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A Chance To Change

by Suzanne Thompson

Through service-learning, 75% of the juvenile offenders
assigned to an alternative school in Denver improve basic
skills and change antisocial attitudes.

udy, a 13-year-old boy who is a
R member of a large single-parent

family, had been in a diagnostic
program since the second grade. He had
made little or no progress in the public
school in six years, but the Denver Public
Schools referred him to Partners School,
an alternative educational program, as
being significantly behind but able to
function in the classroom. He was often
absent and showed signs of delinquent
behavior.

Upon admitting him, Partners School
discovered that he didn’t know even the
sounds of the alphabet. He was excru-
ciatingly withdrawn and nonverbal, but
he was happy at Partners. The staff tried
everything to convince him that he

. . . hedidn’t know even
the sounds of the
alphabet. He was

excruciatingly withdrawn
and nonverbal, but he was
happy at Partners.

needed a more specialized school, but
Rudy wanted to stay.

Partners designed a special individual-
ized program in math and reading for
Rudy. His inability to verbalize, show

Suzanne Thompson, director of Partners
School, Denver, has taught the percep-
tually handicapped and worked extensive-
ly with theatrical groups, particularly
those performing for children.
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emotion, cope with his environment, or
assert himself was as detrimental as his
lack of academic skills. Gradually Rudy

He taught them to write their
names, read letters, and do
numbers, things he could not
do for himself a year ago.

began to laugh, get angry, stand up for
what he wanted, and generally be more
open with the world around him.

Because of Rudy’s low social and
academic skills, the staff was reluctant to
let him take part in the service-leamning
program. But his spark of enthusiasm
when presented with the idea of helping
out at a community agency two mornings
a week, and the possibility of growth in
self-esteem, led us to take a chance and
place him in a learning center to assist
two- and three-year-old retarded children.
He blossomed in this environment,
where, as he says, he is ‘‘smart, big and
the teacher.”

In eight months Rudy has gone from a
nonreader to reading at the third grade
level. He also has taken off his protective
stocking cap.

After Rudy’s first six weeks at the cen-
ter, the supervisor asked him to work with
the 15- and 16-year-old retarded students.
He taught them to write their names, read
letters, and do numbers, things he could
not do for himself a year ago.

Rudy is one of 40 tough talking, tough
acting, generally all around failing 13- to

16-year-olds who work in nursing homes,
preschools, and centers for the handi-
capped two days a week as part of the
service-learning program of Partners
School.(The students’ real names are not
used in this article.) The other students
have been referred to Partners for many of
the same reasons that Rudy was, namely
absenteeism, poor academic perform-
ance, delinquent behavior, and low self-
esteem. The students come primarily
from low-income families. Most (68
percent) are Chicano, nine percent are
black, three percent are Indian, and 20
percent are Anglo.

Partners School is in an office building
in an industrial section of Denver. At
eight every morning city buses discharge
students from all over the city. Many
come because they know it is their last
chance to make it before lock-up or out-
of-home placement. For some it is a new
beginning after years of failure in the
classroom, but all come on their own
because they see the need for change.

Change is a byword at this four-year-
old school—an outgrowth of a nonprofit
organization offering services to young
persons in trouble (95 percent of the
students are status offenders; no felony
offenders are admitted). One of the big-
gest changes occurred with the infusion of
service-leamning two years ago. Already
the individualized instruction for math
and reading was producing substantial
academic gains, and a life skills compo-
nent was helping students make internal
changes. (That component included stress
management, sex education, physical fit-
ness, and assertiveness training.)

Behavior was improving, with fewer
doors hanging from one hinge and several






ranch for a week to learn practical skills
and going on camping trips, help them
build interdependence and leadership.

Finally the Partners’ service-leaming
placement coordinator carefully selects
supervisors for the placements and asks
representatives from agencies to come
and speak about their agencies, clients,
and volunteer requirements. Each student
has the opportunity to visit the agencies
that are of most interest. The student
chooses a placement and has an interview
with the supervisor. They draw up a
contract stating the duties to be performed
by each.

He says it feels
good to be able
to help some kid who
““is as messed up
as I was.”

Expectations are not always met, how-
ever, as the following story indicates.
Lana enthusiastically chose to work with
a Head Start center. She had all the job
skills she needed, she was academically
adequate, and she liked little kids. Her
work was excellent and the kids and
supervisor loved her. They loved her so
much that they baked a cake for her birth-
day and all chipped in to buy her a
present. They were excited and anxious to
show their affection, but on the morning
of the party Lana chose to celebrate her
birthday in her own way instead of going
to the Head Start center. When Lana
found out what she had missed, she was
ashamed and did not want to go back. I
took her to the center to force her to deal
with the situation. She talked to the
supervisor and the children and mended
the relationship—and gained a new sense
of obligation.

For some, the preparation class does
not come close to readying them for the
revelations awaiting them. For example,
Maria, a Chicano advocate and Anglo
detractor, declared, ‘‘My white honky
baby,”” who was slung constantly on her
hip at the day care center, ‘‘is my
favorite.”

Students who are ready and willing for
community service spend two days a
week for 12 weeks in the field. (Up to a
fourth of the students need more than two
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months of preparation; they come to class
every day and do occasional short-term
service activities.) At the end of six
weeks students may either remain at that
site or go to another agency for the next
six weeks. On the three days they are in
the classroom, they work with a special
curriculum designed by the staff to inte-
grate their leamning in the agency with
their academic studies. Readings increase
their understanding of their clients and
improve skills needed to work with them.
Students write about their experiences at
the placements and, working with their
supervisor, keep a daily journal of sig-
nificant events or situations. (Super-
visors, who generally have only one
student, have welcomed the chance to
discuss the day and express their own
feelings.)

In each component teachers try to make
sure that students see the connections
between service and learning and realize
that both have a real purpose. Their suc-
cess is evident from the students’ attitudes
and comments. Jimmie, who works with
behaviorally and emotionally disturbed
youngsters, will tell you that his experi-
ence has made him a better person, has
made him want to ‘‘get down and learn
and be somebody.’’ He says it feels good
to be able to help some kid who ‘‘is as
messed up as I was.”’ Ronnie, whose
temper was frequently out of control, is

The 20 supervisors
ranked 11 students
high in performance,
helpfulness, and
improvement; four
students medium; and
Jfive students low.

patiently learning sign language so that he
can communicate with hearing-impaired
adults. Tad, a 13-year-old who has been
arrested five times, had failed all five
years of school, and was constantly being
suspended, wrote in his Head Start
journal, ‘“We had a small group but a lot
of kids getting their letters backwards.
And Jene (the teacher) had to leave the
room and I was in charge. Shannon told
Mike his wrighting was crume and he
started to cry. I told him it wasn’t and told
Shannon not to be telling him that.”’

These accomplishments cannot be
measured in percentages but speak the
loudest in terms of meeting our goals for
change. The real test of the service-
learning program has been the commit-
ment and work of the students and the
relationships they have built with the
clients and supervisors. Some of the most
significant tangible statistics come from
the supervisors of our first group, which
included about half the school. (After that
everyone wanted to take part.) The 20
supervisors ranked 11 students high in
performance, helpfulness, and improve-
ments; four students medium; and five
students low. Seventy-five percent of the
supervisors were making such comments
as, ‘“Great to have youth in the nursing
home, they provide stimulation to the
older folks and they relate well to them
and they save wear and tear on me.’” *‘He
matured to the point where he realized
that not all adults were enemies.”” ‘‘Her
individual involvement with the Spanish-
speaking kids filled a great need.”” ‘‘He
was a male model for the kids.”’ ‘‘She
went from a smart-alecky you can’t tell
me anything attitude to a warm, respect-
ful, more serious attitude."’

Those who wash out or do poorly tend
to need full-time classroom structure.
They still need the rewards and punish-
ments and the socialization of peers.
Attendance was poor for these students,
and often they would show up in the
classroom on the days they were sup-
posed to be at an agency. A supervisor’s
representative comment on this syndrome
was, ‘‘She deteriorated—started out
gung-ho, but her attitude got worse.’’

The final element of the service-
learning process is the group phase. Dur-
ing these months at the end of the year,
the students draw together their experi-
ences and skills and design a project or
projects that they can handle and that will
meet a real need in the community. The
students set the objectives and goals and
carry out the projects with minimal
outside help.

Last spring the students began the
group phase by reading such books as
Scholastic’s People in the Cities series
and the Foxfire series, watching films
from the public library on community
needs, brainstorming, and touring the
community to see what was needed. They
decided on three diverse projects: pre-
paring garden plots for elderly and handi-
capped persons; assisting a nonprofit
organization in repairing (mostly by
painting) homes to be occupied by the
elderly and handicapped; and conducting






A Penny-Pincher’s

By Barbara Seaver Gardner

Guide to
Program Planning

Applying principles of economics, a USC program director
sends 1,500 students to work with 7,500 inner-city young

people each year.

an you help me find a student
volunteer to develop a proposal
for a preschool in Watts?”’

‘‘We desperately need people to work
in our church’s tutorial program for dis-
advantaged kids. Can you help us find
some university students?”’

*“Where can I get students to work in
our community center? . . . to help out in
our recreation program? . . . to carry out
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a program for gifted students? . .. to
entertain the elderly . . . to keep a well-
baby clinic going?”’

The calls for help started coming in
before I had even settled into my new job
as research associate in the new Center
for Urban Affairs at the University of
Southern California, Los Angeles, in
1970. As I was getting a handle on the
work for which I was hired, I was side-
tracked by requests for volunteers from
all kinds of organizations and agencies in
many parts of this very large city.

Always the help was *‘urgently’’ need-
ed to address a critical community prob-
lem, and invariably the caller extolled the
marvelous educational experiences to be
gained by any volunteers I could send
out. For a while I ran a nifty little volun-
teer placement office for the university in
my spare time. Our students came back to
tell me how much they gained from their
experiences and agency people regularly
reported how much their assistance was
valued.

As the calls for help multiplied, how-
ever, I became increasingly aware that for

all the good I was doing, it was plain bad
economics.

Economics tells us that in a competitive
market place supply and demand are
balanced and the most efficient allocation
of resources is effected through the price
mechanism. But when the price is (or ap-
pears to be) zero as it is with volunteers,
the demand is infinite. We could probably
find volunteer placements for every single
willing university student. With no price
on the volunteers’ time, how do we assure
that students are deployed in such a way
as to maximize benefits to their own
education and to the community?

