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Candid

Admissions

Fourteen admissions officers tell how they regard students’
community service records in selecting new undergraduate,
graduate, and professional school students.

ow do directors of admissions
l-l react to the service-learning ex-

periences of applying students?
To find out, Synergist asked directors at
14 undergraduate, graduate, and profes-
sional schools to express candidly their
thoughts on the value of service as a part
of students’ backgrounds. What the ad-
missions officers at liberal arts colleges,
technical colleges, and schools of social
work, law, and medicine had to say sug-
gests that service-learning develops at-
tributes that those reviewing applications
value but often don’t recognize on the
application. For students at all levels to
get full credit for their community service
—which may give them the edge they
need—high schools and colleges must
quantify diverse and complex service-
learning accomplishments in terms that
enable admissions officers to weigh them
fairly and effectively.

What They Want

What are admissions officers looking for?
““A student’s academic achievement is
number one with us,”’ asserts William
Brown of Southern Methodist University
(SMU), Dallas. SMU is a competitive,
largely liberal arts institution, with an
informal Methodist affiliation and 10,250
students.
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Brown’s statement characterizes the
attitude of almost all admissions officers;
academic ability looms as the largest
single factor governing the selection
process. In most institutions, however,
broad considerations of character and
humanitarianism follow academics close-
ly as important criteria, and in many cases
have an effect on how heavily academic
ability is weighed.

While Brown cites community service
as just one of a number of extracurricular
activities that may enhance a student’s
chances for admission, Timothy Scholl at
the University of Rochester (New York)
puts service ‘‘at the top of the list.”
Rochester is a small, private university
with strong preprofessional programs in
medicine and law. Scholl goes on to say,
‘‘Being a residential college, we want
peer teachers, people that will influence
their fellow students and make the total
experience of going to college a construc-
tive one.’” Scholl sees community service
as one of the principal proving grounds
for students, and as supporting evidence
that they possess leadership ability.

For Scholl, valuing service as a broad
reflection of character is, at least par-
tially, a result of the general liberal arts
orientation of his institution. Liberal arts
schools do not prepare students specifi-

cally for helping careers, but do put a
premium on breadth of character develop-
ment. The same attitude is echoed by Bill
Shain at Macalester College, St. Paul,
Minnesota, a selective small college that
sends a high percentage of graduates on to
service activities. He sees service as a
‘‘manifestation of a compassionate,
caring spirit.”’

How do admissions officers interpret
records of service into qualifications that
are meaningful to their own institutions?
“If they’ve done these kinds of things
[work in hospitals or for community or-
ganizations], they look like achievers to
me,”’ says Scholl. ‘‘They show that they
really want to contribute, and not just get
good grades.”’

Larry Mensch at Dickinson, a competi-
tive liberal arts college in Carlisle,
Pennsylvania, is even more positive.
“‘I’ve seen that students who participate
in community service are more capable
and mature. They learn self-discipline,
and how to do more than one thing at a
time. Those kinds of activities enhance all
the life skills that we, as a liberal arts
institution, want students to bring here. If
they have been contributors in high
school, they will probably be contributors
at Dickinson. ™

Loren Pope, a professional college
placement counselor in Washington,
D.C., currently is assisting a high school
in Richmond, Virginia, in getting under-
privileged high achievers into colleges.
He says, ‘‘I have had a number of stu-
dents recently who have been peer coun-
selors. I think it’s impressive to colleges
when students have spent a lot of time in
training to prepare for those kinds of
activities.”’

Shain at Macalester finds community
service a particularly convincing sign of
involvement, in part because, he points
out, ‘‘It is not something that parents are
as likely to encourage as sports or other
types of extracurriculars, because they
don’t think that it does any good.”’

The Edge on Admissions

Can a substantial record of community
service materially affect a student’s
chances of being admitted to the uni-
versity that he or she wants to attend? The
answer to that question lies partially in the



mechanics of the admissions procedure.

At many colleges and universities,
evaluation of both undergraduate and
graduate applications is in two parts.
Since academic achievement is the goal
of almost all institutions, the first round
of acceptances is of students whose strong
academic credentials leave little question
that they will do exemplary work. Be-
tween 30 and 50 percent of a class com-
monly falls in this category. When that
group is selected, the staff or admissions
office moves on to the larger pool of stu-
dents whose academic credentials are not
as strong, but who have the ability to do
acceptable work. It is at this stage that a
students’s additional accomplishments
become significant, for admissions offi-
cers spend far more time deliberating
about the students who are less aca-
demically able than they do about the top
achievers.

Can service make a real difference for
students in the second group? Alinde
Rivers, director of admissions at Fisk
University, a small, selective, tradi-
tionally black university in Nashville,
estimates that the proportion of students
who enter Fisk with some kind of service
in their backgrounds could run as high as
50 percent in some years. She says, “‘If
we had two students who applied with
very similar records, and one of them had
been involved in community service, we
would take the student with the service
background.”’

John Cook of Berea (Kentucky) Col-
lege, speaks even more strongly on the
subject, defying the custom of putting
academics first. Berea has an unusual
arrangement through which the students,
85 percent of whom must come from
Southern Appalachia, pay no tuition but
work in a variety of campus businesses or
college operations to pay their way. Cook
says, ‘‘Our primary concern is turning out
helping-type people; we're less concermed
with people going out and making a lot of
money, although some of them do. I'm
not interested in a straight A student who
doesn’t get involved. I would rather take
a B student who cares about people and
makes a contribution.’’

From several quarters come convincing
accounts of students for whom a
‘‘helping-type’’ activity was the key

““If we had two students who
applied with very similar
records, and one of them had
been involved in community
service, we would take the
student with the service
background.’’

_

factor in acceptance. Pope, the college
placement counselor, recalls a student
who was accepted at Williams College,
Williamstown, Massachusetts, one of the
most prestigious and competitive small
colleges in the East, despite the fact that
his grades were less than excellent. The
student has a brother with a disabling
disease. From dealing with that situation,
the student developed a desire to be a
doctor and help others. He tested his con-
viction by volunteering in a hospital. That
was enough to convince Williams to
accept him.

Mensch of Dickinson discusses a stu-
dent who has applied for admission next
fall. ‘“This young man saw somebody
have a heart attack and saw how alarmed
and unprepared everyone was. So he went
out and learned cardiopulmonary resus-
citation—CPR. He got involved with a
rescue team and did some teaching of the
CPR technique. Then, on his own initia-
tive, he organized a followup program for
older people who had had crises of that
kind. That student doesn’t have all A’s,
and his board scores are not all that high.
But I really want him at Dickinson, be-
cause he’s going to make a difference.
With that kind of commitment to life, he
is going to make a contribution to his
community. He has every bit as much to
give as a student withall A’s. And maybe
more.’’

Not all service-learning students will
be able to present such extraordinary ac-
complishments to colleges. What else
impresses the admissions office?

One sentiment often voiced is that
situations in which students exercise ini-
tiative or take responsibility are the most
impressive. Most admissions people said
that they want to see evidence that the
involvement was real and the commit-
ment sincere. Many were cautious about

placing too high a value on what Timothy
Scholl at Rochester calls “‘rote activ-
ities.”’ William Brown at SMU claims,
*‘If the activity has been important, you
can usually tell. Some evidence of it will
show up on the transcript. If it means a lot
to the students, they write about it in their
essay, or it turns up in the recommenda-
tions from faculty.”’

The Credit Question

Most admissions officers believed that
compulsory service experiences would
not be as constructive for students as vol-
untary ones because compulsory service
would not be based on the same high level
of motivation. They also concurred that
compulsory programs tell them less about
the character of applicants. This suggests
to administrators of compulsory programs
the advisability of emphasizing on tran-
scripts the substance of what students
have done and any measurement possible
of what they learned, or the growth that
has taken place.

On the subject of awarding credit for
involvement in community service, those
interviewed were split. Alinde Rivers of
Fisk University feels that if a high school
with which she is familiar and knows to
have a good academic program were to
award credit for community service,
“‘perhaps in a civics course,’’ she would
accept it at face value. Bill Shain at
Macalester feels, ‘‘There should be no
cutting into academics; students should
have four solid academic subjects each
semester.’’

It may be significant that very few of
the admissions directors interviewed had
extensive experience evaluating tran-
scripts with a strong service-learning
component. Only John Cook at Berea had
a clear recollection of recently having
read such a transcript.

Even more significant is the fact that
almost every person interviewed ex-
pressed receptivity to the idea of service
for credit. Tuskegee (Alabama) Institute
uses an application form that allows no
space for elaborating on course content,
biographical data, or extracurricular in-
volvement. H. E. Carter, director of ad-
missions, stated that the college would be
receptive to receiving more detailed in-
formation about courses or extracurricular
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time spent in community service, and said
that it could make a difference in whether
a student was accepted at the Institute.

William Brown at SMU said, *‘If we
got a transcript notating service for credit,
we would do our best to evaluate it re-
sponsibly. It would help to have all the
details laid out, with an explanation of
how credit was arrived at. Barring that,
we would try to get in touch with the
student to find out what we needed to
know in order to give the application a
fair evaluation.”’

John Cook at Berea said, *‘I want to
see specifics. I want to see a syllabus, a
description of the school, get a handle on
its standards.’’

Evergreen State College in Olympia,
Washington, is in the unusual position of
being an innovative school that is state
supported and uses a rigid, abbreviated
admissions form. Admissions director
Arnoldo Rodriguez says that if he re-
ceived a transcript that did not give a
dependable quantification of student
achievement, he would go back to the
school and request an explanation of the
course, the fieldwork, and the grading
system.

The ease with which specialized in-
formation can be communicated during
the application procedure depends in part
on how an individual institution conducts
the process. Obviously, an application
form that is really just a transcript does
not allow much latitude for expanding on
any aspect of a student’s school experi-
ence. Institutions that encourage essays
and have lengthier forms make the
process easier. Macalester College re-
quests an essay on what a student has
done of note besides academic work.
Berea provides space on its application
form for students to “‘tell us about your-
self, your family, your formative experi-
ences, and activities.’’

Getting a thorough evaluation at a very
large institution may be difficult in some
cases, since many of the big universities
must, of necessity, employ a standard-
ized, rigid evaluation system that would
not allow the optimum opportunity for
presenting explanatory material. Loren
Pope points out, however, that some of
the big universities, notably the univer-
sities of Michigan and Wisconsin, have
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‘““We are looking for
community service in
entering students,’’ says Roy
Seaburg, ‘‘because we are
heavily involved with it
here.”

humanized and personalized the evalua-
tion process.

An important point to remember is one
made by both Cook and Shain: A tran-
script in which the value of credits and the
content of courses is difficult to evaluate
tends to make admissions people turn to
the most standardized indexes of achieve-
ment, such as test scores, in order to
make a reasonable determination of how a
student compares with the rest of the
applicants.

Technical Colleges

Colleges in which the curriculum is very
specific and demanding may give scant
notice to students’ community service
experience. A typical example is Case
Institute of Technology in Cleveland, a
competitive technical college that grad-
uates a very high percentage of engineers.
According to admissions director Kip
Howard, a service background might be
favorably looked upon, but would not
under any circumstances make up for
academic deficiencies. Howard concedes
that Case students are narrowly directed
in their fields, and that the Institute has
only recently begun to encourage the
broader aspects of student development
and student life.

Worcester (Massachusetts) Polytechnic
might today be very similar to Case, had
it not undergone an intensive revision of
its goals more than 10 years ago. ‘*We are
looking for community service in entering
students,’’ says Roy Seaburg, ‘‘because
we are heavily involved with it here.”
Worcester Tech is committed to the
humanization of technical disciplines and
insists that its students spend eight weeks,
full time, devoted to solving a problem
that directly concerns the welfare of some
segment of the community. Seaburg cites
a student who, while in high school, be-
came interested in the state of disaster
preparedness of his small Massachusetts

town. Since entering Worcester Tech he
has continued his investigations under the
auspices of the college. (See ‘‘Engineer-
ing Answers to Social Needs,”’ by Roger
N. Perry, Jr., Synergist, Fall 1978, pp.
2-6.)

Social Work Schools

Because graduate schools tend to be more
narrowly focused than undergraduate in-
stitutions, their interest in community
service is different. Institutions that pre-
pare students for service careers see
service-learning not only as an indication
of humanitarian values but also as prac-
tical experience directly related to aca-
demic achievement. Graduate students of
social work, for instance, are assumed to
have a solid commitment to helping roles.
In fact, the Graduate School of Social
Work at the University of Michigan and
the School of Social Service Administra-
tion at the University of Chicago will not
entertain an application from a student
who has not spent a considerable length
of time in fieldwork.

Student service manifests itself in two
major ways at Chicago’s School of Social
Service Administration, according to
Philip Hovda, the chairman of the admis-
sions committee. Students often come
from undergraduate programs in which
they have had substantial practicum ex-
periences, thus demonstrating that their
interest in the field is proven and long-
standing, not to mention the fact that they
already have had experience bearing the
responsibilities that service imposes.
Hovda does not dismiss volunteer activ-
ities, however. ‘‘The desire to serve
without rewards of money or academic
credit remains strongly appreciated
here.’” He stresses that his department is
looking not only for evidence of compe-
tence but also for evidence of conviction.

Tom Croxton at the University of
Michigan, Ann Arbor, states that most
applicants for the master’s program in
social work already have professional-
level experience, usually in the narrowly
defined field of social work. Both he and
Hovda recognize a difference in the type
of qualifications of applicants who have
come from undergraduate social science
backgrounds and those from other disci-
plines, such as the liberal arts. Both men



state that applicants from other fields who
have good academic credentials and have
satisfied the fieldwork requirement make
strong candidates.

Hovda concedes that an outstanding
liberal arts student who had effectively
demonstrated the ability and desire for a
social service career might very well be
accepted into Chicago’s program over a
social science student whose field experi-
ence had been a routine or lockstep affair.
Croxton says, *‘If all our grad students
came from the social sciences, I would
find this a boring place. I'm not sure I'd
want to teach here.”’

Medical School

‘‘Some form of medical service experi-
ence has become so routine that we might
make it a requirement on the applica-
tion,”’ said Dr. William Bakewell, ad-
missions chairman for the medical school
at the University of North Carolina,
Chapel Hill. Medical school hopefuls are
so anxious to acquire related experience,
says Bakewell, that ‘‘our emergency
ward has more volunteers than they know
what to do with.”’

Bakewell feels that applicants to
medical school should test their motiva-
tion to enter the field. He reflects on the
fact that *‘almost all of our applicants say,
‘I like science but I also want to help
people.’ One assumes that if that’s true,
applicants will have had some experience
helping people—that is, if they are to
have any credibility.”’

