
EDUCATION RITUALS AND THE MARGINAL STATUS OF PRISON

EDUCATORS IN A CANADIAN FEDERAL PRISON: A STUDY FOR

ADVANCING ADULT EDUCATION IN PRISONS

A dissertation presented to the

FACULTY OF GRADUATE STUDIES

THE UNIVERSITY OF' MANITOBA

In partial fulfilment of the requirements for the degree

DOCTOR OF PHILOSOPHY

bv

Patricia Anne Fox

1994



I*¡ N,$onalLibrav

Acouisitions and
Bibliographic Services Branch

395 Well¡ngton Street
Ottawa, Ontario
K1A ON4

The author has granted an
irrevocable non-exclus¡ve licence
allowing the National Library of
Canada to reproduce, loan,
distribute or sell cop¡es of
his/her thesis by any means and
in any form or format, making
this thesis available to interested
persons.

Bibliothèque nationale
du Canada

Direction des acquisitions et
des services bibliographiques

395, rue Wellington
Ottawa (Ontario)
K1A ON4

The author retains ownership of
the copyright in his/her thesis.
Neither the thesis nor substantial
extracts from it may be printed or
otherwise reproduced without
his/her perm¡ssion.

L'auteur a accordé une licence
irrévocable et non exclusive

Your l¡le Volrc référence

Ou lile Notrc rclércnce

permettant à la Bibliothèque
nationale du Canada de
reproduire, prêter, distribuer ou
vendre des copies de sa thèse
de quelque manière et sous
quelque forme que ce soit pour
mettre des exemplaires de cette
thèse à la disposition des
personnes intéressées.

L'auteur conserve la propriété du
droit d'auteur qui protège sa
thèse. Ni la thèse ni des extraits
substantiels de celle-ci ne
doivent être imprimés ou
autrement reproduits sans son
autorisation.

ISBN 0-612-13128-9

Canadä



Nome
Disserlalíon Abstrocls lnlernøtionol is orronged by brood, generol subiect cotegories. Pleose seleci the one subiect which most
neorly describes the content of your dissertotion. Enter the corresponding four-digit code in the spoces provided.

SUBJECI TERM

Subiecf Cofiegories

YWffi MW&&eBW8WgffiS &WW $@€gee S€KË$$€ffiS

Psycholoqy .....0525
Reodinq ................................... 0535
Reliqious ........0527
Sciences ...................................07 | 4
Secondory ................................ 0533
Sociol Sciences ......................... 0534
Socioloqy of ............................. 03¿0
Speciol .....................................O529
Tèocher Troininq ....................... 0530
7l
I echnoloqy ............................... 07 1 0
Tesls ond¡tleosuremenìs ............ 0288
Vocotiono l .......... ......,........,...... 07 47

I.ANGUAGE, I.ITERÂIURE ÂND

LrNGursilcs
LOnOUOOe

Generol ............. ................. 0679
Ancient ............................... 0289
Linquislics ........................... 0290
Moäern ............. .................Q29 1

Lilerofure
Generol .............................. 040 1

Clossicol ............ ................. 029 4
Comporofive ....................... 029 5
Medievol ............................ 0297
Modern ............. .................0298
Afncon ...............................031 ó
Americon ............................ 0591
Asion ................................, 0305
Conodion {tno1ish1 .............. 0352

¡F " I i
LOnOOTOn tTrencnt .._........_._ UJSJ
Enalish ............................... 0593
GermonÌc ...........................031 I
Lolin Americon .................... 031 2
Middle Eostern .................... 031 5
Romonce ............................ 03ì 3
Slovic ond Eost Europeon.....03l4

PHII.OSOPHY, RTI.IGION AND

THEOTOGY

tGl'f'l &Je,A"å
SUBJECf CODE

4ncien1...,...........................0579
Medievol ............................ 058 I
Modern............. .........0582
81ock ..................................0328
Africon ............................... 033 I
Asio, Auslrolio ond Oceonio 0332
Conodion ........................... 0334
Europeon ........................,... 0335
Lotin Americon ...........033ó
Middle Eostern ..........0333
United Stoles ....................... 0337

History of Science ...0585
low.......................................... 0398
Politicol Science

(ienerol .............................. 0ó15
Inlernolionol Low ond

Relolions .......................... 0ó I ó
Public Administrotion ........... 0ól 7

Recreolìon ......081 4
Sociol Work ............................. 04 52
Socioloqv

(ienerol ............. ................. 0626
Criminoloqy ond Penoloov ...0ó27
^i'uemoqrophy....................... 0938X l^. r.
bthnrc ond Rocrol Studies .....0ó31
Individuol ond Fomily

Srudies .............. .'............. 0ó28
lndustriol ond Lobor

Re1otions ..........................0629
Public ond Sociol Welfore ....0ó30
Sociol Struclure ond

Development ....,.............. 0700
Theory oird Methods ............ 0344

Tronsportôtion .......................... 0709
Urbon ond Reqronol Plonnlnq ....0999
Women's Sludíes ...............:..... 0¿53

TDU(ÂÏION
Generol ......... ................... 05 I 5
Adminìstrotion .......................... 05 I 4
Adult ond Conlinuinq ................ 05'I ó
Aqriculturol ........... :................. 05 1 7
Añ...........................................0273
Bilinquoì ond Multiculturol .........0282
Business ................................... 0ó88
Communify Colleqe .............. ..... 027 5
Lurrrculum ond lnslruchon .........0727
FñJw .hil.lh^^r{ 051 8
Elementory .....0524
l-lnonce -.... - -... -... ...................... U 2 / /
Guidonce ond Counselino ......... 051 I
Heolth ...............,....,.....:.......... 0ó80
Hiqher .....................................07 45
Hiíton¡ of .......0520
Home Economics ........... -.... -.... - 0278
Industriol ........052ì
Lonouoqe ond Literoture ............ 0279
MotÏem-olics.... ............ .. . . .0280

....0338

....0385

Soeech Potholoov .,.............. 04ó0
I oxrcoloqy .......................... 0383

Home Econo'drics .....,.,.............. 038ó

PHYSICAI. SCIENCTS

.,.....0272

.......0770

.......o454

wffiffi s€BffiN€ffis &rum &&e@8ruKER8N@

HTAI.TH AND ENVIROl{ffi Tt{TAT

scttN(ts
Envrronmenlol Scrences ............. 07ó8
Heolth Sciences

Generol ... -. -........................ 05óó
Audioloqy........................... 0300
Chemolñéro0v ................... 0992
Denhslry ............ ................. O 567
tduco1ron ........................... 0350
Hospilol Monooemenl .......... 07 69
Humon Development ........... 0758
lmmunoloqy ........................ 0982
Medicine õhd Surqery .........0564
Mentol Heolth ....:....'............ 0347
Nursinq .............................. 05ó9
Nukitio-n ............................. 0570
Obstetncs ond Gynecoloqy .. 0380
Occupotionol Heâlth ond'

Theropy ........................... 0354
Oohtholmoloov ................... 038ì
Potholoqy ........................... 05Zl
Phormocoloqy ..................... 0¿ì 9
Phormocy ...........................O572
Physrcol I herooy ................. 0382
Public Heolrh ...'....................0573
Rodioloov ...........................O574
Recreohon .......................... 0525

Inorqonic ......................... -.. 0488
Nucleor .............................. 0738
Orqonic .............................. 0490
Pho1moceutico1 ... .................O491
Physicol ............. ................. 0 49 A
Polymer ......................... -.... 0¿95
Rodiotion ............................07 54

Molhemotics ............ -.... -. -.,....... 0405
Physics' 

Generol .............................. 0ó05
Acousiics ............................ 098ó
Aslronomy ond

Astrophysics..................... 0ó0ó
Atmosphe'ric Science............0ó08
Alomic .............. ................. 07 Á8
tlectronrcs ond Lleclricitv .....0607
Elementory Porticles ond

Hrah tneray.....................0798
rl'T lñl-'Flurd ond Plosmo ................. 0759
Moleculor ........................... 0ó09
Nucleor . -............................ 0ó I 0
Optics ............... ................. 07 52
Rodiotion ............................07 56
Solid Srore .......................... 0ó1 l

Sfotistics ................................... 04ó3

Applied Sciences
Applied Mechonics ................... 03r'ó
CÂmnr rtpr Sripn¡c .0984

PSYCHOTOGY
Genero1.............
Behoviorol
Clinicol ...-..........
Developmenlol
Experimentol
lndustnol
Personoliv..........
Phvsioloqícol
Psychobiology
rsycnomerncs
ùocrol ................

Enoi neerino
Y

Genero1 .............................. 0537
Aerospoce ........................... 0538
Aqriculturol ......................... 0539
Aúlomotive ...,....,................ 0540
Biomedicol .......................... 054'|
Chemicol ............................ 0542
Civil ...................................0543' Electronics ond Electricol ......0544
Heot ond Thermodynomics ...0348
Hydrou1ic ............................ 05¿5
In!ustriol .................,.......... 05¿ó
Morine .............. ................,0547
Moteriols Science,............... 0294
Mechonicol ......,.................. 0548
Metollurov ..........................07 43
Mininq I1............................ 0551
Nuc|eor .............................. 0552
Pockoqino .......................... 0549
Petro1eum ...........................07 ó5
Sonilory ond Municiool ....... 055¿
System Science .................... 07 90

Geotéchnoloqv ......................... 0428
C)Þerohons Reseorch ................. 0796
Plostlcs I echno1oov ................... 079 5
Textile Techno1og"y ..................... 099 4

0621
038¿
0622
0620
0623
0624
0625
0989
0349
0ó32
045t

@

(OffiMUNICÂTIONS AND THT ARTS
Architecture
Art Hilory..
Lrnemo......
Donce........
Fine Arts ............ ....................-.0357
lnformolion Science .............. ..... 07 23
Journolism ......039Ì
I ihroru Srience .0399
Moss Communicotions............... 0708
Music ....................................... 04,l 3
Speech Communicotion ............. 0459
Theoter ............... .. . ............0¿ó5

0501
.. .........0503

........0505

........0508
....................... . ..0509
......................,.....05I0
........ .. ............05rl
......... .....,............ 03s8
............................ 03óó

.................... 035ì



Nt^-

oo'",rv.p.choisir|esuietquidécrit|emieuxvotre
thèse el inscrivez le code numérique opproprié dons l'espoce réservé ci-dessous'

rTl-l-l KJ.e,Ãå
SUJET

Cot{¡ories por suiets

ffiwM&NgwÉs ffiK s€gE&6€ffi$ s@&ëeeKs

SCITNCES PHYSIOUTS

Sciences Pures
Lnrmte

Genérolirés ......................... 0485
Biochimie ........... ................... A87
Chimie oqricole .. ................. 07 Aq
Chimie oñolvlique . -.............0486
Chimie minérolä .............,.... 0488
Chimie nucléoire ................. 0738
Chimie orqonique .........,..,.. Or'90
Chimie phärmciceutique ....-.- 049ì
Physique ............ ................. 0 49 4
PolymÇres ...........,.............. 0495
Roðiotion ............................ 07 5 4

CODE DE SUJET

Généroìités.........
Personnolité........

