

















Education, but the schemes are by no means standard-
ized —for example, the number of students placed in a
single village and the amount of students’ living
allowances vary.

Teachers and students from all the universities in-
volved come together each year to help draw up the re-
vised guidelines for the next year’s programme, and
these refléct the lessons learned. As a result of experi-
ences so far, the guidelines now recommend that stu-
dents be assigned in interdisciplinary teams spread over
neighbouring villages, so that they can help each other;
‘that no more than two students be placed in one village
(otherwise each student will be inclined to work only in
his or her “own field” and not take the liberating step
of trying to see village development as a whole); that the
students serve for no less than six months (otherwise a
lot of the benefit to village and student will not be
achieved); that the living allowances be barely enough
so that the students will be living with the village people
not above them.

How much is ‘“‘just enough” for a living allowance?
Although the allowances were much lower when KKN
started, inflation has pushed them up to about $25 per
month per student, while at least another $25 per stu-
dent per month is needed to meet other expenses for
training, supervision, transport, and administration.
Not expensive, but even so, a lot of money will have to
be found for a full-scale scheme. Six-month field ex-
periences for 23,600 students would cost several million
dollars, and prices are still rising.

The Directorate General of Higher Education is
providing some money, but the universities themselves
have to find the rest. Most provincial governors are
willing to help meet the costs, particularly now that
the programme has proved itself, and it looks as
though much more help will be forthcoming in the
future. How much of this local money the universities
get, and for how long, depends on how much help the
KKN students give to local development—a useful
check that should keep the organisers’ feet in the rice
fields and out of the ivory tower.

Finding the Answers

The KKN programme was launched with a firm be-
lief in the relevance of its basic principles, but without
sure answers to some of the problems predicted for it.
However, contrary to some predictions, in most univer-
sities, faculty support has proved to be at least ade-
quate, and sometimes faculty with no official function
in the programme also go out to the villages ‘‘just to see
how the students are doing.” Some universities have
already made KKN a requirement for graduation with-
out rousing undue opposition from the students. En-
thusiastic reports from students who served in the early,
voluntary stages have helped.

Other questions are as yet unanswered. For example,
how will KKN affect the time needed to complete a
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degree? If it is added to the existing syllabus, the time
for a master’s degree will extend from the present
five years to five and a half years. If KKN is fitted into
the existing time framework, someone must decide
which parts of the syllabus are to be dropped or com-
pressed to make room for it—a decision obviously
fraught with potential for arousing opposition from one
professor or another.

However, the problems confronting KKN have so
far had a way of diminishing as they are approached,
and the Indonesian Department of Education and Cul-
ture is confident that the remaining problems can be
dealt with and that the full-scale KKN programme
can be established.

An Idea Whose Time Has Come

Indonesia’s KKN is only one of several study-service
schemes now being developed in Asian, African, and
Latin American countries. The trend to offering stu-
dents the opportunity to undertake practical develop-
ment activities (usually called *“‘service-learning” in the
United States, and “‘study-service” elsewhere in the
world) is gathering momentum. Study-service is an idea
whose time has come.

Major national study-service schemes, or very
similar activities, are now well established in Ethiopia,
Indonesia, Iran, Nigeria, Nepal, and the People’s Re-
public of China, and similar programmes are emerging
in a number of other countries (e.g., Brazil, India,
Philippines, Sudan, and Thailand). Several other
countries are very seriously thinking of introducing
study-service in one form or another. Details of many
of them can be found in Study-Service—A Survey,
available on request from IDRC, P.O. Box 8500,
Ottawa, Canada.

Also, a multi-country research programme into the
effects of study-service has been launched recently
(for details, write to Study-Service Research, Tanglin
Box 101, Singapore 10). This should, in time, result in
a very useful evaluation of the study-service idea.

Even without this systematic evaluation, it is already
clear that study-service schemes are making a con-
siderable mark on rural development, on the students
who participate, and on educational curricula. The po-
tential for change is aptly summed up in the words of a
Nepalese student who had previously been one of the
leaders of student opposition to the introduction of
Nepal’s national study-service scheme, the National
Development Service, but who, after working in a vil-
lage for seven months, sent back the following message
to students about to join the NDS:

“Go to the villages to give education to the village
children who need good teachers. You will learn many
things about the situation and condition of the people —
their economic problems, their educational problems,
their transport problems, and their health problems.
And you will enjoy it.”










































fill and are willing to invest the
necessary staff time to make the
placement a learning experience
for the student.

The range of student interests,
backgrounds, and abilities will de-
termine the types of agencies or pro-
grams that the majority of students
would prefer. It should also be kept
in mind that a valid aim of off-
campus placement is to investigate
an unknown field or one tangential-
ly related to a major field or to
explore a particular problem area
in depth. If each student’s indivi-
dual learning objectives are to be
anticipated and met, an extremely
wide variety of prospective place-
ment information must be available.
If placements are being sought only
for specific field experience courses,
then the data must be limited.

Selecting The Agencies

Compiling lists of agencies or
businesses that fit the needs of the
student body requires imagination
and a working knowledge of avail-
able area resources. The possibilities
are almost limitless. Sources could
include state directories, Chambers
of Commerce, Better Business Bu-
reaus, development councils, craft
guilds, tax lists, professional or-
ganizations, referral services, news
media, metropolitan guides, and
telephone book yellow pages. In
short, any source that has previously
compiled lists of services available
in a given geographical or subject
area can be helpful.

However, unless there is some
reason to survey every possible
agency and business, it may be more
practical to limit your survey to a
specific group of agencies that
could concomitantly offer a diversity
of placements. One approach would
be to assess community needs and
concentrate on those agencies where
there is the greatest need for addi-
tional manpower. Examples might
be housing, juvenile delinquency
prevention, land use studies, or
other areas, depending upon the
needs of your local community. This
approach has the advantage of not
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only limiting the scope of the survey
but also enables the student place-
ment program to have a direct im-
pact on the expansion of needed
community services. In addition an
agency that is understaffed may be
more interested in investing the time
to make a student placement that is
responsive to the educational needs
of the student.

Ideally each agency should be
visited, thus allowing an exchange
of ideas and attitudes. A visit also
enables the program staff to control
more directly the context of the
placement to assure that educational
needs are met and to find a student
who would benefit most from that
particular  placement. However,
when the program staff is small and
the list of agencies large, the task of
visiting each agency within a short
time span is almost impossible.
With careful planning, a mail sur-
vey with systematic follow-up can
achieve the same results. A well
written cover letter can take the
place of a personal interview.

The cover letter should indicate
the results of the campus survey so
that the agency will be aware of the
academic backgrounds, interests,
the skills of the students. It should
also tell the agency what it can ex-
pect to gain from participation in
the program. The letter should em-
phasize the community’s role in the
educational process and the need
for the development of student
placements with learning potential.

After the agency has evaluated
the contribution it can make to a
student’s education and the service
benefits it expects to gain from a
student, a series of very specific
questions are necessary. A question-
naire should cover:

® Address, telephone number,
and the names of agency personnel
to contact

® A description of the agency
and its function

® A description of the service-
learning position and the charac-
teristics of students who might
qualify for it

® The learning potential of the

placement

® Technical information on work-
ing hours, duration of the place-
ment, and financial arrangements
(if any).

