














be abused and/or neglected this
year. Many authorities recognize
child abuse as the leading cause of
child mortality in the United States.

Protecting Children

It was about a century ago that
the very first recorded case of child
protection intervention took place
in the U.S. It involved a little girl
named Mary Ellen who lived in
New York City. Mary Ellen was be-
ing subjected to abuse by her step-
father. A neighbor lady called vari-
ous agencies, including the police,
and asked them to intervene. She
was told that since the girl *“‘be-
longed” to her parents, there was
nothing they could do. The neigh-
bor finally called the Society for
the Prevention of Cruelty to Ani-
mals and stated that since Mary El-
len was an animal, the Society
should intervene in her behalf. It
did. The fact is that there was for-
malized protection for animals long
before there was any organized pro-
tection for children.

Since the time of Mary Ellen
the American Humane Associa-
tion’s Children’s Division in Den-
ver, Colorado, has been the fore-
runner in the establishment of Chil-
dren’s Protective Services around
the country. The Division’s direc-
tor, Dr. Vincent De Francis, has
probably devoted his fulltime ener-
gies to this problem longer than
anyone else alive today. The Divi-
sion has promoted the passage of
child abuse reporting laws and to-
day there is a reporting law (or
laws) in all 50 states.

Beginning in the early 1960’s Drs.
Henry Kempe and Ray Helfer, of
the University of Denver Hospital,
began publishing some of their ex-
periences and philosophies related
to child abuse. It was Dr. Kempe
who coined the term *Battered
Child Syndrome.” Many of our
Family Stress Center’s program
components are based on Dr. Kem-
pe’s child abuse center in Denver.

During the late 60’s a woman
named “Jolly K,” an abusive par-
ent who could not find the help she

knew she desperately needed,
founded Parents Anonymous, the
self-help group mentioned above.

These and other dedicated people
began to stimulate public and pro-
fessional awareness of the magni-
tude and complexity of the prob-
lem. They also put pressure on the
Federal government to do some-
thing about it. Finally, in 1973,
Senator Walter F. Mondale of Min-
nesota introduced a child abuse
prevention and treatment bill. Sen-
ate hearings revealed that the Fed-
eral government was doing almost
nothing about the problem. It was
learned that traditional agencies
dealing with the problem (law en-
forcement, juvenile courts, chil-
dren’s protection services) were
understaffed and did little more
than investigative work. Prevention
and treatment programs were vir-
tually nonexistent.

Public Law 93-247

The Mondale bill passed both
houses of Congress by enormous
majorities. Public Law 93-247,
signed in January, 1975, established
the National Center on Child
Abuse and Neglect, which is the
major source of support for the
YMCA Family Stress Center’s
demonstration project. The Nation-
al Center funds demonstration, re-
source, and research projects across
the country. It also awards some
monies to states whose child abuse
laws meet Federal standards. Final-
ly, some monies are awarded for
training, technical assistance, and
evaluation contracts.

Prevention and treatment of child
abuse and neglect is not the respon-
sibility solely of the Federal gov-
ernment. It is a problem that affects
all of us and therefore the response
to it must be community wide. With
this commitment in mind, the Hu-
man Development Department of
the YMCA of San Diego and San
Diego County officials wrote a pro-
posal for a child abuse/neglect fa-
cility for the San Diego area. This
proposal included student place-
ments as one of the objectives of

the program. Out of hundreds of
applications, ours was one of 12 in
the U.S. selected for Federal sup-
port. Our Federal grant was im-
mediately supplemented by the San
Diego County Board of Supervisors
in the form of a contract for three
full-time county professionals and
a public education campaign.

Our Family Stress Center opened
on July 1, 1975. Its first students
began work in September of that
year. All of the project’s services
are open to student involvement.
These services are: 24-hour emer-
gency intake, 24-hour emergency
caretaker, individual counseling,
family therapy, group therapy for
adults and children, Positive Par-
enting classes, parent aides, Parents
Anonymous, day care center, play
therapy, developmental testing and
physical exams for children, stress
reduction techniques and. classes,
resource center, community educa-
tion, education-consultation train-
ing, and technical assistance to
other professionals and agencies.

Through their experiences with
these services, students have come
to realize that, in the overwhelming
majority of cases served, the client
families should and can be kept to-
gether as a unit if immediate and
long term quality services are of-
fered. They have also observed that
these parents want help; proof of
this lies in the fact that 60 percent
of the Stress Center’s clients are
self-referrals. They come from all
walks of life, income levels, races,
and creeds.