In my short experience as a volunteer
bureau manager, the allocation of valu-
able student time depended upon who
happened to call me first, my ability to
locate professors who would help recruit
students, and students’ own interests. [
concluded that an organization’s ability to
find a particular telephone number in the
university was a poor measure of the
potential benefits of any volunteer.
placement.

Further, this ad hoc way of responding
to community needs got low marks in
terms of other basic economic concepts.
Each placement was like a separate pro-
gram. It involved investigating a specific
volunteer opportunity, and then locating a

Barbara Seaver Gardner, a developmen-
tal economist, is director of the Joint
Educational Project, University of South-
ern California, Los Angeles.












a large project but also to some delightful
surprises. In 1972 I could not imagine
what possible involvement the classics
department might have in the planned
project. A couple of years later classics
students, under the guidance of their
professor, began teaching a mini-course
to help pupils expand their vocabularies
through learning Greek and Latin roots of
words. This program has regularly in-
volved about 30 USC students (working
with 10 community school classes) each
semester and has consistently been one of
our most highly rated JEP activities.
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Participation is voluntary and project
components within the school will be
planned jointly by participating commu-
nity school staff members and/or parents,
and university faculty members and/or
students who carry them out.

This guideline was intended to ensure
that professors, teachers, and students
became involved in a particular program
because it met their own perceived needs
and that it was carried out in a manner
acceptable to the actual participants.

We learned the value of this guideline
in the Spanish department’s JEP. For
several years some Spanish courses re-
quired JEP participation, and this was
indicated in the schedule of classes.
Nevertheless, some students enrolled who
did not want to participate in the project
because the class was the only one offered
at a time convenient for them. In an
evaluation of the Spanish JEP we found
that students who did not want to partici-
pate in the project gained much less than
those who really wanted to be involved.

We have found that this guideline helps
assure the enthusiastic support of com-
munity school teachers, who have many,
many mandated responsibilities. JEP is
one activity in which they decide whether
they want to participate, what kind of
program they get, and what hour and day
of the week it will be conducted. This
may be one reason we have twice as many
requests for JEP programs from teachers
as JEP can fill every semester.

G

To the greatest extent possible, faculty
and students will be involved in the part-
nership as part of their regular teaching
and learning responsibilities.
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Written to assure that programs con-
tribute to the teaching and learning goals
of all participants, this policy also made
certain that JEP programs would be built
into the regular day-to-day operations of
participating institutions. It goes without
saying that it contributed to the develop-
ment of an economical project, since we
did not pay professors or teachers for their

participation.

To the greatest extent possible, every
partnership activity will address some
need of both university and community
school participants.

This rule excluded the kind of univer-
sity programs that place students in
community agencies to observe and take
up people’s time without giving any
service in return. It also eliminated
service that does not serve any college-
level education objective. With every
program in the JEP partnership serving
both the university and community, total
benefits are maximized, and both indi-
vidual programs and the overall partner-
ship have a good chance of survival.

After eight years, JEP and its compo-
nent programs not only have survived but
also have been strengthened with each

passing year.

The partnership mainly will mobilize
and use in new combinations already
available resources, such as faculty
members, students, parents, and campus
and community facilities.

Given enough supplementary funding
to hire new people and buy equipment
and materials, all manner of splendid
programs may be developed. They also
may be too costly to continue after the
special funding ends. Therefore, I wanted
to concentrate on creating new groupings
of people already in participating insti-
tutions, new combinations of teachers-
learners, and (I hoped) new educational
production functions.

The corollary to this guideline is that
the project staff and funds would be used
mainly to facilitate the mobilization and
cooperation of the already available re-
sources. The project staff has focused its
efforts on recruiting people, coordinating
the work of participants, and assisting in

the development of program models and
materials that enable participants to work
together. It does those tasks for which
clear economies of scale can be achieved
if they are done centrally, such as making
student assignments and providing ori-
entation programs and materials for

participants.

The partnership will have an advisory
board with representatives of all partici-
pating groups to decide on general goals
and directions.

The purpose of this guideline was to
help guarantee that whatever was done
would be acceptable to everybody con-
cerned and that there would be a continu-
ing flow of new ideas to guide the growth
of the partnership. The board has been of
tremendous help to the project, both in
providing practical advice to the staff and
in building a spirit of unity and enthusi-
asm for our joint undertaking.

What Next?

Today our project is eight years old and
more than 12,000 university students
have participated in and helped develop
its programs. One might rightfully ask,
‘‘Whither JEP now?’” We have plans to
continue to develop programs with the
schools, particularly much needed health
education programs.

We have acquired a fairly good notion
of the extent of the opportunities available
to university students in the schools, and
also their limitations. For example, the
schools do not provide a very logical
setting for students who want to work
with the fastest growing segment of our
population, older people. To get us start-
ed, I have changed just a few of the words
in the guidelines, such as replacing
‘‘nearby community schools’’ with
‘‘nearby senior citizen centers.”’ We hope
a new kind of partnership will soon be
underway, and because of the guidelines I
know it will be economical, acceptable to
all participants, and have a good chance
of survival.

When the partnership is solidly estab-
lished (in two or three years rather than
eight), it will be time to look for another
kind of community need or which to
concentrate students’ efforts. We will
change a few words in those handy guide-
lines, and add yet another university-
community partnership. O




































What

School board members from nine states express views on
service-learning and suggest how to start programs.

hat are school board members’
Wattitudes toward service-learn-

ing? To find out, Synergist
interviewed veteran school board mem-
bers from nine states. Though their
degree of enthusiasm varied, eight of the
nine randomly selected local officials felt
that schools should play a role in in-
volving students in community service.

In expressing their views, those sur-
veyed offered some advice to service-
learning educators who are soliciting the
support of their local school board. They
also pointed out deterrents to combining
education and community service, indi-
cated how service-learning may help the
school court reluctant taxpayers, and
stressed that the impetus for nontradi-
tional programs should come from the
community.

Major Concerns

The school board members who took part
in the miniature survey were attending the
annual conference of the Federal Rela-
tions Network of the National School
Boards Association (NSBA). The 600
conferees from around the country
seemed, for the most part, in agreement
with the NSBA president, Hiroshi
Yamashita, Honolulu, that major con-
cerns are the need for more funds for
handicapped students, in-school youth
employment programs, school nutrition
programs, and maintenance of quality
education for all.

NSBA assisted Synergist in arranging
interviews with persons from rural,
urban, and suburban areas in nine states:
Hawaii, Washington, Nevada, Colorado,
Minnesota, Louisiana, South Carolina,
Connecticut, and Massachusetts.

After identifying the journal and de-
fining service-leaming, Synergist asked
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each of the school board members a series
of open-ended questions that, in essence,
were as follows:

o What are the chief problems you face in
your district;

e Does it have student volunteer or
service-learning programs and, if so,
what are they like;

e What is your assessment of existing
programs or of the feasibility of service-
learning programs in your district;

e How should one go about initiating a
credited service-learning program.

Not surprisingly, six of the nine (from
Hawaii, Washington, South Carolina,
Louisiana, Massachusetts, and Connecti-
cut) said that money is the chief problem.
They attributed fiscal difficulties pri-
marily to costly special programs (such as
for handicapped students) mandated but
not funded by the federal government, tax
resistance from an aging or indifferent
population, and the general state of the
economy. The next most frequent con-
cern (voiced by Nevada, Louisiana, and
South Carolina board members) was the

Board Members Say

development and testing of basic skills,
yet those from four states expressed con-
cern that the back-to-basics movement
may threaten a well-rounded curriculum.
The Minnesota representative felt lack of
community interest was the major prob-
lem, and the Colorado board member
atypically worried about the rapid growth
of the student population (some schools in
his district are on shifts or a year-round
schedule).

Somewhat surprisingly, only one board
member (from Washington) cited deseg-
regation as a problem, though the repre-
sentative from New Orleans implied that
part of the lack of support for the schools
springs from comfortable whites’ indif-
ference to the quality of education for
poor black youngsters.

The Have-Nots

The next question concerned the status of
student volunteer and service-learning
programs in board members’ home com-
munities. Three (from South Carolina,
Nevada, and Washington) knew of no



school-related student involvement in
community service, but only Helen
Cannon of Las Vegas completely opposed
service-learning. She stated that young
people have enough to do in just getting a
good basic education, that adding any
responsibility for community service
would be an unfair burden on the schools.
On the other hand, she felt that voluntary
extracurricular activities are suitable and
that citizens should contribute in some
way, such as serving on the school board,
‘‘to pay for our space.”’

Allison Dalton, Pickens, South Caro-
lina, opined that the people in his state
would not be receptive to school-related
service programs because of deep concern
about competency issues and a predilec-
tion for vocational training for those who
will not go on to college. His reading of
the largely rural population and the legis-
lature is that South Carolinians consider
experiential education antagonistic to the
attainment of basic educational goals. He
considers educators more receptive and
believes they would respond well if
community agencies asked for students’
assistance.

A sports promotion director for
Clemson University, Dalton suggested
that the logical way to start building
community awareness and support is, to
allow the community to use school recre-
ational facilities after hours. Dalton’s
scenario for introducing service-learning
would be to offer an afterschool program
in which students would tutor illiterate
adults. He also would anticipate a posi-
tive community response to students’
assisting with day care or taking simple
paramedic services to people in depressed
areas. He said, ‘‘It’s working with
people’s attitudes. They have to see a
value, not a threat. They don’t want a
compromise on public education.”

The Washington school board member,
Dennis Morrison, liked the concept of
service-learning but was somewhat
doubtful about how it could be properly
implemented. ‘‘Students ought to leam
that they have a responsibility for service
to their fellow man. It’s very important.’’
He would favor releasing students for part
of the day if the credit granting were
based on a carefully drawn set of objec-
tives and a valid evaluation procedure—
and if it resulted in measurable academic
gains.

An assistant to the president of Wash-
ington State University, Pullman,
Morrison said that a proposal for a
service-learning program in his aca-
demically oriented district would receive

a varied response. ‘“There are folks who
believe that all social ills can be corrected
if the schools will just get involved.
Others say, ‘The schools are just for
education.’’’ He guessed that a proposal
for a full-time, salaried coordinator would
have a lot of trouble getting through the
administration and the board in his district
and 499 out of 500 other districts.

He did not dismiss the possibility
completely. *‘If you can sell the idea of
benefit to the student—the idea that he
will be a better citizen, a more productive
citizen—that will sell the program.”’