Bakewell says that medical school
admissions people are cognizant of the
charge leveled, principally by the media,
that too many young doctors are more
interested in making money than in help-
ing people. He says that occasionally a
student’s letters of recommendation will
backfire and say that in fact the student is
more motivated by the profit motive than
altruism.

Because the medical faculty at the Uni-
versity of North Carolina is made up pri-
marily of academicians and specialists,
the University has included primary care
physicians on the admissions board to
assure that the ethic of primary care and
service to patients is properly represented.

Bakewell stops short of saying that all
medical school candidates should have a

According to Scholl, the
medical school at the
University of Rochester “‘is
actively seeking individuals
with a strong interest in
community service.”’

strong service orientation. ‘‘If a student
came to us claiming that he wanted to be a
research doctor, it would not damage his
credibility or necessarily his chances if
there was no strong evidence in his back-
ground of a desire to serve.”’

North Carolina’s medical school is fair-
ly indicative of the system of priorities for
service in medical schools in general. Ex-
ceptions to the level of interest do exist,
however. According to Scholl, the med-
ical school at the University of Rochester
‘‘is actively seeking individuals with a
strong interest in community service.”’

Law School

Law schools are not ordinarily lumped in
with schools that train for the helping
professions, and yet experienced service-
learning educators are well aware of the
needs that exist for legal and paralegal
services in the community. Dean T. J.
Gibson of the law school at the University
of Texas, Austin, describes an admissions
procedure with the predictable percentage
of automatic acceptances based solely on
academic achievement. For the remainder
of the students, however, ‘‘Community
service and leadership experience are
very important.”’ Gibson says that com-
munity service in the form of legal aid
and other paralegal activities turns up
quite often on applications.

The University of Texas law school
receives 4,000 applications from which it
will accept only about 800. When the top
academic achievers have been accepted,
the committee culls the others for the
proper balance of academic and extra-
curricular achievement. It is the respon-
sibility of one committee member to read
even academically substandard applica-
tions to see if some exceptional attribute
or accomplishment has been overlooked.
‘‘Compassion has long been considered
an essential attribute for a lawyer,”’ says

Gibson. ‘“This law school is looking for
students with compassion.’’

Making the Most of Applications

How can guidance counselors, principals,
teachers, and parents see to it that stu-
dents’ service-learning experiences re-
ceive the maximum consideration?

First of all, it is important to realize
that college admissions is not an arcane,
Machiavellian game in which admissions
officers are trying to hide the process
from view. They are usually receptive to
inquiries about how evaluation takes
place. Although it is not appropriate to
lobby for a student’s acceptance, it is
perfectly acceptable to inquire as to how
best to present a student’s records to
receive the most favorable review.

" Pope stresses the importance of the es-
say that students write. Educators should
encourage students to include meaningful
experiences, such as service-learning,
that can be supported and explained
further by either the transcript or teacher
recommendations. Journal-keeping and
other self-evaluation techniques often
used in service-learning programs are
ideal for equipping students to write per-
ceptive, relevant application essays.
Specific examples of achievements and
experiences accomplish a great deal more
than broad statements or unfocused praise.

The evidence presented here suggests
that when directors of admissions disap-
prove of some aspect of service on tran-
scripts, they disagree more with the form
than the substance. The oft-expressed
receptivity of admissions officers to
service-learning on transcripts suggests
that they will consider unorthodox cre-
dentials, if they can be convinced that
students have progressed intellectually
and personally in a manner that bears
some broad relationship to their general
expectations for students at their institu-
tions. The evidence also suggests that
even the most traditional institutions are
prepared to give credence to the value of
service. In the words of Larry Mensch at
Dickinson College, ‘‘We are very in-
volved with the classical approach to life,
and the humanistic traditions of our cul-
ture, but those traditions don’t mean a
thing unless you find a way to apply them
to life as it is lived every day.”’ 0O
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of communication exercises and skits,
which some of the shy ones hate but
really need. We talk about, for example,
how you ask for something. We demon-
strate facial expressions, posture, and
particularly smiling.”’

When the students complete the first
six weeks satisfactorily, Bowen assigns
each to a unit in one of seven hospitals.
The unit head, normally an R.N., assigns
the student to a buddy, who is responsible
for orienting and working with the student
for the first few days. Usually students
soon have their own patient load.

The school has an agreement with each
hospital specifying the responsibilities of
the teacher, the students, and hospital
personnel. The coordination procedure
varies somewhat from hospital to hospi-
tal. At Methodist Hospital, for example,
the director of nursing education directs
the first day of orientation—which in-
cludes a hospital tour, the hospital’s
philosophy, forms, reporting procedures,
safety and comfort measures, and a re-
view of vital signs—and assigns the
students to a unit. By the fourth day the
student is working with the buddy.

Ruby Moreland, the head nurse in the
orthopedics unit at Methodist, calls the
program ‘‘excellent.’’ She says, ‘‘The
students have a lot of initiative. They do a
lot of work. It’s amazing how much they
help the nurses. During the whole pro-
gram not more than one or two have not
been satisfactory.’” Moreland takes pride
in the students who have come back to
work during summers and holidays as
nurses’ aides and eventually, in some
cases, as full-time nursing staff.

Another registered nurse at Methodist
takes a special interest in the students.
Both Bobbie Rossigion’s son and daugh-
ter are HSHP graduates. The daughter is
using the skills she developed to work her
way through college as a business major;
she had originally intended to become a
nurse. The son is also working in a hos-
pital part time; he is majoring in chemical
engineering and hopes to go to medical
school. Rossigion praises the math and
science offered by the school and stresses
the financial importance of the job skills
her children acquired to a family with two
in college. Her only criticism of the
school is the lack of electives, which she
felt were not a handicap to her daughter
but may have been to her son. This
nurse—and apparently many others—
takes care to assign her students to the
most competent person available and to
take extra time to explain anything the
students do not understand.

During the students’ time at a hospital
they are to satisfactorily perform at least
once 16 different basic skills, including
checking vital signs (e.g., pulse, tem-
perature, blood pressure), giving catheter
care, relating information on a patient’s
condition or change in condition to the
nurse in charge, assisting in pre-operative
preparation of patients, and transferring
patients from the bed to a chair or stretch-
er. Supervisors sign off on these and
make an effort to make sure that the stu-

- dent has an opportunity to use each skill

that is needed in the unit. Bowen visits
students every day to check work, give
encouragement, and maintain contact
with supervisors.

Even basic skills practiced many times
on the school’s mannequins test students’
poise and self-confidence. For example,
one student who was asked to help turn a
patient reached down to grasp a leg and
found nothing there.

For the most part, patients like the stu-
dents, though often the sick person is not
aware the person providing care is a high

“‘Sometimes I’ve had 100 percent
of my students see someone die,
and that is something I really
can’t prepare them for. Working
in a hospital is the true test for
students. Either you can tolerate
illness or death or complaints or
pressure or you can’t.”’

school student. Often the students spend
more time with the patients because the
students generally have more time than
the rest of the staff. Students find good
use for the listening skills that they prac-
ticed in class.

Neither the teacher nor the supervisor
can prepare students for some of the dis-
illusionment they will face. Bowen is
concerned about this problem. ‘‘Un-
fortunately we give students all these
ideals of what it is going to be like, and
they’ll come back and tell about person-
nel taking money from a patient or talking
ugly to a patient. The hospital situation is
not at its best right now. It’s scary, to tell
the truth. Part of the cause is lack of staff.
Hospitals are afraid to get rid of the bad
employees because of the time it takes to
replace them.

‘‘Some things students have encoun-
tered have just floored me. I had no idea

'

they would happen. We try to tell them
what to expect, mainly so the students
will know how to react to it, because it
puts them in an embarrassing situation.
They want to fit in. They want to be
looked up to. I saw an aide take a piece of
cake off a patient’s tray and offer it to a
student, who wouldn’t take it. I always
tell them, ‘When you get in a situation
like that and don’t know what to say, just
tell them your teacher told you not to do
that. Put the blame on me.” We teach
problem solving to help students deal
with such situations. It’s something stu-
dents don’t like to do at first because it’s a
written form that takes them through the
steps, but when you are sending students
out to deal with the public, you can’t
overlook anything.’’

The Co-op Program

In the senior year about half of the stu-
dents choose to take part in the co-op
program. Students must be in a job within
two weeks after school starts or return to
their zone school, so coordinators have to
begin placement proceedings in the spring
or summer. Coordinators and sponsors
sign a Cooperative Education Training
Plan that specifies such matters as wage,
probation, termination, and what students
should be learning at the agency in con-
junction with their coursework.

One of the programs added in recent
years prepares students to become dental
assistants. Coordinator Maura Apfel
approaches placement in this way:
‘‘Basically I try to work like a personnel
agency. The student gets a choice of the
eight or nine specialties—oral surgery,
orthodontics, etc. We also go by the area
of town. We try to remove students from
their community and expose them to
something different and yet not make it
5,000 miles away. The majority are on
public transportation, which is deplorable
at this point. Dentists are receptive to
using our part-time employees as though
they are full-time staff. I have some 16-
year-olds who are running offices. If the
student is capable and mature enough,
that’s a beautiful experience. Others need
a lot of supervison.””

Once a week the students meet with
Apfel for what she jokingly refers to as
‘‘reality therapy.’’ In addition to dis-
cussing difficulties, students work on
basic skills, such as patient reports,
manipulation, charting, preventive edu-
cation, and use of audiovisual materials.

Apfel finds that the main problem of
her students, the great majority of whom
will go directly to full-time employment
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after graduation, is getting along with
adults. **They just don’t realize that you
can’t take criticism personally, that it’s
strictly objective, that the employer does
not aim it at you directly. They can’t get
used to people barking at them and ex-
pecting efficiency. Let’s face it: Em-
ployers have idiosyncracies. Also, the
students are thrown in with 15 other
workers and job delineation—deciding
who is responsible for what—is not clear.
Being a team member, that’s probably
one of the biggest emphases we have
here—how to integrate all these feelings
and still do your job and not have to say,
‘I’m doing my work and her work, too.””’

Like students in other specialties, the
dental assistants participate in various
community service activities. Apfel gives
the following as an example. ‘‘We par-
ticipate strongly in the Children’s Dental
Health Week with the Dental Assistant
Society. We go out and teach first graders
how to brush their teeth. We do a follow-
up with that same class two or three times
a year so that we can see how the pupils
have progressed.””

Serving the City

In addition to the thousands of hours of
free and paid work that the students con-
tribute to their community during their
junior and senior years, the entire student
body takes part in numerous short-term
efforts, such as March of Dimes fund-
raising campaigns, free public screening
for such health problems as hypertension,
and immunization programs. Students
also have worked on crisis hotlines and in
such summer-long volunteer programs as
Amigos de las Americas.

These students often become informal
referral units for family and friends with
various health problems. They also may
give emergency first aid if, for example,
someone in the neighborhood super-
market collapses and needs cardiopul-
monary resuscitation (CPR).

Principal Weston says, ‘“This schorl
can help the community even if the kids
never become health care workers. Think
of it like this. In the Texas Medical Cen-
ter are services for almost any kind of
human suffering, but to what extent do
the people in the city and the surrounding
counties know of the availability of the
services of the Medical Center? These
kids are there. They know that there’s the
Texas Institute of Rehabilitation and Re-
search, They know that there’s the
Speech and Hearing Clinic, etc. They
know what the American Heart Associa-
tion is for. They know what the March of
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Dimes is for. In each neighborhood at
least one child understands what the
health care resources are, where they are,
and how to use them. You know they are
going to persist in telling people what’s
available. Another thing, we are putting
students out there who can handle a health
care situation, who know CPR and first
aid. How many cities can say that?”’
Weston contends that creating the
school was ‘‘easy, but hard work.’’
Though Weston and his faculty share
their ideas with educators who come from
all over the country to study the HSHP
model, Weston believes that they must
find their own way according to the needs
of the community and the student body.
His advice is general rather than specific.
““Don’t start too big with too many kids
and not know what you’re really doing.
Too many people in on the job telling you
what to do can be a handicap. I had al-
most no resource people. You need to be

These students often become
informal referral units for family
and friends with various health
problems. They also may give
emergency first aid if, for
example, someone in the neigh-
borhood supermarket collapses
and needs cardiopulmonary
resuscitation (CPR).

able to keep the lines of communications
clear. You don’t need to get things
muddled by people with their awful ideas
of what schools are doing some place
else. We went slowly. We can add any-
thing that we wish to this school, with a
certain amount of care and understanding
of what we are doing, because we are not
confused with developing the basics, not
confused about philosophy and objec-
tives. When the direction is clear, then
you expand.’’

In the years since Weston sent a letter
requesting that hospitals and clinics give
students the privilege of volunteering
there as part of their eleventh grade cur-
riculum, service and learning have come
quietly into balance. Speaking of the
medical personnel’s educational role,
Weston says, ‘‘We do not assign the
supervisors in the hospital an educational
function. We hope that they will assume
it, and they do. We send kids out only
when they have skills. The hospitals don’t

have to teach them skills, but they do
provide exposure for the students that
they would not normally get in high
schools. It works. The students wind up
doing things that we never would have
dreamed they would have a chance to do.
A hospital ward, you see, begins to rely
upon even the most meager volunteers.
They are part of the team.”’

One of the developers of the idea for
the high school was Dr. Robert Roush,
director of the Center for Allied Health
Professions, Baylor College of Medicine.
He cautions those who would initiate
similar programs, ‘‘It takes the coopera-
tion of the local school and the health
related community. You need a tertiary
care medical center so that students can
see the widest variety of health profes-
sions. You do not necessarily need a
building for the school, but you do re-
quire collaboration between the school
district and the medical community, par-
ticularly the medical school and the
medical societies because the school uses
so many of their people as lecturers.”’

Currently Roush’s only concern is that
the school’s move from the temporary
buildings (called the shacks) by BCM to a
campus isolated from the rest of the
Medical Center will cut students off from
the atmosphere that nurtured HSHP. ‘‘We
need to have an intervention in their
schedule so that students are in the
building and see the scientists at work,
smell the smells, wear the white coats the
staff wears, and bump up against the
medical students.”’

Roush proudly points out that the
school has no drug problems, no teenage
pregnancy problems, no behavior prob-
lems, no racial problems, and scores
among the top two or three high schools
in the city on achievement tests. Fur-
thermore, it is probably the best racially
and economically integrated school in
Houston.