A few test questionnaires sent to a
selected group of agencies will en-
able the program staff to clarify
questions that have elicited vague
answers and to evaluate the impact
of the cover letter. The revised
questionnaire and cover letter can
then be sent by bulk mailing rates
to the entire list of agencies. A self-
addressed return envelope and a
stated willingness to answer any
questions by telephone will facili-
tate agency replies and increase the
number of responses. If the response
is poor, it may be worthwhile to
consider either a second mailing or
a follow-up telephone blitz.

As the completed questionnaires
are returned, they can be incorpor-
ated into a loose-leaf binder by
subject or alphabetically by agency,
with a cross-reference. If a brochure
or additional placement information
is available, it can be placed with
the questionnaire in a filing system
for student and faculty use. How-
ever, if a student volunteer office
wishes to reach students and faculty
who might not be aware of its serv-
ices, a printed catalogue of its own
that can be distributed widely may
be the most efficient means of dis-
seminating the information.

Producing a Catalogue
A catalogue of potential service-
learning placements can be helpful
in disseminating information and
also can be used by the program
staff as a placement counseling tool.
A program staff with limited edi-
torial experience can produce a
catalogue by making use of the ex-
pertise available on any campus.
Organization and design ideas can
be garnered from existing publica-
tions. The University of Kentucky’s
Office of Experiential Education’s
Options for Learning;, the Whole
City Catalog, published by the
Synapse Communication Collective
{Continued on next page)
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in Philadelphia; and the People’s
Yellow Pages, published by Voca-
tions for Social Change in Cam-
bridge, are examples of catalogues
produced by groups doing their own
design and layout.

A visit to a professional printer
before beginning the catalogue is
worthwhile. The printer will be able
to look at an example of a well-
designed catalogue and explain the
processes used to produce it. In
addition, he or she can provide in-
formation on layout, size, print
reduction, minimum press time, re-
producibility, and choices of paper.
These decisions can greatly effect
the cost of the finished catalogue.
The printer should also agree to
retain the original plates so that
additional orders can be run at
minimal cost.

College newspaper offices and art
departments can often provide
photographs and drawings that can
be used for fillers and as design
aids. Press-on letters in various
styles can save the services of a
professional artist.

By carefully making decisions
based on the printer’s information
and using expertise available on
campus, an attractive and useful
catalogue can be produced efficient-
ly and inexpensively.

Catalogue Contents

The catalogue should contain
complete information for designing
a service-learning experience. It can
include:

® Introductory material giving a
clear rationale for service-learning
to all audiences: students, faculty,
and agency officials. This might be
written by the program director, a
university official, or community
leader.

e The names and addresses of
campus personnel who will assist
the students in developing the ex-
periences should be listed for the
benefit of both the students and the
agencies.

e A full explanation of how aca-
demic credit can be arranged
should be offered, including exam-
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ples of supporting documents such
as learning contracts. It might be
helpful to chart the process of
creating a service-learning experi-
ence, step-by-step.

®A map of the geographical
area covered by the agencies listed
should be included. If a large area
is served it might be worthwhile to
divide the area into regions and key
them to agency listings.

® The list of the agencies them-
selves will form the body of the
catalogue. This data should be con-
sistent, brief, and easily retrievable,
as in the accompanying illustration.

® An index should be included. If
the catalogue has been arranged
topically, as in the example shown,
the index can cross-reference alpha-
betically, or vice-versa. If the agen-
cies span several cities or one large
city, a geographical cross-listing
might also be provided for the con-
venience of those with limited trans-
portation who seek a placement in a
particular area.

Once the catalogue is completed,
questions of distribution must be re-
solved. If the catalogue must be sold
to meet costs, then campus and
nearby bookstores should be con-
tacted and arrangements made for
stocking bulk quantities. Posters
announcing the publication should
be distributed throughout the
campus and promotional copies dis-
tributed to key advisors.

If the catalogue has been pro-
duced out of normal budgeted ex-
penses and can be given away free,
then the method of distribution will
depend on the number of copies
available and the objective of the
program. It should be distributed
first to those who can multiply its
impact through contact with large
numbers of students. This would
include deans, department heads,
student government officials, aca-
demic advisors, and resident hall
assistants. It may also be distributed
to individual students.

Once the information is compiled
and ready for use, either in cata-
logue form or in files in the pro-
gram office, an office procedure

must be developed to accomodate
it. Offices that deal with relatively
few students may have the time to
assist each student with each step
of developing a service-learning ex-
perience: defining individual learn-
ing objectives, identifying cor-
responding  agencies, arranging
interviews, negotiating placement
details, providing referral to
faculty supervisors, and arranging
a related academic program. Offices
that find the number of applicants
rapidly multiplying as word of their
services spreads may have to spe-
cialize in specific services and let
students make actual placement
arrangements on their own. Of
course, these decisions will also be
determined by the degree to which
the office staff budgets time to
maintain personal contact with
agency personnel and with faculty.

If the quality of service-learning
experiences is to be improved con-
tinuously, it is necessary to work
closely with all parties involved. The
office may wish to assume the role
of providing training sessions for
agency  supervisors, developing
evaluation procedures, creating
learning contracts, and proposing
new experience-based courses—all
of which require close contact with
faculty, agency, and students.

The process of providing a high
quality service-learning experience
through the systematic assessment
of campus and community needs
and resources is a continuing one.
Even after the initial surveys have
been compiled in final form, it will
become necessary to plan a periodic
updating of the information. Addi-
tionally, it may prove worthwhile
at a later date to assess other
segments of the community not in-
corporated in the first survey.

The essential effort in all follow-
up—as it should be in developing
any phase of a good service-learning
program —is a conscientious attempt
to be sensitive to the changing
needs and resources of both the
campus and the community and to
continue to link them in a mutually
supportive way.
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ing. This program is developing courses that ““will guide
participants to learn for themselves the resources which
the streets offer . . . and to discover the feelings and
opinions of ordinary persons as well as professionals.”

John Cartledge, another former SCANUS staff
member, classified British student volunteer activities
in four categories. One category consists of working
with agencies and organizations outside the educational
system. This includes students who have found their
own volunteer placements by contacting social service
agencies directly. Most of the projects involving chil-
dren were recreational, while most of the effort with
the elderly consisted of cleaning and decorating homes
or simply visiting. But some student projects were di-
rected toward discovering unmet needs and informing
the eligible what welfare benefits they were entitled to
receive. In Salford, Birmingham, and Bangor, students
pursued these projects through surveys. In Wandworth
and Harnigey students ran a welfare rights stall.

A second category of activity consists of securing
community access to the physical resources of colleges.
In Manchester, for example, student union facilities
were made available to gypsies. Two South London
colleges opened up recreational facilities to local resi-
dents in districts where there is little play area, offering
creative drama, arts, crafts, and improvised games
which students supervised on weekends. Birkbeck,
also in inner London, made a pavillion available to a
cooperative playground group run by local mothers.

A third category attempts to provide community ac-
cess to the academic knowledge of students and staff.
London students established a “language bank,” a reg-
ister of students fluent in rare languages to help immi-
grants adjust to their new surroundings.

A fourth category differs from any schemes known
in the States. Projects in this category deliberately
rejected large scale student involvement in favor of se-
lective intervention of small groups. In Cardiff students
established a registered charity supported by student
union funds, and used the money to sustain two infor-
mation centers. The centers hired a full-time staff, in-
cluding a lawyer. The inquiries of their clients included
a steady flow of requests for information on bail, di-
vorce, drugs, and abortion. Only one of their four proj-
ects allows for many volunteers. That is the conversion
of an unused corner store into a neighborhood chil-
dren’s center equipped for play, arts, crafts, and a
“‘quiet room” for doing homework.