Ancienne ........,.,..,..............0579
Médiévole ........................... 058 I
Moderne...,......................... 0582
Hisloire des noire................. 0328
Africoì ne ............................ 033 l
Çonodienne ........................ 0334
Etots-Unis .........................., 0337
Européenne ........................ 0335
Moyên-orientole ....,............. 0333
Lotino-oméricoine................ 033ó
Asie, Auskolie et Océonie....0332

Hìstoire des sciences.................. 0585
Loisirs -..................................... 08'i 4
Plonifìcotion urboine el

réqionole .,............................ 0999
Scieñce politìque

Générolités ..-...................... 0ó I 5
Adminiskotion publique ....... 0ól Z
Droit et relotions

inlernotionoles ...............,. 0óì ó
Socioloqie

Góñérolirés .........................0626
Aide et bien-òke sociol ........0ó30
Criminoloqie et

étoblìsseäents
pénitentioires ................... 0627

Démoqrophie ...................... 0938
Ëtudes"de l' individu et
. de lo [omi11e..................... 0ó28
Eludes des relotions

inlerethnioues et
des relotions rocioles ........ Oó31

Structure et développement
socio|................. ........0700

Théorie et méthodes. ............ 0344
Trovoil el relolìons

industrìe11es ...................... 0629
Tronsports .....0709
Trovoil sociol ............................ 0452

Biomédicole ........................ 0541
Choleur et lher

modynomique .................. 03¿8
Conditionnenient

{Embolloqe) ..................... 0549
Génie oéroipotiol ................ 0538
Génie chimique ................... 0542
Génie civil ..:....................... 0543' Génie électronique et

éìectrique ......................... 0544
Génie industrie1 .....,............. 05¿ó
Génie méconique ................ 05¿8
Gbnie nucléoire.........,......... 0552
Inoénìerìe des svslömes........ 0790
Méconique novole ............... 0547
Métollurôie .........................07 A3
Science ðes motérioux .........0794
Technique du pétrole ...........07 65
Technique minière ............... 055ì
Techniques sonitoìres et

munièipo1es...................... 0554
Technolooie hvdroulioue ...... 0545

Meconþue oþplicjuée .....:.......... 034ó
ueorecnnoloqle ........................ 0 Á28
Motières plosiiques

f Iechnolooiel ...................O795
Recherche opérotionnelle...........0796
Textìles et tisius {Technologiel ....0794

PSYCHOIOGIE

1ecture ............,..
Mothémotiques
Musrque.....-.......
Orieniolion el consultotion .......
Philosophie de l'éducotion .......
Phvsiqúe ............
Prógrómmes d'études et

enselqnemenr
Psycholðgie
òcrences .............
Sciences socioles.

..0535

..0280

..0522

..0519

..0998

..0523

..0727

..0525

..071A

.. 0534

PHITOSOPHIE. RTI.IGION ET

THEOIOGIE
Philosophie
Reliqion

ëénérolìtés

Ëi;Æ;biblì;;; : ::::::
Histoire des ieliqions .......
Philosoohie de lö relioion .

Ineorogre

Bonques ....................
combrobiliré
Morketing

Hisloire
Hìstoire générole ........

Mothémotiques
Physique' Gènérolités

Acouslique ......................
AsÌronomie el

Sciences Appliqués Et
Technologi'e'
Inrofmoilque
Inoenlefle" Gónérolités .............

Aqricole .................
Aútomobile .............

....0422

....0318

.... 031 9

....0321

....0320

....0322

....0469

..........5,] 5

........ 0514

........0273

........0275

.......0282

.......052ì

.......052a

.......0747

.......0527

.......0533

.. ....0529

Socioloqie de l'éducotion...........03¿0
Technol-ogie ........................... . 071 0

I.ANGUE, TINERATURT ET

TINGUISTIAUE
Lonques

êénérolités ......................... 0ó79
Anciennes ........................... 0289
Linquistique ........ ................. 0290
Moäernei ........................... 029ì

Liitéroture
Générolités ......................... 0¿01
4nciennes ........................... 029 A
Comoorée .......................... 0295
Medíévo|e.......... ................. 0297
Moderne............................. 0298
Af ricoine ......,.................-... 03 I ó
Américoine ......................... 0591
Anqloise ............................. 0593
^ 
-::r:-..- 0305Arruilquc

Conodienne (Anoìoise) ........ 0352
Conodienne (Fro-nçoise) ....... 0355
Germonique ....................... 031'ì
Lotìno-oméricoine ................ 03.l 2
Moyen-orieniole .................. 03 I 5
Rorñone .. -..................... -..... 03 ì 3
Slove et est-européenne .......031 4

05r l
0323
0385
0453
0358
03óó
0351

.........0745

..... ...0288

.........0277
0530

.. ......0425

.........099ó

.........0370

.........03ó8

....0770

....0272

.... 0338

....o578
..........0520

......0279

s€B€w€ffis ffiY BN&ÉNgffiWBffi

Géoloqie ........0372
Géophlvsique ............................ 0373
Hvdiolôoié .....0388
Minérolõoie .............................. 04 I I

Océonooioohìe phvsique .......... 04ì 5
Poìéoboioníque .1.. j.....'............... 03¿5
Poléoécoloqiê .................... -...... 0426
Poléontoloq-ie ............................ 04 I 8
Poléozoolo-qie ........................... 0985
PolynoìogiJ ........ ...................... O 427

SCIENCES DE IÂ SANTÉ IT DE

T,INVIRONNEMENÏ
Économie domesiique................ 038ó
Sciences de l'envirónnement ......0768
Sciences de lo sonté

Générolirés ......................... 05óó
Administrotion des hìpitoux .. 07ó9
Alimentolion el nutrìtion ....... 0570
Audìoloqie .......................... 0300
Chimiotñéropie ...................0992
Denti sterie .......... ................. O 567
Développemenf humoin ....... 0758
Enseiqnément...................... 0350
lmmuioloqie ....................... 0982
Loisirs ..-. 1.......................... 0575
Médecine du trovoil et

théropie ........................ 1..'035¿'i'
Médecìire et chirurqie .......-.. 05ó4
Obstétrìque et qvnðcoloqie... 0380
oohrolmbloqiell..........:...... 0381
Oithophoniã ....................... 0¿ó0
Potholoqie .......................... 0571
Phormoéie .......................... 0572
Phormocoloqie .................... 041 9
Phvsiothérop-ie .................... 0382
Rodio1oqie .......................... 057 A
Sonté méntoIe .....................03Á7
Sonté publique .................... 0573
Soìns ínfirmiers .................-. 05ó9
Toxicologie ......................... 0383

ostrophysique................... 0ó0ó
EfectroÄiqug èt électricité ......0ó07
l-L rirlec Êt nlñ<mñ 07 59
Météoroloþie ...................... 0ó08
Optique ............. ................. 07 52
Pci¡iiules (Phvsique

nucléoire) :....................... 0798
. Phvsioueotomique ..............0748' Phísìciue de l'étot solide .......0óì I

Phvsiciue molécuìoire ...........0ó09
Physiciue nucléoire............... 0ól 0
Rodioiion . ... ...........0756

Slotistiques .....0463

0405

0ó05
098ó

SCIENCIS DT I.A IERRE
Ê,i^¡Á¡¡himìo::v-,-.-: - " "'
beocntmte.......................
Géodésie
Géogrophie physique.......

Psychobioloqìe ....
Ps?choloqieilinìque ......,...........
Psicholoõie du cómportement ....
Psícholoõie du déudloooement ..

Psícholoõie expérimentäle .........
Pslcholoõie industrielle ..............
Psycholo[ie physiologique .........
rsvcnotoq¡e soctote ................,..
Psychomðtrie

0621
0ó25
0349
0622
0384
0620
o623
0624
0989
045 I
o632

ñ&,qe-T.t

0786
0760

.0984

.0537

.0539

.0540



EDIICATION RITIIALS AND l:HE MARGINAL STATTIS OF PRISON EDIICATORS IN A

CANADIÂN FEDERAL PRISON:

A SÏTDY FOR ADVANCIIIG AI}IILT EDTICATIOil IN PRISONS

A Thesis submitted to the Facrrlty of G¡aduate Studies of the University of Ma¡ritoba in partial

fuIfillment of the requirements for the degree of

DOCTOR OF PEILOSOPEY

PATRICIA ANNE FOX

BY

Pen¡rission has been granted to the LIBRÄRY OF THE IJNTVTRSITY OF IVÍANITOBA to lend or

sell copies of this thesis, to the NATIONAL IJBRARY OF CAI$ADA b mic¡ofitm this thesis and

to lend or s€U copies of the film, and UNTVERSITY MICROELMS to publish an abstract of this

thesis.