Student Involvement

Student involvement was written
into the Center’s proposal as one of
the project’s objectives. Our student
program has six components:

® Recruitment — Our students are
M.S.W. candidates at San Diego
State University’s School of Social
Work and seniors majoring in so-
cial service at St. Mary’s College in
Winnona, Minnesota. The five San
Diego State students work at the
Center for 20 hours each week dur-
ing the academic year. St. Mary’s
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College places one student at a time
for a four-month, full-time volunteer
placement.

Each spring the School of Social
Work at San Diego State holds a
fair. Agencies send representatives
to talk with students who are inter-
ested in coming to their agency for
the next school year. We make ap-
pointments to see those students
who wish to volunteer at the Stress
Center. A faculty member in Min-
nesota selects the St. Mary’s stu-
dents. She has been fully briefed as
to the kind of student we are look-
ing for.

e Screening—Each  prospective
student volunteer is interviewed by
myself and Linda Walker, the Cen-
ter’s Treatment Director. We "ask
for a resume and speak with the
student’s supervisors from their
first-year  placement.  Generally
speaking, we have tended to select
students with child welfare experi-
ence. Some of the qualities we look
for are maturity, independence,
flexibility, perseverance, responsi-
bility, assertiveness, intelligence,
and a sense of when to seek help
and/or consultation from others.
The students must also have a great
deal of stamina to work with de-
manding and energetic clients. Fi-
anlly, they cannot have animosities
toward parents who hurt their own
children. As we have more student
applicants than we have openings,
we rank the applicants and accept
the top five.

® Orientation—The students re-
ceive basic orientation to the Cen-
ter and to the problem of child
abuse and neglect from Linda
Walker, other treatment staff, and
myself. Video-tapes, films, and au-
dio tapes are used in the orienta-
tion. The students are given case
assignments almost immediately
and their most meaningful orienta-
tion comes from “learning the
ropes’” through actual experience.

® Training—It is the Center’s
policy that student volunteers re-
ceive the same training opportuni-
ties and experiences as professional
staff. This includes participation at
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conferences in other locations, paid
for by the Center. Specialized train-
ing is given in the areas of individu-
al therapy, family therapy, stress
reduction techniques, crisis inter-
vention, etc. In addition, students
receive training which certifies them
as instructors in Positive Parenting
and Positive Partners, both of
which are YMCA programs that
teach interpersonal communication
skills.

Other formal training is given to
all staff members at least once a
month. Examples include sessions
on alcoholism, assertiveness,
planned parenthood, growth and
development, comprehensive emer-
gency services and sexual abuse. Dr.
Harold Greenwald, author of De-
cision Therapy, offers monthly con-
sultation to our staff on specific
cases. A heavy emphasis is placed
on quality training for all staff. Qur
most “‘trained” student is Tonie
Hilligoss, who has received almost
400 hours of formal training.

® Supervision—Direct  supervi-
sion is provided by Linda Walker.
Each student is seen individually
and in a group session on a weekly
basis. In addition, students are en-
couraged to seek consultation from
other staff members. The Center’s
staff is composed of professionals
from a variety of backgrounds, in-
cluding medicine, law, social work,
counseling, and psychology. One
treatment counselor and our office

‘manager are bilingual and bicultur-

al; they offer expertise in the area
of Mexican-American customs.
They also offer insights to staff
whose bilingual clients attend Posi-
tive Parenting classes conducted in
Spanish.

Students and staff alike are en-
couraged to seek consultation from
other child abuse/neglect experts
around the county. Members of our
Advisory Board, the Child Abuse
Coordinating Council, and the
South Bay Youth Services Child
Abuse Task Force have been es-
pecially helpful to us.

® Evaluation—Linda Walker
evaluates each student after indi-

vidual consultations. The evalua-
tions offer subjective comments and
and objective performance ratings.
A grade is given. Faculty advisors
from both colleges make occasional
site visits. The St. Mary’s advisor
makes one visit toward the end of
the intern’s service.

This year’s students will partici-
pate in follow-up evaluations of
clients whose cases have been
closed. This will consist of recon-
tacting the family to assess its pres-
ent functioning, plus checking with
officials to see if any reports of
abuse and/or neglect have been
filed on the family during the six
months following termination of
Stress Center services.

Qualified Students

If you are involved with a child
abuse/neglect agency and are think-
ing about student volunteer involve-
ment, consider the complexity of
the average family experiencing
abuse/neglect problems and select
your students accordingly. We have
found that the two colleges from
which we recruit enroll highly qual-
ified students with a great deal of
professional discretion and exper-
tise. Yet, we still exercise our need
and our right to decide whom we
will accept as volunteers in our
program.