Faculty members make the same state-
ments, counting the students’ eagerness
to learn and the lack of discipline prob-
lems as major blessings. Even the support
staff comment on the difference between
HSHP and other schools in which they
have worked. Maggie Vaughner, new to
the school’s clerical staff this year,
struggles to pin down the essence of the
school. ‘“The students here seem to have
it all together. They are more courteous
than other students.’’ She concludes with,
*‘Of all the schools I've worked in, this is
the first one in which you could go out
into the hall between classes and not get
trampled on.”’ ]



How Philosophers Serve

Graduate students in philosophy bring special analytical
skills and new perspectives to community service.

by Louis I. Katzner

Louis I. Katzner is professor of phil-
osophy at Bowling Greeen (Ohio) State
University and the developer and director
of the master of arts program in applied
philosophy.

any within and outside the aca-
M demic world assume that the only

reasons graduate students study
philosophy are for personal satisfaction
and to qualify to teach it to others. The
master of arts program in applied phil-
osophy at Bowling Green (Ohio) State
University is demonstrating that philoso-
phers also can use their theory and
intellectual skills in community service.

Now in its fourth year of operation and
currently being supported by a three-year
$220,000 grant from the National Endow-
ment for the Humanities (see box), the
program has placed the majority of the
applied philosophy graduate students in
service-learning internships. These have
included assisting the clients’ rights
advocate and admissions coordinator at a
facility for the mentally retarded, helping
develop a proposal for a countywide
work-release program, and serving as
a caseworker in a children’s services
agency.

The students and those with whom they
have worked testify that the merger of
philosophical theory with the realities of
work in social service agencies has been
beneficial for all. Furthermore, in most
cases internships have enabled graduates
to obtain employment that normally
would have been closed to philosophy
majors.

Chuck Jacobs, who did his internship
at the Foundation for Blood Research,
Scarborough, Maine, summed up his ex-
perience this way: ‘‘This internship was
of inestimable value. It provided a forum
for the application of the skills acquired in
my study of philosophy: critical analysis,
the assessment of epistemological defi-
ciencies, and the ability to think clearly
and apply theories and concepts to actual
situations. It gave me an inside view of
the workings of the bureaucracy and its
methods of policy formulation. The
experience also provided me with an

acquaintance with the basic research
concerns of public health. Working with
impeccably qualified professionals gave
me the confidence to explore and work in
a nonacademic atmosphere utilizing some
of the skills acquired in academic
pursuits. And lastly, the internship
opened up new areas of professional
interests as well as providing future
opportunities for work.’’

Basic Elements

The Bowling Green program contains the
following elements: study of the phil-
osophical tradition (one course each in
metaphysics, epistemology, logic, social
philosophy, and the work of an individual
philosopher); special applied philosophy
courses that relate basic philosophical
skills, concepts, and understandings to
employment areas and tasks; courses in
other disciplines (e.g. computer science,

: Green State If)iwerslty phlldsaphy de--,
partment a three-year $220,000 grant
o develop »and reﬁne the apphed phxl-;

2 g 1
: mes, and understandmgs t’hat are im¢
parted by the phllosophlcal tradmon, -
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‘“What we have to learn, we
learn by doing.”’

Aristotle

counseling, business, law) appropriate to
the student’s career goals; a full-time one-
or two-quarter internship; and writing a
thesis that addresses philosophical issues
arising in the internship.

The program is based upon four
assumptions:
e A philosophy background has practical
as well as intellectual value;
o Philosophy students must understand
the practical value of their studies so that
they can explain the relationship between
philosophy and nonacademic employ-
ment and use that background on the job;
e Employers will take philosophy stu-

“Knowledge must come
through action; you can
have no test which is not
SJanciful save by trial.”’

Sophocles
L |

dents on as interns once they are con-
vinced that they have something to offer;
* The experience gained in an internship
helps to open up employment opportu-
nities.

These assumptions place a large burden
on the program’s applied philosophy
courses that are designed to help students
see and articulate the relationship be-
tween philosophy and nonacademic pur-
suits. These courses emphasize the basic
skills (in research, communication,
problem solving, resolution of conflicting
values, and organization) that students
hone on the writings of Plato, Aristotle,
Kant, et al., but that are clearly of import
to careers of all kinds. The courses also
stress the applicability of philosophical
modes of reasoning to nonphilosophical
problems. Finally, students come to
understand the way in which many philo-
sophical concepts and understandings are
important in dealing with issues that arise
on the job. In short, connections are
drawn between the rather esoteric
questions about knowledge, reality,
society, and values traditionally addressed
by philosophers and the issues and prob-
lems confronted by everyone in the world
of work.

Anxious Agencies

Students have completed internships in a
variety of areas, including counseling,
grant proposal analysis, law, mental re-
tardation, philosophy for children, public
relations, and environment. Initially
social service agencies were somewhat
skeptical about what philosophy students
had to offer. Scott LeRoy referred to this
in summarizing his internship.

**The idea of a philosophy intern pro-
duces anxiety among prospective employ-
ers. This revelation came to me when |
first met the people I was to work with at
the Northwest Ohio Developmental Cen-
ter in Toledo. Their anxiety stemmed
from not knowing what I expected from
them as a working intern; they were
concerned that I might expect them to
provide philosophic problems that I could
solve, in the comfort of my overstuffed
chair.

*“Their concern was not surprising,
considering the nature of my sponsors’
work. The Northwest Ohio Developmen-
tal Center is a state residential facility for
mentally retarded teenagers and adults.
Up to 180 mentally. retarded clients
occupy the nine living unit ‘cottages’ and
work with the center’s staff to improve
different skills, appropriate to their
developmental needs.

*‘My internship was under the super-
vision of Diane Petrasek, who worked as
both Admissions Coordinator and Client
Rights Advocate. As the Admissions
Coordinator, Diane was responsible to
ensure that the admissions meetings in-
volved the appropriate interdisciplinary
team and considered all of the available
relevant information about prospective
clients. She also made admissions deci-
sions on respite care placements; these are
the mentally retarded who need a tempo-
rary place to stay.

*‘As the Client Rights Advocate, Diane
monitored complaints of suspected abuse
involving the residents and recommended
appropriate actions concerning the staff.
Educating parents and residents of the
retardeds’ rights was also a major part of
Diane’s job. Needless to say, she was a
very busy person.

‘‘Now, where did I fit in? At our first
meeting, I assured Diane that I didn’t
expect her to think of problems for me to
solve; but rather, I would assist her in the
day-to-day execution of duties and dis-
cover any philosophic relevance myself.
There were two areas in which I found my
study of philosophy especially helpful.

‘‘Diane’s decisions on how to provide
respite placement for retarded people in
the community often involved trying to
match a scarce resource (the number of
beds available) with the most appropriate
and needy retarded people. She had to
take many factors into consideration and
organize the available information so that
she could establish her priorities for
respite placement. As a student of phil-
osophy, I have developed critical thinking
and questioning abilities that are appli-
cable to the decisionmaking process. One
difficult question that arises for anyone in
Diane’s position is: To what point can the
system be taxed and still fulfill its obliga-
tion to the clients living in the center?
This problem arises when the people who
need respite care have substantially dif-
ferent needs from the people living in the
cottage which is being considered for the
respite placement. Formulation of this
kind of problem helps me to come to grips
with how to make respite decisions.

*‘Diane’s position as Client Rights Ad-
vocate involved understanding many laws
and guidelines written on the mentally
retardeds’ rights. I felt that many of the
guidelines were quite vague. Although
rights of the retarded are discussed, an
answer to the question ‘‘who is to fulfill
the obligations created by the rights of the
retarded?’’ is not specified. A discussion
of the obligation of our society to provide






‘“The unexamined life is not
worth living.”’

Plato
N

a full-time position through March, 1980,
and a part-time position through June,
1980. My duties as a Generalist Case-
worker included intake, assessment and
individual or family counseling for the
families of abused, neglected, or depend-
ent children. A common problem in
dealing with these types of cases is dif-
ferentiating and defining the three. This
problem seems to arise when a casework-
er must apply the legal definitions to an
individual case. My thesis is an attempt to
develop an operational definition of ne-
glect. It is hoped that such a definition
will provide a working tool for case-

““For the things we have to
learn before we can do them,
we learn by doing them.”’

Aristotle
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workers in applying the legal criteria to
actual cases, when questions as to its
neglect or dependency category arise.

*“The philosophical issues involved in
applying the legal criteria are easily ob-
servable and abundant. For example, in
the legal definitions of abuse and neglect,
the notion of intent or responsibility
clearly lies with the parent. However, in
cases of dependency, the parents are
exculpated because the phrase: ‘through
no fault of their own . . .’ is used in the
legal definition.

*‘By doing a conceptual analysis of
such notions as responsibility and intent,
it is hoped that a clear explanation of what
is involved with the legal concepts will
result. Through an examination of typical
case studies, the thesis will analyze and
clarify typical ambiguities of the idea that
parents ‘can’ or ‘cannot’ fulfill parental
obligations. However, a conceptual anal-
ysis by itself will not be enough. An
examination of the value issues conjoined
with the conceptual analysis must be
done, as the value issues are an integral
part of our legal system.

*“The courts and social services agen-
cies are beginning to recognize that the
interest of the child cannot be protected
unless the interests of the families are also
protected. Promoting family integrity is a
crucial aspect inherent in the role of pro-
tecting the best interest of the child. If we
were to strictly apply the legal defini-
tions, which in the case of abuse or
neglect directly implies intent, then we
will not necessarily be doing what is in
the best interest of the family. This also
implies that we will not be doing what is
in the best interest of the child. Therefore,
an operational definition which tries to
take into account all the very complex is-
sues surrounding family integrity, intent,
best interest of the child, and parental
capability or responsibility, will be a
great help not only to caseworkers and
families, but to the courts as well.

““The caseworker represents the link
between the courts or agencies, and the
families who for one reason or another
find themselves involved with them. An
adequate operational definition will help
the caseworker to decide whether or not a
parent is capable or can become respon-
sible enough to meet their obligations to
their children.

*‘I believe that my philosophical train-
ing, particularly the skills developed as a
result of critical thinking, philosophical
analysis, and the study of Logic, have
uniquely qualified me for this type of
project. My studies in Epistemology,

Metaphysics, Existentialism and Psy-
chology have served as a solid academic
foundation from which I have built the
beginnings of my own theory of counsel-
ing. The applied philosophy program has
enabled me to put theory into practice,
and I hope that the resulting thesis will
have provided a useful tool for the com-
munity as well as those in academe.

*Our children are a promise for the
future, and it is my belief that we must all
do what we can to preserve this precious
resource. The philosophical way of life
has enabled me to show how the practical
and theoretical are usefully conjoined in
such a way as to assist in this vital
preservation.’’

Paul currently is a social worker in the
Durham County Department of Social
Services, Durham, North Carolina.

A Controversial Departure

A program that represents such a radical
departure from tradition is a source of
much controversy. Some philosophers
continue to insist that service-learning is
inappropriate for their discipline. But
most do approve of the idea, albeit for
very different reasons—some simply
because they view it as an effective way
to offset the damage the lack of teaching
positions is doing the profession, others
because they believe that the program
seeks to re-establish the real mission of
philosophy by bringing it out of the con-
fines of the academy and into the daily
activities of society.

The reaction among employers also has
been mixed. Taking on a philosophy in-
tern, or hiring a philosophy graduate,
runs counter to the trends toward profes-
sionalism occurring in most of the service
areas. By the same token, bringing on
board someone whose background is like-
ly to lead him or her to look at things in a
different way, and ask different questions
from those usually raised, is viewed by
some as being too risky.

These reservations notwithstanding,
the program does work. Many employers
are willing to take on philosophy interns,
the work these interns have done has been
effective and important, and their phil-
osophical investigations have clearly
benefited from their service-learning
experiences. Service-learning is new to
philosophy, but it is catching on.

Please address requests for additional
information about the program to Louis I.
Kaizner, Department of Philosophy,
Bowling Green State University, Bowling
Green, Ohio 43403.



Anchoring the
Boat People

UCLA students have helped Southeast Asian
refugees learn English, get medical care,

find housing and jobs, become
citizens, and adjust to the U .S.

Americans. These refugees’

expectations were very high.
They did not expect the hardships that
come from not speaking the language.
And they were not welcomed by people in
the community as much as they had
hoped.”’

‘“The government has not fulfilled its
promises to refugees. We bring them in
and then throw them out into the
community.’’

‘‘English is the biggest barrier. People
think you are stupid if you don’t speak
English. You must have it to get a job.
And you have to know how to deal with
the institutions and agencies that provide
services.”’

‘‘No agency really serves refugees
well.””

These are the conclusions of four of the
University Year for ACTION students
who recently completed a year working
almost full time with Southeast Asian
refugees while earning credit toward
undergraduate and graduate degrees at the
University of California, Los Angeles
(UCLA). They reflect the feelings of the
majority of the 21 students who were
stipended interns in a one-year demon-
stration project operated by UCLA’s
Office of Instructional Development,
Field Studies Development.

While working in social service agen-
cies scattered throughout the Los Angeles
area, all students took a specially de-
signed core class. Each also enrolled in a
course related to his or her major and
service assignment. The coursework and
training by the agencies made it possible

[ 6T he boat people are afraid of

for students to provide direct and indirect
services to thousands of refugees from
Vietnam, Cambodia, and Laos. Duties
ranged from meeting new arrivals to
helping immigrants obtain citizenship
papers. Among the needs met on the con-
tinuum between these were arranging
tuberculosis screening sites, teaching
English as a second language, preparing
an audio-visual orientation for adults
entering vocational training courses, find-
ing housing and fighting unfair landlords,
pushing through paperwork to get the
green cards demanded (incorrectly in this
instance) by potential employers, market-
ing needlework and establishing a craft
co-op, coordinating the work of agencies

providing a range of services, and com-
piling information to be used in referring
refugees to vital community resources.

The agencies say students’ assistance is
vital to their efforts to make refugees self-
sufficient. The students say they have had
a service-learning experience they could
not have bought. The refugees say that at
least some Americans care what happens
to the boat people after they land.

Ending Isolation

Although news coverage and, therefore,
national awareness has waned, hundreds
of Southeast Asian boat people enter the
U.S. each month. Many of them settle in
the Los Angeles area, and many others
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y the time a service-learning
B program warrants the name, the

need for organization is para-
mount. With 100 students involved in a
community program, the educator may
have 1,000 separate pieces of information
to take into account, including each stu-
dent’s transportation, special interests,
and special problems, and each agency’s
needs, schedules, and supervisory
capacity.

For the harried service-learning educa-
tor who knows that using a computer to
match all the elements is an impossible
dream, an inexpensive set of perforated
cards may be the answer. What the aba-
cus is to the adding machine, card sorting
systems are to the data processing
machine.