The author reserees other publications righe, and neither the thesis nor qte¡rsive extra(ts from it
may be printed or othenvise reproduced without the autho/s pernission

@ 1994



LIST OF TABLES

ABSTRACT

ACKNOWLEDGMENTS

DEDICATION .....v11 1

Chapter One I
INTRODUCTION 1

Background to the Study 1

Purpose of the Study .......I4
Significance of theStudy ....15
Research Questions ...16
Definition of Terms . . .17
Limitations of the Study .... .19

ChapterTwo. .......20
REVIEV/ OF THE LITERATURE . . . . . . .20

Development of Prisons .....21
Rehabilitation inPrisons .....22
A Brief History of Education in Canada's Prisons . . . . . . .25
Prison Education Programs as Rehabilitation Processes . . .28
Prison Education and Character Development . . . . . 31

Prison Education as an Agent of Social Control . . .32
Prison Education as Moral Education . . . . . .33
Adult Education . . . . .39
Prison Education and Adult Education . . . . .42
Teaching Prisoners ....45
Adult Basic Education, General Education Development and Prison
Education .....48
EducationRituals andMarginal Status .....52
SummaryoftheReviewofliterature .. .......57

Chapter Three . . .. . . .61
METHODOLOGY ....67

WhatisQualitativeResearch?.. ....62
QualitativeResearchMethodologies. ......63
Observations . . .63
Interviewing . . .70
Fieldnotes ....71
Triansulation . . . . . . . .73

TABLE OF CONTENTS



DESIGN OF THE STUDY . . .74
Subjects ......74
Student Participant Data . . . . .74
PrisonEducatorData. ......80
Procedure .....80
Researchlocation ....85
Data Collection Process Used in This Study . . . . . . 86

ilfli*,1isP,;;.;;::::::: ::::: : ::åi
Observation Process ...89
Field notes . . . .93

DATA ANALYSIS . . .93
Analysis of the Interview Data . . . . .93
Analysis of Observational Data .....94

RESULTS OF THE STUDY . . . . . .96
SECTION ONE: ANALYSIS OF INTERVIEWS .. -....97

Prison Educators Use of Educational Rituals . . . . . .98
Prison Educator's Perceived Status . . . . . . 110

Summary of Prison Educator's Interview Responses . . . . 115

Prisoner Students' Reasons for Class Participation . . . . . . 118

Education Rituals Recognized/Rejected by Students . . . . 123
ABE Students' Recognition/Rejection of Education Rituals . . . . 123
GED Students' Recognition/Rejection of Education Rituals . . . . I27
Prison Educator's Status - Student's Perspective . . I37
Summary of the Student's Interview Responses . . . I45

SECTIONTWO: OBSERVATIONS .....147
Observation DataNotes ....148

SECTION THREE: FIELDNOTES ......154
SECTIONFOUR: TRIANGULATION ...159

Evidence of Adult Education Principles and Practices

Chapter Five .

SUMMARY AND FINDINGS
EDUCATION RITUALS

Control Rituals Used By The Educators
Teaching Rituals Used By The Educators . .

Prison Educator Interview Feedback
Reasons Students Participated In The Classes
Teaching Rituals Recognised By The Students
Teaching Rituals Rejected By Some Students
Control Rituals Identified And Rejected By Some Students

PERCEIVED STATUS OF THE PRISON EDUCATORS IN THE PRISON
ADULT EDUCATION PRINCIPLES & PRACTICES UTILISED IN THE
ABE & GED PROGRAMS

r62

164
t64
r64
t65
t66
168

r69
t70
170
t7l
t7r

172



Chapter Six . .

CONCLUSION AND RECOMMENDATIONS
Education Rituals
Perceptions About the Prison Educator's Status
Adult Education Principles and Practices Utilized in the ABE and
GEDPrograms. .....I75
Prison education and adult education: Program differences . . . . I78
RecommendationsFromTheStudy ......I82
Recommendations for Further Research . . . 185

REFERENCES .....188

t73
173
174
t75



Table 1 Principles of Adult Learning and Teaching

Table 2 Student Participants

Table 3 Age, year level, and self-identified cultural groups in
ABE programs

Table 4 Age, year level, and self-identified cultural groups in
GED program

Table 5 Observation Schedule

Table 6 FIAS Categories

Table 7 Comparison of FIAS to Knowles' principles/practices
of adult education

LIST OF' TABLES

Table 8 Students' responses to Prison Educators' Status 138

Table 9 Students' ratings of most important prison personnel I4Z

Table 10 Observation Data Notes 150
Table 11 Adult education principles/practices utilised in the

ABE & GED programs 162

Table 72 Adult education principles/practices not utilised in
the ABE and GED programs 163

Table 13 Adult education principles/practices utilised in the
ABE & GED programs I7Z

Table 14 O.I.S.E's 1979 recommendations regarding prison
educators and professional development l7B

Page No.

t2

77

78

79

84

9l

92



Adult education has been recognised and advanced in Canadian federal prison

education programs since 1836. Yet, there is limited research investigating

adult education practices, policies, and staffing issues pertaining to education

in Canada's federal prison system. This study examines the education rituals

performed in the Adult Basic Education (ABE) and General Educational

Development (GED) classes offered in one canadian federal penitentiary.

Education rituals include: teaching rituals, which are rituals that apply to the

teaching situation and can include the way in which teachers structure their

lessons, their teaching style and motivational strategies. Educational rituals

also include: control rituals, which are rituals that apply to the control of

disorderly behaviour in class and consist of, the teacher's attempts to control

inattentiveness, mischievousness, and unacceptable behaviour. The research

also investigates if the prison educators and their students perceive that the

educators are marginal to the total workings of the institution. Finally, the

study examines what adult education principles and practices advocated by

Knowles (1980) are utilised in the ABE and GED classes. Respondents to

the study were four ABE educators and twelve of their students. and a GED

educator and ten students. Applying a three-part qualitative research

methodology involving open-ended interviews, classroom observations, and

f,reldnotes, the research shows that the education rituals commonlv used bv
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the prison educators are individualised instruction, one-on-one teaching, and

curriculum practices governed by the GED workbooks. Generally, the

students appreciated the individual attention given to them by their educators.

However, some students expressed frustration with learning from books, lack

of group work, and an inadequate curriculum designed for native students.

The prison educators and their students concurred that the educators were

important for teaching and learner development in the education centre.

However, in respect of the whole institution the prison educators were

perceived to be marginal. This conclusion was based on the prison educators

and their students recognition that the primary purpose of the institution was

that of public safety and security. Those prison occupations whose duties

and responsibilities were to ensure security and safety were considered the

most important at the institution. Consequently, the correctional officers were

considered the most important personnel working at the institution. There

was limited demonstration of Knowles' (1980) adult education principles and

practices. Only one prison educator has had any formal training in adult

education. The education centre cumiculum is dominated by the GED

workbooks, which are sequentially designed and students are required to

move from one section to another. The ABE classes involved the use of

work sheets with the educator giving individual consultation. The

institution's limitations and the use of the established GED curriculum, meant

that only three of Knowles' adult education principles and practices are

llt



utilised in ABE and GED classes. The principles and practices are:

l.Learners feel a need to learn (Knowles' principle number 1).

2.Learners actively participate (Knowles' principle number 5).

3.Learners have a sense of progress toward their goals for evaluation

(Knowles' principle number 7).
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Background to the Study

Prison education programs are often justified as rehabilitation

programs because they provide the requisites for an inmate's return to

society. Consequently, the effectiveness of prison education programs is

assessed in terms of the programs' success in decreasing recidivism (Glaser,

1969; Linden and Perry, 1983; Reagen and Stoughton, 1976). However,

there is very little research supporting the view that prison education

programs decrease recidivism, and that which is available is fraught with

methodological flaws (Linden and Pery, 1983).

Chapter One

INTRODUCTION

Judging the effectiveness of prison education programs based on

recidivism numbers is problematic. There are many variables that can

influence an individual to resume criminal activities which result in their re-

incarceration. For example, a prisoner's self-concept, which is based on what

each of us know about ourselves, can play a major role in recidivism

(Forster, i981; MacCormick, 1932). In addition, Duguid (1981a) and Ross

and Fabiano (1981) suggest several other variables which can affect

recidivism including: self-esteem, which deals with their perceptions of how

prisoners believe others see them; socialisation skills; socio-economic status;

and cognitive thinking patterns.
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Education programs are one rehabilitation strategy that can affect

those variables known to influence recidivism. Attention to education

practices such as: teaching strategies, student/teacher interaction, curriculum

content, motivation and encouragement techniques, ffid student behaviour can

assist educators in establishing how individuals are influenced by their

learning and how, if possible, the learning can influence recidivism. There

needs to be a closer examination of specific elements of education practices

in prisons to foster and advance prison education programs as viable

rehabilitation strategies.

One aspect of this study examines the interaction behaviour between

the prison educators and their students in the learning environment. The

research labels these behaviours as "education rituals" and suggests that, an

understanding of education rituals can provide a basis for examining how the

educators and prisoners relate, and if the calibre of the relationship has any

impact on student learning.

The study of "how" and "why" adults learn is an integral component

of adult education research (Cross, 1981; Brookfield, 1986; Brundage and

Mackeracher, 1980; Moore and Waldron, 1980). Teaching methods and

practices are usually examined when addressing "how" adults learn, and

individual learner needs and interests are the issues studied to establish " i;vhy"

adults learn. This research investigates "how" prisoners learn by describing

the education rituals that are carried out in the prison classroom, and details



educator/ learner interaction that occurs in the prison education environment.

The details provide the basis for determining "how" the prisoners learn, as

well as deducing what education rituals affect their learning.

There is no shortage of information on "appropriate" teaching styles to

ensure learning, many adult education researchers contend that "appropriate"

teaching styles or methods vary both situationally and individually (Cross,

1981; Darkenwald and Merriam, 1982 Bouliane, 1985; Brookfield, 1986,

Brundage and Mackeracher, 1980; Cheatwood, 1988; Knowles,1980).

Situational influences and individual differences are more influential on

learning in a prison environment compared to programs offered in the

community at large (Scrivastave, 1985).

Adult education is based on the teacher "facilitating" learning; by

challenging learners to examine alternative ways of thinking and interpreting

their experiences (Brookfield, 1986; Knowles, 1980). Moreover, Brookf,reld

(1986) suggests that, facilitators should present to their learners ideas and

behaviours that will cause them to critically examine their values, ways of

acting, and the assumptions by which they live. Examining the specific

interaction behaviours between the prison educators and their students helps

establish what elements of the interaction stimulates learnins.

Elements of the teacherllearner interaction can include; teaching style,

subject presentation and format, learning style, the processes employed to

motivate and encourage learners, and methods that are used to address



inappropriate or disruptive learner behaviours. These elements are called

education rituals.

Education rituals refers to teaching strategies and behaviour control

techniques used in the learning process. Clifton and Rambaran (1987)

divided education rituals into teachins and control rituals.