Careful selectivity returns bene-
fits to all parties involved. The stu-
dents develop their own profession-
al expertise, which is based on a
balance between independent func-
tioning and appropriate consulta-
tion. The Center’s investment soon
pays off in the form of profession-
ally competent volunteers for most
of the placement period. The col-
leges benefit by having a guaranteed
quality placement for their students.
The clients benefit by being as-
signed to competent treatment
counselors with small caseloads. Ul-
timately, society benefits with the
addition to the work force of top
quality professionals dedicated to
ending the cycle of abuse passed on
in many families from generation to
generation. O





















Assisting the blind to sit in a chair
or enter an automobile is a simple
procedure. When you guide a blind
person to a chair, you should lead
him to a point at which he can make
contact with it. Be sure that he
knows which direction the chair
faces. Then it is easy for him to ex-
plore the chair tactually and posi-
tion himself in it whichever way he
prefers.

Guiding The Blind

When you help a blind person to
enter an automobile, he can manage
by himself if he is told which direc-
tion the vehicle faces. One of his
hand’s should be placed on the door
handle, the other on the top of the
automobile.

Whether you are guiding a blind
individual through a hallway, to a
theater seat, or into a car, there are
several courtesies which you should
extend:

e When you approach irregular
terrain, inform the visually limited
person of the conditions underfoot
so that he will be prepared to
counteract stumbling.

e Be aware that two individuals
traveling side by side do not fit
through most door frames. Sighted
people should take special care to
see that a blind companion does not
bump into door frames.

o If it is necessary for the blind
person to make some slight move-
ment to the left or right, tell him.

¥Do not shove him into the position.

e Give a description of what you
see when traveling as required.

e When you give directions, speak
loudly enough to be heard by the
visually limited person alone. Speak
distinctly and directly.

e When you greet a blind person,
her or she will generally make an
initial movement to shake hands.
However, if this does not happen,
you may choose to initiate this ges-
ture, after giving a verbal warning
(e.g., “‘Let me shake your hand”). A
verbal cue should always precede
body coniact.

Although the ability to read and
write braille is a desirable skills for
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volunteer personnel working with
the visually limited, it is unrealistic
to require student volunteers to be-
come proficient in braille. Fortu-
nately, several adaptive aids present
alternatives and modifications to
small print and braille. Low vision
aids, such as magnifiers, help some
people to read small print. Book
stands, if positioned upright, are
useful to people who can read small
print materials. Many small print
materials are also available in large
print versions from state libraries.
Handwriting and printing can be
enlarged, on unglazed paper with
dark pens, so that the visually lim-
ited person can maximize his lim-
ited eyesight.

Information and education ma-
terials can be recorded on 8-track or
cassette tapes. After he has been ori-
ented to the tape player, a visually
limited person can independently
explore, listen to, and easily learn
any recorded materials of interest to
him.

Student volunteers need not de-
velop segregated or “blind only”
recreation programs for the visually
limited because many excellent com-
munity recreation programs exist.
However, the blind may not be
aware of existing recreational op-
portunities open to them or, if
aware, they may not have access to
them. Frequently the visually limited
need to be informed about opportu-
nities open to them and assisted in
planning transportation. Student
volunteer groups can help to meet
these needs, bearing in mind that,
with certain adaptations, blind peo-
ple can enjoy many of the same rec-
reational activities that sighted peo-
ple enjoy. Some examples of adap-
tations of regular recreational facili-
ties and programs are given on pages
10 and 11.

After identifying the blind popu-
lation in your community, the next
task for the student volunteer or-
ganization is to identify leisure pro-
grams available in the community.
Students should contact municipal
and private recreation departments,
such as the City Parks and Recrea-

tion Department, the Y.M.C.A.,
the Y.W.C.A., and other social
agencies, and identify the activities
that they offer to the public. Special
interest groups, bowling leagues, ice
skating arenas, churches, adult edu-
cation programs, and other associa-
tions should be canvassed.

Probably some of the groups con-
tacted will be reluctant to accept
visually limited members. The vol-
unteer’s task will then be to persuade
the agency to accept the handi-
capped. For example, if a blind per-
son wishes to roller skate, then the
volunteer may point out to the man-
ager of the roller skating arena that
the handicapped person can orient
himself in the arena via the sound
system. The student volunteer should
be specific in his explanation as to
how a visually limited person can
participate in the activity.

Transportation

The student volunteer can also as-
sist in planning transportation to
and from activity programs. Avail-
able transportation resources such
as buses, cabs, and special transpor-
tation services, must be identified,
and information should be left with
the handicapped. Independent trav-
el should be a long-range program
goal. Over time the student volun-
teer can teach the visually limited
person to arrive at the activity in-
dependently. If independent travel
is not immediately possible, how-
ever, the student volunteer should
explore other arrangements, such as
car pools and buddy systems.

