, encouraged their post-apprentices to apply for jobs with other blue-chip companies. Many returned to their parent company, sometimes between two and ten years later to become their best managers, seeding new values and innovative techniques, from those companies who had unwittingly invested in them. Jeffs et.al. recognises this type of vision as “inherently risky,” while mentioning managers are often risk adverse (Jeffs et.al. 2005 p. 131). Applying management tools effectively would enable a youth work organisation to identify its financial needs, whilst still delivering great youth work. The current funding climate will now be briefly explored.
Keith Towler, Chair of CWVYS, in his annual report regarding youth work finance stated, “the voluntary youth work sector finds itself fighting on a daily basis for survival” (EWC, 2021b). During the pandemic, voluntary youth work organisations reported a drop of income ranging from ten to forty percent, with the outlook looking uncertain until funding bids were confirmed (CWYS, 2021). This financial concern is highlighted by Unison (2019) who reported “a total of £400m has been cut from youth services since 2010”. This decline in funding, at a period when young people are facing isolation and greater mental health needs due to the covid pandemic (UK Youth, 2021), makes it even more imperative for a youth work organisation to be able to demonstrate professionalism alongside the broad scope of benefits on offer. This leads to the conclusion.
The tough financial environment has possibly caused youth work organisations to become even more results orientated (Doyle, 2003). This induces a crisis for the youth worker who is value based and people focused. The essay explored several management tools, while alluding to others for the sake of brevity. These tools could give the impassioned youth worker the confidence to shape youth work praxis and potentially challenge the modus operandi, encouraging a professional bureaucracy (Mcculloch, 2009) into being. Finally, the funding crisis and adverse financial impact on youth work provision was touched on, particularly relating to the voluntary sector.
Finally, being a supervisor to a peer was a new experience. The mechanics of formalising the contract was the what; the why was not clearly understood until the area of boundaries became clear and the process elevated into a professional engagement. The impact became broader too, through understanding who benefited; this included the young people under the care of the supervisee. Using different strategies in supervision, seen at first as experimentation, became a path of experiential learning for both parties. In part two, the author believed the young person was the primary focus for the youth worker. After exploring some management tools together with the current financial realities, the author realised that focusing both on the organisation, and the funding bodies, was equally important, with opportunities to influence both for the benefit of good practice. 
Total Word count – 4400.
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