Teachins rituals include: rituals that apply to the teaching situation

and can include the way in which teachers structure their lessons, their

teaching style and motivational strategies.

Control Rituals include: rituals that apply to the control of disorderly

behaviour. For example, teachers' attempts to control inattentiveness,

mischievousness, and other kinds of unacceptable behaviour (p.315).

In this study reference to education rituals will be used synonymously

and interchangeably with the terms teaching strategies, teaching styles, and

behaviour control techniques.

4

Besides their role in learning, education rituals are aligned to the

concept of the "hidden curriculum." Squires (1987) notes that initially the

term "hidden curriculum" referred to cues that students learned (or did not

learn); to pick up what to do and what not to do on their course, to cope

with, survive, succeed or play the system. Jarvis (1988) aligns the concept of

"hidden curriculum" to advancing values which are recognised and intended

but some of which may be unrecognised and unintended by those who
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formulate them. The impact of the "hidden curriculum" according to Squires

(1987) goes beyond the learning situation. He writes:

Some sociologists of education have explored the ways in which the

hidden curriculum of educational institutions mav mirror. and socialise

students into, the pattern of social and economi. ,.tutio.rrhips that

exists in the wider society. The 'hidden' or 'informal' curriculum also

points to the importance of role models and social learning in

education (p.9).

Therefore, the intention or perceived outcome of the "hidden curriculum"

complements Duguid's (1981b) contention that, educating prisoners is

necessary so they can return to, and ultimately 'succeed' in society.

Determining how educators advance learning in a prison setting

requires an appreciation of: the environment, the workings of the institution,

the students' abilities and attitudes toward learning, and the educators' status

within the hierarchy of the prison. There is scant reference to the status of

educators in prison organisations. Cressey (1977) writes:

Positions for prison school teachers, industrial foremen, and treatment

personnel are not part of the chain of command...In corrections, the

"staff organisation" is a set of separate organisations which competes

with the line organisation for resources and power. Systems of non-

line positions, such as those for treatment, t*inirrg, *¿ i.r¿urtriut



Administrative organisation and staff hierarchy led Kauffman (1981) to

theorise on the phenomenon of "pluralistic ignorance." This involves

personnel, are essentially separate organisations...þ.498).

members of a group systematically misperceiving the attitudes and behaviours

of fellow group members. Typically, prison organisation and staff hierarchy

includes: Warden, assistant warden, ranked correctional off,rcers, and prison

administrative workers. Prison educators are distinctly separated from the

prison staff in terms of their role, responsibilities, and supervisors.

Consequently, they hold marginal status in the prison organisation. Being

marginal means that their role is peripheral to the main purpose of that

institution (Clifton. 1979\.

The marginal status of prison educators in the prison organisation

allows for understanding some of those influences that impact on their

interaction with the prisoners. For example, the prison educators' marginality

can reduce their authority. Clifton (1979) studied the notion of authority

within the context of educational institutions, he reports on three authority

concepts, they are:

6

(a) Traditional authority which involves attachment to established

customs and practices. For example, civil authority, dealing with the courts,

the legal system, and the role of the police.
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(b) Offrcial authority which is concerned with the organisational

position; that is, whoever occupies such a position in the structure of the

organisation is granted legal or official right to exert power. For example,

prison guards and the enforcement of the rules and regulations associated

with the institution.

(c) Expert authority which relies upon technical knowledge and

experience due to a recognised competence and expertise. Prison educators,

because of their academic achievements or skill proficiency would be

considered experts.

An additional authority concept, (d) bureaucratic authority postulated

by Max Weber in his 1920s seminal work The Protestant Ethic and the Spirit

of Capitalism (T. Parsons, 1958 Trans.) was concerned with the notion that

bureaucratic authority ensured that society would function in the capitalist

tradition. Weber (1920) suggests that the influences of "economic forces" for

advancing the "spirit of capitalism" established and maintained the

bureaucracy. Moreover, the stability and nurturing of the bureaucracy

necessitated authoritative institutions to ensure the stratification of society.

Weber (1920) altered traditional positions of authority from being a process

for controlling wrongdoing to a process for maintaining the stratification of

society.

Authority in an educational environment has been aligned with teacher

expertise. Clifton (1979) suggests that most teachers rely upon a combination
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of expert, official and to a lesser degree, traditional authority. Yet, prison

educators working in an unconventional educational setting may have a

different combination of authority types. For example, bureaucratic authority

could dominate the prison environment and advance the traditional authority

concepts of: law, enforcement, and incarceration. Moreover, because the

prison educators are marginal in the institution, they may have little or no

official authority.

Education rituals are also influenced by the educational attributes of

each prisoner. Typical educational characteristics of prisoners according to

Forster ( 1981) include:

1. Lack of schooling - deliberate or by truancy; also behavioural

problems in the classroom.

2. Very low intelligence - spent considerable time in special

schools and have not learned to read.

Short attention span - neurotic and/or highly extroveft prisoners

are incapable of sitting and concentrating for more than 10

minutes.

4. Dyslexia - reading disability.

5, Poor long term memory - those who are unintelligent or those

with brain damage especially frorn alcoholism (p.120).

These educational characteristics justify the necessity for advancing Adult
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Basic Education (ABE) in prison education programs.

ABE emerged in the 1960s and has encompassed elementary

education for adults, English as a Second Language (ESL), and preparation

for the General Educational Development (GED) according to Rossman, Fisk

and Roehl (198a); they list the following attributes of ABE learners to

include:

1. Individuals who never had the opportunity to acquire basic

skills, although they may have been successful in other aspects

of life.

2. Individuals who have met repeated failures in learning and in

other areas of life. Poor and unemployed, they may have

developed a defeatist afiitude and a poor self-concept.

3. Individuals who have a learning disability in the area of basic

reading and computation.

4. Culturally distinct individuals for whom the educational

programs of the dominant culture have been inappropriate.

5. Immigrants well-educated in their own countries who need to

learn the language and socio-cultural norms of this country.

6. Immigrants with little or no education whose need to learn

English is complicated by their unfamiliarity with formal

instructional settings and procedures (p.10).



Forster's (1981) description of prisoner educational characteristics are

comparable to the educational attributes of ABE learners. Yet, Scrivastave

(1985) argues that while prisoners appear to have similar educational

characteristics and needs to adults in the community at large, their

incarcerated status makes them unique.

The influence of the prison environment on learning has emerged as a

major consideration in prison education research. Cheatwood (1988)

concluded that, the anti-education bias held by many prisoners and the

requirements of life in prison constrain those involved in education.

Ferguson and Haaven (1990) argue:

The provision of a suitable learning environment is more difficult in

the correctional setting because teaching methods must be adapted to

account for the inmate's characterological [sic] disorders and

associated idiosyncrasies which can impact the learning process (p.32).

10

These arguments justify the necessity for current and potential prison

educators to be familiar with the uniqueness of their teaching environment,

which includes: educational characteristics of inmates, the workings of the

institution and the limitations associated with the environment (Cheatwood,

1988; Corcoran, 1984; Ferguson and Haaven, 1990 Knights, 1981; Shea,

1 980).



A major source for addressing the myriad of influences on adult

education programs is Knowles' (1980) seminal work on the principles and

practices of adult education. They include:

11



Table I

Principles of Adult Learning and
Teaching

Learning

i.Learners feel a need to learn.

Z.Learning environment is
characterised by comfort, trust.

* Teacher exposes the learners to new responsibilities and
fulfilment.
* Teacher helps the learners to clarify their aspirations.
* Teacher assists the learner to recognise the gap between their
aspirations and present level.
+ Teacher helps the learners identify the problems they
experience because of the gaps.

* Provision of physical conditions that are comfortable and
conducive to learning.
* Accepting the learners as persons of worth and respect their
feelings and ideas.
* Seeks to build relationships of trust and helpfulness.
x Encourages cooperative activities.
* Contributes resources as a co-learner for mutual enquiry.

* Involves the learners in mutual process in formulating
learning objectives.

* Shares thinking about options in designing of learning and
selection of materials and methods that involves the learner.

* Teachers help the learners to organise themselves for sharing
mutual enquiry.

* Help the learners use their owTr experiences as resources for
learning.
* Gears presentations to the experience levels of the learners.
* Helps the learners to apply new learning to their experience.

* Involves the learners in mutually determined measures for
evaluation.
* Helps the learners develop and apply self evaluation based on
these criteria.

(Adapted from Knowles, i980. pp. 57-58).

3.Learners perceive the goals of
learning to be theirs.

4.Learners accept a share of
responsibility for planning and
operating learning experience.

5.Learners actively participate.

6.Learning is related to the
learner's experience.

Teaching

t2

T.Learners have a sense of progress
toward their soals for evaluation.
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ABE and adult education use specific principles and practices of

instruction and learning to provide learning opportunities to adults (Hayes,

1972; Knowles, 1980). Using the principles and practices of adult education

[see Table 1] in prison education programs can stimulate a change in

prisoners' negative attitude toward education. This position is best summed up

by Brookfield (1986) who writes:

Significant personal learning entails fundamental change in learners and

leads them to redefine and reinterpret their personal, social, and

occupational worlds. In the process, adults may come to explore

effective, cognitive, and psychomotor domains that they previously had

not perceived as relevant to themselves (p.zLÐ.

Commitment to advancing adult education practices in Canada's federal

prisons has been advocated since 1936 (Bouliane and Meunier, 1987; OISE,

1,979; Weir, 1973). Yet, information about adult education and ABE practices

in Canadian prisons is scarce. Also, details about education rituals and prison

educator status in prisons are rare. Ascertaining this information can assist

researchers in establishing what elements of prison education programs

stimulates learning, and how these elements can generate prison education

practices. Plus, the information can assist prison educators to develop their

teaching styles and methods based on the principles and practices of adult

education. This professional development can, as Brookfield (1986) suggests,



lead adult learners to critically examine their values, ways of acting, and the

assumptions by which they live. Therefore, the prisoners can enhance their

ability to problem solve in a manner appropriate for social acceptance as

opposed to criminal pursuits. It would follow that this transfer of learning,

should it occur, may decrease recidivism.