It is my impression that the British have gone fur-
ther with drama and creative play than we have. For
the past two summers, Circusact, a group of about 10
students from University College, London, have toured
the country visiting playgrounds near high density
population areas. Circusact is simply a name for the ac-
tivities that the resources and talents of these students
produce. Among their resources are “inflatables.” In-
flatables are airfilled polyvinylchloride bags large
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enough and tough enough for a playground. They are
easy to make and they can be cut to any shape. The fun
they provide seems endless. I saw two in action on an
East London playground. One was tent-shaped and
about 12 feet high; the other was cut like an enormous
mattress about five feet high and 30 x 30 feet on the
ground. For three hours the shouts, laughter and sur-
prises continued while the kids shoved the tent around
and jumped on the mattress.

Among the talents of Circusact is the ability to use
improvisation, psycho-drama, and other forms of in-
formal drama as techniques not only for recreation but
also for community organization. In touring the coun-
try, the students teach others how to lead informal
drama and how to build inflatables. In the evenings
they meet with working parents and show them how
they can become involved in the activities of the play-
ground. Hence the drama, the organization of games,
the construction of inflatables, become means of reach-
ing into neighborhoods to facilitate people organizing
themselves into groups capable of dealing with com-
munity problems. In theory the experience of working
together on a playground should carry over into other
projects closer to the social needs of the adults in the
neighborhood.

One other SCANUS project is described in the Ac-
tion Education Kit, which can be obtained by writing
the National Union of Students, 3 Endsleigh Street,
London WCIH ODU. It describes the response of some
students to a town planning proposal for the future of
Cheltenham. The official presentation of the plan did
not give the people of Cheltenham much sense of what
was really going to happen to their city, so the students
prepared an exhibit made up of photographs, draw-
ings, and sketches of the proposed changes.

After carefully gathering their materials, they sched-
uled exhibitions in a central location in the town and
opened it to the public. Students manned the exhibit for
four days to explain the proposals and to enable the
viewers to express their opinions, which were then
gathered and presented to the appropriate officials.

In evaluating SCANUS both Chaz Ball and Ray
Phillips believe that it has contributed to reinforcing
certain trends in higher education —toward generating
community-oriented curricula, toward the accreditation
of off-campus experiences, and toward the reexamina-
tion of the purposes of education. It has taken root as a
research and information activity of the National Union
of Students, and its future as an acceptable activity for
student unions is secure.

A new collection of ten essays edited by Sinclair
Goodlad, Education and Social Action, presents solid
evidence of the extent to which community-oriented
curricula have already been institutionalized. Since this
is the first book of its kind to appear on either side of

the Atlantic, it will further the cause of those commit-
{Continued on next page)
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ployment. They are served by two separate ministries
and therefore are unnaturally separated in the minds
of planners.

The development of humane planners, who hold the
perspective of the people being planned for, means cre-
ating student-teacher relationships during training that
can stand as models for planner-people relationships
after graduation. It means creating an educational strat-
egy in which students learn without continuing the do-
cile, passive stance of their previous learning. Entering
students almost invariably come from authoritarian
systems and must, therefore, be “‘deschooled.” Students
must learn to accept responsibility and to see their own
personalities as significant parts of their learning ex-
periences. They must not expect spoonfeeding from
faculty members.

The emphasis is on service placements in which the
student becomes part of a team made up of peers,
teachers, planners, and people in a community. The
student then becomes a part of a professional group
whose role is not that of hoarding knowledge and de-
ciding what is best for others, but the blending of his
own skills with the skills of others to achieve a broadly
perceived (not just professionally perceived) social goal.

Teacher Training Institutions

Eric Midwinter’s essay, *“Student Help for Educa-
tionally Disadvantaged,” deals with students in teacher
training institutions. He describes ‘‘Priority,” a project
in Liverpool involving half a dozen colleges of educa-
tion and 40 of Liverpool’s schools which have been
designated EPA (Educational Priority Area) schools.
Students working in **Priority” choose an EPA option
course for credit.

During the course students work in groups of eight
to 12 and are attached to a particular class which they
visit one day per week. Their professor and the class-
room teacher work out the scheduling for the term or
the year. Their activities vary greatly and are not con-
fined to working directly with the students in a specific
class. Some work with pre-schoolers; others with adult
women in a keep-fit, low-budget cookery school.

Another strategy for combining school and commu-
nity is to hang classroom exhibits in pubs, shops, bet-
ting places, and doctors’ waiting rooms. The exhibits,
which are changed each week, explain to local residents
the kinds of activities the children are doing in school.
As part of an effort to brighten the dreariness of the
area, students work with children to paint colorful
wall murals, to reclaim gardens, and to build school
roof gardens.

After five years’ experience, Midwinter reports
“splendid™ success from all sides—the impact on stu-
dents, the service to the schools, and the sense of ac-
complishment at ““Priority.”

Anthony Dyson’s essay, ‘‘Fieldwork in Theological
Education,” describes the training at Ripon Hall, Ox-
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ford—the UMP (Urban Ministry Project) and the PL
(Pastoral Links). Both programs involve placements in
communities. Of the two, the Pastoral Links is the
more comprehensive. Students spend from one to three
terms in situations where they must take the responsi-
bility for delivering service at a psychiatric patients’
club, counseling center, neighborhood newsletter, or a
secondary school that has community service as part of
its curriculum. The service is interlaced on a weekly
basis with seminars led by instructors or outside con-
sultants with specialized knowledge of the problem or
the neighborhood. As a result, theology students begin
to see their future career in terms of *“‘community re-
sponsibility, and (hopefully) of stringent theological
and social reflection.”

Dyson applies the values sought in the Pastoral Links
to other disciplines. All education, he states,

**should take seriously the social dimensions of respon-
sibility which inhere in all intellectual disciplines and
forms of vocational training . . . This statement has a
markedly theological character —but it strikes a strong-
ly humanistic note too. Its relevance extends far beyond
the clergy and their training.”

Community-Oriented Curricula

There is evidence in the Goodlad book and elsewhere
that the teachers’ colleges seem to have moved further
in the direction of community-oriented curricula than
other institutions of higher education in Great Britain.
One reason for this is the flood of immigrants, from the
West Indies, Pakistan, and Africa, which sent a shock
wave through the English educational system. Over a
period of a few years, the educational system found it-
self faced with increased numbers of children from ex-
tremely different cultural backgrounds. The James Re-
port, the work of a prestigious, government-appointed
committee, criticized the cloistered training of teachers.
It recommended that colleges provide experiences in the
community to help prospective teachers understand
children from diverse cultures. And the teachers’ col-
leges obviously are responding.