The Haves

All of the other six ,board members re-
ported some type of student volunteer or
service-learning program. The least de-
veloped of these was in Brooklyn Center,
Minnesota, a suburb of Minneapolis.
Jody Brandvold, who described herself as
a professional volunteer, reported that the
high school has had occasional student

““The kindergarten level
is a good place to
start introducing community
service.”’ He feels it is
particularly important for
poor children, helping them
build a positive self-image rather
than the negative one too often
reinforced in the classroom.

volunteer and service-learning activities
organized by individual teachers or stu-
dents but no structured program.

Eager to change this, Brandvold plot-
ted her strategy for building support for a
service-learning program. Talk to the
community education director, who
would be the driving force initially;
request time to present the idea to the 25-
member advisory council (made up most-
ly of noneducators); encourage those who
see a need for service-leaming to come to
the board with a recommendation; study
the recommendation with the rest of the
board. She stressed that the recommenda-
tion should come from the community to
the board, rather than the other way
around.

What if a teacher wanted to start a pro-
gram? Brandvold outlined the procedure

as follows: Go to other faculty members
and elicit their support; work with them to
draw up a proposal that spells out the
cost, where the money could come from,
who would coordinate it, and the amount
of time it would take.

Hiroshi Yamashita, who has taken a
year’s leave without pay from his position
as the personnel training director of a
sugar company to serve as NSBA presi-
dent, spoke with great pride of how
students of all ages in Honolulu volunteer
to work with handicapped children.
While strongly endorsing such volunteer
activities, he opposes any use of class
time, any granting of credit, or any
compensation of teachers for working
with community service programs. He
said, ‘‘I like to see the volunteers give as
much help as they can, but by the same
token, I don’t want them to be taken away
from their own learning process. If we
can have a volunteer program after three
o’clock, it means that the learning process
is still going on. My feeling has been that
when you have a volunteer program, you
should keep it that way for teachers and
administrators as well as students.”’

One of Yamashita’s major themes is
the unwanted roles thrust upon education.
**All social ills—and I am talking about
special education, families, discipline,
everything—are given to education to
handle.””

Paul Ambler of Natick, Massachusetts,
used to be a band leader but gave it up
because it took too much of the time he
wanted to devote to his work as a school
board member. Proud of the schools’
good record, he is enthusiastic about
volunteerism and service-learning. He
praised a distributive education program
that has been very successful in cutting
truancy and the dropout rate. An adminis-
trator spends part of his time coordinating
job placements, which include such tradi-
tional service activities as tutoring, as-
sisting with day care, and working with
the elderly.

Max Spears, the president of the New
Orleans school board, is an educator with
experience at every level, from kinder-
garten to (currently) college. He favors
volunteerism and service-learning at all
levels, saying, ‘‘The kindergarten level is
a good place to start introducing commu-
nity service.”” He feels it is particularly
important for poor children, helping them
build a positive self-image rather than the
negative one too often reinforced in the
classroom.

New Orleans has an active volunteer
program (coordinated by the staff of the
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office of school volunteers). It involves
mostly senior high school students, with
some junior high school students *‘care-
fully selected on the basis of maturity.”’
The city also has an intern program for
senior high students, who generally are
released for half a year. They work with-
out pay four days a week in the commu-
nity and spend the fifth day at the school.
The majority are in human service
centers.

Spears sees the students’ community
service as useful in motivating students to
improve their basic skills, one of his
major concerns. He said, “‘It’s re-
inforcing as these youngsters get out in
settings in which they see more realis-
tically the relevance and application of
the academic offerings. The students are
very enthusiastic.”’

Community supervisors have provided
‘‘excellent feedback’’ on the students,
Spears commented, adding, ‘‘Students
serving in the community are a very
effective tool in building community
support.”’

It has been Spears’ experience that, in
initiating new programs, it is easier to
start with parents and students than with
teachers, who tend to be more skeptical of
change in the beginning.

The high schools in affluent Westport,
Connecticut, have a well established
service-learning program, according to
Leonard Rovins, a lawyer who has served
on the school board since 1971. The stu-
dents work in a number of placements,
earning credit on the basis of an assess-
ment of the service they give.

The program was instituted after a fight
that split the board three to two. Rovins
explained the decision this way: “‘In
educating youngsters we had to consider
the fact that they had to learn that they
have a responsibility to society. That it is
not just a one-way street, that it was not
just a matter of society supporting them,
but of them making a contribution. Out of
this came a study made by teachers, ad-
ministrators, citizens—an approach we
use frequently. The result was a recom-
mendation that included giving young-
sters credit for service. One of the areas
we have been successful with recently has
been the use of high school youngsters in
helping to train the handicapped.’’

Part of the opposition was directed at
financing an administrator to manage the
program. Rovins pointed out, ‘‘As gen-
erally happens in education, there is a lot
of steam and furor at first. After it gets
under way, it calms down until budget
time and somebody gets critical about that

24

item in the budget, that $25,000 or what-
ever it may be.”’

He reported that teachers are ‘‘gener-
ally most supportive’’ and that students
are ‘‘very enthusiastic. We have a new
generation of kids, and I am absolutely
heartened by the attitudes of these kids,
their willingness to support community
projects as an extracurricular activity. It
gives a meaning to school and to life, and
also lets them burn off excess energy.”’

Where should impetus for starting a
program come from? Rovins said, ‘‘From
a committee, preferably not initiated by
the school system but by the public
service groups in town and seeking the
support of the school system with ade-
quate representation from the diverse
interests in the community.

‘““You have to start at the top in the
community and convince your elected
officials. to be supportive. That can be
done in many ways. By getting the clergy
and the service organizations—the

‘“We have a new
generation of kids, and
I am absolutely heartened by the
attitudes of these kids, their
willingness to support
community projects as an
extracurricular activity.”

League of Women Voters, the Y, a host
of other groups—active in the town to
band together and develop a program and
help sell it.”’

In Westport, the service-learning pro-
gram grew partially out of the need to
take corrective measures with a group of
students mixed up in drugs. As Rovins
said, ‘“The genesis of this was a group of
teachers and administrators who con-
vinced the board that we probably had in
our high school of 1,800 or 1,900 kids 35
to 40 really turned off academics. We set
up a separate program for these young-
sters to prevent them from becoming
dropouts, and one aspect was to get them
involved in community activities. It
wasn’t easy, but it seems to be working.
Other kids got involved, and we hired a
person to coordinate the whole thing.”’

Unlike the other districts discussed,
Cherry Creek, Colorado, has a problem
of a rapidly expanding student popula-
tion. In fact, board member Robert

Wilson noted that the district is being
forced to drop community service as a
requirement for graduation because not
enough placements are now available.
(Rising transportation costs have exacer-
bated the problem.) Students work in
many settings and may earn their com-
munity service credit in many ways in this
large and diverse suburban system south-
east of Denver.

Wilson said that the people in his dis-
trict consider the volunteer component
one of the basics of education. ‘‘The
students get a broader perspective of what
is going on in the community. That’s one
thing that I think is very valuable. We
hope they develop the habit of being in-
terested in the community because there
are so many things that only volunteers
can do. Money can’t do such work. You
have to have bodies. We hope we are
teaching the children that they have to
participate as volunteers in various
aspects of the community life.”’

To round out the attitudes survey,
Synergist talked to NSBA’s executive
director, Thomas Shannon, who regards
school board members as governors,
ambassadors, and advocates.

Shannon feels strongly that one of the
schools’ major problems is being diverted
to uses other than education. ‘‘Schools
are not social service agencies. They
cannot take care of all society’s problems.
Their purpose is to educate.”’ He is
skeptical that service-learning programs
can meet academic as well as community
needs but sees such programs as valuable
in providing laboratories for vocational
programs.

The responses of this small group from
diverse communities indicate that service-
learning rarely will find automatic or
complete acceptance among school board
members. The picture is far from gloomy,
however, for more than half had support-
ed or said they would support service-
learning in their districts. This is not
surprising, for most school board mem-
bers are themselves committed volunteers
with a strong belief in serving the com-
munity and a dedication to improving
education. In seeking their support, edu-
cators may do well to keep in mind
Shannon’s delineation of their functions.
They are bound to govern (setting
budgets, approving programs, allotting
staff), they can be excellent ambassadors
to other elected officials, and they are
invaluable as service-learning advocates
in the segment of the community each
represents. O
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man in Lincoln, Nebraska, spent
AZS years of his life in a wheel-
chair. Cerebral palsy impairs his

speech, hearing, and coordination, and

the general assumption always had been
that he could not care for himself. Job-
less, he lived with his sister, who tended
him and the household.

In 1976, Dr. Lois Schwab of the Col-
lege of Home Economics, University of
Nebraska, invited him to take part in the
Vocational Services Program (VSP) run
by faculty with assistance from their
students. An engineer tested the man’s
strength and reach. An audiologist and
speech therapist tested his ability to hear
and speak. A physical therapist worked
with him on locomotion. Then independ-
ent living specialists, some of them stu-
dents, helped the man to learn to perform
basic living tasks. As a result of his par-
ticipation, the man now walks and cares
for himself.

Another man had been institutionalized
for 22 years. He, too, has cerebral palsy,
but he was shunted into an institution for
the retarded. He had never had the chance
to explore his real capabilities. After
evaluation and training in the Independent
Living Laboratory, the man married, got
an apartment, and took a part-time job.

The family of a 34-year-old woman
with multiple disabilities laughed when
she told them she was going to the uni-
versity one day a week to learn to care for
herself. She had never used a toilet and
had never prepared a meal for herself.
With specially designed equipment and
coaching in the necessary physical tasks,
she mastered the basics. She is now in a
prevocational workshop.

All of the 70 disabled people who par-
ticipated in the Vocational Services
Program made significant gains in their
ability to live independently, although not
all of them advanced as dramatically as
the three discussed. VSP evaluated the
potential of the participants more thor-

University of Nebraska

students create sophisticated
technical devices and simple
household aids as part of the
independent living program.

oughly than others had, using an inter-
disciplinary team of students and faculty
from the Independent Living Program,
the Industrial Engineering Department,
and the Speech Therapy Department. The
participants came to the College of Home
Economics’ Independent Living Labora-
tory, a testing and demonstration center
containing kitchen, bathroom, and home-
task facilities adapted for use by disabled
people.