The core of the sorting system is a
stack of 5" X 8" cards (resembling com-
puter cards) with 91 perforations around
the border. When each type of information
has been assigned a location on the card,
the only tools needed to use this technolog-
ical aid against organizational woes are a
pair of scissors to cut notches in the cards
and a knitting needle to run through the
perforations. Since the perforations on the
cards match up, the knitting needle can be
run through all the cards in a stack to
determine, for example, who has ex-
pressed an interest in day care or who has
a car available at 3 o’clock. When the
user pushes a knitting needle through the
stack, the cards that have had the perfora-
tion cut out fall free, leaving the rest of
Transportation the stack hanging from the needle. The

des bus fallen cards represent the group that the
rides bicycle
( rives car
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New Support for
Service ~ Learning

Connecticut endorses awarding credit for high school
service-learning, and Congress encourages colleges to use
work-study funds for community service.

ondary and postsecondary service- state and national sources to support Governor’s Youth Action Program re-

The growing support for both sec- gathered materials and statistics from another effort. In February 1980, the
learning has been reaffirmed

recently by two new government mea-
sures, one a state board of education
endorsement of credit for high school
service-leamning programs and the other
an amendment to the federal college
work-study legislation to encourage
service-learning.

On October 1, 1980, the Connecticut
Board of Education endorsed ‘‘Guiding
Principles for Awarding Credit for High
School Student Volunteerism,”” guide-

STATE OF CONNECTICUT
STATE BOARD OF EDUCATION

November 10, 1980

lines written by the You’th Action Pro- Dear Friend:
gram of the Governor’s Council on 1 1 couedae th
. . t is my privilege to acknowledge the State Board of Education's
Vommary Action and the (}onnectxcut endorsement of "Guiding Principles for Awarding Credit for High School
State Depanment of Education. Those Student Volunteerism." The concept is certainly a valuable one, which
guidelines and the letters from the com- benefits both the student and the community.
missioner of education and the governor _ At a time when many adults are unable to volunteer in cultural,
encouraging educators to adopt them are social and civic activities, because of economic circumstances, our high
presented here school students can fill a very important void. While, at the same
oo N .. vy qs time, under school supervision, the students will be involved in community
The. Gllldll’lg Pl'lﬂ_ClpleS did not activities that are meaningful and rewarding to their own human and
come into being overnight. The process educational development.
began almost four years earlier when I have stressed the imnortance of the 'School In the Community'
Govemor Ella Grasso convened a Chal- concept for many years, in recognition of the fact that the schoolin
J ,rec ) ) g
lenge to Youth Conference and estab- process is not successful in isolation. The manner in which we build
. s Y h Acti bridges for students to help them find learning exneriences, in the
lished the GOVCmO_l' s Yout ction world beyond the classroom, is one of the most important roles of an
Program. Youth Action sponsors state- educator. Awardin? gredit for volunteerism is a most effective way to
wide conferences for students and encourage such activity.
advisers on community needs, operates a Local school districts will maintain the academic integrity of
Resource Bank of project ideas, dissem- the program by developing their own criteria to assure that credit toward

. . . . . high school graduation will be awarded for meaningful volunteer experiences.
inates information from national agencies

(including NCSL) and organizations, and ol hlt isd?y prlleasurzie, as COI;]missioner of Education, to endorse

. . . wholeheartedly the action of the State Board of Education and to offer
assists schools in setting up programs. my Department's assistance in helning school admigfstrators consider the
In 1978 program coordinator Judy best method by which to make use ofy thesfhuidingfpringiples.

Halpern requested that the Board appoint
a task force ‘‘to research and present to
the Board alternative models for the ark R. She )

granting of academic credit for student Comnissioner of Education
volunteerism.’’ The Board denied that
request. For more than a year Halpern and

other advocates of service-learning
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quested that the Board endorse the grant-
ing of credit for community service.

Over the months the guidelines were
rewritten and renamed, beginning as Sug-
gested Criteria, proceeding to Suggested
Guidelines, and ending as Guiding Prin-
ciples. Approval came only a few weeks
before one of the measure’s strongest
supporters, Governor Ella Grasso, re-
signed her office because of ill health.

For information on undertaking a sim-
ilar effort, contact Judy Halpern, Youth
Action Coordinator, Governor’s Council
on Voluntary Action, 80 Washington

Street, Hartford, Connecticut 06106;
(203) 566-8320. Materials also are
available from NCSL.

Other state programs will be reported
on in later issues. Among these is the
Maryland Community-Based Service and
Learning Project, a three-year pilot
project in which three diverse high
schools are testing methods of providing
opportunities for half of their students to
take part in service-learning activities as
part of the regular school program. For
information on that program, contact
Janice Earle, Education Specialist, Divi-

Connecticut’s Guidelines

sion of Instruction, Maryland State
Department of Education, 200 West
Baltimore Street, Baltimore, Maryland
21201; (301) 659-2317.

On the federal level, the Higher Educa-
tion Amendments of 1980 constitute a
Congressional endorsement of postsec-
ondary service-learning. One of those
who has participated in the effort to have
College Work-Study funds made avail-
able for educationally sound community
service employment explains the implica-
tions of the new legislation in ‘‘Using
Federal Work-Study Funds.”’

ELLA GRASSO

GOVERNOR

Dear Friend:

be applauded.

Jocal communities.

November 10, 1980

I am greatly pleased to be able to present to you, for your
consideration, the enclosed proposal, "Guiding Principles for Awarding
Credit for High School Student Volunteerism,”" which was endorsed by
the State Board of Education on October 1, 1980.

At a time when volunteer service to our citizens is vital,
secondary schools in our state are broadening program offerings, there-
by enabling students to become involved, under school supervision, in
community service activities that are relevant to the needs of their

STATE OF CONNECTICUT
EXECUTIVE CHAMBERS
HARTFOROD

This action is to

I am distributing the enclosed important document to all school
officials, local Boards of Education, and high school service advisors
with the hope that the principles outlined will be implemented by school
systems through the introduction into their curricula of a credit pro-
gram on student volunteerism. Samples of model programs may be obtained
by contacting our Youth Action Coordinator, Mrs. Judy Halpern, at the
Governor's Council on Voluntary Action, 80 Washington Street, Hartford,
06106, (566-8320).

On behalf of all the people in our state who will benefit from the
volunteer services of our students, please know that I greatly appreciate

your sharing with me this most important leadership role in encouraging
student volunteer participation in community service activities.

With best wishes,

Cordially,

?&m@m
ELLA GRASSO

Governor

I. Why Student Volunteer
Programs?

Increasing numbers of high school youth
are involved in community volunteer
work. Such programs are the means
whereby the largest, most energetic,
underused manpower pool of all—the
nation’s youth—can combine their aca-
demic experiences with a wide variety of
relevant experiences within the commu-
nity for the mutual benefit of both the
community and the student. The em-
phasis of such a program is meeting
community needs by helping others,
without monetary remuneration, and is
distinct from work-study, work experi-
ence, distributive education, or most
career exploratory programs, which are
initiated to meet primary student needs
and/or interests.

Youth are maturing physically and
socially earlier than in former years, yet
are not called upon to provide service to
the society. Most tend to know more
about social problems than did earlier
generations, but they have had little
opportunity to do anything about them.
Experiential learning in the community,
including carefully planned and super-
vised service and work with a variety of
ages and ethnic groups or individuals, is
to be encouraged. In this way, school has
proven to be more mearingful to previ-
ously unmotivated youth as more options
are made available for combining in-
school study and outside related ex-
perience. Opportunities for community
service contribute to a better appreciation
of the relationship between academic
studies and future adult responsibilities.
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A recent Camnegie Council report, after
reviewing several national studies of the
education of adolescents, states the
following:

Work that takes the form of commu-
nity service is particularly desirable,
giving young people a feeling of in-
volvement in community problems and
of contributing to their solution.’
Young people need a sense of self-

esteem that comes when they feel and/or
know that they have contributed to the
welfare of other people or to their envi-
ronment. It is generally agreed that youth
must be given the opportunity to plan and
make decisions, and to render service in
the community. With the many and rapid
changes in the family structure, school
and community have an obligation to
work together to assist youth in learning

Giving Youth a Better Chance, Options for Educa-
tion, Work and Service (A Report with recommen-
dations to the Carnegie Council on Policy Studies in
Higher Education. Jossey-Bass Publishers, 1979).

to work with other people, to strengthen
their ability in decisionmaking, personal
management, and taking an active role in
one’s community.

The school shares an important role in
organizing, operating, and evaluating the
student volunteer program. It usually dis-
charges this responsibility through a
volunteer program administrator who
supervises the daily operation of the pro-
gram, and brings together the student
interest and the community need. This
individual helps to locate suitable and
meaningful activities for the volunteers.
Classroom teachers are involved when
volunteer service is made an integral part
of the school’s educational offerings, and
especially when academic credit is
granted.

When credit is considered, the local
board of education needs to be assured
that the volunteer project is a meaningful
experience. In turn, the student involved
in the program must be made aware of the
objectives of the project or activity, and

the expectations of the community.

The objectives of a student volunteer
program are generally based on the desire
to provide one or more of the following to
the participating student:

1. An additional career exploration
experience;

2. An opportunity to interact with and
relate to adults; ,

3. An opportunity to succeed, and thus to
improve one’s self-image;

4. An opportunity to use decisionmaking
skills;

5. An opportunity to re-enforce and apply
the basic skills acquired in school;

6. An additional motivation to leamn;

7. An opportunity to serve the commu-
nity and thereby contribute to the
welfare of others;

8. An increased understanding of and
respect for individuals of various
ethnic and cultural backgrounds.

It is expected that voluntary, mean-
ingful student participation in community
activities will increase the student’s

Using Federal Work=Swudy Funds sy michaer B.otistein

of 1980, commonly known as the

1980 Higher Education Reauthori-
zation, may represent a watershed in the
evolution of government support for the
concept of service-learning. This new law
provides opportunities for a vast expan-
sion of service-learning programs, giving
not only Washington’s blessing but also,
more important, the potential for direct-
ing federal student financial assistance to
service-learning activities.

While several elements of the Act are
likely to influence the future of service-
learning, none holds so much potential as
the amendments to the College Work-
Study Program (CWS). Established under
the 1964 Economic Opportunity Act to
provide low-income college students with

T he Higher Education Amendments

Michael B. Goldstein, a partner with a
Washington, D.C., law firm, is counsel to
the Coalition for Alternatives in Post-
Secondary Education. He is a former as-
sociate vice chancellor at the University
of lllinois at Chicago Circle and was the
first executive director of the New York
City Urban Corps.

26

subsidized employment (on or off campus
but only with public or nonprofit agen-
cies), CWS initially emphasized work
that would achieve both educationally and
socially useful outcomes. Unfortunately,
when CWS was incorporated into the
1965 Higher Education Act, it lost much
of the educational and social impact
priority and became almost entirely a
component of the student financial as-
sistance package.

CWS is so important because of the
enormous sum appropriated for its use:
$550,000,000 for the current fiscal year,
with authorizations rising to $830,000,000
in fiscal 1985. This immense resource,
however, has been used primarily for
noneducational on-campus student
employment, frequently in basic house-
keeping functions.

Congress on Work-Study

For the first time, Congress has enacted
language that recognizes the value of the
work experience itself. In addition to the
various assurances that an institution has
had to make to receive a CWS allotment,
such as not using the federally subsidized
employment to replace existing workers,

colleges must now assure the Department
of Education that ‘‘employment made
available from funds under this part will,
to the maximum extent practicable, com-
plement and reinforce the educational
program or vocational goals of each stu-
dent receiving assistance under this part.”’

This brief statutory reference is echoed
in a more detailed statement in the report
submitted by the House Committee on
Education and Labor to accompany H.R.
5192, the bill that became the framework
for the 1980 Act. Discussing CWS, the
report notes: *‘It is obviously preferable
to use Federal funds, including work-
study funds, in ways which will enhance
the education of the student involved.
Indeed, it is more important to serve the
educational needs of the student than it is
to subsidize the payroll costs of the
institution.”’

The report of the Senate Committee on
Labor and Human Resources on the com-
panion measure, §1839, is even more
strenuous in its encouragement of work-
learning linkages for CWS-supported
student employment: ‘‘Certainly, ‘make-
work,’ which the Committee is concerned
characterizes significant proportions of all



willingness to accept community respon-
sibilities in the future.

I1. Student Volunteer
Experiences

Student volunteer programs are distin-
guished by the manner and degree to
which they are integrated into the regular
academic program.

2. Non-Credited Volunteer Service:
Students volunteer for the intrinsic value
of volunteering, and receive no academic
credit. The work is usually performed
after school and is not necessarily related
to the student’s academic program.

2. Credited Volunteer Service: These
experiences ae related to the student’s
academic program as either part of the
requirements of a specific course offering
or as course offerings in their own right.
Still other experiences, while not con-
nected with specific course work, are
credited on the basis of the number of
hours worked and are usually overseen by
guidance departments.

The major drawback of a non-credit
program is lack of motivation and interest

that may be evidenced by students and
staff; crediting a program can minimize
this motivational problem.

II1. Guiding Principles for
Awarding Credit for
Student Volunteerism

Before a school establishes a formal
student volunteer program, an advisory
committee should be established consist-
ing of representatives of the school staff,
community and student body. This com-
mittee’s responsibilites should include but
not be limited to:

a) Designating a staff person as the
administrator of the student volunteer
program;

b) Conducting an assessment of commu-
nity needs;

c) Establishing objectives of the program
and making them known to all stu-
dents, staff, and community agencies;

d) Defining a policy linking the number
of credits awarded for specific kinds
and amounts of work;

e) Setting a reasonable limit on the
number of credits toward graduation

that a student may earn in a volunteer
program;

f) Assuring that credit given for a volun-
teer program does not replace any
other academic requirement for grad-
uation and that the work experience is
related to the student’s academic
program;

g) Periodically evaluating the program to
ensure adherence to policies and ob-
jectives and to revise policies and
procedures when necessary;

h) Monitoring the students and the

agencies served to ensure that the

volunteers are neither replacing paid
workers nor being exploited in any
way;

Developing a written agreement to be

signed by the community agency

served, the student, and the school
detailing all facets of the volunteer
experience.

By designating an advisory committee

with the responsibilities listed above, a

meaningful volunteer program can be-

come an integral part of the academic
program of a school.

i
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CWS jobs, deprives students of the great
potential of experiencing vocationally or
educationally enhancing work which can
be made possible by the CWS program.