The role of a student volunteer
who works with the visually limited
is unique and challenging. The
working relationship between the
student volunteer and the blind
should be not only pragmatic but
also warm and loving. The student
volunteer’s motivation for working
with the blind should stem from sin-
cere interest in the handicapped
person as an individual. One of the
best friends that a blind person can
have is a student who volunteers to
help him participate in group rec-
reational activities. (m|
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followed should be spelled out.
For example, will the student give
periodic written or oral reports,
write a final paper (and for whom —
faculty or agency), keep a journal,
or read books? How will the learn-
ing be documented?

Stating Responsibility

Responsibility to the agency in
which the experience will occur
needs to be clearly stated. By
incorporating such a statement,
the host agency’s personnel can
review a student’s learning expec-
tations and perhaps include the
student in staff activities not other-
wise contemplated. Furthermore,
attention should be given to the
nature of the involvement of both
faculty and the agency personnel
with whom a student will work.
For example, to what extent does
a student expect his faculty sponsor
to be involved—occasional site
visits, regular campus meetings,
etc. Similarly, it is appropriate to
indicate the kind of support, be-
yond routine supervision, that the
student expects from agency per-
sonnel, particularly in areas of
involvement that might not be
available to student volunteers
(staff meetings or access to files).

Finally, the methods proposed
for evaluation of the internship
should be stated in order that all
concerned have a clear understand-
ing of how the experience will be
reviewed upon completion. Once
completed, the contract should be
signed by the student, the faculty
member, and the agency supervisor.

Monitoring the Contract

Now that a contract is on file,
what are some ways to monitor it?
Periodic monitoring by any of the
parties involved is one way to check
on the congruence of the contract
with the student’s unfolding and
therefore changing experience. The
first and most obvious way is to
review periodically a student’s
performance or activity in the con-
text of the specific terms of the
contract. Is the student achieving
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the stated goals or is he making
progress toward fulfilling them?
If not, what are the obstacles? How
can they be overcome? Are the
student’s expectations unrealistic?
Is there need to renegotiate the
contract? This should always be
an option. A biweekly review that
results in a written summary or
evaluation of activities in rela-
tion to the student’s learning goals
may serve as a progress report to
the academic sponsor.

Feedback
Seeking verbal feedback from
supervisors, fellow workers, or

faculty mentors allows for occa-
sional, informal evaluation of a
student’s activities. On a more
formal level, feedback may occur
in a seminar setting where a skilled
faculty or agency person poses
questions that facilitate critical
analysis of situations or events
and pushes a student’s observations
to broader concepts. Situations
that raise questions concerning a
person’s values are often the begin-
ning of the reflective phase of
experiential learning.

Utilizing Workshops

Another way to monitor a stu-
dent’s learning during an internship
is to ask him to take advantage of
any workshops or seminars related
to the internship, such as a weekend
psychodrama workshop.

How do you help a student to
document what he or she learned in
the field—to document the fact
that the learning objectives were
fulfilled? Specifying job activities,
duties, and responsibilities, and
what new knowledge, skill, or
competence was acquired as a result
of the internship, is a beginning.
How do these correspond to those
stated in the contract? Also, were
new or additional duties or respon-
sibilities assigned and performed?
Keeping a journal of daily activities,
questions, new insights, newspaper
clippings, and photographs is a
useful device that facilitates later
reconstruction.

Some experiential education pro-
grams require students to select
from their journals a specific
number of *critical incidents’ and
write essays that reflect more
fully upon those incidents, espe-
cially about how a particular
incident was resolved. This “critical
incident” approach typically uses
the term to distinguish events or
situations that challenge a student’s
existing values, such as the need
for public assistance, cultural
differences in interpersonal com-
munication, or legal equality.

Evaluation

Several forms of evaluation
might be used to document learn-
ing. An exit interview with the
agency supervisor or, if feasible,
an evaluation by a student’s peers
or clients, incorporates several
evaluative methods. An evaluation
should be done critically and
from a learning perspective. A brief
general letter serves no purpose.
An oral evaluation session that
includes agency personnel, faculty
mentor, and student, focused on the
learning  contract, is another
approach. Finally, a self-evaluation
that requires a student to speak. to
his accomplishments as well as his
failures is another device.

Each method of evaluation select-
ed (and preferably more than one
will be used) should reexamine
the contract and assess the degree
to which it was fulfilled.