Purpose of the Study

Prison education programs are vulnerable to criticism because their

assessment is routinely based only on recidivism numbers. If prison education

programs are designed to decrease recidivism, obviously recidivism numbers

are an appropriate measure to determine the program's effectiveness.

However, research on education programs decreasing recidivism are generally

methodologically flawed (Linden and Perry, 1983).

Investigating education rituals in a prison setting can provide specific

information about teaching in a unique environment. The information can lead

to the adaptation of teaching and behaviour control strategies to enhance,

clarify or dismiss many prisoners' negative perceptions about education. Also,

the information can help develop the prisoners' learning and skills acquisition

abilities. This development can lead to changes in learner attitudes and

behaviours; changes which can decrease recidivism. Consequently, the

purposes of this study are to establish:

t4



a.

b.

c.

the education rituals used in a federal prison

the purposes they serve, and

which of the rituals are identified, accepted and/or rejected by

the prisoners.

Also, given that advancing the practice of adult education in federal prison

education programs has been established in Canada since 1936 (Weir, 1973),

this study will:

d.

Finally, based

will:

e.

determine which adult education principles and practices are

used in ABE and GED programs offered in the institution.

on Clifton's (1979) notion of institutional marginality, the study

15

determine whether the prison educators and their students

perceive that prison educators are marginal in the prison

institution.

SignÍficance of the Study

This study is significant because it is exploring an area in which the

literature shows limited information. It is the first known investisation dealins

with education rituals performed in prison education programs. The study of

education rituals is an area which has received scant attention in the discipline

of adult education. In addition.
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although research pertaining to the marginal status of teachers has been

investigated by clifton (1979), there are no known studies dealing with the

marginal status of prison educators.

The study is significant because qualitative research methodologies have

been used to give insight into: prisons, prisoners, their educational needs,

prison education programs, the influences of the environment on learning, and

the unique problems being faced by contemporary prison educators.

Research Questions

There is very little information about teaching strategies used in prison

education programs (Dell'Apa, 1973: Shea, 1980). Also, there are no known

studies about the status of educators within the prison organisational hierarchy.

Determining prisoners' understanding of education rituals provides a basis for

planning and implementing prison education programs more suited to the

principles and practices of adult education. Moreover, establishing the prison

educator's status in the prison organisation can give some insight about his/her

authority in the total workings of the institution, and how this authority can

influence his/her relationship with the students. Consequently, it is necessary

to establish:

1. what education rituals are performed by educators in the prison

environment?

2. Why are these specific rituals performed by the educators?



3. What education rituals are recognised by the prisoners?

4. Which specific education rinrals are rejected by the prisoners?

5. Why are the education rituals rejected?

6. Do prison educators and their students perceive that the

educator's status within the institution is marginal?

7. What adult education principles are practised in the ABE and

GED prison education programs?

Definition of Terms

For the purpose of this study the following definitions will be used:

Adult Basic Education - Encompasses elementary education of adults,

English as a Second Language (ESL) and preparation for General Educational

Development (Rossman, Fisk and Roehl, 1984).

Adult Education - A process whereby persons whose major social

roles are characteristic of adult status undertake systematic and sustained

learning activities for the purposes of bringing about changes in knowledge,

attitudes, values, or skills (Darkenwald and Merriam, I98Z; p.9).

Control Rituals - [see Education Riruals] Rituals that apply to the

control of disorderly behaviour in the classroom setting. This would

t7
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include; teachers' attempts to control inattentiveness, mischievousness, and

other kinds of unacceptable behaviour (Clifton and Rambaran, 1987).

Education Rituals - Behaviours and expressions that apply to the

teaching situation and to the control of disorderly behaviour, or praise of

acceptable behaviour, which are not formally defined. They are informally

defined "customs" that apply to the learning situation (Clifton and Rambaran,

1987). These involve teaching rituals and control rituals.

Marginal - Roles within the institution which are peripheral to the

main purpose of that institution (Clifton, 1979).

Prisoners - As this study is focusing on federal prisoners, individuals

who face incarceration for at least a minimum of two vears are deemed

prisoners.

Prison Education - Education carried out in the prison setting. It may

include, academic, vocational, remedial and socialisation programs. However,

for this particular study the term prison education is concerned with ABE and

GED classes.

Teaching Rituals - [see Education Rituals] Riruals thar apply to rhe

teaching situation and can include the way in which teachers structure their

lessons, their teaching style and motivational strategies (Clifton and Rambaran,

198î.



Limitations of the Studv

This study investigated the use, rejection or acceptance of education

rituals, and the status of prison educators in one federal prison. They are

subject to influences from the institution used for the study which include:

institutional policies, regulations, and personnel. Therefore, the findings are

applicable only to the penitentiary that was the research location. Also, this

study deals with the education rituals performed in the ABE and GED classes

only; results and implications can only apply to these classes. They may not

be relevant to education rituals demonstrated and/or reiected in vocational or

university prison education programs.

This study was a snapshot, the investigation and data collection was

over a specific period of time. In this case, during May and June. There

were limitations to the timing of the data collection. In particular, at this time

students were preparing for examinations and regular classes were winding

down for the summer break. Also, some staff were not sure if their contracts

would be renewed.
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The focus of this research is threefold. First, to investigate the impact

of education rituals performed in Adult Basic Education (ABE) and General

Educational Development (GED) prison education programs. Second, the

study determines the status of the prison educators in the prison administration

hierarchy. Third, the research details the use of adult education principles and

practices in the ABE and GED classes offered in a federal prison.

The review of the literature highlights the historical development of

prisons and rehabilitation as a function of incarceration. A detailed analysis of

education as a rehabilitative process is presented including: education as a

vehicle for character development; an agent for social control; and as a means

for moral enhancement. Information about adult education and prison

education roles in prisoner learning, and ABE and GED programs are also

presented. An account of education rituals and the educators' marginal status

in prisons is discussed. Finally, the chapter concludes with a summary of

highlights from the review of the literature.

REVIEW OF TTIE LITERATURE

Chapter Two
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Development of Prisons

Punishment for wrongdoing can be traced back to the beginning of

humankind however, prisons and the purpose of incarceration are relatively

new phenomena. Political pressure by English and North American prison

reformers, John Howard and William Penn resulted in a significant change in

the purpose of prisons during the early part of the eighteenth century (Sykes,

1,978). A sustained loss of freedom through long term incarceration as an

alternative to death or exile was advanced (Rothman, 1.971). Advocating a

humanistic approach for dealing with prisoners, incarceration was to promote

prisons as a means of continual, visible punishment, and to act as a deterrent

for wrongdoing (Singer and Statsþ, 1974).

During the latter 19th and early 20th centuries, reform through

incarceration emerged as a process of prisoner manipulation. Singer and

Statsþ (L974) report that, in the 1820s the warden of Auburn Prison in New

York introduced the idea of prison profit-making by using cheap prison labour

to bestow favours upon certain private entrepreneurs. The profiteering and

exploitation of prisoners led to the end of the humanitarian intent of

penitentiaries. Singer and Statsþ (1974) write:

Prisoners became tools of profit; their low status was so widely

recognised that one in court, in the late 19th century, was moved to

remark that they were "for the time being, the slaves of the state"

(p.5).

2l
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Historically, the development of prisons up to the 19th century was based on

the three R's: revenge, restraint and reformation. It was not until the early

20th century that a fourth R: rehabilitation was introduced.

Rehabilitation in Prisons

Prisoner rehabilitation programs include: counselling for those inmates

with psychological problems usually associated with drug and/or alcohol

dependency difficulties; medical and dental programs advancing health and

hygiene practices; educational programs that attempt to help prisoners with

necessary knowledge and skill for their return to society (Duguid, 1981b;

Roberts, 1973; Rothman, 1977).

Rehabilitation in prisons has been based on the "medical model" where

prisoners are viewed as "sick" suffering from a social disease which can be

"cured" with the proper treatment (Glaser, 1,973). Ross, Fabiano and Ross

(1988) argue that the dominance of the "medical model" aligns criminal

behaviour to it; detracting from assessing rehabilitation programs that "work".

Conrad (1981) writes that the "medical model" has endorsed and advanced the

belief that prisoners could not change their own criminal tendencies; this being

the responsibility of the state.

Determining what measure(s) should be used to establish what

constitutes "effective" rehabilitation is difficult. currently, the accepted

measure for determining effective prisoner rehabilitation are recidivism rates.
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However, using these figures is problematic because there is a multitude of

variables that can cause an individual to recidivate, Conrad (1981) writes:

...recidivism rates produce the wrong answers to whatever

questions it is important to ask about the rehabilitation of

criminals. In every treatment program, the essential information

is the achievement or non-achievement of the intended primary

benefits of the program itself (p.1720).

Assessing the effectiveness of rehabilitation programs must be based on a

measure(s) which indicate some influence on each individual participant. This

can include recording any changes in attitude, social development, or learning.

A significant investigation concerning rehabilitation in prisons was

reported by Martinson (1974). Researching 231 treatment studies used in

prisons across the United States of America between 1,945 - 1967 he concluded

that, "with few and isolated exceptions, the rehabilitative efforts that have been

reported so far have no appreciable effect on recidivism" (cited in Ross,

Fabiano and Ross, 1988; p.44). Responding to this conclusion, Ross, Fabiano

and Ross (1988) note that while Martinson's research has been the most widely

quoted and frequently endorsed in criminological literature, it did not seem to

matter that Martinson changed his mind. They write:

In 1979 he [Martinson] acknowledged that he had been wrong

withdrawing his conclusion that "almost nothing works". He

rejected the methodology he used calling it "premature" by
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saying, "...contrary to my previous position, some treatment

programs do have an appreciable effect on recidivism...(p.44).

Justifying prisoner rehabilitation programs is also influenced by societal

attitudes towards prisoner reform.

Fox (1986) argued that the indifference toward prison rehabilitation

programs may be due to the prevailing notion that prisoners must be punished

for their wrong doing. Roberts (1968) suggests that, the greatest barrier to

prisoner rehabilitation progress is ordinary people's ignorance regarding the

programs. He writes:

In the fight against crime much has to be done to convince

British people that in the treatment of men in prison, only

humane methods are permissible or indeed, effective (p.168).