““The Committee determines that the
time is appropriate to utilize the $550 mil-
lion College Work-Study Program as an
enhancement opportunity for reasonable
numbers of CWS student participants.”’

Clearly CWS is no longer merely a
financial assistance package for students.
The service-learning program coordinator
in search of CWS funds to support eligi-
ble students’ community service work
now can cite a new emphasis on meeting
educational needs.

Community Service-Learning

Of course, there must be a service-learn-
ing coordinator to work with the financial
aid officer to make something materialize
out of this encouraging language. Here is
where another important amendment
comes into play: the Work Study for
Community Service-Learning Program.
This new section offers institutions the
opportunity to allocate a sum equal to 10
percent of the federal share of CWS
compensation paid students engaged in

community service-learning activities to
conduct that institution’s program of
community service-learning. (As this
article went to press, draft regulations
governing this and other programs re-
authorized under the 1980 Act had not
been published. The interpretations set
forth in this article are based on the
author’s discussions with key persons in
the Department of Education and among
the various interest groups.)

The definition of community service-
learning is both explicit and broad: ‘A
program of student work that—(A) pro-
vides tangible community services for or
on behalf of low-income individuals or
Jamilies; and (B) provides participating
students with work-learning opportunities

related to their educational or vocational
programs or goals.”’

The term community service is also de-
fined in the statute: ‘‘community service
means direct service, planning or applied
research activities designed to improve
the quality of life for community resi-
dents, particularly low-income indi-
viduals, or to solve particular problems
related to their needs including, but not
limited to, such fields as health care,
education, welfare, social services, pub-
lic safety, crime prevention and control,
transportation, recreation, housing and
neighborhood improvement, rural devel-
opment, and community improvement.”’

Finally the permissible uses of the
funds are set forth: *‘Each institution par-

As Synergist went to press, regulations governing the programs re-
authorized under the Higher Education Amendments of 1980 had not
been issued. The author’s interpretations are based on the best informa-
tion available at the time of writing. For copies of the regulations,
contact Jim Moore, Director of Program Development, U.S. Depart-
ment of Education, ROB-3, Room 4100, 7th and D Streets, N.W.,

Washington, D.C. 20201.
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ticipating under this part may use funds
made available * * * to conduct that insti-
tution’s program of community service-
learning, including—

(1) development of mechanisms to
assure the academic quality of the student
experience,

(2) assuring student access to educa-
tional resources, expertise, and super-
vision necessary to achieve community
service objectives, and

(3) collaboration with public and pri-
vate nonproift agencies in the planning
and administration of such programs.”’

The truly remarkable characteristic of
the new Work-Study for Community
Service-Learning Program is that institu-
tions do not need a separate appropriation
to take advantage of its provisions. The
new program allows institutions to use a
portion of their federal CWS allocation to
support the planning, development, and
implementation of almost any type of
service-learning program.

The economic implications of this pro-
gram can be significant. Many institu-
tions have CWS annual allocations of six
figures, and some large institutions re-
ceive more than a million dollars. For
example, if a college has $600,000 in
CWS funds and uses a third ($200,000)
for service-learning employment, 10
percent ($20,000) is available for the de-
velopment, design, and operation of the
service-learning component.

Raising most institutions’ use of CWS
resources for service-learning to that level
will be no mean feat, but the incentive
built into the law allowing an institution
to use for administrative purposes one
federal dollar for every 10 paid to stu-
dents in wages—double the ordinary
allowance—certainly makes such pro-
grams increasingly attractive.

Changes in the Job Location and De-
velopment Program (JL&D) also could
favor service-learning activities. As
enacted in 1976, JL&D provided that an
institution could use 10 percent of its total
CWS allocation, not to exceed $15,000,
to locate and develop placements for paid
internships, educationally related private
sector jobs, and work-study.

The 1980 Act increases the upper limit
for JL&D funds to a single institution to
$25,000. An institution now will be able
to use its more ample JL&D funds to
identify CWS Community Service-Learn-
ing placements and then use the 10
percent allocated through Work-Study for
Community Service-Learning administra-
tive overhead to support the program’s
operation.

28

Other Provisions

The 1980 Act contains a few more impor-
tant changes. First, eligibility for federal
financial assistance has, for the first time,
been extended to less-than-half-time
students. Although Congress made no
direct service-learning linkage, educators
may take this opportunity to involve part-
time students in service-learning. Institu-
tions will be able to allocate up to 10
percent of the CWS (as well as grant)
allocation for less-than-half-time stu-
dents, an important breakthrough in re-
ducing the inequities that part-time (often
older) leamers have suffered in getting
federal assistance.

Second, the Cooperative Education
Program has been amended to encompass
parallel as well as alternating periods of
work and study. The highly structured
concept of one semester at work alter-
nating with a semester in class has given
way, among many schools espousing the
co-op concept, to a far more flexible
approach. While a single summer or part-
time service-learning assignment prob-
ably ought not be defined as Co-op,
nonetheless colleges now have a real
opportunity to extend the valuable experi-
ences of Cooperative Education programs
into the realm of service-learning. Al-
though federal Cooperative Education
funds are intended only to catalyze the
development of Co-op programs at an
institution, and federal support generally
must tail off within five years, during that
development period, Co-op and service-
learning interests now will be able to
combine in developing flexible and
innovative programming.

The law also includes a new compre-
hensive Educational Outreach Program
(EOP) provision that brings together
much of the old Continuing Education
and Public Service and Life-Long Learn-
ing concepts.

The importance of EOP to service-
learning is the stress on new forms of
delivering educational services to hitherto
unserved or underserved citizens. The
two basic opportunities for service-
learning are: the use of students in
service-learning programs to extend
education to those not previously served
well and the involvement of the new
learners in service-learning as a way to
enhance their entry into the postsecondary
education system.

Either way, 90 percent of the funds
flow through the states and are available
to colleges and universities (and other
organizations) on a grant or contract

basis. The Secretary of Education does
reserve 10 percent of the appropriation to
fund exemplary programs.

The 1980 Act makes one further
change that benefits service-learning. The
mandate of the Fund for the Improvement
of Postsecondary Education (FIPSE) has
been amended to include as the second
goal the creation of institutions and pro-
grams involving ‘‘new combinations of
academic and experiential learning.’” The
former version read experimental rather
than experiential. The difference is large-
ly cosmetic, since FIPSE has been in the
forefront of supporters of the experiential
learning movement. Nonetheless, the
change represents further Congressional
recognition of the validity of the experi-
ential learning concept, of which service-
learning is an integral part.

Incentives, Not Mandates

The changes wrought by the Higher Edu-
cation Amendments of 1980 present op-
portunities for substantial expansion and
development of service-learning pro-
grams. None of the changes, however,
automatically deliver to colleges and uni-
versities sums of federal money that they
must spend to support service-learning.
Rather, the changes are, by and large, per-
missive. They encourage the institutions
to expand their involvement in work-learn-
ing (as in the change in the assurances
required for CWS), and they provide an
economic incentive to do so (as in Work-
Study for Community Service-Learning).

The Amendments remove some limita-
tions (making parallel periods of work
and study eligible for Cooperative Edu-
cation grants) and stimulate further
innovation (the new Educational Out-
reach Programs Title and the clarification
of the FIPSE mandate). But in every case,
making the changes to benefit students
engaged in service-learning—and those
they serve—must depend upon the ini-
tiative of their institutions. That, in tumn,
depends upon the individuals within those
institutions, and particularly upon the
faculty, students, and administrators who
have a direct interest in service-learning.

If the opportunities made possible by
the 1980 Act are to be capitalized upon,
these interested parties must make con-
certed efforts to take advantage of them.
Indeed, for the greatest effect, programs
within institutions must cooperate to
maximize the available resources.

Only if these efforts are made will the
1980 Higher Education Reauthorization
represent a true milestone in the history of
American postsecondary education. [


















Runaways and
Roadrunners

by Lynn Whitlow
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Teenagers help design and carry out programs
for runaways and troubled youth.

ashington County, population 47,569, lies in a
Wwooded, mountainous region of central Vermont.

Unemployment is high, public transportation is
limited, and recreational activities for the third of the population
under 18 are scarce. During the long winters, the snow-covered
mountains that attract affluent out-of-state skiers confine young
people to their homes. When tensions build and teenagers
choose or are forced to leave home, the only place they have to
go is the Country Roads Runaway Program, part of the Wash-
ington County Youth Service Bureau, Montpelier. Relying
heavily on youth participation in all aspects of the program,
Country Roads provides 24-hour-a-day emergency assistance to
runaway and homeless youth and helps them take control of
their situations through mature and responsible decisionmaking.

Established by the Bureau four years ago with funding
through the Runaway Youth Act (Public Law 95-115), Country
Roads focuses on providing temporary shelter, counseling,
assistance in meeting emergency medical or living expenses,
and advocacy services. Recently the Bureau has added two new
components: a youth employment project under Country Roads
and an alternative high school. In many instances those in the
youth employment program are attending the Bureau’s school.

Students are involved in planning, implementing, and eval-
uating all of the Bureau’s programs. Their involvement gives
them more power over their own lives, helps the staff insure
program responsiveness to the needs of the teenagers (rather
than those needs assumed by adults), offers a way for young
people to be of service to each other, nurtures self-sufficiency
and self-respect, and demonstrates the competence of teenagers
to both themselves and the adult community.

Teenagers serve on the Bureau’s board and assist in making
decisions on services and how they are delivered. Most day-to-
day youth participation is through a group called Roadrunners.

Students from five high schools make up the Roadrunners, a
youth-run self-service component. Roadrunners receive—and
then may give—a 24- to 36-hour training course that includes
counseling techniques, communication and group process skills,
and facts on drug and alcohol abuse, sexuality, and birth
control. The group begins each fall and runs for a year, with the
training class gradually turning into a support group. Roadrun-
ners work in all project areas to facilitate training, education,
and personal support for participants. In addition, most Road-
runners have used their skills to help friends and classmates who
have not come to Country Roads.

Since the Roadrunners program began in 1977, more than 90

Lynn Whitlow is the director of Country Roads Runaway
Program, a project of the Washington County Youth Service
Bureau, Montpelier, Vermont. Whitlow served as an intern at
the Bureau for three years while a student at Goddard College,
Plainfield.
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young people have been involved. Roadrunner groups now meet
weekly in Barre, Plainfield, and Cabot as well as Montpelier.
About half of the Bureau’s 12 staff members are former Road-
runners and college interns.

Shelter and Counseling

The single most important aspect of the Country Roads Run-
away Program is the provision of temporary shelter, food, and
medical care. Because of the needs and resources of this rural
community (only two towns have more than 8,000 residents),
Country Roads instituted a program called Shelter Parents.
Community members—including grandparents, single parents,
childless couples, and former runaways—take the runaways
into their homes and offer them not only a place to sleep but also
positive adult role models with whom they can identify.

A special advantage of using community members as Shelter
Parents is the base of support they provide for the program by
telling their friends and family about it.

The Shelter Parents receive a per-night stipend when a teen-
ager is staying with them. Normally a stay is limited to 15 days.
If the runaway is likely to reconcile with his or her family soon,
the time may be extended a few days. Otherwise Country Roads
refers the runaway to the proper government offices.

The staff and students train the Shelter Parents to meet the
special demands of offering a temporary home to a troubled
teenager. This training, which includes counseling and informa-
tion on resources available to youth and the rights of youth,
may be given in a class or individually. Roadrunners also often
work with Shelter Parents on a continuing basis, checking with
them on any problems that may come up and counseling them as
needed.

While staying with Shelter Parents, teenagers receive indi-
vidual counseling from the staff of Country Roads and other
parts of the Youth Service Bureau. The Bureau has a drug and
alcohol abuse counselor, and a psychologist is available on a
consulting basis.

Country Roads encourages families to become involved in
counseling, and more and more are doing so. A Parent Support
Group is open to parents of runaway teenagers, potential run-
aways, and other troubled youth. Once or twice a year students
meet with the Parent Support Group to discuss their differing
viewpoints, much to the edification of all.

Students have started some support groups. A graduate stu-
dent began the Youth and Pregnant Women’s Group and com-
piled materials so that a staff member or students may work with
an individual when no group exists. (Because of the small
population, a group is often three or four people.)

Part of the Group’s function is to provide education on health
care for mother and child during the prenatal and postpartum
periods. Child development and parenting are popular topics. In
general the counselors help the members of the Group (or an
individual) to lessen the disruption of education, vocation,
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family, and social roles; to combat the social and psychological
isolation that can accompany a teenage pregnancy; to learn
about other community services and facilities; and to get support
for problems and conflicting feelings.

Another intern, an undergraduate from Goddard College,
Plainfield, introduced life skills training into a group for teen-
agers who were struggling to become independent and self-
supporting. This was so successful that life skills training has
become part of all the programs.

College interns also may work as advocates for individuals.
Last fall a Goddard senior accompanied runaways to court as
guardian ad litem (for that proceeding). The intern made sure the
teenagers understood the issues and their options, counseled
them on various problems, and referred them to other agencies
as needed.

Youth Employment

Recently Country Roads received federal funding—from the
Health and Human Services Youth Development Bureau, the
Department of Labor, and the Department of Justice—to
operate a Youth Employment Project that offers teenagers an
opportunity to participate in Country Roads and to serve the
community through employment in Washington County agen-
cies. Country Roads is the lead agency for the project, which is
also being conducted at two other agencies: Spectrum Incorpo-
rated in Burlington and Shelter in St. Johnsbury. All three
agencies are part of the Vermont Coalition of Runaway Pro-
grams. The overall purpose of the employment project is to
provide a program of training, employment, and career devel-
opment for economically, educationally, or emotionally dis-
advantaged youth. It also demonstrates to the community that
runaways, delinquents, and economically disadvantaged young
people can play useful, responsible roles in the community.

Young people have been involved in the design of the project
from the beginning. Roadrunners are working as peer support
groups to facilitate training, education, and personal support for
the 16 participants in the Country Roads program’s four
components.

One component involves community worksites. Students in
this group come from the alternative school or the local public
school. Some participants are out of school. They work 10 to 18
hours a week in human service agencies, including the Central
Vermont Office on the Aging, the Vermont American Civil
Liberties Union, a residential program for children committed to
the state, alcohol and drug abuse programs, and the Youth
Service Bureau. They also have a two-hour training and support
group meeting once a week.

The program operates as follows. Country Roads identifies
potential cooperating agencies and the teenagers visit the
agencies to see which interests them. Each agenty selected pro-
vides one week of training and ongoing supervision. The super-
visor also draws up a job description connecting the work to the
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training the students are receiving; the work must have an im-
pact on the agency and the community at large. At the end of the
work period (at least one quarter), the agency writes a letter of
evaluation that states what the student did, assesses the student’s
growth, and outlines future training needs.