What I have learned during this sabbatical is that the
United Kingdom, like the United States, is in the proc-
ess of a fundamental change in its educational philoso-
phy. The creation and staffing of SCANUS, including
the increasing number of project organizers, shows a
growing acceptance and support of a national move-
ment of student volunteers in the social service field.
The teacher training institutions are pioneering the de-
velopment of community service-oriented curricula and
the accreditation of off-campus experiential learning.
Students in other fields, such as engineering, town
planning, and theology, are also obtaining academic
credit for community service. The challenge of how to
respond to new social needs, such as a heterogeneous
student population, presents an opportunity to re-
examine the broader purposes of higher education here
as well as in the United States.
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Name of Student: Jane Henderson

Address: 3456 Ronald Hall Phone: 738-9640

Major: Social Work

Student’'s Position: Intake Aide

Name of Faculty Sponsor: Dr. Sarah Peterson

Address: Thompson Hall Phone: 577-2020

Office Hours:  Mon., Wed., Fri., 1:00-4:00 pm

Dates of Service-Learning: September 1-December 15

To Be Filled In By Sponsoring Faculty Member

1. Whal are the learning objectives for the student? Ai
the completion of the service-learning placement, the
student will be able to demonsirate:

a. Prolessional interviewing techniques
b. Understanding of and familiarity with the pur-
pose and use of the agency’s interviewing forms.

c. Knowledge of public and private agencies tc
which clients should be relerred
2. What will constitute evidence that these learning

objectives have been met?

a. Reports (monthly and final) from the supervisor
b. A weekly log kept by the student
¢. Final term paper written by the student

3. What academic work will the student complete?

a. Student will attend all classes of Social Work 103
b. Student will complete all class assignments

4. What factors will be considered in the student’s fina
grade?

Student will be graded on completed class assign
ments, reports from his agency supervisor, and a one
hour oral examination by his professor to evaluate hi
ability to int rate field experience with classroon
fearning.

lame of Agency: County Department of Social Services

wpervisor: Melvin Longworth

‘itle:  Senior Intake Clerk

\ddress: Town Hall

{ours Per Week: Three

‘o Be Filled In By Agency Staff Member

. What is the purpose of the agency and whom does it
serve?

To distribute and administer available social benelits
o low-income residents and refer them to other agen-
[ies as needed.

2. What orientation/training will you provide the student?

Student will be given a three-hour orientation session
»n agency procedures and methods for dealing with
:lient problems.

3. What will the student be expected to do at the agency?
List the tasks.

a. Conduct routine intake interviews with applicants
h. Fill our required agency forms
c. Answer clients’ inquiries and refer as appropriate

. Who will supervise the student? How often? What will
be the procedure?

Student will be closely supervised by Senior Intake
Clerk for the [lirst three work sessions: after which there
will be a half hour revicw session each week.

5. How will the agency evaluate the student? Who will
prepare the evaluation? May the student have a copy?

Student will be evaluated hy Senior Intake Clerk who
will prepare a monthly report on student performance
and a final report following an oral evaluation meeting.
All reports will be submitted to the faculty sponsor
and the student.
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® Provides objective, “‘educational” criteria for de-
ciding whether or not to sponsor a student in a service-
learning placement.

e Outlines the respective evaluation roles of faculty
and agency staff prior to the student’s service.

® Provides a written statement of the student’s plans
and performance which can be used in future letters of
recommendation.

o Records the amount of time the faculty member
spends in field experience education, which is often of
interest to college administrators.

® Serves as a basis for suggesting future placements.

How do you draw up a service-learning agreement?

The process of drawing up a service-learning agree-
ment includes the following steps, but not necessarily
in the order given below.

1. The student finds a placement related to his
academic field of interest. Then he contacts the agency
by phone, introduces himself, finds out about current
openings, and expresses an interest in working for the
agency in a position for which he will receive academic
credit. He makes an appointment for an interview with
a staff member of the agency to discuss the details of
the service part of the service-learning agreement.

2. The student identifies a faculty member who has
the same academic interests and might be interested in
sponsoring the field experience. He approaches the
faculty member with information tentatively gained
from the phone call to the agency. If the faculty
member agrees to sponsor the student, the student
arranges a time (after the visit to the agency) when they
can get together and draw up the components of the
learning part of the agreement. At this meeting the
faculty member may indicate certain parameters for
the gssignment or emphasize certain learning objectives.

3. The student visits the community agency. Details
of what the student will be doing, the time commit-
ment required, how long the experiences will last, and
the nature of the supervision are drafted. The student
might also inquire about the things he will not be
doing —to get a clearer idea of mutual expectations.

4. The student returns to campus and meets with the
faculty sponsor to work out the learning objectives of
the field experience. For example, *“At the conclusion of
the service-learning experience, the student will be able
to (a) list the organizations providing services to the
visually handicapped, (b) know the eligibility require-
ments of each, and (c) discuss the theoretical basis for
providing supportive services to the handicapped.” (For
further information about learning objectives see
NSVP’s Training Manual, Robert Mager’s Writing
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Instructional Objectives, and Benjamin S. Bloom’s
Taxonomy of Education Objectives, Handbook I: Cog-
nitive Domain. )

Student and faculty sponsor also agree on required
written assignments (reading lists, reaction reports,
logs) and the dates they are due.

5. The student finalizes the details of the agreement
and gives a copy to all parties involved —himself, the
faculty member, and the agency supervisor.

Then what happens?

The agreement then becomes a guideline for the
student’s field experience. It reminds him of the dates
when assignments are due, how and when evaluations
of his work are to be completed, and when he is
expected to be at the agency. It gives him a basis for
negotiating an amendment if he feels that the tasks he
is actually performing are not conducive to the learning
he expected. It also provides him with criteria against
which to measure his own progress on a weekly or
monthly basis.

Can you use these agreements for group placements?

Although we have talked about the agreement in
terms of individual, student-initiated placements, there
is no reason why a faculty member working with a
group of students cannot use the same procedure. The
faculty member may prescribe both the academic re-
quirements and the service placements for groups. A
written agreement can help a group of students ask the
right questions about their placement in order to
identify differences in their expectations and those of
the agency staff before those differences become bones
of contention.

How do you evaluate a field experience?

Some faculty prefer an on-site visit to evaluate the
student’s field work. Others prefer a brief meeting (in
person or over the phone) with the agency supervisor.
Still others suggest a three-way meeting including the
faculty member, the student, and the agency supervisor.
Another option is the use of a standard rating form that
asks about the contributions the student has made to
the agency and the student’s personal growth. Another
possibility is a written, open-ended evaluation of the
student’s performance by the agency supervisor. Often
the faculty sponsor combines the evaluation of the
student’s field experience with an evaluation of his or
her academic work. In this way the final grade reflects
both the quality of the student’s service in the com-
munity and his ability to integrate and interpret that
experience within an academic context.
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you will be able to establish mutual confidence and
rapport. However, some states have laws to protect the
confidentiality of victims’ names and addresses which
may prohibit an aid to victims program from using the
police crime reports. Find out about these laws before
going to the police department.

Beginning a Program

Once the highest crime areas have been identified,
and the police are informed and willing to cooperate,
we suggest getting a map of your city and if possible,
a detailed map of the particular areas you have desig-
nated as feasible to serve, and mark off the crime
victims’ street addresses. This gives you a good idea of
where to concentrate your efforts. You can continue to
add new marks to indicate the client’s street address
every time a new crime victim contacts you,

Once you decide on an area, stick with your decision.
Draw boundaries on the map and stay within them.
In large urban communities it will be hard enough to
service victims adequately within the areas you have
selected, so don’t think that just because your target
areas appear small, there will be little to do.

Using Available Resources

A great deal of your work will consist of referring
victims to social service agencies, and a campus office
of volunteer programs has excellent resources right on
hand. Since most campus offices work closely with
local social service agencies and are attuned to com-
munity resources, many of the same kinds of services
your project offers to elderly and low-income individu-
als will be the kinds of services you offer to victims. As
your program grows, you will get a much better feel for
the kinds of service you can offer.

Assigning Cases

The volunteer project coordinator is responsible for
record keeping and the assignment of cases. Since
cumulative data is your only source of measuring the
project’s progress, we suggest devising forms for each
volunteer to use.