Moreover, Ignatieff (1981) suggests that to punish justly, a society itself must

be just. Corcoran (1984) believes society's attitudes toward prisoner

rehabilitation are significantly influenced by the media and political campaigns

advocating a "tougher" approach to incarceration. In order to overcome these

prejudices Morin (1981) advocates that society must have a clear idea of the

judicial system and its corollary; the penal system. one way of achieving this

objective is to introduce studies associated with these systems in the

elementary level of schooling.
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individuals to enable them to return to society to lead a good and useful life

(Duguid, 1981b; Forster, 1981). One method that assists in the socialisation

process and provides prisoners with marketable skills for seeking gainful

employment is education (Hudson, 1981).

A Brief History of Education in Canada's Prisons

Weir (1973) writes that advocating education in Canadian federal

prisons was first recorded in the Canadian Justice Minister's Report of

Penitentiaries. The development and construction of Canada's first

penitentiary during the 1830s led the commissioners co-ordinating its

construction to note that confinement with labour and moral instruction would

benefit the prisoners. Angle (1989) cites the commissioners, noting:

Absolute solitude for years, without labour or moral or religious

instruction bear too severely on a social being like man (p.97).

By the 1830s canada was becoming increasingly aware of the necessity to

establish provincial penitentiaries, and the first was constructed in Ontario in

1835. Angle (1989) notes that the penitentiary commissioners led by Charles

Duncombe emphasised the reformation of prisoners, he writes:

Duncombe had chaired a number of committees that had delved

into a range of social issues....His report revealed a conviction

shared by a growing number of penologists that criminals could
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be reclaimed and their characters reformed....Like manv of his

contemporary educational reformers Duncombe saw schooling as

a measure to be used to combat crime (p.102).

This position was a cornerstone for advancing education programs in Canadian

prisons. Weir (1973) writes thar during the latter part of the 19th century,

prison education was based on teaching the rules and regulations of the

institution and advancing spiritual development. Consequently, classes were

the primary responsibility of the prison Chaplain until the early 1900s (Owens,

198s).

The Archambault Royal Commission of 1936 recommended a complete

reorganisation of the education system in Canadian prisons (Weir, 1973). The

Commission reported that:

Education programs are to be structured to meet the needs,

interests, and abilities on an individual basis of the potential

student body, the majority of whom were found to be

academically under educated, vocationally unskilled, and

culturally deprived (in Weir, 1973; p.43).

The Archambault recommendations led to education being seen as a training

and learning process for individual development rather than a function of the

prison ministry. However, Bouliane (1985) reports that a 1947 independent

investigation chaired by General Gibson, determined that the implementation
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of the 1936 recommendations were minimal. These findings were verified

again in 1956 by the Fauteaux Royal Commission on Canadian Penal Services.

It concluded that gross deficiencies in implementing and organising prison

classes prevailed. Weir (1973) writes that the Fauteaux Commission stressed

the necessity to:

Provide programs of adult education [emphasis added] that would

contribute to the maturation of those inmates exposed to it, provide

programs of vocational training designed to teach the occupational skills

required to compete in the labour market, and while so doing,

hopefully bring about changes in behaviour and attitude to the extent

that substantial numbers of inmates who enter federal institutions each

year would avoid wasting the remainder of their lives in the shadow

world of the criminal (p.a5).

By 1956 recognition of, and arguments for, adult education in Canadian

federal prisons were well established. Yet, a 1977 report to the Canadian

House of Commons criticised federal prison education programs noting that

they are only time filling activities. Bouliane (1985) writes that during the

1970s the main purpose of education was to relieve boredom or to provide

basic skill training for employment.

The justification of prison education programs as rehabilitation,

although recognised in Canada, failed to gain political and social endorsement.

The value and necessity of education in prisons is best summed up by
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...while no guarantee of good character and non-criminal behaviour,

education is a powerful aid for transforming criminality; the education

of prisoners offers one of the very real hopes for their rehabilitation

(p.32).

Historically, the advancement of adult education in Canadian federal prisons is

well recorded. However, it appears that the consistent repetition of

recommendations for advocating adult education in prisons may be due in part

to failure of the federal system to monitor the adoption of the

recommendations.

Prison Education Programs as Rehabilitation Processes

Contemporary prison education includes all education programs offered

in the prison setting. It may include life skills classes, ABE and GED

programs, regular high school classes, vocational training, correspondence

programs, or university courses. The dominating theme throughout most of

the literature concerning prison education is based on equipping prisoners for

their "successful" return to society (Duguid, 1981b). In addition, some

researchers have discussed the necessity of prison education to assist prisoners

in their cognitive deficiencies, problem solving abilities, and social interaction

skills (Fox,I987b; Ross and Fabiano, 1981; and Ross, Fabiano and Ross,

1988). The implications that most prisoners' cognitive processes and problem

28



29

solving abilities are deficient logically establishes the justification of education

as a means of prisoner rehabilitation.

In order to bring about changes in prisoner thinking processes, the

relationship of cognitive ability to the concept of intelligence must be

examined. Iæwis and Samuda (1989) note that traditionally the assessment of

cognitive ability began with the assumption that such abilities are static and

unchanged by teaching and learning. Although this concept of mental ability

has helped us to understand some aspects of human intelligence, it does not

adequately explain what intelligence is nor how it functions, they write:

Factor analytic studies of intelligence have been useful in identifying

the number of specific abilities that make up an overall mental ability,

but they fall short in explaining how a specific ability or cluster of

abilities develops. Mental ability tests would be far more useful if, in

addition to measuring intelligence as a product, they also could identify

the process by which intelligence changes and/or accumulates as an

individual acquires new experiences (p.25Q.

Iæwis and Samuda (1989) conclude that, because of the implications associated

with the processes by which intelligence changes, intellectual assessment must

consider both static knowledge (instant recall of facts) and cognitive processes

(problem solving and thinking skills).

In congruence with the idea that education develops cognitive

processes, Kerr (1970) suggests that education is a socialisation process in
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which persons acquire the knowledge, skills, and dispositions that make them

more or less capable or effective members of society. Hudson (1981) writes

that, prisoners can become more effective members of society and socially

acceptable by developing their socialisation skills. Yet, the question of how

prisoners acquire socialisation knowledge and skills through education must be

scrutinised. The learning process goes beyond knowledge retention to include:

understanding, application, evaluation, analysis, and re-application. The

socialisation process is an ongoing education process (Kerr, 1,970).

The value of cognitive process enhancement and social development in

prison education programs supports wylie's (1,974) arguments that, education

in prisons reduces the social isolation of incarcerated offenders, provides social

integration skills for released offenders, and gives prisoners realistic but

non-criminal access to the world of work. Moreover, Duguid (19s1a) writes

that education can be utilised in the criminal justice system to persuade or to

enable the criminal to make different decisions in the future; decisions which

will not lead to further criminal activity. While the value of education as a

rehabilitation strategy is well documented in the literature, Ignatieff (1931)

warns that the inmate's own will plays a major role in his/her rehabilitation.

One aspect of prisoner learning is motivated by their desire to maintain

ties with the outside by receiving and writing letters (Grainge and Kemp,

1981). Also, Kendall (1973) notes that in order to motivate prisoners it must

be clear that they can get something out of the program. He writes:
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If it [education program] does nothing more than motivate inmates to

work and study, a program of correctional education will sell itself, and

it will pay for itself because such a program will at least keep inmates

constructively occupied, and enable them to gain in skill and knowledge

(p.100).

Prison Education and Character Development

responsibility are associated aims of prison education programs. Duguid

(1981a) suggests that by intervening with an educational experience aimed at

developing thinking skills, moral reasoning abilities, social skills and political

awareness, an individual's sense of culture and understanding of his biography

can be achieved. Elaborating on prisoners' development through learning

Whetstone (1981) writes:

Given the confidence of hard won intellectual abilities, and success at

an enterprise positively regarded by all, from fellow convicts to family

and society, the individual's self image appears to take a positive leap.

Finally, the individual's perception of his relation to the future is

dramatically altered (p.91).

Advancing the prisoner's sense of responsibility and moral reasoning further

justifies the value of education for preparing the prisoners return to society.

Hervieux-Payette (1981) notes that for prisoners to be free, to be able to

The development of each prisoner's character and sense of
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exercise their freedom, and to be good citizens, it is necessary that they use

their mind. The first task of education in prison is to enhance the ability to

handle freedom, with all the responsibility that freedom involves.

Contemporary education programs in prisons are fundamentally

pragmatic: to make prisoners useful, to provide them with employable skills,

to give them something to do, and to justify the notion of rehabilitation

(Duguid, 1981b; Forsrer, 1981; Fox, 1987a; MacCormick, Ig32; Shea, 1980).

However, the intent of providing prisoners with practical skills is often viewed

as a means of social control.

Prison Education as an Agent of Social Control

Ideally social control and social ordering function to maintain a

cohesive society, whereby the existence and workings of various social

institutions ensure that social stability is maintained (Wallace and Wolf, 1986).

One institution that plays a prominent role in maintaining social stability is the

penal system, of which prisons are an integral component (Sutherland, 1,973).

Society's understanding of deviancy is based on comparing

demonstrated behaviour to an accepted standard of behaviour; any variance

from the standard is deemed deviant (Hirschi, 1969). wallace and wolf

(1986) write that the critical variable in the study of deviance is the social

audience. It is the audience which determines whether or not any episode or

behaviour is labelled deviant.
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Prison education programs can be seen as agents of social control from

two perspectives. First, in their association with rehabilitation: prisoners

need to be reformed in order to be acceptable. Second, being acceptable is

achieved through education: social values are advanced through education

(Nelson and Hoekema, 1981). This latter point is often associated with the

provision of moral education.

Prison Education as Moral Education

incarceration. Discussing what is morally good for society requires an

appreciation of moral principles and rules. Lickona (1976) writes that a moral

principle is a mode of choosing which we want all people to use in all

situations, and a rule refers to prescriptions of kinds of actions. For example,

a rule is: no killing. A principle is: it is wrong to take another person's life.

Fox (1989) suggests that equating morality with what is good is difficult in

relation to many prisoners' perceptions for being good. The social consensus

for being good is equated to obeying the laws whereas a prisoner may perceive

that being good is not getting caught for disobeying the laws.

It is only in recent years that moral education has emerged as an

additional educative objective within prisons (Duguid, 1981b). However, to

understand moral education an understanding of what is involved in beins

moral is necessary (Peters, 1,979).