Students evaluate themselves during their weekly peer group
sessions and through self-evaluation forms.

Since many of these young people have faced serious personal
problems, they bring a special understanding to those with
whom they work and enable the agencies to expand their
services even as they provide training and skill development to
the students.

Another component, the youth participation activities, is
operated by the Roadrunners to train youth in peer counseling,
peer tutoring, and youth-directed activities. Currently this group
is establishing a resource center for high school students in the
Bureau'’s spacious building (formerly an orphanage and school
for the handicapped). The center will contain information of
interest to teenagers, with the emphasis being on such topics as
alcohol, drugs, sexuality, birth control, teenage pregnancy, and
career options. _

A third component is a youth-run T-shirt silk-screening
business called Unicorn Designs. Teenagers are responsible for
all aspects of the business, including sales, promotion, adver-
tising, art work, production, and bookkeeping. The Bureau’s
accountant assists them in learning to do the latter. Country
Roads believes that Unicorn Designs can become a self-
supporting youth business—which would demonstrate once
again to the community that youth are responsible, competent,
and creative.

Only one student is involved in the fourth component, a
quarterly newsletter that contains information about what is
going on in the other three components and the Vermont Coali-
tion Youth Employment Project.

In each component the participants are involved in the de-
cisionmaking process.

Community School

Another outgrowth of the Youth Service Bureau’s activities is
the Washington County Youth Service Bureau Community
School, which opened in September 1980. Many teenagers,
parents, public school administrators, community members, and
Bureau staff developed the school. Currently it serves 20 stu-
dents aged 14 to 17. They include top students who were bored,
dropouts, and students who were expelled because of behavior
problems. Most take part in at least one other project at the
Bureau.

Each student takes the academic courses required by the state,
works at a community agency about 15 hours a week, helps
maintain the school, and develops a personalized curriculum
that relates learning goals to five clusters: creativity, problem
solving, decisionmaking, valuing, and communications and
understanding.

Community members and education majors from Goddard
College supplement the one and one-half person staff in working
with the students to help them develop their full potential.

Since the Youth Service Bureau initiated Country Roads to
meet the needs of rural runaways, young people have played a
major role in making the program work and guiding its devel-
opment. In this area of scarce resources, teenagers make
valuable contributions in working toward solutions to their own
and others’ problems. )
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Finding Homes in Harlem

Fordham University graduate students work with an agency
to find foster or permanent homes for children in need.

n the island of Manhattan, from 159th Street to 96th, is a
0 broad band of tenements and congested streets called

Harlem. Although one of the richest centers of black
culture in the country, it contains some of the country’s most
desperate urban poverty. Thousands of children are homeless or
live in an intolerable environment. At any given time, the well-
baby wards of the area hospitals contain scores of children, aged
one month to three years, whose mothers (mostly unwed) cannot
care for them adequately or have deserted them.

In 1969, the Harlem-Dowling Children’s Service was found-
ed to find stable, caring homes for children in need, either with
their natural parents or in adoptive or foster homes. As the only
black, community-based adoption and foster care agency in

New York, Harlem-Dowling recognized the need for more
social workers who have a sensitivity to and empathy with
Harlem’s population. From its inception, the agency has in-

- corporated a service-learning relationship with Fordham Uni-

versity that makes it possible for more minority students—some
of them low-income—to gain graduate degrees and enter the
helping professions.

Field Activities
The students function as caseworkers under supervision in all
three of Harlem-Dowling’s major areas: natural family (either

biological parents or extended family), foster family, and
adoption services.
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Most referrals to Harlem-Dowling come from the New York
Department of Social Services and consist of parents or families
that have been deemed at least temporarily unfit to care for their
children. Since the agency’s objective is to help children remain
with their natural families whenever possible, the staff, in-
cluding the students from Fordham, try to equip the parents and
family to assume the responsibility for caring for the child.

For the students, the job of coping with these parents often
begins with trying to soften the shock of being separated from
their children, since children are usually put in foster care while
‘their parents are rehabilitated or while a determination is made
about their fitness as parents. Since a third of the adult clients
are addicts, the agency has a program in conjunction with two
nearby hospitals to deal with drug-related problems. For all
parents, the agency supplies a full range of rehabilitative serv-
ices, with regular and student caseworkers helping the parents to
find access to benefits, employment, suitable housing, medical
care, education, and the counseling necessary to assume the
responsibility of coping with the child.

In the foster care department, the students recruit, evaluate,
and assist foster families in caring for the children who are
placed with them temporarily. Under close supervision, the
work-study students make evaluation of natural parents and
sometimes must recommend that children be legally separated
from them and made available for adoption.

Students working in the adoption department of the agency
participate in the process of finding and evaluating prospective
adoptive parents. More than a third of the children who have
been in foster homes for a long time are adopted by their foster
parents. For the rest, suitable homes are found in the local
community and in other parts of New York. At every step in the
process, the students counsel the children so that they under-
stand the often bewildering shifts to foster homes and later back
to their natural parents or to adoptive parents.

Cooperation with Fordham

Although the cooperative program with Fordham University is
intended to increase the numbers of black and Hispanic social
workers, no attempt has been made to prevent others from
entering the program, according to Doris Douglass, director of
Harlem-Dowling. ‘‘We recognize that an exclusive program is
almost always self-defeating and self-destructive. It is not
enough for the students to be black. They must be motivated,
committed, and reliable.’’

In conjunction with Fordham, the agency has limited the
number of students to five at one time. To date, 36 have par-
ticipated in the program leading to a master’s degree in social
work. Most applicants learn of the program from other appli-
cants or from advisers and career counselors. Some, however,
hear of it from the New York State Job Service. The agency
receives about six inquiries for every space that it has. But as
Douglass points out, ‘‘Less than half of those who inquire
follow through with the application process. For some the salary
is too low. Some are disappointed in the length of time it takes to
get a degree—a minimum of three and sometimes four years—
and some are concerned about the agency’s location, fearing for
their personal safety.’”” Almost all the students are black and
have come from either southern, predominantly black colleges
or from New York colleges.

Students must apply to both Harlem-Dowling and Fordham,
have their employment and school records reviewed in both
places, and be accepted by both. Ordinarily, students work at

the agency four days a week and go to school one day, receiving
four-fifths of the usual salary. Students for whom a full salary is
essential usually can make arrangements to work a full five days
at the agency and take their courses on the weekends and in the
evenings.

Throughout the program, academic achievement at the uni-
versity is monitored by the agency and can be a contributing
factor in merit wage increases for students. The Fordham field
work supervisor, Harlem-Dowling’s student unit supervisor, the
agency supervisor, and a faculty member all work together to
assure that the academic work, which consists of conventional
social work courses, properly complements the field experience.

The Aptitude for Qutreach

The stress of the urban environment and the strong emotions
involved in separation can make parents resentful, suspicious, or
fearful of dealing with the agency. According to the director,
‘“‘Some of the clients we serve are difficult to locate, and once
located, need special and skillful help to motivate them to trust
and use the agency to help themselves plan for their children.”
The difficulties inherent in the delicate area of parenthood and
children have elicited from the students a greater effort than one
might ordinarily expect in a work-study program. Inevitably,
some cases have led the students to help their clients outside the
realm of normal service. Several students have convinced land-
lords to make repairs for the comfort and safety of the residents.
By understanding the regulations, and by knowing how to con-
tact such agencies as the bureau of sanitation and the housing
authority, students often can be more authoritative and com-
pelling when facing landlords than the tenants can be.

In one case, when a student persuaded a landlord to repaint a
family’s apartment, the mother became convinced that Harlem-
Dowling could in fact assist her, which helped lift her out of
severe depression.

Because of the youth and enthusiasm of the students, they
sometimes have been able to deal more effectively with teen-
agers than older caseworkers might have been able to. By de-
veloping an informal rapport with young people while working
with them (and the agency tries to assign clients to student
caseworkers of the same sex), the students have been able to
help adolescents with their sexual identity and development,
school plans and problems, behavior toward adults, and feelings
about themselves as foster children.

At times, clients seem to act against their own best interests,
frustrating the students in their efforts to help, taxing their
optimism and dedication to the limit. In one situation, a student
had tried repeatedly to find a mother and at last located her on a
tip from a relative. The mother, however, refused to let her in,
forcing the student to conduct an interview at the top of her
lungs through the closed door. The student assured the woman
of her desire to help, that she understood why the woman might
be fearful of contact with the agency. After explaining ways that
they could work together to improve the woman’s situation, the
student left without knowing whether she had succeeded in
reaching the client. The next day, the woman showed up at
Harlem-Dowling to talk to the student, convinced at last that
somebody cared.

For more information on Harlem-Dowling, contact Doris
Douglass, Executive Director, The Harlem-Dowling Children’s
Service, 2090 Adam Clayton Powell, Jr. Boulevard, New York,
New York 10027. 0O
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with other students. Conflict resolution and role playing are
emphasized during sessions three times a week.

With 80 hours of training in the summer and ongoing training
all year in counseling and in using the Peer Caring curriculum,
students run their programs in four of five schools within the
district. Each student works about three hours per week to earn
classroom credit.

Students demonstrate their program to other youth, parents,
and professionals from around the country. The peer counselors
work one night per week with a parent group sharing the skills
that they use with their peers to help parents better understand
themselves and their relationships with their own children. In
this case, the students serve as role models, giving honest
answers to problems in the parent-child relationship and helping
parents face the difficulty of seeking solutions to those problems.

For additional information about the program contact: Robert
Petrillo, Greenburgh Central Seven School District, 474 West
Hartsdale Avenue, Hartsdale, New York 10530.

Working
With Incest Victims

One of every five children in the U.S. is sexually abused at
home, according to a recent study by the American Humane
Society.

In Knoxville, Tennessee, students from universities up to 50
miles away work with the Project Against Sexual Abuse of
Appalachian Children (PASAAC), an outreach program funded
by a federal grant through the National Center of Child Abuse
and Neglect. The program includes a research component on the
effectiveness of volunteers as role models in incest casework.

Students serve mainly as companions or role models to
families in the Appalachian regions, developing special relation-
ships with family members who often see incest as a household
shadow that may pass from generation to generation as normal
behavior.

For example, PASAAC assigns a female student to a 12- or
13-year-old girl who has been sexually abused at home and
regards the practice as normal. Slowly the student fosters a
relationship built on trust and understanding. The young girl
learns to dress so that others don’t see her as promiscuous, to
make friends, to develop hobbies, to take an interest in school,
to talk about family and friends and explore reasons for feelings.

Before students meet with family members, they must attend
at least two training sessions. PASAAC staff members then
evaluate students to determine whether they are skilled enough
to meet the challenge. If students are not yet ready to take on an
outreach case, they have the choice of continuing their training
at PASAAC and working meanwhile on the newsletter, in the
office, on the crisis intervention hotline, or in providing trans-
portation or tutoring to family members.

The majority of students are from the child and family studies
or human service departments at the University of Tennessee,
Knoxville; Carson Newman College, Jefferson City; and Roane
State College, Kingston. Other students come from departments
as diverse as horticulture or liberal arts. Students receive credit
for their academic and volunteer work, with the latter averaging
15 to 20 hours per week for each student. The PASAAC volun-
teer coordinator and professors both evaluate the students.

Though the students often have extensive academic back-
grounds in human services and psychology, they are discour-
aged from acting as counselors and are assigned only to those
families who are already undergoing intensive family counseling
through a professional staff member.

PASAAC training augments the students’ academic back-
ground. Video-taped role playing serves as a useful tool in
clarifying the students’ role with family members. Staff and
students discuss the human reproductive cycle in detail during
training to prepare students for in-depth questioning from
families and to familiarize the students with the often explicit
terminology used by family members.

Students learn how to be pleasant to the father of a child who
has been abused, to listen to a concerned sibling, and to set
limits on the amount of time that the rest of the family takes so
that they have enough time to spend with their assigned family
member.

At least once a month a special meeting is called to go over
problems, concerns, and individual experiences in the field.
This allows the students time to reflect on their work and to offer
suggestions to other students.

A quarterly newsletter and a two-page brochure about the
program can be obtained by contacting PASAAC, 2602 East 5th
Street, Knoxville, Tennessee 37917; (615) 524-2653.

Teaming Adolescents

and Adult Counselors

Initiated by three junior high school students in 1968, the Youth
Emergency Service (YES) of University City, Missouri, teams
up student and adult volunteers to give counseling to the resi-
dents of YES’s temporary and long-term runaway shelters and
their families and to work on the crisis intervention hotline.

During counseling sessions, the peer counseling team serves
as a role model to families, showing that relationships between
generations can work and allowing both young people and
parents to be heard and supported.

On the hotline both teenagers and adults have a peer with
whom to talk, or parents may call in to talk to a young person so
that they may better see their own child’s view.

Three or four experienced volunteers conduct the initial 36-
hour training course. It emphasizes listening skills, information
and resource development, and self-awareness skills. Commu-
nity members from other public and private agencies often speak
at these sessions. An additional 20-hour training course prepares
students to work as counselors for YES residents and their fam-
ilies. All teenagers at the shelter must meet each day with a
student/adult counseling team to discuss family conflicts and
either work through problems or determine whether alternative
housing is needed. Most times the team meets with both the
residents and their families, working toward opening com-
munications between them.

Of the 65 volunteers at YES, 75 percent are students from
either seven local high schools or two universities: George
Warren Brown School of Social Work at Washington University
and the University of Missouri in St. Louis.
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Suicide

Students help a crisis center combat the rising rate of
teenage suicide through counseling and companionship

programs.

t is @ warm spring day and the freshman English class has
l just begun when a boy stands up, points a pistol at his head,
and fires a fatal shot.

Horrified students watch as the school nurse administers
emergency aid. As soon as an ambulance takes the student away,
the nurse calls the Suicide Prevention and Crisis Center of San
Mateo County in Burlingame, California, where a team of pro-
fessionals and students awaits calls of this nature 24 hours a day.

The boy is dead, but he is only the first casualty. The day after

the suicide, the team begins working with the others—friends,
classmates, and teachers who live with guilt and confusion. The
team opens a group discussion room to anyone who needs to talk
about the incident, encouraging especially those students who
were directly involved to drop in.
" ““Why would anyone do something like that?’’ *‘Is he really
dead?’’ ‘*‘My mother is an alcoholic and has attempted suicide
several times. What should I do?’’ These are some of the ques-
tions directed to the team members who supplemented the group
discussions by talking with the dead boy’s classmates on a one-
to-one basis.