The Vocational Services Program suc-
ceeded dramatically by addressing the full
spectrum of needs—physical, psycholog-
ical, social, medical, and occupational—
of disabled people seeking further
development.

The project was a watershed, in a
sense, a prime example of interdiscipli-
nary and faculty-student collaboration, a
fusion of technology and humanism that
is aimed at aiding the efforts of disabled
people to live on their own. Computers,
mechanical devices, electronics, and a
host of new ideas and materials developed
with the aid of students from several
academic areas have created an air of
excitement about the independent living
program.

Independent Living Program

The program is run by Dr. Schwab,
whose vision and ability to foment inno-
vation and cooperation have drawn stu-
dents from half a dozen disciplines into
the effort to push back the limitations on
independence for disabled people through
a combination of research and training.
Engineering, dentistry, and computer
students—even agriculture students and
those majoring in textile design—have
been tapped for what they can add.

It is the basic degree program for inde-
pendent living specialists that is the core
of and provides the rationale for all the
cross-pollination among academic depart-
ments. At present the program, which is
in the Department of Human Develop-
ment and the Family, has 40 undergrad-
uate and 33 graduate students, four of the
latter doctoral candidates. In addition to
Dr. Schwab, the core staff consists of
Virginia Wright, who teaches the inde-
pendent living course and coordinates
field placements, and Bob Gant, a psy-
chologist who is responsible for the
counseling component. (Counseling the
disabled is an increasingly specialized
and highly developed skill.)

Students who want to declare an inde-
pendent living major generally do so in
the sophomore year. The prescribed home
economics curriculum includes family
relations, adulthood and aging, child
development, and human sexuality. From
other departments, students must add the
fundamentals of social work, human be-
havior analysis, and mental hygiene. The
final component is experience in rehabili-
tation; 300 hours of service are required
for the degree. The students work in local
and state institutions for the retarded,
facilities for the physically handicapped,
special education settings, and some
intermediate care facilities.

Graduate students follow a more spe-
cialized schedule, which is developed
with their adviser.
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The ROP teacher determines the stu-
dent’s grade on the basis of field par-
ticipation and classwork, including
quizzes, book reports, and classroom
participation.

Change of Attitudes

High school students’ attitudes toward
people with special needs are shaped by
parental attitudes, cultural background,
and society as a whole. Most people are
afraid of the unfamiliar and avoid contact
with those who have pronounced disabili-
ties. High school students, whose self-
confidence can be especially fragile, are
particularly vulnerable in these challeng-
ing situations. An expressed fear of many
is that the special education student can
read their facial expressions and see their

fears. The students’ behavior towards the
children with whom they have been
working undergoes a dramatic change by
the end of their first quarter of internship.
The students show increased self-
confidence, and we hear more discussion
of the special ed students as personalities
and progressively fewer references to
their handicaps.

Many students become so attached to
those with whom they work that they re-
sist rotation to other sites. In many cases,
students seek out further information
about careers related to their service site
from their teachers and counselors.

Former students are working at many
types of related jobs. Without further
training, several have been hired as aides
in a developmental center, a residential

IL Giving as Receiving

by Linda Bowman

new quarter is beginning and
A groups of high school students are

touring Donald G. Glankler
School for the Orthopedically Handi-
capped. They are curious, apprehensive,
and a little uncomfortable. They are
choosing a field site that will augment the
lab school they are attending under the
Regional Occupational Programs (ROP)
of the Fremont-Newark (California)
system.

Part of the Occupations With Children
group, the students have decided on in-
ternships that will give them experience
in working with handicapped pupils.
Despite the teenagers’ commitment, they
react with the same discomfort that most
people feel when encountering the handi-
capped for the first time.

When the quarter-long internship ends,
however, the teenagers will emerge at
ease and prepared to work with handi-
capped persons. More than 50 percent of
the interns will enter some occupation
related to special education, from recre-
ational therapy to adaptive physical edu-
cation. Their vocational choices will be
based on experience, not sentimentality.

For eight years Glankler School and the
ROP have earned mutual benefits from
their cooperative efforts. The ROP pre-

pares high school students with its spe-
cialized curriculum and lab school.
Glankler School provides the hands-on
proving ground by providing a range of
personal, technical, and academic experi-
ences with disabled children.

The Proving Ground

A public school supported by local, state,
and federal funding, Glankler serves
those aged three to 21 who cannot be
placed in a regular neighborhood school
because of physical impairments. The
ROP students who work there gain an in-
troduction to cerebral palsy, muscular
dystrophy, spina bifida, traumatic inju-
ries, congenital anomalies, autism, and
aphasia. Concomitantly comes the
knowledge of hardware—electrical and
manual wheelchairs, braces, crutches,
walkers, prone boards, tilt tables, and
prosthetic and communication devices—
and of the services provided to disabled
persons by various agencies.

Half of Glankler School houses county-
supervised therapy units. By carrying out
individual activities designed by the
units’ therapists, students become con-
versant with occupational, physical, and
speech therapy.

The first and most vital lesson learned

center for disturbed children, and a coun-
ty preschool for the retarded. The major-
ity of students interested in special ed,
however, have elected to go on for further
training at a four-year or community
college. Students are finding that their
service-leaming experiences are enabling
them to be accepted as special education
majors when competition has made pre-
vious experience a deciding factor in the
department’s choice of students.

One of the surest signs of the value of
special education service-learning experi-
ences has been the enthusiasm expressed
for it by students who do not intend to
specialize in special education but have
taken it for a quarter simply to broaden
their experience or to have the satisfaction
of helping someone.

at Glankler is that independence is the
objective. Teenagers understand this
quickly, mastering the art of not helping
much more easily then adult volunteers.
The ROP students soon become adroit at
saying, ‘‘Do it yourself,”” or ‘‘Try
another way!’’ Ideally Glankler students
achieve independence by being main-
streamed fully into neighborhood
schools. Short of that, orthopedically
handicapped students are mainstreamed
partially or provided with the ‘‘least
restrictive environment’’ at Glankler.

The interns are often instrumental in
providing the optimum, least dependent
learning situation for the orthopedically
handicapped students. Lisa Goudy and
Kathy Pike, for example, worked as in-
terpreters for Tom, who is nonverbal and
quadriplegic. Because of their assign-
ment at Glankler School, Tom found his
“‘least restrictive environment’’ for math
to be the highest math group in a regular

Linda Bowman teaches the multihandi-
capped at Glankler School in Fremont,
California. She also serves on a federal
committee for the Creation of Curriculum
Jor the Multihandicapped and the Special
Education Master Plan Action Committee.
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Idea Bank

Six programs offer pragmatic ideas for mainstreaming or

meeting special needs.

Tutor Notetaker

It takes two years to train a thoroughly
capable sign language interpreter for the
deaf, but it takes only three days to train a
tutor/notetaker to take notes for deaf stu-
dents and assist them in assimilating the
information. Tutor/notetaker programs
are efficient to administer, make effective
use of student volunteers, and can greatly
facilitate the process of mainstreaming
deaf students.

One successful tutor/notetaker program
is being conducted in the Buncombe
County school system in Asheville, North
Carolina. Following the recommended
procedure of the National Technical Insti-
tute for the Deaf, Rochester, New York,
the program in Asheville uses as note-
takers hearing students who are not en-
rolled in the course for which they are
taking the notes (so they will not be
tempted to take notes for their own use).
The school’s program manager selects
students who already have taken the
course or who have a particular aptitude
in that area of study.

Whitney Young High School, Chi-
cago, has 250 deaf students in its ‘*school
within a school.’” The tutor/notetaker
program at Whitney recruits among the
school’s National Honor Society mem-
bers. Tutor/notetakers can receive credit
for their services through the school’s
community service course.

The National Technical Institute for the
Deaf in Rochester conducts tutor/note-
taker program workshops three times a
year. Program managers or teachers who
have no previous experience in working
with disabled students can be fully pre-
pared to run a tutor/notetaker program in
three days. When they return to their
school or college, it takes about 30 hours
to train the students to be effective tutor/
notetaker paraprofessionals. Training for
the students is mostly to orient them to the
specific needs of deaf students. For the
notes to be fully effective, notetakers
must write in complete sentences, orga-
nize information carefully, and use a
simple vocabulary. The classroom teach-

er reviews the notes before they are
turned over to the deaf students and works
closely with the notetakers.

The peer tutor/notetaker system is ver-
satile. It can be adapted for use with
students who have orthopedic handicaps,
are brain damaged, or speak a foreign
language.

In addition to providing an inexpensive
service, the tutor/notetaker system pro-
vides a steady, low-key framework in
which deaf and hearing students can re-
late. Relationships that begin in that
framework can greatly ease one of the
major problems of mainstreaming, the
barrier of inhibition and insecurity that
separates students on both sides.

For further information on tutor/
notetaking and workshops for program
managers, contact Jimmie Joan Wilson,
Coordinator, Tutor/Notetaker Training
Program, National Technical Institute for
the Deaf, One Lomb Memorial Drive,
Rochester, New York 14623.

Disabled Students’ Service Organization

When someone in the Champaign-
Urbana, Illinois, area sustains a disabling
injury, that person is likely to receive a
visit from a University of Illinois student
who has a similar disability.

The student is a member of Delta
Sigma Omicron, a campus organization
of about 30 disabled students that pro-
vides a number of services, including
visiting newly disabled people in the
area’s three hospitals. ‘“We generally try
to let them know what having the dis-
ability is going to be like,”’ says Rick
Webster, the group’s president. ‘‘We
give them moral support and advice on
how to get the services they are going to
need. We haven’t had any trouble getting
our members to volunteer to make the

visits. They’re very willing to do it.”’

From its headquarters in the univer-
sity’s Rehabilitation Center, the organiza-
tion, whose members are deaf, blind,
and/or orthopedically disabled, plans a
variety of fundraising and awareness ac-
tivities. ‘*‘We visit classes in occupational
therapy and therapeutic recreation where
students are preparing to work with dis-
abled clients. We tell them the kinds of
things that the disabled really need,’’ says
Webster.

Delta Sigma Omicron raised $3,000
last year for the Spinal Cord Injury Foun-
dation by having disabled students get
per-mile pledges to wheel their wheel-
chairs around a measured track. The
organization also sponsors well-attended

exhibition wheelchair basketball games in
which a disabled team plays a team of
able-bodied students who also sit in
wheelchairs.