To summarize, making a service-
learning internship a self-conscious
learning experience requires five
steps: an initial inventory of the
student’s personal skills and know-
ledge prior to the assignment; iden-
tification of new skills and know-
ledge that the internship might
provide; negotiating a three-party
contract or statement of speci-
fic learning objectives available
through the internship; monitoring
the student’s activities to see if the
learning contract is being fulfilled;
and, finally, documenting the learn-
ing acquired in the off-campus
setting. |
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tinued. The idea is not to start new projects each year
but to provide an ongoing program of permanent value
for families and the whole community. Programs do
differ from town to town according to needs, but there
is local continuity.

The orientation does not provide all that is needed
by the volunteers, but their year of service is short, so
little time can be devoted to preparation. For this rea-
son, much importance is given to on-the-job support
and supervision. Both the kibbutz and the Scout organ-
izations assign professional staff to the groups as coun-
selors and supervisors.

Staff Support

Zvi Misrachi, from Kibbutz Glil Yam, is a coun-
selor for ODED. He has a degree in behavioral science.
Avi Koren, representing RE’IM, is an educator and
criminologist. Zvi coordinates three groups in different
towns in Galilee; Avi directs groups in three Negev
towns. Each visits his towns at least once a week, re-
views the progess of their projects, helps solve prob-
lems, provides liaison with the local authorities, and
suggests new approaches where needed. These coordi-
nators also report regularly to their organizations.

In addition to the supervision provided by the co-
ordinators, a faculty member from the Psychology
Department of Tel-Aviv University visits the groups
regularly to assist in problem-solving and to aid them
with their own group dynamics. The goal is to create a
focus for personal contact and friendship which will
facilitate the integration of the community into the
culture and economy of the nation.

The primary objective of ODED and RE’IM is the
development of the children of the community, from
kindergarten through elementary school. Teaching and
tutoring are only part of the program. Volunteers ex-
tend their activities into the afternoons and weekends
with homework supervision, recreation, handicrafts,
and hiking excursions. They share their leisure time
with the local youth. The same club facilities that serve
the smaller children in the afternoons are used in the
evenings for lectures, studies, and discussions by the
town residents. On other evenings a stereo set and a
coffee machine turn the club into a discotheque.

Major projects of these volunteer groups are their
camps, operated during the summer vacation and short-
er school holidays. All the volunteers in a town are in-
volved in getting their children into the camp programs.
Not only do the youngsters have a chance to enjoy
camp life, but arrangements are made during the sum-
mer for some of them to spend a week visiting as guests
of families in a nearby kibbutz. Occasionally a whole
class from a development town visits a counterpart
class in a kibbutz. Not only do these visits introduce
the children to the people and culture of their new na-
tion, they help involve the kibbutz members in the wel-
fare of a town family—or in the affairs of the whole
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town. Clearly these experiences lessen the painful social
and educational gaps that exist.

While ODED and RE’IM volunteers live together in
groups, their work is personal and individual. Noah is
an ODED volunteer. She serves at Ofakim, one of the
large development towns near Beer Sheba in the south-
ern part of Israel. For four hours during the morning,
Noah (in Hebrew “Noah” can be a man’s or a woman’s
name) is a helper at an elementary school. Then, for
two hours she runs a special class for dropout children
whom she herself identified and convinced to give
school another try. Three times during the week she
runs a club for youngsters under 12 years old. They
play games and engage in some handicrafts.

In addition, Noah has adopted an extended family
that came to Israel from India eight years ago. There
is an aged mother and her daughter, Lilly, who has a
walking disability. Lilly’s brother is married and has
three children and her married sister has seven child-
ren. The family occupies three apartments in the same
building. Noah first came to the family to teach Lilly
Hebrew, but she soon spread her wings over the whole
clan and now visits regularly with all of them. Since
the “adoption” of families is an important link in the
knitting of ties between the volunteer and the adult
population, a social worker from Beer Sheba advises
regularly on the subject.

Games Library

Another of the ODED projects on which Noah works
tries to teach parents games so that they can play with
their children. Noah, like other members of her group,
is being trained in this by a special teacher who comes
once a week from Beer Sheba. ODED has set up a
games lending library where the parents can borrow
games and toys for a few days. So far, she herself has
to take and return the games and teach at the same
time. But she hopes that soon the parents themselves
will take the initiative.

There are over a dozen ““Noahs’ in more than a doz-
en places, and each volunteer, in addition to the rou-
tine work, carries an extra load. It may be speech ther-
apy for a neglected girl whose defect has no pathologic
cause. It may be smoothing strained family relations.
It may be giving advice on small or important matters
or just stretching out a helping hand at a moment when
a friend is needed.