The first form is simply a client registration form—
a file card on which to record the victim’s name, ad-
dress, telephone number, police district location, date
of crime, and a brief description of the crime. On the
back of the card, the volunteer can write the progress
of the case, from the initial contact until your services
are no longer needed.

A second form, a detailed questionnaire which the
volunteer uses during personal interviews with the
client, includes information about the victim’s physical
condition. Services such as child care, transportation,
and grocery shopping are included, with a reminder to
the volunteer that these services are ones the project
provides only if the victim’s need is a direct result of
the crime.
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We suggest assigning no more than two cases per
week to each volunteer (depending of course on the
number of volunteers and their individual schedules).
A heavier caseload often results in neglect of the victim.

Sensitivity plays an important part in a situation
where there is one-to-one contact immediately following
a trauma in a person’s life. We suggest that those volun-
teers who are reluctant to interview aid in transporting
victims, in contacting social service agencies, in neigh-
borhood information campaigns to make local residents
aware of your services, or by helping to man more
telephones.

It’s important to offer emergency service to victims
on an extended basis. Emergencies seldom wait for
appropriate office hours. If it is possible to assign
volunteer hours in shifts, you might consider setting
up a 24-hour hotline. When a victim calls in, students
answer questions, log in the victim’s name and address,
and let the volunteer coordinator know where to send
a volunteer when one is available. However, if this is
impossible for your project and there is a hotline in
your community, you might want to make arrangements
with the existing hotline to refer victims’ calls to you
and be added to the hotline’s list of referral agencies.

Making Your Project Known

The police daily crime report is merely one way of
locating and servicing victims and their immediate
families. In St. Louis, we have a door-to-door informa-
tion campaign. A student volunteer project could do
the same. By working with local community organiza-
tions such as the YMCA, YWCA, Rotary Clubs, and
local Jay Cee’s, you can inform the residents of your
community about your service. Many referrals to our
program come to us from neighbors and friends of
victims who have heard or read about our activities in
fliers we have hand-delivered to residents of our St.
Louis target area.

You may wish to consider the possibility of recruiting
high school students as information campaign workers
by going into their classrooms—civics or government —
to explain the project. If they sign up, they can assist
college students who distribute literature about the
service by canvassing door-to-door.

Keeping Records

We suggest that the volunteer coordinator keep an
accurate account of the progress of individual cases
through reports from volunteers and other pertinent
data. By analyzing and interpreting the data you will
be able to assess the weak and strong areas of your
project. You might want to establish an annual or bi-
annual reporting system, distributing your findings to
interested organizations so that town residents will be
kept up-to-date on the kinds of student volunteer serv-
ices currently being provided to victims of crime in your
community.
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late, who expressly asked to experi-
ence the lot of the homeless. Never-
theless the briefing was now even
more meticulous and various re-
source persons were indicated as
ultimate life-lines. He was even
given my own night number at
home for collect calls if need arose.
The phone rang within 36 hours.
Snatching some sleep in the early
morning on one of the few remain-
ing patches of grass in the city
centre, he was awakened by a blow
from a boot in the ribs, and looked
up to see two blue-uniformed figures
who told him brusquely to take
himself elsewhere. In that moment
the image of his chosen career was
shattered. Did the police. really kick
sleeping youngsters?

These two incidents illustrate two
flaws in much police thinking. First,
they feel that “‘guts” or “go” is the
attribute most to be valued. Second,
they think that loads of physical
education, sport, and adventure
training do actually develop the
courage required to cope with the
reality of life in a great city. Not
only our own experience but a study
published last year by three Liver-
pool University sociologists, entitled
The Character-Training Industry,
question these assumptions. How-
ever, nothing seems to shake the
confidence of police training officers
in the validity of this traditional
approach.

The overwhelming majority of
the 2,000 cadets served with kind-
liness, good humour, and a con-
siderable degree of commitment.
They have served with the mentally
handicapped, the physically dis-
abled, immigrants, and children in
need. Indeed, not only do many
agencies now request an extension
of a cadet’s service period, but a
number of cadets have subsequently
left the police to enter some form of
social work. When it occurred to us
to choose agencies that related to
their professional future—training
schools and remand centres— the
Home Office enquired apprehen-
sively as to whether we realised
what we were proposing. All hell
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would break loose, we were warned,
when the cadets’ identity became
known to the young offenders. In
fact, the opposite has proved to be
the case.

One Cadet’s Experience

Rather than pick a dozen pass-
ages from the letters of cadets who
have served in widely different situ-
ations, I have chosen to quote from
one. This cadet worked at Stam-
ford House, the largest Remand
Home in London, from which de-
linquent boys, if found guilty and
sentenced by the courts, are dis-
patched to reformatories. His letter
reads in part:

“In contrast to other Com-
munity Service Volunteers, we
cadets do not volunteer to serve
but do so as an integral part of
our police training. Our superior
officers think that three months
working away from the Force, in
a totally different environment,
will give us a good insight into the
different types of people that we
will meet as constables in the
course of our duty.

I decided that 1 would like to
work in a remand home or refor-
matory because I joined the ca-
dets straight from school, and
hope to wear the blue uniform for
the next thirty years. I was afraid,
then, that I might see crime from
one side of the fence only. So
here was the opportunity to find
out for myself why these juveniles
continually commit crime; after
all, they are human beings, the
same as I.

On Wednesday, 1 took four
boys to see the England vs. Swit-
zerland football match at Wemb-
ley. In the mad rush away from
the ground we got separated.
When the crowd subsided 1
looked around for them but saw
nobody. I then went up to the
subway station but they weren’t
there. I phoned up Stamford
House and was told to make my
way back. I got back, they hadn’t
turned up, but I was convinced
they wouldn’t let me down. I

waited and waited. Every time I

heard a car | jumped to my feet,

thinking it was them in a stolen
vehicle. I thought, if they turn up

in a car, we'll push it back onto a

side street. However, at half an

hour past midnight, we received

a phone call from Wembley Park

Police Station, ‘Had we lost four

boys?” They had got separated

from me, were lost, and so did

the obvious—went to a Police

Station. Why didn’t 1 think of

that? We went along and picked

them up, and I had a hell of an
argument with the Duty Inspec-
tor at the station for having
them there for two hours before
ringing up. I went to bed that
night obviously relieved, but
thinking that it really was worth-
while bothering to take them.

They were a credit to us all.

I feel sure that my experiences
at Stamford House will help me

a great deal in my future career

because otherwise I would charge

boys and not know and maybe
not care what could or will hap-

pen to them. Not only that, I

have learned a lot about myself

and about people.”

In several instances delinquent
youngsters, not normally great let-
ter-writers, have maintained a cor-
respondence with the cadet, now a
full-fledged policeman, who had
looked after them at the remand
home, a testimony to the relation-
ship which had developed across the
barriers. Two factors have pre-
vented these incursions into the
world of social need from making a
deeper, more lasting impact. The
most difficult to remedy has been
the attitude of the cadets’ immedi-
ate superiors. It seems to matter
little that the man at the top, a far-
sighted Chief Constable, has de-
creed that community service should
form part of the training pro-
gramme, or that the young entrant
returns from this experience with a
fresh understanding of the social
implications of police work, if, three
quarters down the line there is a
stale, embittered or professionally
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youngsters a modified version of
their own training. This included
life-saving, first aid, and work
with police dogs during a hunt for
a lost child.