Every year Delta Sigma Omicron spon-
sors an awards banquet to which it invites
people from the university and the com-
munity. At the banquet, awards are pre-
sented to outstanding disabled students. It
is all, according to Webster, part of the
awareness process, a process that must
extend to the disabled segments of the
population as well as the able-bodied.
*‘Our message to people with disabilities
is that they have a responsibility to find
services for themselves and not always
depend on someone else.”’
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Peer Aides

In Pueblo, Colorado, a local high school
and the Pueblo Association of Retarded
Citizens (PARC) collaborated to expand a
program that trains students to work in a
peer-aide program for retarded students.
Because of their efforts up to a dozen stu-
dents work in group homes for retarded
youth and almost 50 work in the special
education classes in South, Centennial,
and East high schools.

As preparation for participation in the
program, students take a four-hour Oper-
ant Techniques Mini-Course taught by the
PARC program coordinator, an inservice
instructor, and the local citizen advocacy
coordinator. Although the students cannot
function fully as advocates until they are
legally of age, they become familiar with
the concept of advocacy through the use
of citizen advocacy materials in the train-
ing program. The course covers the his-

tory of attitudes toward the handicapped,
tests students’ preconceptions and preju-
dices, and provides specific information
and strategies for working with retarded
youth.

In the schools, the students assist the
special education teachers by giving les-
sons, helping in the dining room, and
providing personal assistance to retarded
students. Teachers say that the volunteers
have a positive influence on peers, acting
as behavior models.

In group homes, the students work with
the children in individual rehabilitation
programs and in recreation.

In both settings students are expected
to work an hour a day. Evaluation of the
students (mostly eleventh and twelfth
graders) is based primarily on interviews
by the program coordinator and the site
supervisor. Students earn half of a semes-

| Awareness for Mainstreaming

Colleytown Junior High School and
Colleytown Elementary, Westport, Con-
necticut, have a high percentage of dis-
abled students because the town has a
regional center for special education
services. Both schools experienced the
usual attitudinal problems that accom-
pany mainstreaming. Nondisabled stu-
dents felt anxious and apprehensive at
dealing with their handicapped peers.
Handicapped students suffered from
being teased, avoided, and ignored.

With funds donated by a local busi-
ness, a special education teacher de-
veloped an awareness program called
Understanding Handicaps that now oper-
ates in six of the district’s schools. The
program not only fosters an informed and
sympathetic awareness but also generates
a spontaneous desire for service oppor-
tunities. Students in Colleytown Junior
High formed a sign language club on their
own initiative in order to learn to commu-
nicate with deaf students, thus facilitating
casual communication. Also, students
asked to work in the district’s summer
school for the handicapped.

Understanding Handicaps is a 12-hour
course taught over one month. The pro-

gram director, Kate Dickstein, conducts
the course for all students in a grade at
one time. The students spend a week
learning about each of four categories of
disability: hearing impairment, physical
disability, learning disability, and mental
retardation. In each category, the training
program devotes an hour to information
on the causes and ramifications of the
disability, an hour to simulation of the
disability, and an hour of direct commu-
nication with someone who has the dis-
ability. Dickstein said that students often
are anxious before meeting a person with
a disability. They anticipate situations
that could be awkward or embarrassing,
and yet almost invariably they cope well
with such situations. ‘‘Information,
freedom to ask questions, and the oppor-
tunity to express emotions are the key
elements.”’

Dickstein also said, ‘‘The original pur-
pose of the course was to ease the main-
streaming process. But as we got into it,
we discovered that the process of de-
veloping attitudes and awareness was
eliciting some interesting reactions from
the class. A number of students had dis-
abled relatives or friends or neighbors and

ter credit for successful participation in
the program.

The former program coordinator,
Robbie Rubinstein, emphasizes the im-
portance of continuity in the program.
During the summers she organized pic-
nics every month for the participants.

““When we first recruited students for
this program, a superficial expectation
was that we would attract the traditional
student leaders,’’ said Rubinstein. ‘‘Buta
lot of the volunteers were students with
peer group problems, poor self-images—
problem students who came to us very
tentatively but ended up working very
hard. In some cases, the program seems
to have affected their self-images posi-
tively. Their attendance at school
and academic performance improved
markedly.”’

had never had a structured opportunity to
discuss their feelings about it.”’

Whatever anxieties or negative atti-
tudes the students might have outside the
class, Dickstein feels that they rise
admirably to the opportunity and the re-
sponsibility of the program. The subject
of retardation is the last one dealt with
because it is in most respects the most
difficult. ‘“There is a real mystery about
mental retardation. It’s mysterious be-
cause it is not as obvious or as easy to
understand as other handicaps. It is
frightening.”” And yet, by the same
token, according to the director, it is also
the disability in which the students take
the greatest interest.

In addition to direct outgrowths of the
awareness program, the Westport School
District has developed a number of
avenues for interaction and service to the
disabled. Without central coordination of
any kind, peer tutoring, a notes-sharing
system, a joint swimming program, and a
sign language program have sprung up,
managed entirely by the faculty members
in charge of the pertinent activities.
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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.

Organizations

American Coalition of Citizens with
Disabilities (ACCD), 1200 15th Street,
N.W., Suite 201, Washington, D.C.
20005.

ACCD is a national nonprofit member-
ship coalition ‘‘dedicated to enhancing
the human and civil rights’’ of disabled
citizens. ACCD’s activities include
advocacy, referral services, and informa-
tion distribution. ACCD publications
include Planning Effective Advocacy
Programs, by Frank Bowe and John
Williams (1978, 61 pp., $4), and Self-
Help Groups in Rehabilitation, by Rita
A. Varela (1978, 72 pp.). The first is a
practical guide to managing an advocacy
organization, with specific plans for
budgeting, organizing, training, and
securing community support. The second
offers a rationale for groups in which
disabled people function in a self-
advocacy role. The booklet provides
practical information about funding and
organization.

Higher Education and the Handi-
capped (HEATH), American Association
for Higher Education, 1 Dupont Circle,
Suite 780, Washington, D.C. 20036.

HEATH is the combined effort of 24
national education associations and or-
ganizations for the handicapped. Funded
by the federal government and private
foundations, HEATH supports pilot
projects and demonstrations in the realm
of campus accessibility, recruitment and

financial support of disabled students,
and faculty training. HEATH maintains a
resource center that is prepared to share
information about awareness activities,
career development, athletics and recre-
ation, specialized services for the dis-
abled, campus transportation, and
compliance with accessibility regulations.
Contact Rhona C. Hartman, Coordinator,
HEATH Resource Center.

U.S. Council for the International
Year of Disabled Persons, 1575 I Street,
N.W., 4th Floor, Washington, D.C.
20005.

The U.S. Council seeks to enlist the aid
of organizations and individuals to ac-
complish major objectives of disabled
persons in the areas of legislation, serv-
ices, public awareness, and research. The
Council publishes a free newsletter that
covers the Council’s activities, activities
that can be locally sponsored, resources,
and information.

The Council has the following objec-
tives for 1981;

1. Expand access to education and
employment opportunities;

2. Remove barriers to housing, buildings,
and transportation;

3. Improve the quality of life through
greater utilization of technology;

4. Increase participation in community
life through strengthened recreation and
social activities;

5. Reduce dependency through medical
rehabilitation;

6. Conquer major disabling conditions
through biomedical research;

7. Reduce disability through accident and
disease prevention;

8. Overcome negative stereotypes and
strengthen public attitudes of support and
understanding.

Additional Sources

Numerous national associations and fed-
eral programs often can provide referrals
to state and local affiliates as well as
materials to educators or community
groups. The following are among the
sources that should prove helpful in ob-
taining further information about services
for the handicapped.

American Council of the Blind, 1211
Connecticut Avenue, N.W., Washington,
D.C. 20036

American Speech-Language-Hearing
Association, 10801 Rockville Pike,
Rockville, Maryland 20014

National Association of the Physi-
cally Handicapped, 76 Elm Street,
London, Ohio 43140

National Center for a Barrier-Free
Environment, Suite 1006, 1140 Con-
necticut Avenue, N.W., Washington,
D.C. 20036 :

National Council on Rehabilitation
Education, The National Rehabilitation
Association, Suite 1120, 1522 K Street,
N.W., Washington, D.C. 20005

National Mental Health Association,
1800 North Kent Street, Rosslyn,
Virginia 22209

Rehabilitation Services Administra-
tion, Office of Human Development
Services, Department of Health and
Human Services, Washington, D.C.
20201

Publications

IGNITE: Providing Services in the
Mainstream and Mainstreaming the
Handicapped Child (1977, 59 pp. and 39
pp., $.75 for both), Monongalia Head
Start Program, 101 Wilson Avenue,
Morgantown, West Virginia 26505.

IGNITE (Individuals and Groups
Needing Intensified Teaching Evaluation)
is a system for mainstreaming disabled
children. The two booklets provide sug-
gestions for developing lesson plans and
training teachers, parents, and volunteers
to assist in the mainstreaming process.

The Movement for Independent Living:
Origins, ldeology, and Implications for
Disability Research, by Gerbin Dejong
(1979, 71 pp., $2), Tufts New England
Medical Center, Research and Training
Center No. 7, 171 Harrison Avenue, Box
190, Boston, Massachusetts 02111.

The author evaluates the independent
living movement in the light of current
disability research and the availability of
services. Dejong also discusses the move-
ment’s legislative background and its
relationship to other social movements,
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such as civil rights and consumerism.

Pocket Guide to Federal Help for the
Disabled Person (1979, 20 pp., $1),
Superintendent of Documents, U.S. Gov-
ernment Printing Office, Washington,
D.C. 20420.

This booklet outlines the wide variety
of programs and benefits that the federal
government offers the disabled. Included
are names and addresses of agencies that
can direct those seeking information to
the appropriate local office or agency.

Producing A Public Relations Program
for Disabled Adults (1978, 24 pp.,
$1.30), Superintendent of Documents,
U.S. Government Printing Office,
Washington, D.C. 20420.

This booklet offers basic guidance on
press releases, conferences, speeches,
displays, etc., that are of particular value
to organizations of disabled adults seek-
ing to live independently.

Many communities have local advocacy
offices that will provide information
about how citizens can become advo-
cates. A good source of information on
finding local advocacy opportunities is
the Association for Retarded Citizens
(ARC), which also sponsors the Youth
Association for Retarded Citizens
(YARC). A national organization with
more than 3,000 student members,
YARC provides direct service, awareness
activities, recreation, and an introduction
to the concept of citizen advocacy.