Both ODED and RE’IM are trying to evaluate the
work they are doing. If one asks a volunteer whether he
feels that he has lost a year in the pursuit of his own
career, the answer is usually an emphatic “No.” All
agree that it was a year well spent, a year in which
each became a more mature person and attained an ed-
ucation that cannot be had in any school. Coming as
friends, ODED and RE’IM compliment the formal and
institutionalized remedies being applied to narrow the
social gaps within Israeli society. O
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(Continued from inside front)

GUEST SPEAKER

important to know how to find things out rather than
to know specific facts. Finally, projects offer consid-
erable flexibility to curriculum planners: many indi-
vidual interests of students and faculty can be accom-
modated —interests which would otherwise require
special lecture courses that are expensive to mount.

Project methods are exceptionally useful for action-
learning. For example, ‘“advocacy engineering” can
take place through project work by students. At the
Imperial College of London University, groups of en-
gineering students have tried, through community
action group projects, to define the needs for technical
devices and systems for people who would not otherwise
be able to afford the services of professional engi-
neers. As part of their studies, carried out through
project work, Imperial College engineering students
improved the distribution of hot food to old people
in a London borough; designed and field-tested a
tape-playing device for use in fundamental education
schemes —family planning and agriculture—in tropical
and semi-tropical countries; and so on. Such proj-
ects force students to consider critically what is often
taken for granted in engineering education—the cri-
teria by which design plans are arrived at, i.e., whose
interests and needs do devices and systems serve? The
students thus learn things useful to them as potential
professional engineers and they also provide a needed
service for the clients.

Projects can, however, become prey to academic
voyeurism. Since the end product is usually a report
suggesting action, or a system which other people have
to continue using long after the students have gradu-
ated, there is a danger that the exercise can turn into
one where observing people becomes more important
than relating to them or helping them. An interweaving
of study and service may, therefore, be a better strat-
egy to stimulate the reflection necessary in university
courses and to avoid the dangers of voyeurism.

Cascade Teaching

“Cascade teaching” offers one such possibility.
Cross-age teaching, peer tutoring, Each One Teach
One, and Youth Tutoring Youth, give university stu-
dents a chance to use the knowledge they possess di-
rectly for the benefit of others. To have to explain why
a given subject is worth studying at all, as well as to
review the fundamentals of one’s subject through tutor-
ing in it, is a good way of defining one’s commitment —
or lack of commitment —to the subject. Cascade teach-
ing gives students a chance to think about the knowl-
edge acquired, to see its human value, and, above
all, to use it in establishing a helping relationship with
another person.
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With all action-learning, the key problem is how to
institutionalize the activity. The reward system is
the key to this problem of institutionalization. Every
party to the arrangement must perceive it to be to his
or her advantage to stay with it and work at it. Faculty
are likely to look askance at action-learning schemes
which are difficult to grade.

Grading Action-Learning

A simple and useful expedient is to have two types
of grading for an action-learning activity: (1) a pass/
fail grade awarded for participation in the action part
of the work, in practice usually given by the super-
visor in the agency in which a student works, and (2)
a conventional letter grade for an academic product—
an essay, thesis, dissertation, or report.

Happily, the need for an academically assessable
document can offer additional ways of avoiding the
snares of academic voyeurism! A document which
serves the needs both of realizing learning goals and
of effectively promoting social action could be a report
written by one student for his successor. The document
would aim to inform the successor about what the job
entailed: who are the key people in the organization;
what specific work needs to be done; what contacts or
facilities are available to do the work effectively, and
so on, together with an academic analysis of the work,
relating the facts and ideas encountered to the leading
concepts in the student’s academic discipline, to the
preoccupations of the profession, and so on. I have
found that this realistic task inspires students to con-
siderable efforts in writing up their work, and is also
an excellent way of seeing whether they understand
their subject. With such relay-race documents, the
social action part of the action-learning could become
increasingly effective as each student draws upon the
experience of his predecessor and produces an increas-
ingly sophisticated guide for the students who follow.
Again, it is the element of care and responsibility for
another person, the building of a relationship (even if,
in this case, it is with someone unseen) that transforms
the activity from voyeurism to something more produc-
tive and meaningful.

Voyeurism, whether sexual or academic, results from
a failure to achieve positive relationships. It is an ail-
ment which needs first to be recognised and then to be
cured. A frequent symptom of the ailment in an indi-
vidual is. mindless mumbling of the phrase, “Knowl-
edge for its own sake!” The phrase is, of course, mean-
ingless. Knowledge is for people’s sake. It is an active
phenomenon. It does not reside in books and papers,
but in people’s heads. It needs to be shared —that is,
communicated —for communication means sharing.
The antidote, then, to academic voyeurism is to devise
a strategy by which the process of sharing is built into
the process of acquiring knowledge. Project work and
cascade teaching are two such strategies. O
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heads down and look at the floor, thus denying them-
selves the luxury of nonverbal cues.