Cadet-Community Relations

Humanising the attitude of young
entrants into the police and de-
veloping awareness of the social
implications of their work is only
one contribution to what is a gi-
gantic complex of problems facing
both the community and the police.
Not much love exists between the
police and the younger breed of
social workers, some of whom have
recently emerged from the radical
student chrysalis. Part of the re-
sentment lies in the nine to five
image of social work departments,
leaving the police to handle human
problems at night and at weekends,
the very time when most incidents
of need occur. In theory, a tele-
phone call to social work depart-
ments, out of normal working hours,
should be routed to the home num-
ber of the duty officer. In practice,
he or she may already be out on a
case, and the spouse suggests that
the client call back later, or better
still, look in at the office on
Monday. A recent analysis of in-
coming calls received by two police
stations, picked at random, indi-
cated that most are requests from
the public for help of one kind or
another. In consequence there is a
growing school of thought which
holds that the situation will not be
improved until social work agencies
go onto the same operational basis
as the police—maintaining a
mobile, round-the-clock service.
That moment has not yet been
reached in any city or county of
Britain. In the meanwhile the police
station remains the one govern-
mental agency open day and night
for emergencies.

Citizens’ Advice Bureau

We have suggested that in two or
three highly populated areas beset
with social problems a room might
be made available at one of the
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larger police stations in the even-
ings and at weekends. It would be
manned on a rota system by a
third-year student of social work or
social administration. In effect,
this arrangement would be a noc-
turnal version of what is called here
a citizens’ advice bureau. It would
concentrate on social emergencies,
relieving the police of the burden of
listening to involved accounts out-
side criminal law. However, the stu-
dent could alert the police if, say, a
family quarrel looked like it was
endangering the safety of children.
The student, who would have the
backing of his college faculty as
well as the approval of the con-
stabulary and the city’s social work
department, would gain personal ex-
perience of human needs and first-
hand evidence that the police, too,
have difficult problems to solve.
The police would concentrate their
energies on crime and simultaneous-
ly learn that not all students are
intent on subverting their authori-
ty. Distraught mothers and others
in need would discover at the police
station the presence of an attentive
ear and even the possibility of ac-
tive intervention in family emer-
gencies. One chief constable has
expressed keen interest, and now it
remains to mobilise the students.

Constables Surveyed

“A man is helping the police,”
has latterly become a euphemism
employed by radio news announcers
to indicate that a suspect is being
closely questioned at a police sta-
tion in connection with some of-
fence. When I wrote about four
years ago to a score of chief con-
stables asking what help they would
welcome from school students, my
letter was interpreted by several as
a joke. Everyone knew it was the
police who helped kids, not vice
versa. But a number did take the
question seriously, set up enquiries,
and came up with suggestions. Most
counseled against 15-year-olds, still
less 12-year-olds, who might think
that they could walk into police
stations and start helping there and

then. Police stations did not in fact
offer much opportunity, it was felt,
since administrative work was sub-
ject to confidentiality, and teen-
agers would possibly be exposed to
the unedifying sight of violent
drunks being put into cells. Instead,
attention tended to focus on acci-
dent and crime prevention.

Here are some suggestions:

1. Because keeping empty build-
ings under surveillance takes up an
enormous amount of police time,
crime watch patrols might be or-
ganised, using older students to visit
houses reported vacant and more
especially schools during evenings,
week-ends, and holidays, as a safe-
guard against damage and theft.

2. Students might be specially
instructed as family junior security
officers by police crime prevention
personnel, to assist and advise their
parents on how to maintain the
security of their home, car, and per-
sonal belongings. Some could also
accept responsibility for several old
people living nearby.

3. Danger area patrols could be
organised to operate near areas of
high accident risk such as canals,
ponds, and cliffs, to prevent young
children from venturing into dan-
ger; to marshall young children at
Saturday morning cinema perform-
ances; and to be on call when wide-
scale searches have to be under-
taken for missing children.

These may not represent earth-
shaking contributions by the young
to the tasks of maintaining law and
order, but perhaps the most signifi-
cant aspect of this particular ap-
proach to chief constables in Bri-
tain was that it opened the eyes of
some of them to the fact that they
cannot achieve their tasks alone.

They need the cooperation of
others. These others include the
young, and it is worth while to

analyse the responsibilities facing
them in terms of what help the
young might have to offer. We
who work with students should be
prepared to meet the police half-
way, and not regard their needs as
being too controversial.
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campus learning programs.

3. At the third level are students who need actual
practice in their areas of specialization prior to com-
pleting a degree.

Each of these levels of student involvement leads to a
different focus for an off-campus program, and the
focus in turn requires a specific faculty role tailored to it.
In designing an off-campus program, these different
levels of student involvement should be considered be-
cause they have implications for faculty roles both on
and off-campus.

I. FACULTY ROLES

High school students have long been involved in
distributive education and other experiential learning
programs. College work-study, cooperative education,
voluntary action, required field work, and service-
learning programs exist side by side in many communi-
ties, with little or no interaction among them. In each
of these programs, how are faculty members involved?
To arrive at an answer, at least three aspects of faculty
participation must be examined.

Resources—One aspect is administrative support and
resources available to faculty members. What incen-
tives are provided? By whom? Who provides informa-
tion to the faculty member about his role? Do students
come to him or does the faculty member leave the
school to meet the students? How much travel is in-
volved? What is the setting in which the faculty mem-
bers are expected to carry out their roles? The answers
to these and other questions provide the background
against which faculty roles can be structured, and ap-
propriate faculty orientation can be designed.

Specific Tasks— A second aspect of the faculty role is
the daily routine of each faculty member involved in ex-
periential learning programs. What would you see if
you observed a faculty member working with students
in an experiential learning program? Does he use the
telephone? How much? For what purposes? Does the
faculty member respond to crises, or does he spend
most of the time planning and communicating with
agency staff, students, and colleagues? What are the
number, frequency, and content of interactions with
community leaders, students, and others? Do faculty
members engage actively with students and community
people in the project or is the faculty role consultative in
nature? Observing and noting actual faculty behaviors
can reveal useful information for designing new roles or
restructuring old ones.

Attitudes— A third aspect concerns the attitude that
a faculty member brings to his role as an advisor or
counselor of students. What self-image does he project
in working with students? What views and values does
he articulate? What differences do these attitudes make
in the way the faculty role is perceived and carried out?

An examination of these three aspects of faculty par-
ticipation in experiential learning programs will provide

ACTION/NSVP

base-line data upon which to structure or restructure
faculty roles around student needs, be they exposure,
competency development, or practice.

II. ROLE EXPECTATIONS EXERCISE

A further suggestion for faculty role clarification is
a role expectations exercise for faculty, students, agency
staff, and program coordinators. In all of the various
kinds of student involvement programs and at all levels
of student functioning, it has been our experience that
the four major participants can benefit from meeting to-
gether to engage in a role clarification exercise. Each of
the four participants (student, faculty member, agency
staff member, and program coordinator) takes turns
outlining on a blackboard or newsprint pad what he
perceives his role to be in the program. For example, a
faculty member might be the first person to list charac-
teristics of the role he expects to perform.

The other three members of the team then take turns
sorting out the prescribed and discretionary aspects of
the role characteristics the faculty member has identi-
fied for himself. This means going down the list of char-
acteristics and identifying those that are functional and
those that are personal.

After the give and take created by this sorting out,
the faculty member discusses what he expects of each of
the other members of the group. That is, what does the
faculty member expect the relationships to be between
himself and the student, himself and the agency mentor,
and himself and the program coordinator?