For further information, contact Ray
Polhemus, Youth Consultant, Associa-
tion for Retarded Citizens, National
Headquarters, 2707 Avenue E East, P.O.
Box 6109, Arlington, Texas 76011.

Legal Advocacy
Legal advocacy organizations often offer
law and social work students an opportu-
nity to earn a salary while acquiring
experience in legal issues that relate to the
disabled. Publications produced by legal
advocacy organizations can be an impor-
tant source of information to educators
and community agency supervisors about
the state of legislation, compliance, and
legal issues that affect the disabled.

Two legal advocacy groups are the
Mental Health Law Project, 1220 19th
Street, N.W., Washington, D.C. 20036,

Recreation for Disabled Persons by
Elizabeth Ogg (1979, 28 pp., $.50),
Public Affairs Pamphlets, 381 Park
Avenue South, New York, New York
10016.

This pamphlet suggests recreational
activities that are geared to people with
specific disabilities. It is one of a series of
short, basic pamphlets that Public Affairs
Pamphlets publishes in the field of social
services. Other titles applicable to pro-
grams for the disabled are: Independent
Living for Disabled Persons, Helping the
Child Who Cannot Hear, and The Re-
tarded Child Gets Ready for School. A
list of publications is found in the back of
each pamphlet.

Rehabilitating America: Toward Inde-
pendence for Disabled and Elderly
People by Frank Bowe (1980, 240 pp.,
$10.95), Harper & Row, Keystone Indus-
trial Park, Scranton, Pennsylvania 18512.

Advocacy

and the National Center for Law and the
Handicapped, 211 West Washington
Street, Suite 1900, South Bend, Indiana
46601.

The Project publishes a free quarterly
newsletter, Summary of Activities, con-
taining articles on legal rights of the
handicapped, noteworthy litigation, re-
sources, and related legal news. Among
its other publications is Combatting
Exclusionary Zoning: The Right of
Handicapped People to Live in the
Community (1979, 113 pp., $3.50). This
book discusses zoning barriers to the
development of group homes for devel-
opmentally disabled children and adults
by introducing case law, state statutes,
and selected articles.

The National Center publishes a bi-
monthly journal, Amicus ($12 a year),
that encompasses legislative information,
compliance, important decisions relating
to the disabled, and ethics and legal
issues.

Advocacy Publications

Advocacy and the Developmentally Dis-
abled by Anita Crosson (1977, 127 pp.,
$3), Rehabilitation Research and Training
Center in Mental Retardation, Clinical
Services Building, University of Oregon,
Eugene, Oregon 97403.

The purpose of this book is to provide a

This book examines the faulty reason-
ing that has kept in a state of dependency
thousands of handicapped people who
might otherwise have become independ-
ently functioning members of society.
Bowe provides a rationale for expanded
rehabilitation policies based on the notion
of cost efficiency: Those who are reha-
bilitated no longer require as many
expensive services.

Rehabilitation for Independent Living:
A Selected Bibliography (1978, 33 pp.),
The President’s Committee on Employ-
ment of the Handicapped, Washington,
D.C. 20210.

This bibliography lists 141 books,
pamphlets, films, and slide shows that
directly relate to the process of training
for independent living. It includes in-
structional materials in areas such as food
preparation, fashion, awareness, law,
health, recreation, and education.

means of understanding advocacy as it
relates to the developmentally disabled
and to examine the implications of federal
legislation for advocacy. Additionally,
the author discusses how clients and
advocates relate to the complex system of
services, programs, and funding sources
that are available in the community.

Protective Services and Citizen Advo-
cacy by Carol K. Sigelman (1974, 56 pp.,
$4.82), ERIC Document Reproduction
Service, P.O. Box 190, Arlington,
Virginia 22210.

Seven papers that were presented at a
conference at Texas Tech University
Research and Training Center in Mental
Retardation have been included in this
anthology. The book stresses the need for
advocacy and protective services for
retarded people who leave institutions to
live in the community.

The Rights of Mentally Retarded Per-
sons by Paul R. Friedman (1976, 186 pp.,
$1.50), An American Civil Liberties
Union Book, Avon Books, Mail Order
Department, 250 East 55th Street, New
York, New York 10019.

This is a guide for lay persons who
want to be advocates. It uses a question-
and-answer format to discuss the rights of
disabled people in institutions and in the
general community. O
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by Richard A. Couto

A program director advocates a service-learning strategy
that provides short-term direct service and mobilizes the
community to take long-term action.

olunteer program strategies, like
‘/ those for other activities, are
susceptible to a routinization that
permits secondary goals to obscure the
primary purpose. If the service-learning
educator does not take care, fieldwork
may lose its service focus and become
only an orientation to an agency or to a
professional role. The emphasis may be
on the learning, with a concomitant con-
cern on the conversion of an experience
into credit hours and a grade, or on the
individual’s maturation and personal
growth. What may be sacrificed is the
opportunity for students to work for
change or to contribute to alleviating a
specific need and through this to gain a
sense that their efforts made a difference.
In the Spring 1979 issue of Synergist
(reprint 181), Robert Sigmon reflected on
‘‘Service-Leamning: Three Principles,”’
giving the following guidelines to safe-
guard the service component of a service-
learning strategy.
Principle one: Those being served
control the service(s) provided.
Principle two: Those being served
become better able to serve and be
served by their own actions.
Principle three: Those who serve are
learners and have significant control
over what is expected to be learned.
According to Sigmon, these principles
establish a service situation that enhances
learning, and my experience with student

Richa;'d A. Couto is director of the Center
for Health Services, Vanderbilt Univer-
sity, Nashville. He is preparing a mono-
graph, tentatively entitled A Stream of
Idealism, that details the philosophical
basis for the Center’s mode of operation
and evaluates the work of students and
community leaders in service-learning
projects and their followup.

projects bears him out. I would like to
identify further components of a service-
learning strategy that delivers effective
service, enhances learning, and, most of
all, invigorates a volunteer strategy.

Over the past 10 years student projects
of the Vanderbilt University Center for
Health Services, Nashville, especially the
student health coalitions (see box), have
made a difference in the communities
where students worked. During this time,
students have led projects in Appalachia,
West Tennessee, and Nashville. In addi-
tion to providing more than 40,000
physical examinations to people without
ordinary access to health care, the stu-
dents have worked with community lead-
ers to devise more permanent health
services. A score of primary care
community-initiated and community-run
clinics now dot the Tennessee Valley as a
result of the community leadership the
student health coalitions helped catalyze.

This is not to suggest that rural health
care needs now are being adequately met
by the coalitions and coalition-initiated
activities, but the accomplishments indi-
cate that students and community can
work together to institute services related
to health care and other problems.

The students’ work has been a catalyst
not only for change but also for leamn-
ing—particularly the learning that comes
from shar.ng in a process of change or in
addressing others’ needs. I offer the
guidelines that we have found important
in getting the most from students’ work.

Cautious Catalysts

Awareness of a need is not sufficient to
mobilize people to work on it until they
have confidence that something can be
done about it. Students are important
catalysts in accurately assessing the
dimensions of needs and in raising expec-
tations as to what can be done about

Catalysts forr Change

them. One clinic board member in Petros,
Tennessee, remembered the most difficult
problem in establishing the clinic as ‘‘a
lack of support of the people in that they
didn’t believe that it could really
happen.”’

A member of the St. Charles, Virginia,
community recalls how student activity
created belief in what the community
could do.

The first summer the student health
coalition was in St. Charles, the people
weren’t that enthusiastic. But students
began to find things that other doctors
hadn’t found. This changed people’s
minds. It took time to accept it all.

There was a need for a doctor in St.
Charles. The nearest doctor was in
Pennington Gap and there were always
long lines there. The health fairs
demonstrated the need for better health
care. After the second fair, Charlie
Province and some sixty others got
together at the school to discuss the
issue.

Many called in before the clinic
building was started. They never
waited to see a structure before they
started giving to the community health
effort. Within a year of that second
summer, the clinic was built.

This catalytic process has its dangers.
Students can overpromise and set unreal-
istic goals. Realistic goals that deal with
the community’s perceived-needs and
problems are important to both the stu-
dents’ contribution to change and the
community’s willingness and ability to
organize.

But here again caution is necessary, for
some problems have systemic origins
requiring large-scale change. For exam-
ple, strip mining around St. Charles,
Virginia, has caused frequent flooding
and although the people have a strong will
to clean up, dredge the creeks, and do
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recruitment, site selection, orientation,
and all other aspects of the coalition
activity. In many ways this creates in-
efficiencies. Fundraising is impaired as
proposals are developed late, and contacts
made one year are not followed up the
next. Sites may be chosen without full or
thoughtful consideration because of time
limits. Recruitment has been hampered
because funds were lacking to make
commitments to students for jobs. New
beginnings seem to characterize the co-
alition as students orient themselves
annually rather than follow up ou what
has already been learned.

But if the turnover has its inefficien-
cies, it also has its strengths. Because the
coalition has no permanent staff, the re-
sponsibility for continuing the project
falls upon the student leaders. History is a
guide, but each summer’s projects clearly
belong to those within the coalition at the
time. Participation is a discovery rather
than a mapped route. This may be re-
inventing the wheel, but it engenders a
sense of responsibility for tasks that never
are allowed to become routine even as
they are repeated year after year.

Turnover also instills a certain humility
and dependence on others that is often
missing in more established programs. As
one student said, ‘‘As for my summer
experience, I fear to say that I feel I got
more out of it than the communities. I feel
it was a GREAT experience for amateurs,
but amateurs don’t have the power nor
the experience to change community
affairs. . . . A student with this attitude
welcomes community partnership in any
change effort.

The encouragement of student leader-
ship and initiative must be balanced with
the organizational needs for followup that
led to the creation of the Center for Health
Services. On the other hand, a balance
must be struck so that organizational
needs do not supercede student leadership
within the projects. The Center has
sought to do this by creating a decision-
making body (a board) of faculty and
former project members, community
residents, and students.

Service and Learning

In sum then, the Center for Health
Services projects have demonstrated two
sets of charactertistics of a service-
learning strategy. First, the coalitions
have an emphasis on participation and
collective leadership within their activi-
ties. There were so few clear lines be-
tween leaders and others in the coalition
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that one out of every three former coali-
tion people who responded to a survey
saw themselves as having had a leader-
ship role. Second, the coalition has had a
concept of community that includes
factors of socioeconomic class and politi-
cal power. The students worked with
people who were, as one said, ‘‘the
chronic grumblers and complainers,’” the
people who, in the words of another
community resident, ‘‘fought for every-
thing we got.”’