After the role play, the trainer asks each group to
process the role play for five to seven minutes. First,
the caller shares feedback with the helper, telling him
how his responses made him feel. Then the helper
shares his feelings and thoughts during the role play.
Finally the two observers give feedback about what
they were thinking and feeling during the role play.
This is followed by group discussion about what was
said during the session. Were reflection of feeling and
accepting responses used frequently and appropriately?
If not, how could the helper’s responses have been im-
proved?

Problem Phase

The second phase of crisis intervention is the prob-
lem phase, when the helper attempts to assist the caller
reorganizing his or her shattered, emotionally laden
world. Once the caller has unleashed his or her inner
pain, fear, and confusion—which are manifested in
tears, swearing, and passive-aggressive remarks—onto
the helper, the dynamic process of effective crisis in-
tervention moves from an affective to a cognitive plane.

A technique for helping the caller to reconstruct his
shattered world is open-ended questioning. Inherent in
the open-ended question is the helper’s message, “I
care about what you have to say. You have my un-
divided attention.” The open-ended question begins
with an implied or stated, ‘“How?’ *“What?’ or
“Why?’ or “Would you tell me more about . . . ?”” For
example, “What do you mean your father is a real
character?” ‘“How did you feel when your father said
he was very disappointed and ashamed of you?” “Why
do you think you felt so angry with your father?”

Some examples of closed-ended questions are: *“‘Are
you single?” “Do you get along with your parents?”
‘“Are you angry today?” This type of questioning is
commonly used by untrained paraprofessionals. It
results in the caller’s becoming aware of the fact that
the helper is controlling the call. Instead, it is the
caller who should control the call.

Open-ended questioning assists the caller to explore
affective and cognitive areas of the crisis situations or
areas directly related to the problem that the caller
may not even realize exist. Almost always, the caller
will ask, “What should I do?”’ The helper’s response
should be, “What would you like to do?” or “What
do you think is the best action to take?” This demon-
strates the helper’s confidence in the caller as a re-
sponsible person. The caller also learns that the helper
has no answers, and places the responsibility for the
caller’s life where it belongs: on the caller. How else
does the helper assist the caller in reorganizing his or
her world?

Another technique is the paraphrase response. The
paraphrase response is basically a reflection of the con-
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tent of the caller’s message in a concise, organized man-

ner. It conveys to the caller that the helper is trying to

understand him, and that the two are working together

as a team to clarify his problem. In the example below,

which response is a paraphrase response?

Caller: “The guy is a real zero. I'm sure he ob-
tained his state license from a Cracker-
Jacks box. He’s got the intellectual
capacity of a mature cucumber and he’s
my supervisor!”

Response A: “What do you mean he’s a real zero?”

Response B: “What’s the matter with Cracker-Jacks?”

Response C: ““I get the impression that you’re pretty
upset, frustrated, and discouraged about
working with this guy.”

Response D: “You don’t think this guy is very com-
petent.”

Response D paraphrases the caller’s frustration with

his supervisor.

The Probe Response

A third technique is the probe response. This
response is one that elicits more information or clari-
fication from the caller about his problem. The probe
is unique in that it helps the crisis worker to stay
with the caller, gently guiding him through his web
of confusion, contradiction, and ignorance to the
heart of his problem. The probe response must not
come across to the caller as interrogation. The effec-
tive paraprofessional transmits to the caller, with
proper voice inflection, his genuine interest in assisting
the caller to understand and resolve his troubled situa-
tion. In the dialogue below, the helper uses open-
ended questions, paraphrases, and encouraging and
accepting responses to ““probe’ the caller’s problem.

Caller: “It's mydad”...... pause

Helper: *“What about your dad?”

Caller: “Well, you know” .. .. .. pause

Helper: “No, I'm not sure I do. Would you explain
further?”

Caller: *‘He’s just quite a character” . . .. .. pause

Helper: “How do you mean, ‘quite a character’?”

Caller: “He wants me to major in Business Adminis-
tration” ... ... pause

Helper: “And you’re not sure that you want that field
for a major?”’

Caller: *“*Yeah, that’s it.”

Some untrained crisis workers can be so overzealous
in their efforts to be of aid to the caller that they suf-
focate or stifle the caller’s sharing with repeated, rapid
questions and responses. It is important that the crisis
worker “stay out of the way™ of the caller’s attempts
to communicate his or her world to the crisis worker.
Most of the time, if the crisis worker has created a
safe, accepting environment filled with empathy, the
caller will “open up” rapidly to this caring stranger.
If you give a caller enough acceptance and empathy,
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then he or she will lead you right to the heart of the
problem; all you have to do is take his or her hand
and follow.