Carroll Gauger, the Center’s nurse, explains, ‘*The youth feel
comfortable with the students because it is easier to go to some-
one their own age who might have shared similar experiences.’

Such dramatic incidents are distressingly common. Suicide is
the second leading cause of death in adolescents (accidents are
the first), with the rate of adolescent death by suicide having
tripled since the Center opened in 1958. To deal with the prob-
lem, the Suicide Prevention Center operates a crisis hotline and
offers peer companion, drop-in, and outreach services that de-
pend heavily on volunteers—A40 percent of them students—and
such other services as group counseling, professional education,
and consultation to centers and groups around the country.

In a typical month the Center receives about 2,000 hotline
calls. About a fifth are calls from teenagers angry and confused
over family or peer relationships. Typical problems are: “‘I can’t
have friends over because my father is always drunk’’; ‘I think
I"m pregnant, what can I do’’; ‘‘I don’t know where to turn, my
parents are splitting up and neither of them wants me.”’ About
40 percent of those who call have some suicidal thoughts. One
in four of that group is seriously considering suicide.

Every week, two to five students come into the drop-in center

and a few others ask the Center to send someone to a school or
home.

Preparing for Crisis
Before students can work at the Center, they must attend train-
ing and go through three staff screening interviews.

The students come from three local community colleges—the
College of San Mateo, Canada College, and Skyline College—
and from four universities—San Francisco State University,
Hayward State University, the University of San Francisco, and
the California School of Professional Psychology, Berkeley.

Community college students who take the Center’s 36-hour
six-week training course earn two units of social science credit.
Students from the universities earn field placement credit for
graduate or undergraduate work in counseling, social work, or
psychology departments.

At Canada College, Joe Marchi augments the Center’s train-
ing by teaching a course entitled Peer Counseling. Here students
learn how to reach out to someone in crisis, develop basic
listening skills, and work toward self-understanding. Marchi
believes the latter is essential to students if they are to help
someone else.

When the students finish the course, they are ready to focus
on serving in the community. Many choose the Center, which
recruits through college coordinators, newspaper announce-
ments, notices posted at the library, and word of mouth.

Not all students who take the training are able to make the
one-year commitment that the Center requires of volunteers.
The Center interviews the many who do, and those selected may
opt to work on the crisis hotline, in the outreach or drop-in
program, or as a peer companion.

During the training, a team composed of Center staff, psy-
chologists, ministers, social workers, and police officers lec-
tures on crisis intervention and on dealing with problems that
range from psychotic behavior to unwanted pregnancies. From
these professionals students learn what warning signs to look for
to determine whether a person is suicidal (see box).

Students assigned to the hotline learn to listen and respond
clearly, creatively, and confidently. They role play phone calls
in front of the entire group. Then the group breaks up into teams
to observe and to work with experienced students. When the

—
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Resources

All materials and organizations are listed
in Synergist solely as an information
service. Inclusion of a listing does not
imply that ACTION or the federal govern-
ment endorses it or favors it over others
not included.

The National Center for Service-
Learning quotes prices of items listed
only as a service and is not responsible
for changes that may occur without
notice. If no price is listed, the publica-
tion is available free of charge.

NCSL does not stock the publications
listed. Orders must be sent directly to the
source.

Child Abuse and Neglect

Children’s Defense Fund, 1520 New
Hampshire Ave., N.W., Washington,
D.C. 20036.

This national nonprofit organization
strives to represent children’s interests by
conducting research on major issues,
educating the public, monitoring federal
agencies, and recommending legislation.
Current major program issues include
education, health care, child care and
development, child welfare, and juvenile
justice. Among the Fund’s publications is
Children Without Homes (1978, 283 pp.),
which discusses the numerous problems
of children who are or may be placed out
of their homes and lays out the steps
advocates may take to assist these chil-
dren. (See ‘‘Wednesday’s Children,”” by
Marian Wright Edelman, Synergist,
Spring 1980, pp. 2-4; reprint number
192.)

The National Center on Child Abuse
and Neglect, P.O. Box 1182, Washing-
ton, D.C. 20013.

The Center offers funding to agencies
involved in child abuse and neglect serv-
ices and produces a set of publications
that can be obtained by writing to the
Government Printing Office, LSDS De-
partment 76, Washington, D.C. 20401.
Publications in the series include:

e Child Abuse and Neglect: State Re-
porting Laws (1979, 39 pp., OHDS 80-
30265)—considers statutory elements of
the reporting requirements, the child pro-

tective services, and judicial proceedings
of each of the 55 states and jurisdictions;

e Child Protective Services: A Guide for
Workers (1979, 99 pp., OHDS 79-30203)
—gives an overview of the child protec-
tive services and the worker’s role within
that service;

o Supervising Child Protective Workers
(1979, 52 pp., OHDS 79-30197)—
provides information on the skills and
techniques for supervising workers within
a child protective agency;

o Worker Burnout Among Child Protec-
tive Service Workers (1979, 20 pp.,
OHDS 79-30224)—discusses causes,
effects, and solutions to worker burn-out
within community agencies.

e New Light On An Old Problem: Nine
Questions and Answers about Child
Abuse and Neglect (1978, 20 pp., OHDS
79-31108)—furnishes basic information
on the subject of child abuse and neglect,
including how to recognize an abused
child, effects of abuse, characteristics of
abusing parents, and what to do to im-
prove community services.

‘‘Student Volunteer Involvement in a
Child Abuse Project’’ (Synergist, Fall
1976, pp. 2-5; reprint number 4).

This article discusses a student project
at the YMCA Family Stress Center in
Chula Vista, California, and gives de-
tailed information on how students were
selected for their projects in counseling
for and prevention of child abuse, how
projects were identified, and what level of
involvement was appropriate.

Drug and Alcohol Abuse

National Clearinghouse for Alcohol
Information, P.O. Box 2345, Rockville,
Maryland 20852.

The Clearinghouse provides resource
information and materials—including
books, pamphlets, and films about the
adolescent drinking problem—and tech-
nical assistance to groups concerned
about the adolescent alcohol problem.
Pamphlets produced by the agency
include:

e The Community Connection: Resources
for Youth Alcohol Abuse Prevention Pro-

grams (1980, 10 pp.)—a list of manuals
on planning youth-focused community
prevention programs;

e How to Talk to Your Teenager About
Drinking and Driving (1980, 16 pp.)—a
publication for parents’ (and others’) use;
e The Drinking Question: Honest An-
swers to Questions Teenagers Ask About
Drinking (1980, 26 pp.)—how parents
and others can communicate with teen-
agers about the dangers of drinking and
driving.

How To Talk to Kids About Drugs, by
Suzanne Fornaciari (31 pp., $2.50, avail-
able through the Pacific Institute for Re-
search and Evaluation, 7101 Wisconsin
Avenue, Suite 1006, Bethesda, Maryland
20014).

This publication suggests skills that
adults need and steps they can take to talk
successfully with teenagers about drugs.
It includes a method of evaluating com-
munication skills and definitions of
commonly used drugs.

*““To BYOB or Not To BYOB’’ (Syner-
gist, Fall 1979, pp. 40-45; reprint number
168).

This collection of articles contains a
profile of a model high school prevention
program, project ideas for high school
and college students, and a listing of
resources.

The National Institute on Drug Abuse,
5600 Fishers Lane, Rockville, Maryland
20857.

The institute offers resources and pub-
lic information on the issue of drug abuse
among adolescents and what to do about
it. Publications include:

e Teen Involvement for Drug Abuse Pre-
vention (1979, 141 pp.)—describes a
replicable program aimed at preventing
alcohol and drug abuse by using youth-to-
youth communications;

e Highlights: Drugs and the Nation’s
High School Students (1979, 80 pp.)—a
five year report on national drug use
trends among adolescents and pre-
adolescents;

e Parents, Peers and Pot (1979, 98
pp.)—describes strategies for parents
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The Disillusioned
Yolunteer

by Fred J. Dorn

a volunteer at Memorial General

Hospital for some time. He par-
ticipated eagerly in all of the training
sessions conducted jointly by his high
school and the hospital; he frequently
read about health careers in the school
library; he often spoke to his friends about
his plans for working in the hospital.

The experience did not turn out to be
what he had expected.

The work at the hospital frightened
him. First he had to take the pulse of the
man in 107 who had had both wrists
operated on. Tommy felt extremely un-
comfortable touching the man’s foot
while he slept. He woke just as Tommy
finished his reading and cried out in pain.

Then there was Mrs. Rodele in 109.
Her husband had deserted her when she
was diagnosed as terminally ill with
cancer. Her children, all of whom lived
out of state, felt it was too inconvenient to
come and visit. Often she would cry out
for someone to comfort her, The nurses
wavered from hour to hour, first sympa-
thizing with her and then being moved to
words of frustration. Wide-eyed, Tommy
secretly wished that someone would go in
there and soothe her, keep her quiet.

Tommy also was perplexed by the re-
actions of his partner, Jimmy, who never
talked about anything but how great it
was to work with the staff to help the
patients.

Each time Tommy said something it
was with a crack of fear in his voice. All
he ever thought about was why someone
wasn’t around to make all the pain go
away.

When he met with his class, he would
start to talk about his experiences. As
soon as he found himself beginning to

Tommy had anticipated working as

Fred J. Dorn is a counseling psychologist
at Texas A&M University, College Sta-
tion. He also has been a high school
counselor and English teacher.

Students who falter in community

service assignments often
require assistance in
dealing with anger,
Jrustration, and a
sense of failure.

condemn what he saw, he would pull
back, saying that things would get better.

Sometimes he would cry himself to
sleep. By the end of the first week, he
was looking for excuses not to show up at
the hospital. By the end of the third week,
it was all he could do to go to his teacher
and ask to drop out of the program; he
vowed never to step into another hospital.

Tommy is only one example of the
situational shock many high school and
college students experience in any
service-learning program, be it in a hos-
pital or any other setting. Though many
of these students choose to drop out, an
educator’s responsibility does not end
there. It is as important to help a student
adjust to leaving a program as it is to
assist those who stick with it.

Students’ No-Win Decisions

Tommy’s response to his volunteer ex-
perience was not atypical of someone
facing a decision in which he had two
undesirable choices: Stay with the pro-
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gram or leave. Because both outcomes
were not to his liking, he waged a contin-
uous inconclusive battle within himself.
For every reason he developed for leaving
the program, he found another one just as
legitimate for staying.

One could not ask for a better climate
to nurture a good case of stress. Without a
great deal of coaxing, all the symptoms
emerge: anxiety, which Tommy tried to
quell by talking; a desire to fight con-
ditions (though he did not possess the
resources that he hoped would make
things better); and the seesaw struggle of
hoping things would get better while
believing it was a virtual impossibility.
Eventually the fight or flight cycle
evolved into his desire to be totally re-
moved from the situation.

After leaving a program, most students
will feel a temporary relief. Soon arises a
variety of teelings that cause the student
to feel a bit agitated and depressed. This
agitation usually comes from the realiza-
tion that the reasons for joining the pro-
gram still exist and many of these now are
not being fulfilled. Tommy, for instance,
found the opportunity to belong to a
group involved in helping others very
appealing. Volunteer work was going to
offer him an opportunity to bolster his
self-confidence, to gain status, to have a
work experience that might lead to a
career, and to meet some new and in-
teresting people. In addition, service-
learning would give him a chance to find
a new outlet and perhaps allow him to
have some impact on the world around
him. These hopes have been dashed.

The pervasive feeling of total failure
subsumes all others for the disillusioned
volunteer. Unable to shake the perception
of having been less than capable, the stu-
dent will seldom express any feelings for
fear of rejection and soon begins to view
other risk-taking opportunities as futile
since they, too, will result in failure. This
fear of failure will manifest itself in a
cyclical pattern of self-reproachment, and
the student will withdraw from all activ-
ities for some time.

The feeling of being separated from the
mainstream of events has become a
reality. The student avoids any situation
in which others may discuss their success.
Often this compounds the feelings of
failure and depression. Most likely it is in
itself an offshoot of the individual’s in-
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After leaving a program,
most students will feel a
temporary relief. Soon arises
a variety of feelings that
cause the student to feel a bit
agitated and depressed.

—

ability to assess his or her own perform-
ance or feelings in relationship to others.

Anger is involved also. Often anger
stems first from one’s feelings of being
unable to control the situation—in
Tommy’s case, the pain and suffering of
others—and eventually anger at oneself
for being unable to accept things as they
are and for having given up.

Most students in this position fail to
realize that not being interested in doing
everything and putting up with something
need not be a negative reflection on them.
This is one reason an educator needs to
empbhasize to students that volunteer work
is a learning experience.

Realistically speaking, when a series of
events such as those experienced by
Tommy occur, the student gives little
time or consideration to assessing exactly
what has happened. If students did, many
would realize that they have little past
experience to draw on that can help them
adjust or cope with the present.

It is easy to see why a pattern emerges
where the student is withdrawn, de-
pressed, and basically disinterested in
participating in something new. In most
instances the educator will need to take
the first step to counteract this behavior;
generally after students drop out of a

service-learning program, they are reluc-

tant to reappear, fearing that the educator
is disappointed in them.

Educators’ Effective Responses

The responses a service-learning educator
makes to a student like Tommy are im-
portant, not so much because they will be
long lasting or significant in the future but
rather because they can be valuable for
the moment. A well-placed comment can
do wonders for students because it allows
them to put their experiences and be-
havior quickly into perspective.

Any students who decide to drop out of
a service-learning program initially will
view themselves as failures. Everyone

else is a winner and they are the losers. In
reality, making a choice not to continue in
a program, a career, or a relationship
often takes a great deal of initiative. Try-
ing to make yourself satisfied with less
than you expected offers no rewards.
Thus, leaving a community service pro-
gram is no different from quitting a job
because you decide that there are better
ways to spend your time than being
miserable every day. But logic never
seems to work very well when a person is
feeling out of sorts.

The educator may get a foot in the door
more quickly by recounting some per-
sonal experience than by using logic. The
experience need not be similar in setting
but should focus on the fact that the
educator didn’t function up to self-
proclaimed standards or that the setting
itself was less than anticipated. Coun-
selors call this technique self-disclosure.
Basically it draws educators closer to the
student’s world and makes them more
approachable. It gives students a chance
to see that their expectations are
unrealistic.

Self-disclosure not only will initiate
discussion between the educator and the
student but also will develop some sem-
blance of trust. Trust, of course, is the
key ingredient in any substantial relation-
ship, and interpersonal relationships may
be the overriding reason many students
opt to join service-learning programs.