The coalition’s ambition was to mobi-
lize community leadership to organize
and control the provision of needed health
services. Community mobilization or
self-effort was a goal of equal importance
to experiential education. This did not
necessarily lend an explicitly political
connotation to the activity. In fact, stu-
dents with great diversity in their political
views participated in the projects.

This diversity and the combination of
education and community mobilization
fostered different perceptions of the co-
alition activity and its meaning. As one
early coalition member wrote:

The problem has always been that
different sections of the project have
had their own view of its raison d’etre.
The school of medicine sees it as social
work and delivering primary health
care. The medical students get a chance
to gain experience doing physicals.
The nurses can break out of the doctor-
dominated system and gain some inde-
pendence in health care delivery and
the community organizers can hatch
their commie plots to organize the poor
people of the mountains.

This may not have been the problem of
the coalition as much as the secret of its
vitality.

Two other important points must be un-
derscored. First, when student learning,
the delivery of services to underserved
groups, and community mobilization all
have equal emphasis within a project,
learning is not sacrificed. More than 30
years ago, Helen Lynd posited that field-
work offers to preprofessional students—
and professional students, we might
add—diverse experiences and to liberal
arts students the opportunity to ground
learning in actual situations. Thus, field-
work offered, in her estimation, a means
*‘of exploring profound problems basic to
the humanities as they arise in situations
which have immediate meaning to stu-
dents.”’ (See Field Work in College
Education, by Helen Lynd, New York:

Columbia University Press 1945; p. 161.)
The coalitions have been a means of
exploring profound problems, including
the techniques of the various professions
and their adequacy measured against the
human needs that the students encoun-
tered. This is not the education that insti-
tutions ordinarily sponsor or for which
they assign grades or credit hours. But it
is a form of education that examines and
questions the ‘‘machinery of human
existence’’ that R. H. Tawney has sug-
gested is the essence of humanism, that
examines ‘‘property, material wealth and
the whole fabric of social institutions and
services for their bearing on individual
lives.”” (See Equality, fifth edition,
London: Unwin Press, 1964, pp. 85-86.)

There is no way to institutionalize this
process. In fact, institutions militate
against it. It is for individuals, students,
faculty, and staff within institutions and
within service-learning programs to main-
tain their vigor and freshness so that the
promise that Lynd saw in fieldwork might
be achieved. This is to say that students,
like community leaders associated with
past coalition work, are engaged in a
similar process of expanding institutions
to take into account unmet needs and new
forms of leadership.

Second, while the programs we de-
scribe here are not for everyone, they are
suited for some. Those students for whom
these projects are appropriate not only
exist but must be served. We must be
wary of the easy route of channeling
youthful energies into pre-existing pat-
terns of institutional conformity and
bureaucratic organization. In pursuit of
this easier route, it is common to dismiss
individual students seeking alternatives in
learning or seeking the opportunities for
social and political involvement in terms
of their psychological need or the child-
rearing practices of their parents.

In an interview in U.S. News and
World Report, Robert Coles observed that
the students taking part in the Center’s
projects and others like them ‘‘are ordi-
nary young people—not ‘crazies’ or po-
litical radicals—who are continuing a
stream of idealism that runs very broadly
throughout this nation’s history.”” It is
important that we assume that ordinary
young people have ideals, and that we
work with them to create a society mod-
eled not after our institutions’ ease but
according to our highest aspirations. A
student-community partnership in change
is not only a means to express these aspi-
rations but is itself a vehicle of service-
learning to which we should aspire.  [J
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by Kenneth B. Hoyt

am ashamed to admit that only 12

months ago I had never heard the

term service-learning. Since that
time I have studied articles in Synergist
on the basic concepts and how they relate
to the concepts of career education. The
goals of this article are to convey what the
term service-learning now means to me as
an advocate of career education, to com-
pare service-learning and career educa-
tion in terms of basic similarities and
differences, and to discuss the several
ways in which service-learning can make
significant contributions to the imple-
mentation of career education.

The Service-Learning Concept

The most concise definition of service-
learning that I have found is that given by
Robert Sigmon in ‘‘Service-Learning:
Three Principles’’ (see Synergist, Spring
1979, page 9; reprint 181). Sigmon says,
‘‘Service-learning . . . is the integration
of the accomplishment of a public task

Kenneth B. Hoyt, director of the Office of
Career Education, Department of Educa-
tion, Washington, D.C., since 1974, has
been a high school teacher and guidance
counselor and a professor at two univer-
sities. He also has written and lectured
extensively on career education.

Career

Service-

Learning

A career education expert finds that his field and service-
learning have much in common and calls for closer

cooperation.

with conscious educational growth.”” He
lists three principles: Those being served
control the service(s) provided; those
being served become better able to serve
and be served by their own actions; and
those who serve also are learners and
have significant control over what is ex-
pected to be learned. He also states that
‘‘learning objectives are formed in the
context of what needs to be done to serve
others.”’

My perceptions from studying the
Sigmon article are:
e In service-learning, the primary
emphasis is placed on service, not on
learning;
e The hallmark of service-learning is
learning by doing, not doing to learn—a
most important distinction;
o The basic philosophical commitment to
a belief in and concern for both the worth
and basic human rights of all persons
underlies the movement.

Other perceptions that I have gained
from my study of service-learning are:
o Service-learning started at the postsec-
ondary level and was provided primarily
for students in liberal arts education (see
‘‘Community Service as a Career Educa-
tion Opportunity: NSVP Forum,’’ Syner-
gist, Winter 1977, page 12; reprint 143);
e More than 2,650 of the nation’s high
schools (15 percent) now have opera-

tional service-learning programs (see
‘‘Service-Learning in Secondary
Schools,’’ Synergist, Winter 1980, page
2; reprint 209);
o Service-learning is a term applied to
paid as well as to unpaid work (see
‘‘Guest Speakers: Trends Affecting
Service-Learning in Secondary Schools,”’
by Owen B. Kiernan, Synergist, Fall
1979, page 26),
o The service-leaming effort, while most
closely identified with experiential educa-
tion, is now seeking applications in a
wide number of school/community col-
laborative efforts (see ‘‘New Times, New
Alternatives,’’ by Robert Sexton, Syner-
gist, Fall 1979, page 36; reprint 176);
o The trend is to move operational re-
sponsibilities from specialists to regular
instructional staff (see ‘‘Forecasting the
Future of Service-Learning,’’” by James
E. Althof, Synergist, Fall 1977, page 10;
reprint 145);
e Service-learning educators are con-
cemned that academic credit be considered.
These perceptions of service-learning
are presented here so that experts in that
field can know the assumptions on which
the article is based.

Similarities and Differences
My reading on service-learning and my
experience in career education indicate
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that numerous basic similarities exist. So,
too, do a number of differences. The lat-
ter, however, appear to be more a matter
of degree than of kind. Similarities, on
the other hand, involve the most basic
concepts.

The first obvious similarity is the high
degree to which both movements rest on a
bedrock faith in the worth of the individ-
ual and the necessity of protecting free-
dom of choice for every human being.
Sigmon writes that service-learning is
“‘rooted in the belief that all persons are
of unique worth, that all persons have
gifts for sharing with others, that persons
have the right to understand and act on
their own situations, and that our mutual
survival on the planet Earth depends on
the more able and the less able serving
one another.”’

I see no basic conflict in values be-
tween service-learning and the career
education movement. Career education
uses slightly different language, empha-
sizing the ‘‘freedom to choose’” and the
‘‘freedom to change’’ as two of the most
sacred individual rights, but the same
basic values are being represented.

Second, both service-learning and
career education stress that the term edu-
cation is considerably broader in meaning

.j Addltlonal |

.The Ofﬁce of Career Educauon pub-
lishes a number of monographs,
among them Careér Education-and
Human Services, by Joann Chenault
(1977, 23 pages, free). and The Pro-
fesszonal FEducation of Human Serv-
ices Personnel, by Chenault and
William L. Mermis (1976, 45 pages,
free). These are available from the
Office of Career Education, Regional
-Office Building 3, Room 3100, 7th
and D, S.W., Washington, D C.
20202.

For -a listing of the monographs and
other pubhcatlons, refer to Bibliog-
_raphy on Career Education by Linda
Hall andSIdneyC High, Jr. (1979, 79
pages, $3.25). It is available from the
Superintendent of Docuineits, U.S.
Government Printing Office, Wash-
ington, D.C. 20402; cite stock fiumber
017-080-02059-9. ‘
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than the term schooling—that people can
and do learn in places other than educa-
tional institutions, from persons other
than professional educators, and in ways
other than studying from books. In this
sense, both service-learning and career
education are inextricably tied, in their
basic philosophical structure, to the gen-
eral concept of experiential education.
Two operational differences exist. Career
education is apt to use private sector

. « . both movements
rest on a bedrock faith
in the worth of
the individual and
the necessity of protecting
Jreedom of choice for
every human being.

facilities whereas service-learning is
likely to use public sector facilities, and
service-leaming appears more concerned
about gaining academic credit for experi-
ential learning.

Third, both service-learning and career
education are deeply committed to pro-
viding students with work experience.
The apparent difference is that service-
learning places primary value on the ex-
tent to which the work experience helps
those being served whereas career educa-
tion places its primary value on the extent
to which work experience contributes to
the workers’ career awareness/explora-
tion/planning/decisionmaking.

In a generic sense, the basic purposes
of work experience can be any one of the
following: a supplement to academic,
cognitive learning; a substitute for aca-
demic, cognitive learning; a means of
making money; or a means of career
awareness / exploranon / planning / deci-
sionmaking. While, in some instances
and to some degree, work experience in
both service-learning and in career edu-
cation fills all four purposes, the over-
riding interest of service-learning is the
first purpose whereas the overriding in-
terest of career education is the last.

Fourth, service-learning and career
education share a concern for making
their efforts developmental and longi-
tudinal, covering almost the entire life
span. Both today appear to be keenly
aware of and interested in how their
efforts can be most appropriately ex-

- tended to adults, including older adults.