Alternatives Phase

In this phase of crisis intervention, the paraprofes-
sional assists the caller in the exploration of:

® Possible alternative actions

® Possible consequences of each alternative

o The caller’s feelings connected with each alter-

native and consequence.
It is important that the paraprofessional refrain from
indicating directly or indirectly, through implication
or voice inflection, his preferences or his judgment as
to what is “right” or *“‘wrong.” The paraprofessional
must remember that he has no answers. He can never
know what another person should do with his life.
The helper’s stated or implied judgment, even if eli-
cited, implies a lack of respect for the caller and lack
of confidence in his ability to decide what to do.

One training exercise to sharpen the skills of para-
professionals in the area of exploring alternatives open
to a caller is to invite a drama student from your
university’s drama department to role play the part of
a distressed caller with a student volunteer from the
training class. As the trainee assists the “troubled
caller” through acceptance, discussion of the problem,
and finally exploration of alternatives, other members
of the trainee group are free to interrupt at any time
to ask questions. If the trainee playing the role of the
helper gets “‘stuck™ and does not know what response
to use, then he can trade places with another member
of the trainee class who continues the dialogue, pick-
ing up where the first one left off. During these group
work sessions, the coordinator must be readily avail-
able to assist in answering questions, but generally
his role is to “‘stay out of the way” as much as pos-
sible in order to encourage the confidence, responsi-
bility, and teamwork of the student trainees.

During this phase, the helper attempts to determine
if the caller understands his problem and the alterna-
tives available to him, is aware of what actions he will
take, both short and long-range, and, finally, is emo-
tionally coherent enough to initiate the actions discus-
sed and planned. It is important to note that the con-
trol of the call’s termination must rest with the caller.
One of the dangers of crisis intervention is premature
termination of the call by the helper. Most paraprofes-
sionals are unaware of the termination messages that
they have learned and use daily to terminate phone con-
versations. A popular one is, “Well, I guess I better
let you go now.” Another is, “I know you have things
to do, so . . .” A third is, “Hey, it’s really been great
talking to you, sure wish we could talk longer . . .”
These all forward the message, 1l don’t want to talk
to you any longer, let’s hang up.” The paraprofessional
must be careful not to directly or indirectly terminate a
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crisis call prematurely. Instead, it is best to continue
encouraging and accepting responses until the’ caller
gives a signal that he wants to conclude the dialogue.

These four phases—empathy and acceptance, prob-
lem, alternatives, and termination— offer the crisis in-
tervention worker a basic rationale and structure to use
during crisis calls. Thus the helping person knows what
he or she is saying and why; specific goals and objec-
tives are formulated in the worker’s mind, and a
dynamic crisis intervention process with a purposeful
direction can take place. Without this structure, “crisis
intervention” is at best a nebulous concept to the para-
professional.

Community Resources

Frequently the caller will be ignorant of the existence
of many community services designed for his aid. It is
appropriate for the helper to inform the caller of such
services. Whether the problem involves drugs, sexuality,
alcoholism, legal aid, V.D., or whatever, your com-
munity has appropriate referral sources. The helper
should be well-versed in the functions, goals, and poli-
cies of these community resources.

The training coordinator discusses materials avail-
able in the office to the paraprofessional to aid the
caller with a particular problem. Some of these are
books, magazines, newsletters, pamphlets, journals
and research articles related to drugs, abortion, suicide,
pregnancy, alcohol, etc. As no single individual can be
completely versed in all the available community re-
sources, we used a system on the Vermillion hotline
where one crisis worker talked to the caller and another
researched community resources that might help the
caller. This helped to build teamwork between para-
professionals.

Another way to help paraprofessionals familiarize
themselves with community resources is to invite guest
speakers to the training class. These guest speakers
represent different community agencies and can also
speak to their knowledge of specialized kinds of
calls. Some examples are: a medical doctor from the
community hospital who talks about the physical and
psychological effects of drugs on the human body; a
psychiatrist from the state hospital who speaks on the
rape victim, the depressed, and the suicidal caller; the
director of a community family planning agency who
discusses contraceptives, abortion, and pregnancy; the
director of the state alcohol rehabilitation program
who speaks about the alcoholic caller. These presenta-
tions are informal, and trainees are encouraged to ask
questions.

Coordinators of hotlines should remember that the
greater the confidence and self-esteem of the para-
professional, the more help is given to the caller.
Each worker whom you supervise has his or her own
unique counseling strengths. It is up to you to build
on them. a
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