Finally, the three other participants, in turn, tell the
faculty member what they expect of him or her. Once
the exercise has been completed for the faculty mem-
ber, someone else becomes the key person and the entire
process is repeated. Among the advantages of this ap-
proach are the setting of group norms and the discovery
of a collaborative method of working.

I11. A FACULTY FELLOWS PROGRAM

Another approach we wish to suggest for faculty role
clarification is based on the idea of engaging selected
faculty members as consultants to work with staff mem-
bers of community agencies. As short-term consultants
to a local government agency, voluntary bureau, or pri-
vate nonprofit service organization, selected faculty
members can undertake two major assignments. One is
to identify reasonable and worthwhile tasks which lend
themselves to student involvement. The second assign-
ment is to evaluate the potential learning dimension of
those tasks for the individual student.

After tasks have been identified and their learning
potential has been evaluated, representatives of agen-
cies and educational institutions can examine program
issues at three levels. Those levels are:

In-Service Training for Faculty —Faculty can broaden

their knowledge of the potential of off-campus learning
{Continued on next page)
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environments for student growth, personal develop-
ment, and career exploration.

Faculty Awareness—Faculty awareness of the rich-
ness of learning opportunities in community service set-
tings and the need for program designs, role definitions,
and institutional arrangements can be increased.

Agency Staff Awareness— Agency staff can become
more aware of student assistance possibilities and their
own staff roles as non-academic teachers.

An example of this approach is the North Carolina
Faculty Fellows Program, which took place in the sum-
mer of 1974. It evolved out of two situations: (1) intern-
ship programs were growing in the state government
departments (almost one-half million dollars were ex-
pended during the summer of 1974), and (2) the depart-
ment staffs (state employees) were becoming more in-
terested in the educational dimensions of student in-
volvement. As a result, the Student Involvement Ad-
visory Council (SIAC), with the assistance of the North
Carolina Internship Office (NCI0), took the initiative
in introducing a program designed to clarify faculty
roles with respect to student involvement programs in
state government.

During the summer of 1974, 26 faculty members from
17 colleges worked in this program as short-term con-
sultants to over 500 state employees. What follows is a
distillation of our experience, which we believe can be
adapted by high school and college teachers.

First look at the patterns of student involvement in
your area for clues about the strengths and weaknesses
of faculty participation in off-campus learning pro-
grams. If faculty involvement is limited, and if there are
community groups and educational institutions avail-
able to design a program, then you have a basis for in-
troducing this approach (a faculty fellows program) in
order to clarify faculty roles in off-campus service-
learning programs.

Consider approaching a third party organization with
wide community contacts to perform the function of a
broker working in the best interest of all parties in-
volved. A community organization is in a good position
to identify useful and appropriate faculty placements.

Draw up a program design for presentation to and
review by the major participating institutions. By in-
volving the institutions that send and receive students,
you can assure their participation in and support of
your faculty fellows program.

Draw up procedures for selection and orientation of
faculty fellows. Selection criteria depend upon the
kinds of participating organizations and the emphasis
you seek. The North Carolina Fellows Program used
criteria designed to assess an applicant’s previous com-
mitment to experiential learning; personal expectations
for such an experience with respect to individual teach-
ing and role clarity; and appreciation of how the skills,
knowledge, and interests of a faculty fellow would later
be used on his own campus. In addition, male-female,
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black-white, and department balances were sought.

As part of orientation, distribute the following infor-
mation to the faculty fellows:

¢ Data on agency with which faculty member will

work

® Name, address, and telephone of primary contact

in the agency.

® Background notes on previous student involvement

in that agency.

Our experience with three different faculty groups,
each of which spent 10 days in the field, was that the
major part of the first two mornings was well spent in
orientation sessions—clarifying expectations, setting
group norms, and providing hints about getting started.
Scheduled opportunities for faculty fellows to meet to
discuss their individual experiences with each other are
also important. The North Carolina program partici-
pants benefitted from five such opportunities within a
single 10-day period.

A report on the results of the program is helpful to
the staff of agencies and educational institutions and to
the individual faculty fellows. Evaluation is a matter of
finding out the most and least useful aspects of the pro-
gram and then disseminating that information to all
parties concerned. We also recommend follow-up within
agencies and individual academic departments of educa-
tional institutions. A program coordinator, who con-
tinues to monitor the liaison processes initiated during
the faculty fellows program, is essential for continuity
and follow-up.

The importance of assessing institutional interests,
resources, and commitment prior to introducing a facul-
ty fellows program was indicated by the follow-up ex-
periences of our North Carolina Faculty Fellows. Hind-
sight in the North Carolina program suggests that not
enough importance was placed on researching and as-
sessing institutional commitment. Instead we had opti-
mistically placed our major emphasis on selected indi-
viduals (both faculty members and agency staff mem-
bers) who moved and operated within.their own institu-
tions, without sufficient consideration to the commit-
ment of institutional resources and personnel not di-
rectly involved in the program. Comments by faculty
fellows eight months later revealed frustrations with
*politics” of the agency in which they worked; some
minor gains in developing new courses or programs in
their colleges; and some disappointment that they had
been unable to introduce new off-campus learning pro-
grams as soon as they had hoped. This was probably
due in part to insufficient commitment on the part of
the participating institutions.

The process outlined above is not a finely honed pro-
cedure, but it identifies items of concern to people in-
terested in improving the quality of off-campus experi-
ential learning programs. It suggests ways of clarifying
faculty roles in service-learning programs, ways which
allow for both institutional and personal development.
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profit charitable organization are
exempt from the federal unemploy-
ment tax provided the organization
meets the strict tests that have been
established to ensure that this ex-
emption is not abused.

One other significant category of
exempted employees is agricultural
laborers. It appears that the reason
behind this exemption lies at least
in part with the determination by
Congress that the farming industry
is so spasmodic and seasonal in na-
ture that the administrative burdens
exceed the advantages.

More than four-fifths of all wage
and salaried workers are covered.
However, even if an employee is
covered, this alone does not guar-
antee benefits. Benefits can be ob-
tained only if the individual meets
the eligibility requirements.

Eligibility for Benefits

Since unemployment compensa-
tion is essentially only insurance
against unemployment, eligibility
for benefits bears no relationship
to the need of the claimant or the
degree of the calamity he has suf-
fered. Thus, financial considerations
surrounding the unemployed worker
are not factors considered in deter-
mining eligibility.

Typically, state legislation pro-
vides that no employee is eligible
for benefits unless he registers with
the local unemployment compensa-
tion office, reports for work as re-
quired, has not been discharged
from work for misconduct, and did
not resign voluntarily.

Diligence in Filing

Obviously an unemployed person
must register if the agency is to
become aware of his claim. How-
ever, equally important is the re-
quirement that the claimant exer-
cise reasonable diligence in filing
his claim. Failure to do so has been
found to be just cause for the claim
to be denied. Further, a claimant
is not relieved of this duty to use
reasonable diligence in filing simply
because he has been given erroneous
advice, even if the advice has come
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from an employee of an unemploy-
ment compensation agency. Not all
agency employees are in a position
to give advice or to have knowledge
of the true status of the claimant’s
right to benefits.