Prisoners have broken specific rules (laws) that result in their
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Morality is based on principles or standards. When applied to the

prison milieu questions about what these standards are arise. Atkinson (1969)

believes that to be moral necessitates an understanding of universal moral

standards; "moral standards must be in some way strictly universal, not

subject to arbitrary exceptions or limitations of scope (p.27)." Applying

Atkinson's (1969) universal position on moral standards with respect to

prisoners can be difficult because of cultural differences. For example, some

Asian cultures execute individuals for crimes while some Western cultures

would incarcerate individuals for the same crime. Both cultures view the

punishment as moral, however one culture may see the other's punishment as

immoral.

Another perspective for understanding morality is the social view

advocated by Rest (1981). The social view is relative in nature and is based

on the desires of society as opposed to the impact of the entrenched cultural

influences. Rest (1981) writes that morality is a social enterprise involving the

establishment of co-operative social structures which include: promises,

institutions, laws, rules, and contracts. There are problems for accepting the

social view of morality in lighr of its application to the Nazi society. Most

within Nazi society believed that the ideals and principles of Nazism were

good. That is, the extermination of the Jewish race was generally accepted

and perceived as good. The tragedy of the holocaust is recognised in history;

it has raised concern on how social structures deem something as good.



perspectives of morality does not justify ignoring their important role for

determining an understanding of morality and moral education. The social

perspective of morality allows for recognising wrongdoers and gives a

foundation for determining their moral needs. 'Wrongdoers have violated

co-operative social structures which lead to the well-being of the society being

perceived to be threatened (Lickona, 1976). Thus, for a prisoner to return to

society he/she should be exposed to moral education to be familiarised with the

rules and co-operative social structures of the society (Sutherland, 1973).

Moral education is a challenging subject. Purpel and Ryan (1,976)

write that, "moral education is direct and indirect intervention of the school

which affects both moral behaviour and the capacity to think about issues of

right and wrong (p. 5)." In addition, Smith (1975) suggesrs that:

Two key ideas underlie moral education; understood as moral aspects

of education: sensitivity to others and a feeling of obligation to act on

principle rather than entirely on self-interest (p. 19).

Both definitions suggest the need to develop empathy, and direct or indirect

intervention to affect behaviour. This twofold intent of moral education are in

accordance with the need for inmates to develop his/her thinking skills.

Acknowledging the shortcomings of the universal and social

35
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An additional rationale for the justification of moral education in

prisons according to corcoran (1984) is that, if becoming a criminal is

primarily a learning process, then the remaking of useful citizens is more the

task of education rather than custody or punishment.

Acknowledging the importance of developing the prisoners' sense of

moral responsibility, Ross and Fabiano (1981) suggest that crimes may be

committed by people who have not learned to learn from what happens to

them. Thus they tend to repeat their errors constantly. They write:

Those people whose thinking leads to crime, do not process information

in the same way as others and, as a result, apply a different set of

meanings to the world (p.1a).

Ross and Fabiano's (1981) contention that prisoners are "different thinkers"

validates the need to introduce educational programs in order to bring about

more appropriate thinking skills. This position is supported by Roberts (1968)

who argues that:

...education programs should be designed to encourage them [the

prisonersl to think, to accept responsibility, and to undertake a

leadership role if only the role of leading themselves (p.36).

Research examining the impact prison education may have on

prisoners' attitudes and/or changes in behaviour has been criticised because of

shortcomings in assessment procedures (cheatwood, 198g; collins, l9g9;



J7

Ferguson and Haaven, 1991; Linden and Perry, 1983). contemporary prison

education research is investigating education programming effects using both

qualitative and quantitative methodologies.

perceptions Porporino and Robinson (1992) identified a number of reported

benefits from ABE program participation; ABE was helpful in the offender's

job search, useful for problems they encountered "on-the-job", and in dealing

with their families. The majority of the offenders surveyed (n:38) indicated

that their participation in ABE gave them a sense of being "more in control"

of their lives. In a study determining why inmates attend prison classes,

Stephens (1992) found the inmates perceived that education and/or vocational

training would make a difference in their lives; to better themselves; to take

the GED examination; and to get a good job when they were released. prison

education has been seen to have some influence on prisoners attitudes and

behaviour, and adult moral education programs have also had some effect on

prisoners.

ln their study of offender

The effectiveness of moral education as a means for changing thinking

patterns and subsequently behaviour, has been a contentious research area for

psychologists, educators and philosophers (Sizer and Sizer, I?TB). euestions

regarding curriculum content and projected outcomes of prison moral

education programs were typical research areas during the early 1980s (Wiley,

1e89).

Moral education programs have been based on values indoctrination.
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values clarification, and the complex cognitive structures recognition need to

satisfactorily reason (sizer and Sizer, l97B). undoubtedly, a significant

researcher on moral reasoning was Kohlbery Q,975). wiley (1989) reports

that Kohlberg's moral reasoning is a developmental process, and growth in

moral reasoning is measured by progression through the hierarchical stages of

reasoning ability. She writes:

...the study measured the effect of teaching style, independent of

a moral education curricular component, on the development of

moral judgment. Results indicated that a teaching style which

allows for student interaction and produces a partners-in-rearning

arrangement between student and teacher produced significantly

higher moral development than the "traditional" teaching style

(p.13).

Research on moral education as an effective agent for attitude and

behaviour change in adult education has focussed on teaching style rather than

program content. using the Principles of Adult Iæarning Scale (pALS) v/iley

(1989) surveyed eighteen academic teachers to determine their teaching style.

A Q sort technique was used to ensure the responses to the pALS reflected

actual teaching behaviour. Ten subjects were used for the study. pre and post

testing students in the ten teachers classes for moral development using the

Ethical Reasoning Inventory (ERI) showed that those teachers who tended to:
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adopt a more andragogical teaching sfyle - allowing student

interaction in the classroom, promoting student responsibility for

learning, and encouraging active participation in the learning

process - produced students whose moral development scores

rose significantly higher than those students in "traditional"

classroom settinss.

The study also included demographic factors such as age,

gender, ethnicity, education level, and length of time served and

their effect, if any, on moral development. The fact that no

factor produced a significant effect on moral growth further

emphasises the effect of teaching style (p.14).

These influences and considerations must be addressed when researching adult

education in a prison context.

Adult Education

Adult education is difficult to define. Darkenwald and Merriam (1,982)

warn that it is important to recognise that no universally acceptable definition

of adult education is possible: any definition must be based on assumptions

and value judgements which are not acceptable to everyone. That the term

"adult education" is defined in at least three different ways contributes to

confusion according to Knowles (1980) who writes:
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In its broadest sense, the term describes a process of adult learning....it

encompasses practically all experiences of mature men and women....In

its more technical meaning, adult education describes a set of organised

activities carried on by a wide variety of institutions for the

accomplishment of specific educational objectives....A third meaning

combines all these processes...adult education brings together into a

discrete social system all the individuals, institutions, and associations

concerned with the education of adults and perceives them as working

toward the common goals of improving the methods and materials of

adult learning, extending the oppornrnities for adults to learn, and

advancing the general level of our culture (p.25).

Moore and V/aldron (1981) define adult education as all education that

goes on after compulsory child education. Brundage and Mackeracher (19g0)

suggest that adult education is the institutionalised system which provides the

programs, administrative structures, processes, settings, resources, and so on

that facilitate adult learning.

A common, obvious characteristic for defining adult education is that

the learners are chronological adults. Yet, Brookfield (1986) argues that using

chronological factors to define adult education is an oversimplification.

Defining adult education as a process in which an individual pursues learning

as a self-directed intent, Brookfield (1980 writes:



4l

The external technical and internal reflective dimensions of self-directed

learning are fused when adults come to appreciate the culturally

constructed nature of knowledge and values and when they act on the

basis of that appreciation to reinterpret and recreate their personal and

social worlds (p.59).

Hence, for Brookfield (1986) being adult is demonstrated through the ability to

be self-directed in one's learning.

For the pu{pose of this study Darkenwald and Merriam's (19g2)

definition of adult educarion will be used:

Adult education is a process whereby persons whose major social roles

are characteristic of adult status undertake systematic and sustained

learning activities for the purpose of bringing about changes in

knowledge, attitudes, values, or skills (p.9).

Learning for adults can be difficurt and personally demanding (Hayes,

1972). Consequently, there is need for facilitators to take control and direct or

guide adult learners, Brookfield (1936) writes:

The particular function of the facilitator is to challenge learners with

alternative ways of interpreting their experience and to present to them

ideas and behaviour that cause them to examine critically their values,

ways of acting, and the assumptions by which they live (p.23).

Facilitation in adult learning is founded on the principles of adult education
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writes that the critical element in any adult education program is what happens

when a teacher comes face-to-face with a group of learners. During this

interaction process of adult teaching and learning, a foundation for the

principles of adult education emerges.

Notable research aimed at investigating effective facilitation of learning

by adult educators, is the Principles of Adult Iæarning scare (pALS)

developed by conti (1,979), and the Andragogy in practice Inventory (ApÐ

created by Suanmali (1981). Brookfield (1986) notes that conti created a

forty-four item rating scale used to assess the effectiveness of collaborative

modes in producing significant learning gains. Suanmali (1981) developed a

ten-item inventory designed "to help adults enhance their capability to function

as self-directed learners" (cited in Brookfield 1986; p.36). Moreover, cross'

(1981) seminal work Adults as learners: Increasing participation and

facilitating learning presented a multitude of ways to show how adults can

learn in both formal and informal learning environments. Finally, Knowles

(1980) devised seven principles pertaining to adult learning. While there are

no clear cut rules in the practice of adult education, it is important to note that

all of the researchers recognised that adult learning can be stimulated and

advanced in many ways.

Prison Education and Adult Education

Advancing the principles and practice of adult education in canadian



43

federal prisons are well documented in the literature (Bouliane, 1985; Bouliane

and Meunier, 1987; Fox 1987b; and OISE, 1979). The guidelines and

principles of adult education advocared by Knowles (1980) [see Table L], can

equip prison educators to address the numerous challenges associated with the

restrictions of the institution, and the variance in prisoner academic

characteristics. This observation is supported by Bouliane (1985) who writes

that, because prisoners have demonstrated specific and unique needs, needs to

which the principles of adult education attempt to cater, the rationale for adult

education in a prison context becomes evident.