From self-disclosure the educator may
begin to focus on expectations. Most stu-
dents who want to do community service
have high expectations. Tommy, of
course, hoped to play the role of helper
and healer. Though his intentions were
admirable, he had failed to consider the
fact that health care personnel do not
always make the pain go away. This
failure to consider possibilities or conse-
quences is the same process that occurs
for many of us when it comes to selecting
a career. Initially, one believes that cer-
tain professions possess specific qualities,
and it is only by experience that one
learns about a career and personal likes
and dislikes.

When dealing with expectations, the
emphasis should be on helping students
beome better acquainted with their own
feelings. For instance, as the student
speaks, the educator begins to detect
feelings behind the words that are used. It



is appropriate to identify these feelings, to
make a point of showing the student that
the listener does indeed understand the
speaker’s shock and confusion. The edu-
cator strives for empathy. The student
then begins to realize that his or her feel-
ings are natural, not unusual, and that it is
appropriate to express them.

As time passes, the educator will notice
that conversations with the student are
easier, not as stilted or filled with periods
of silence. Rapport has been established,
and perhaps it is time for a comment to
someone like Tommy along the lines of,
““You know, I can see you doing lots of
different things in the future, but I don’t
suppose you will be working as a nurses’
aid to pay your way through medical
school.””

This attempt at being humorous should
break the ice, for humor is effective when
anyone is reflecting on or is facing an
anxiety-provoking situation. One must be
sure, however, that attempts are spon-

taneous and natural; otherwise they may -

be interpreted as ridicule.

Encouraging a student to write about
personal feelings or experiences—
perhaps in a log—may be helpful. In
Therapy in Writing, Alice Glarden Grand
writes: ‘It may be said that because
writing refines cognition, the writer
becomes more capable of enjoying subtle
experiences. Problem solving on paper
becomes salutary as writers learn methods
that can be applied to situations of daily
living. Fluency in communication may
facilitate equivalent gains in self-
confidence. At a deeper level, writing
enhances awareness; it helps individuals
reorganize their inner selves; it con-
tributes to personal integration and self-
affirmation. And of course, writing has
its cathartic effect; it supplies emotional
release.’’ Thus, the student and educator
may want to discuss some of these things
that have been written.

The educator must judge what degree
of assistance to give students, depending
upon whether they are high school or col-
lege students, dependent or self-reliant.
Decisions must be based on experience
and judgment, and the realization that a
service-learning educator need not take
responsibility for anything and every-
thing. When an educator feels uncom-
fortable, it is usually wise to suggest that
the student seek help from a counselor or

Remember that too often
students who wish to do
community service perceive
themselves as being
capable of changing
everything around them.

—

psychologist, and to go as far as setting
up an appointment.

Preventive Measures

All organizations would like to be pro-
active rather than reactive to the problems
they encounter. Some can achieve this,
while others find it a virtual impossibility.
Some of the following ideas may be use-
ful in situations that are not impossible.

The use of peers in training has opened
up new avenues for service-learning edu-
cators, especially since peers’ comments
are considered more often than an adult’s
instructions are. Present or past volun-
teers may assist in determining the levels
of success some new ones are capable of
attaining. Additionally, peer trainers can
assist in realistically exaggerating the
conditions under which most volunteer
work occurs. This is a good technique
because all too often students have some
very naive and idealistic images of what
is going to occur. A little exaggeration of
difficulties is a sure-fire way of lessening
the shock that usually occurs with first-
time volunteers.

Emphasizing the task that one is to
perform is another way to help novices
overcome their initial shock. Focusing on
performance during training sessions will
assist many in preparing themselves for
what is to come.

Emphasize the concept of withdrawal
or failure in the program prior to place-
ment. Here, again, peer trainers will be
most helpful. Some are sure to have
anecdotes about their own experiences.
Remember that too often students who
wish to do community service perceive
themselves as being capable of changing
everything around them. This perception
oftens sets the student up for taking full
responsibility for anything and every-
thing. Research has shown that if prior to
undertaking a task, individuals are given
the opportunity to attribute the possibility
of failure to the environment they will be
placed in, or to imagine how a friend or
peer would react to the setting they are
about to go into, the stress reaction is less
intense should failure occur. If this is to
be effective, it must be done prior to the
experience.

Keep an eye out for signs of stress.
Any marked change in a student’s be-
havior is something the educator should
not ignore. Be sure to give students an
opportunity to ventilate during the class
sessions. If no response occurs initially,
emphasize it a bit more with something
exaggerated, such as, ‘‘You mean every-
one here has the ideal setting, the kind of
place you’d like to work in for the rest of
your life.”” Comments like this certainly
stir things up a bit.

It also may be advantageous to plan
alternative courses of action for students
who decide to withdraw from their initial
assignment. This may be in the form of
another less intense assignment in the
same agency, or perhaps in a setting that
is entirely different from the first one.

The world of community service can
by physically and emotionally taxing.
Some champion the opportunity to serve
others while many begin to regret it.
Suffice it to say that some of us like
Brussels sprouts while others prefer cauli-
flower. Service-learning educators play a
vital role in helping students determine
what is most palatable to them.

Should an educator’s attempts to assist
a student like Tommy go beyond the
educator’s level of comfort and respon-
sibility, it is not only expedient but also
intelligent to seek assistance from a
professional helper. After all, educators,
too, can become disillusioned and per-
ceive themselves as failures if they don’t
call for help when they need it. a
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Service Calls

Developmentally Disabled
Learn Basic Skills
In Student-Run Class

Annandale-on-Hudson, New York—A
woman in her seventies begins to read
simple words for the first time. Another
woman now keeps a personal journal in
which she is able to write about her re-
sentment for being sent to an institution.

Before students at Bard College,
Annandale-on-Hudson, New York, began
teaching basic skills to eight develop-
mentally disabled women from a local
group home, they were not able to read,
write, or do simple math.

Since Bard has no education depart-
ment, Community Outreach Coordinator
Barbara Morgan drew upon her back-
ground in special education to conduct
training and supply resource materials to
the students when the project was first
suggested more than two years ago by the
campus baker, who also worked at the
group home.

Though Morgan still supervises stu-
dents’ work, new volunteers generally
pick up skills by observing the experi-
enced ones for about six hours. Among
the tools they learn to use are a phonetic
system of teaching reading and a number
line, a visual aid for simple mathematical
calculations. While observing, students
get a clear idea of whether they want to
work with the adults and have a chance to
try some teaching.

At the end of each semester Morgan
evaluates the students, who come from
departments as diverse as political sci-
ence, history, and art. They receive two
units of independent study credit if a term
paper discussing the educational and
personal value of their work, submitted
with their evaluation from Morgan, meets
the approval of an independent study
committee made up of several department
heads.

The basic skills class meets on campus
once a week for about four hours. The
on-campus location makes the women

50

feel part of the college atmosphere and
helps those at the college accept the adults
as part of their community.

To maintain a constant level of student
involvement, each semester students
identify and involve peers who can
maintain the project.

For further information, contact
Barbara Morgan, Community Outreach
Coordinator, The Bard College Center,
Annandale-on-Hudson, New York 1250401

Students Organize
Summer Activities
In Rural Communities

Fargo, North Dakota—Every summer
more than a score of college students fan
out to small towns in North Dakota to
work as 4-H community resource devel-
opers. Their goal is to start diverse pro-
grams for children in the towns, often
against fairly intimidating odds. Working
without sponsoring organizations or 4-H
clubs in most cases, the students try to
organize children into groups that will
enjoy a range of recreation activities and
decide collectively to add some commu-
nity service projects.

““Most of these little towns have no
summer parks program or organized
recreation,’’ says Pat Kennelly, the pro-
gram’s coordinator at the Cooperative
Extension Service, North Dakota State
University (NDSU), Fargo. ‘‘The stu-
dents might have to walk down the street,
rounding the kids up themselves, finding
out who their friends are, and trying to
generate support among the community
leaders and adult population of the town.”’

Everything from muscular dystrophy
fundraisers to nursing home visits to town
cleanups has been organized by the
college students, many of whom receive
credit from their colleges or universities
for their summertime activity. Most stu-
dents receive stipends from the state 4-H

office at NDSU. The Comprehensive
Employment and Training Act (CETA)
finances a few, and some towns help
support the students.

The students come from North Dakota,
Minnesota, and Nebraska to take a
strenuous one-week training course at
North Dakota State after spring classes
end. During that week, an extension
sociologist explains the complexity of
small town power structures, an expert on
volunteer programs teaches the students
how to handle volunteers, various spe-
cialists tell how to manage the stress and
pressure of the 10-week effort, and
former participants answer questions and
arouse enthusiasm.

Being enthusiastic is an indispensable
prerequisite to getting the summer pro-
gram going in some areas. A student
organizing activities in the low-income
housing areas of Fargo often faces either
apathetic or hostile children and adults. In
the rapidly changing coal development
towns of Mercer County, students seek-
ing to start activities for transient trailer
camp residents find the people lack roots
in or commitment to the community. The
Sioux who live in towns like Cannonball
and Solen have been organized before,
sometimes with dubious results, and are
wary about or indifferent to itinerant
college students.

The success of this 4-H program has
sprung from the energy and preparation of
the students, and the strategy that they
use. *‘With summer programs for youth,
you’'ve got to have a lot of recreation,’
says Kennelly. With recreation as the
glue to hold the program together, student
coordinators then guide the young people
towards service activities. ‘‘Our coordi-
nators encourage the kids to come up with
constructive service activities, but they
play it loose. If the kids get apathetic
about an activity, the coordinators will
probably drop it."’

The young people with whom student
coordinators work can be anywhere from
six to 19, with the majority between nine
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This column is devoted primarily to news
Jfrom associations, public interest groups,
and organizations concerned with com-
munity service and experiential educa-
tion. Members of such groups may submit
information on meetings, publications,
training, and any activities of importance
to service-learning educators.

Inclusion of a listing does not imply
that ACTION or the federal government
endorses it or favors it over others not
listed.

The Association of Experiential Educa-
tion (AEE) will hold its ninth annual
conference October 1-4 in Toronto. Pre-
conference events will be September 27-
30. Accommodations will range from
tents to luxury hotels.

Special interest groups—which include
teacher training, classroom teachers, and
urban programs—are playing an impor-
tant role in the planning of presentations
at the 1981 conference.

Attendance at the 1980 conference near
Santa Fe was approximately 750.

For additional information on the
conference, contact Roy Gordon, 58
Shellamwood Trail, Agincourt, Ontario
M1S 2M8, Canada.

The Association of Volunteer Bureaus,
Inc. has issued Standards and Guidelines
Jor the Field of Volunteerism ($6), a how-
to book for facilitating effective manage-
ment of volunteer programs.

For more information contact the
Association of Volunteer Bureaus, Inc.,
801 North Fairfax Street, Alexandria,
Virginia 22314; (703) 836-7100.

The Council for the Advancement of
Experiential Learning (CAEL) will
hold its national assembly November 16-
18 at the Jack Tar Hotel in San Francisco.
For information, contact Diana Bamford-

Rees, CAEL, Lakefront North, Suite
300, Columbia, Maryland 21044; (301)
997-3535.

CAEL is cooperating with NCSL, the

.Cooperative Education Association,

and the National Society for Internships
and Experiential Education to provide a
series of 24 regional workshops for col-
lege and university faculty and staff in-
volved in experiential learning programs.

Training faculty in the basic skills and
knowledge needed for quality, cost-
effective programs, the workshops fea-
ture as trainers nationally recognized
educators. Participants receive copies of
recent significant publications.

For information about the workshops,
contact the project director, Tom Little,
CAEL Regional Manager, Virginia
Internship Program, Virginia State
College, Box 69, Petersburg, Virginia;
(804) 520-6519.

The Four-One-One company produces
Green Sheets that contain listings of
resource organizations providing infor-
mation and/or technical assistance to
voluntary action organizations and of
publications providing how-to advice for
volunteers and program administrators.
For information on subscriptions ($31.50
a year), write to Four-One-One, 7304
Beverly Street, Annandale, Virginia
22003.

The National Society for Internships
and Experiential Education (NSIEE) is
developing a postsecondary Peer Assist-
ance Network in Experiential Learning
(PANEL) for service-learning and other
experiential educators. Collaborating in
the effort are AEE, CAEL, the Coopera-
tive Education Association, and NCSL.

Beginning in April PANEL will have a
toll-free telephone service that will
provide inquirers—who need not be
affiliated with any of the sponsoring
groups—with the names of at least two
nearby practitioners who may be able to
assist with their specific problems.
Callers also may request low-cost re-
source materials. PANEL will continue to
expand its list of educators who are
willing to be resources.

NSIEE received a three-part grant from
the Fund for the Improvement of Post-
secondary Education to develop the
program.

For additional information, contact
Jane Kendall or Parker Foley, NSIEE,
1735 I Street, N.W., Suite 601, Wash-
ington, D.C. 20006; (202) 331-1516.

NSIEE will hold it tenth annual meeting
October 15-17 at Wentworth by-the-Sea,
Portsmouth, New Hampshire. The theme
will be Principles of Good Practice in Ex-
periential Education. To obtain the con-
ference brochure and registration forms,
write to NSIEE, 1735 I Street, N.W.,
Suite 601, Washington, D.C. 20006.

The Voluntary Action Resource Centre
(1625 W. 8th Avenue, Vancouver,
British Columbia, V6J 1T9, Canada;
604-731-6168) supports voluntary
organizations and volunteer programs
through workshops, consultation, and
materials, including the following publi-
cations: Volunteers: How To Find Them
... How To Keep Them (1977, 73 pp.,
$4), Volunteer Coordinator’'s Handbook
(1977, 167 pp., $7.50), and A Resource
Kit For Starting A Volunteer Centre
(1980, 21 pp., $3.50).

VOLUNTEER: The National Center for
Citizen Involvement, has received a
three-year $419,494 grant from the W. K.
Kellogg Foundation to develop a program
entitled Citizen Volunteer Involvement
for Physically Disabled Youth. This
service-learning program is designed to
assist physically disabled student volun-
teers in developing attitudes and skills
that will help prepare them to live
independently.

Four groups will take part in the pilot
project. They are: Boston School for the
Deaf, Randolph, Massachusetts; Volun-
teer Center, Dallas; Volunteer Services of
Greater Kalamazoo (Michigan); and the
Michigan School for the Blind, Lansing.
The disabled persons will serve in local
human service agencies.

For additional information, contact
Ann Harris, Director of Education,
VOLUNTEER, P.O. Box 4179, Boulder,
Colorado 80306. O
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