The importance of diligent filing
is underscored by the outcome of a
claim that was litigated in the
Pennsylvania Courts. In that case,
the Pennsylvania statute concerned
provided that a pregnant claimant
is conclusively presumed to be un-
available for work and hence in-
eligible for benefits during the
period 30 days prior to and antici-
pated birth and ending 30 days after
birth. Relying upon her physician’s
erroneous projection of her expected
date of delivery, the claimant de-
layed in filing for benefits. When
the claim was filed, the Pennsyl-
vania Unemployment Compensa-
tion Review Board denied her bene-
fits on the grounds that she had
not been diligent in filing. On ap-
peal the Pennsylvania court upheld
the Unemployment Compensation
Board of Review’s decision, stating
that the claimant could not be re-
lieved of the consequences of her
delay in filing simply because of her
doctor’s inaccurate prediction.

This case clearly illustrates the
need for diligence in filing, and
student volunteers can serve a par-
ticularly useful function in this
regard. It is important that all per-
sons, immediately upon becoming
unemployed, file their claim with
the local unemployment insurance
officer. Student volunteers can
make sure that this type of infor-
mation is disseminated in areas of
high unemployment and can assist
in setting up transportation to the
local agency. To speed up the proc-
essing, the student volunteer should
make sure that the unemployed per-
son brings his social security card,
his notice of termination of employ-
ment, and his pay records.

Reporting Requirements

A second requirement that is typi-
cal under state statutes is that
claimants must periodically report

to the local employment service
office. More often than not, these
reporting requirements state that
claimants must report in person
rather than by telephone or letters.
Claimants are required to appear
in person so that they can be per-
sonally advised of any potentially
suitable employment that may be
available. Just as in filing a
claim, erroneous advice from some-
one not charged with the responsi-
bility of giving advice will not
excuse a failure to report. Extenu-
ating circumstances such as illness
have on occasion constituted suffi-
cient grounds to excuse an indivi-
dual from reporting. However, the
prudent claimant who is unable to
report as required should obtain
prior written permission from the
agency excusing him from this re-
quirement. Student volunteers can
also be of particular assistance
to claimants in this area by helping
to provide administrative services
needed in connection with reporting
or seeking permission not to report.

A third eligibility prerequisite
present in some form in all unem-
ployment compensation statutes is
that the individual must not have
become unemployed due to his mis-
conduct. Ordinarily, it has been
found that in order to disqualify the
sindividual for benefits, the ‘‘mis-
conduct” must be an act of wanton
or willful disregard of the em-
ployer’s interest, a deliberate
violation of employer’s rules, a gross
disregard for normal standards of
behavior, or gross negligence.

Continued lesser violations have
also been found to establish the
necessary culpability to imply in-
tentional violations of company
rules and therefore preclude the
person from benefits. However, dis-
qualifying misconduct has not been
held to mean mere mistake, in-
efficiency, unsatisfactory conduct,
failure of performance as the result
of inability or incapacity, or good
faith error in judgement.

Voluntary Separation
The various state unemployment
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compensation acts also provide that
an employee who voluntarily leaves
employment without good cause is
not entitled to unemployment com-
pensation benefits. This question of
whether a particular termination
was voluntary or not has been the
subject of considerable litigation,
and, as might be expected, has gen-
erated a plethora of differing
court interpretations. Therefore,
it is difficult in most cases to pre-
dict, with any certainty, whether
the employment termination by the
claimant was voluntary or not.
However, a fair reading of the
cases discussing voluntary termina-
tion indicated that where an in-
dividual leaves a job merely because
he is dissatisfied with the working
conditions, he will be deemed to
have voluntarily terminated his em-
ployment, unless the dissatisfaction
is based upon discrimination, unfair
or arbitrary working conditions or
treatment, or is based upon a sub-
stantial change in wages or working
conditions from those in force at the
time of the claimant’s initial em-
ployment. Some cases have specifi-
cally held that where an individual
is laid off by his employer and the
employee is willing and able to
work, the employee will not be
deemed to have left voluntarily.
Another case held to be involun-
tary termination occurred where an
employee followed her employer’s
advice to quit so that she could re-
ceive her entire wages despite an
outstanding  garnishment.  Such
action did not avoid the garnish-
ment, but it did entitle her to un-
employment benefits when the em-
ployer failed to rehire her. The court
felt that this was not a voluntary
decision to terminate on her part
because her employer had made the
suggestion in the first instance.
Examples of cases that held that
the employee’s acts constituted vol-
untary termination and therefore
precluded him or her from receiving
benefits are: the employee quit
work in an effort to coerce the
employer to give him a special
privilege; an employee quit her em-

ACTION/NSVP

ployment because her only means
of transportation was a ride to work
with a co-employee and that ride
became unavailable; an employee
who needed a car to get to work re-
signed because he could no longer
afford to maintain his automobile;
a single woman despite her knowl-
edge that her employment was con-
tingent upon her remaining single
got married and was discharged;
an employee resigned her position
because of boredom from lack of
work; a taxi cab driver became
unemployed when his driver’s li-
cense was suspended as a result of
excessive violations; and an em-
ployee quit a job one morning after
she was, in her opinion, unjustly
criticized by her supervisor.

In addition to the court inter-
pretations of what constitutes vol-
untary termination, several state
statutes have specifically provided
that a termination of employment
that was caused by the employee’s
deciding to enroll in school, college,
or university, or because of marriage
or domestic circumstances will be
deemed to be voluntary termination
and therefore disqualify the claim-
ant from any unemployment com-
pensation benefits.

Availability for Suitable Work

As indicated, a further prere-
quisite of almost all unemployment
compensation statutes is that to col-
lect benefits a claimant must be
available for work. Although no
definite rule can be stated as to
what precisely constitutes avail-
ability, and no clear line can be
drawn between availability and
unavailability, it has generally been
held that statutory requirements
for availability are satisfied when
an individual is willing, able, and
ready to accept work that is in the
general locale, at a comparable
wage level as his prior work, and is
not at a time or place that will
seriously jeopardize the claimant’s
safety. Therefore, a claimant cannot
restrict his availability by demand-
ing certain hours, types of work, or
conditions not usual or customary

in his occupation, trade, or industry.

It is to be noted, however, that
although the claimant must remain
available for work, he need only
accept suitable work. What consti-
tutes suitable work is again a mat-
ter subject to differing opinions.
In general, the answer turns on
whether the work being offered is
work that the employee customarily
performs or that he is reasonable
fit to perform by reason of past
experience or training. However,
the cases clearly demonstrate that a
claimant cannot exclusively pursue
a chosen and perhaps exotic career
at the expense of the unemployment
contributions of others.

This is illustrated by a New York
City case in which it was held that
unemployment benefits were prop-
erly denied a claimant on the
ground that she refused employment
without good cause. After working
as a sequins operator for two and
a half years, she devoted 70 hours
to a manicurist course. Her last job
was that of manicurist with earnings
somewhat less than she received as
a sequins operator. Re-employment
was offered to her as a sequins
operator with a base rate higher
than she received as a manicurist.
She refused this re-employment on
the grounds that it would down-
grade her professionally. The
Unemployment Compensation
Board and the court felt that the
sequins operator job was suitable
and therefore denied her benefits.

An administrative officer is given
much latitude in determining wheth-
er the work offered is suited for the
claimant, and he generally will con-
sider closely the physical condi-
tion, fitness, and qualifications of
the claimant in comparison to the
demands of the job. Since the ad-
ministrative officer has so much lati-
tude, disputes often arise between
the claimant and the officer as to
whether the work offered is suitable.
When these disputes arise, the ad-
ministrative officer, in the first in-
stance, almost always prevails.
However, should the claimant ap-

{Continued on next page)
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