In this area, theory and philosophy appear
to be well ahead of common practice for
both service-learning and for career edu-
cation. Within the youth population,
service-learning appears to be better es-
tablished than career education for
college-age youth whereas career educa-
tion appears to be better established for
K-12 youth, and particularly for K-8.
This is, to me, one clear example of a
condition that calls for service-learning
and career education to join forces in
ways that will benefit the implementation
efforts of both at ALL levels of the edu-
cation system.

Fifth, both career education and
service-learning are concerned about re-
lating experiential learning to academic
content. While sharing this common con-
cern, it appears that service-learning is
relatively more interested in using experi-
ential learning as a supplement to what is
taught in the classroom, whereas career
education is relatively more concerned
about using such learning to increase
student interest in what is being taught in
the classroom. Career education advo-
cates place a very strong emphasis on the
potential of a careers approach to increas-
ing basic academic achievement (see ‘A
Primer for Career Education’’ by Kenneth
B. Hoyt, 1977, 39 pages, free; order from
Office of Career Education, Regional
Office Building 3, Room 3100, 7 & D,
S.W., Washington, D.C. 20202).

Sixth, both movements appear to share
common strategies of using a combina-
tion of infusion within the education
system and collaboration between the
education system and the broader com-
munity as primary vehicles in their
implementation efforts. Operationally,
service-learning currently seems ahead of
career education in making community
collaboration work-—in spite of the fact
that the career education literature seems
to have done more to conceptualize the
process.

In terms of the infusion versus program
add-on controversy, career education
seems to be ahead of service-learning.
While service-learning apparently began
with an add-on approach to educational
change, it is currently heading toward an

infusion strategy within the classroom.
Career education, on the other hand,
began with an infusion strategy but now
finds itself with a growing minority who
believe that an add-on strategy will pro-
duce quicker results. Leaders in both
fields tend to agree that infusion in all
parts of the curriculum is preferable to
adding a new course or set of courses.






Eighth, and by far the most important,
service-learning and career education
share a commitment to using their efforts
for purposes of making life more per-
sonally meaningful and rewarding. Lead-
ers in both movements express strong
agreement on societal needs they are
striving to meet.

The apparent difference in these two
movements appears to me to be basically
one of semantics—not of purpose. The
bedrock word for the service-learning
movement is service; that for the career
education movement, work. The concept
of servant-leaders being championed by
Robert Greenleaf is one that places a high
value on the personal benefits that accrue
to those who devote themselves to serving
their fellow human beings (see ‘‘Pre-
paring Servant-Leaders,”’ by Robert
Sigmon, Synergist, Winter 1980, page 50),

This concept bears a strikingly strong
resemblance to the definition of work
used by most of us in career education.
As I have defined it in ‘“The Human Side
of Work,”’ work is ‘‘conscious effort—
other than that whose primary purpose is
either coping or relaxation—aimed at
producing benefits for oneself or for one-
self and others.”’ In this definition, work
includes unpaid as well as paid activities.
Whether a particular activity is work de-
pends more on the purpose(s) of the indi-
vidual performing the activity than on the
nature of the activity itself. Under this
definition, much of the work does not
take place in the world of paid employ-
ment, and much of what does take place
in the world of paid employment is more
correctly labeled drudgery than work.

When those of us in career education
speak about the ‘‘human need to work,”’
we are talking about the basic need and
right of all human beings to do—to
achieve—to become someone through
doing something—to know that the world
needs them for what they can do to help
others, that, because they have worked,
the world is, in some way and to some
degree, a better place. I can discern no
basic philosophical differences between
the way the word ‘‘work’’ is used in
career education and the way the word
‘‘service’’ is used in service-learning.

The Need To Join Forces

It seems strange to me that service-
learning and career education—two
movements that have so much in com-
mon, including deep commitments to
collaborating with others—have spent so
little time forming partnerships with each
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other. I do not know, of course, the extent
to which those involved in service-
learning desire such partnerships. I do
know, that I, as one person engaged in
career education, see a host of reasons for
these \wo movements to work more
closely together.

First, it now seems obvious to me that
service-learning and career education
share many common professional inter-
ests, concerns, and commitments. The
eight commonalities described in the
preceding section, in and of themselves,
constitute a powerful argument for seek-
ing closer working relationships.

Second, both service-learning and ca-
reer education appear to me to be seeking
the same basic kinds of change in the
American education system—changes
that involve relating educational content
more closely to its utilitarian value in the
total society and fostering working rela-
tionships between the education system

Both service-learning
and career education apparently
have discovered some of the
reasons for educational
survival. Would not both
movements benefit if we
shared some of our reasons
with each other?

and the broader society. Further, both
movements have operated—partly by
choice and partly through necessity—
primarily from a ‘‘power-of-persuasion’’
rather than a “‘power-of-position’’ base.
Both movements depend more on per-
sonal effort than on financial resources
for their successful implementation. Both
are dependent on gaining support from a
wide variety of existing programs within
and outside of education rather than cre-
ating one more new, expensive program
to be added to all others in existence. I
call this the ‘‘impotence image,’’ and I
suspect it applies to service-learning as
much as it does to career education.
Third, service-learning and career edu-
cation appear to share both the danger and
the promise of operating as solution sys-
tems for various educational problems
rather than as an add-on system for a
particular educational mandate of the
moment. Educational mandates come and
go in American education and are typi-

cally heavily influenced by the addition—
or withdrawal—of substantial federal
funds. Neither service-learning nor career
education has ever been blessed—or
cursed—with large amounts of federal
dollars. Yet, both have survived the
1970’s. When one considers that the
average life of an educational reform in
America is less than three years, this is
amazing. Both service-learning and ca-
reer education apparently have discovered
some of the reasons for educational sur-
vival. Would not both movements benefit
if we shared some of our reasons with
each other?

Fourth, both service-learning and ca-
reer education see themselves as efforts
that extend over the entire span of educa-
tion—from the early elementary school
years through all of adult education. The
career education movement, it seems to
me, holds real potential for further ex-
panding the service-learning movement at
the K-12 level. The service-learning
movement holds great potential for
further expanding career education at the
college/university level. Both movements
could better meet the obvious current
challenges to better serve adult learners if
we find ways of working more closely
together.

Fifth, I see fantastic potential for better
meeting career education’s goal of
equipping each person with a personally
meaningful set of work values if career
education practitioners will enthusias-
tically endorse and join with service-
learning advocates in communities where
both exist. I suspect, similarly, that there
may be some basic goals of the service-
learning movement that could be better
met if practitioners in that movement
were to join forces with career education
practitioners in their communities. The
beginnings that have been made here are
most encouraging. They are in need of
great expansion.

Both service-learning and career edu-
cation are movements that, in operation,
have been more concerned with serving
others than in protecting their own names.
Both have been much more concerned
with how much help accrues to those
served than with how much credit comes
to specific programs or the movement. It
is entirely possible, of course, that one or
both of these terms may disappear before
the end of the decade. If our common
concepts, concerns, and commitments
survive, neither leaders in service-
learning nor in career education will
worry much about the words used to
describe them. a



College as
High School Ally

Kent State’ s Office of Volunteer Services is working with a
high school in a cooperative service-learning effort.

by Roger K. Henry

veryone benefits from a joint high
E school/university service-learning

program in Kent, Chio. Commu-
nity agencies have a new and continuing
source of trained volunteers. The high
school uses university resources to build a
community service program. The univer-
sity offers its students additional learning
experiences and improves relations with
adolescents and other townspeople.

In the program established in 1979 by
the Kent State University (KSU) Office of
Volunteer Services (OVS) in cooperation
with the Kent Roosevelt High School,
students from both schools work together
on a number of service-learning projects
administered by OVS.

A KSU student, the joint program’s
first coordinator, initiated the venture by
contacting the principal to discuss possi-
bilities. After their initial consultation and
planning, the principal assigned the high
school counseling office to coordinate
secondary students’ involvement.

To introduce the program and recruit
volunteers, the counseling office an-
nounced the program on the school
intercom and in the school newspaper,
teachers discussed it with their classes,
and OVS students staffed a recruitment
table at the school.

About a week after the recruitment
period, the joint program coordinator and
the OVS coordinator met with applicants
at the high school to answer questions,

Roger K. Henry is coordinator of Volun-
teer and Community Service at Kent
(Ohio) State University.

explain the various service projects, and
match students with projects according to
their career or personal interests and the
skills they had or wished to develop. Sub-
sequently the service project coordinators
gave students their specific assignments
and arranged orientation, training, feed-
back, and followup sessions for them.

The adolescents work in several kinds
of projects, including tutoring elementary
pupils and assisting disabled adults. Most
serve in the same places and assume the
same responsibilities as their older
counterparts.

After one year, the benefits of the joint
service-learning program have become
obvious to the community, the students,
and the educational institutions.

First of all, two groups of students
meet the needs of those served more
effectively than the college group alone
does. The secondary students, because
they live in the community year around,
offer the agencies more continuity. High
school students have committed them-
selves for longer periods than university
students have, and they are there to work
during vacations.

The high school students reap the usual
rewards of service-learning programs,
and working with college students gives
them a few bonuses: viable models for
helping relationships; opportunities to
discuss academic majors, career possibili-
ties related to their volunteer work, and
campus life; and friendships with students
from other geographic regions, cultures,
and ethnic groups.

College students also value the chances
to interact with young people whose lives
do not revolve around campus activities.

In addition, student coordinators enhance
their supervisory skills by working with
younger volunteers.

With the increase in human resources,
KSU'’s service-learning programs benefit
more citizens, enabling the university to
meet its public service commitment. KSU
also gives the high school the resources to
expand its curriculum at little or no cost
for staffing and programming.

Town-gown relations traditionally have
been a problem in many college towns.
Kent State’s history, especially the shoot-
ings by the National Guard during cam-
pus war protests in 1970, have made this
a special problem here. The joint program
creates an opportunity for positive, pro-
longed interaction and genuine communi-
cation in a community once bitterly
divided by misunderstanding, negative
attributions, and value confrontations.

Although the joint program has worked
well, some problems still are being ironed
out. The two groups of students have
different school calendars, and occasion-
ally transportation is difficult to provide
or complicated by insurance problems.

Despite such technical problems, the
prospects seem favorable for a growing
relationship between KSU and Kent
Roosevelt students. The high school stu-
dents now may participate for credit
under independent study, and the pro-
gram soon may be offered as an option for
Child Study classes. One of the most
encouraging signs is the increased interest
of teachers.

Whatever shape the program takes, it
will continue to provide reciprocal
benefits to KSU, Kent Roosevelt, and the
community. 0
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