Prison educators, like every educator, must consider program planning

and implementation, teaching strategies and skills, and the cognitive abilities of

their learners. Yet, exceptional influences associated with the prison education

milieu can place unique restrictions and demands on prison educators in their

efforts to carry out programs (cheatwood, 1988; Ferguson and Haaven, 1990).

Because of the idiosyncratic nature of the prison environment, it would be

logical and, in some cases, necessary for prison educators to break away from

"traditional" teaching practices which Freire (1970) equates to the concept of

banking, he writes:

The teacher talks about reality as if it were motionless, static,

compartmentalised, and predictable...His task is to "fill" the student

with the contents of his narration - contents which are detached from

reality, disconnected from the totalify that engendered them and could



Freire's (1970) rationale concerning the narrative character and banking format

of education led him to foster the concept of problem-posing education which

he describes as:

Problem-posing education bases itself on creativity and stimulates true

reflection and action upon reality, thereby responding to the vocation of

men as beings who are authentic only when engaged in inquiry and

creative transformation....A deepened consciousness of their situation

leads men to apprehend that situation, resignation gives way to the

drive for transformation and inquiry, over which men feel themselves

to be in control (p.71-72).

Advancing Freire's (1,970) notion of problem-posing education which

compliments the self-directed intent of adult education, can be difficult for

prison educators because of the limited cognitive processing skills and learning

experiences held by most prisoners (Ross and Fabiano, 1981).

Additional influences which can affect the implementation of adult

education in prisons include the attitudes, behaviour, and previous educational

experiences held by many prisoners. Because most prisoners perceive that

prison education is the same as their previous educational experiences, they are

more likely to reject any education offered to them (Dell'Apa, 1973; Duguid,

1,979; Fox, 1986; Knights, 1981).

give them significance (p.57).
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Teaching Prisoners

Teaching prisoners can be demanding. A common feature in the adult

education literature is that, the term adult refers to, or is perceived to be

associated with age and level of maturity (Brookfield, L9g6; Knowles, 19g0).

This raises a paradox in the realm of prison education. prisoners are

chronological adults yet they are somewhat emotionally and educationally

immature (Ross and Fabiano, 1981; Nelson and Hoekema, 19g1). Therefore,

teaching adult prisoners is not the same as teaching adults. To address this

issue some discussion on the concept of teaching is required.

while considerable research and much effort has been expended on

improving the means and materials with which teachers teach, Moore and

waldron (1981) suggest that teachers teach as they have been taught, they

write:

As adult educators most of us will see our role as teachers through our

experience as students, and subconsciously we will likely make

reference to the models of teaching which we have seen in our teachers

(p.54).

In order to break away from the pedagogic model of teaching where the

learning situation is teacher centred and directed, Knowles (19g0) suggests

three assumptions when teaching adults. The assumptions are:
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Adults can learn. This is the central proposition on which adurt

education is based. Research to date on adult learning clearly

indicates that the basic ability to learn remains essentially

unimpaired throughout the life span.

Learning is an internal process. There has been a tendency to

look upon education as the transmittal of information, to see

learning as an almost exclusively intellectual process of storing

accumulated facts. A growing body of research is in agreement

that learning is an internal process controlled by the learners.

Learning is described as a process of need-meeting and

goal-striving by the learners. The implications of this

observation for adult education is that those methods and

techniques which involve the individual most deeply in

self-directed inquiry will produce the greatest learning.

There are superior conditions of learning and principles of

teaching, certain conditions of learning that are more conducive

to growth and development (p.55-56).

2.

3.

The basis of adult education necessitates that the role of the teacher is

not that of the traditional "information transformer" or as Freire (1970)

suggests "depositor", but that of facilitator. The facilitator's role accordins to

Brookfield (1986) is based on:
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...a transactional dialogue between participants (teachers and learners)

who bring to the encounter experiences, attitudinal sets, and alternative

ways of looking at their personal, professional, political, and

recreational worlds, along with a multinrde of differing purposes,

orientations, and expectations. The function of the facilitator is to

challenge learners with alternative ways of interpreting their experience

and to present to them ideas and behaviour that cause them to examine

critically their values, ways of acting, and the assumptions by which

they live (p.23).

The educational attainment level of a prisoner upon leaving school is a

major influence on prisoners' attitudes toward education, self, and his/her role

within society. Duguid (1981b) and Forster (1981) note rhar most prisoners

are school drop outs, where continual failure has led them to voluntarily leave

school; or they are push outs. This is where a school's administration can

legally prohibit an individual from attending their school. Fox (1986) suggests

that the lag of at least two grade levels behind the grade level at which many

prisoners leave school, allows them to perceive themselves as being

educationally inadequate or "dumb". This perception contributes to their

negative attitude toward education. Jepson (1981) argues that prisoners'

attitudes toward education can also be influenced by their perception that

education is a form of control:
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At its lowest it [education] is regarded as a valuable means of filing

time; at a higher level it is seen as a vehicle through which prisoners

maintain or enhance their self-esteem by choosing this kind of response

to the losses of imprisonment, as compared with the responses which

constitute positive threats to control (p.20).

Viewing education as a form of control is further discussed by Roberts (1968)

who writes, "in prison there are always those who voice a loud-mouthed

contempt for education, since it identifies with the conformity they have

rejected (p.56)". Because of the influences associated with many prisoners'

educational characteristics plus their negative attitude toward education, it is

necessary to consider whether adult education principles and practice can

benefit prisoners.

Through facilitation rhe prevailing negative attitude held by many

prisoners toward education may be positively altered. This could lead to an

appreciation of education as a valuable rehabilitation strategy in prisons.

adult Basic Education, General Education Development and prison
Education

Adult Basic Education (ABE) has a broad terms of reference.

Dickinson (in Brooke, 1.972) noted that ABE was designed to assist adults who

had not achieved success in pre-adult educational institutions. Beder and

valentine (1990) suggest that ABE aims to assist adults to "succeed" in

programs which they previously failed or did not have the chance to participate
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in. Hurley (1,99r) reports that for years ABE educators have heard that

programs must meet the real needs of the people served. As a consequence,

ABE's broad mission included individual education plans and referring learners

to human service providers for family and personal problems. She concluded

that:

The expectations of ABE programs today include a growing

emphasis on increasing the adult's ability to learn - learning to

learn. This emphasis requires a broader curriculum and

additional training for managers and staff (p.20).

Many researchers have reported on the success of specific ABE teaching

strategies utilised in numeracy and literacy upgrading, English as a second

language courses, and GED classes (Dickinson in Brooke, 1972; Hurley,

1991: Kidd, 1981; Rossman, Fisk and Roehl, 1984). However, research

concerning ABE programs and teaching in prisons is uncommon.

Ferguson and Haaven (1990) in discussing the prison environment's

impact on prisoners' learning, suggested three fundamental phases for ABE

lessons in prisons. The phases are:

1. Relax the pressure: the intellectually disabled work at a

markedly slower rate.

2. Keep it simple: present directions one step at a time and

work at a concrete level.



3. Provide multi-sensory lessons: the more sense involved

in a learning activity, the higher the chance of it being

remembered.

a. Group projects: role plays, produce a video-tape,

design and/or play a game, write and/or sing

songs.

b. Working in pairs: peer tutoring.

c. Individual: art projects, notebooks (p. 33).

Knowles (1980) and Brundage and Mackeracher (1980) have written

extensively in the area of adult learning principles and their application to

program planning. Their persistent message is that the nature of adult

education does not permit any hard and fast rules in teaching strategies. This

is reiterated by Beder and Valentine (1990), who concluded that:

...the diversity of outcomes of ABE might be a function of the

diversity of learners - of different motivational and socio-

demographic profiles which influence both the educational

process of ABE and educational outcomes (p.80).

Moreover, Rossman, Fisk and Roehl (1984) suggest that ABE:

...requires commitment, coordination, and a sense of priority and

urgency. The challenge is especially difficult because adults who need

basic education are individuals who have not been wel served by

50
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existing school systems. Meeting their needs requires creative, original

approaches to program development (p.4).

Appreciation of the diversity of learners and their needs is also

considered in the General Educational Development (GED) certificate

program. It is designed to allow participants to work independently in course

workbooks. The GED program aims to test each student's ability against that

of graduating high school students. The participants have a chance to earn a

certificate that is the equivalent of a high school diploma (Beder and

Valentine, 1990). The GED consists of a course of studies in five test areas;

writing skills, social studies, science, interpreting literature and the arts, and

mathematics. Each student progresses through the levels within the subject

areas and upon successful completion of each level the student advances until

he has finished. At the end of the program the student must write an exam in

each course. If successful, the student qualifies for the GED.

There are very few studies dealing with GED programs in Canadian

prisons. Grande (1987) developed a tutoring and motivational counselling

program designed to encourage prisoners to complete the GED because a large

number of inmates' were indifferent and apathetic toward the program.

Darkenwald and Valentine (1985) working with adults from the community at

large, concluded:

GED graduation is not a panacea, in that few if any, graduates



benefit "across the board". For the majority...studying for and

passing the GED is a worthwhile endeavour, and credentialing

appears to have powerful effects that enable adults to attain

those benefits they are in a position to obtain (p.33).

Rationalising the benefits of the GED program V/hitney (1991) concluded rhat:

For the student, GED clearly signals success (or lack of it).

However, the GED Diploma itself is the goal for only a

minority of examinees - the 22 percent take the tests chiefly for

personal satisfaction. For the others, the diploma is a means to

an end. Nearly 33 percent take the tests to qualify for post

secondary study and an additional32 percent do so primarily for

reasons related to employment (p.13).

<)

Education Rituals and Marginal Status

There are very few investigations about the effect of education rituals

on classroom behaviour and attitudes toward learning. Moore (1976)

introduced the terms "avoidance" and "presentation" rituals and Clifton (1979)

used "teaching rituals" and "control of behaviour rituals" while investigating

aspects of classroom and learning behaviour. Lustz and Ramsey (1973)

suggest that rituals are "non-directive cues" used by schools to reinforce policy

assumptions. Some researchers postulate the political function of education

rituals for encouraging students to accept and support the dominant school
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culture (Illich, 1970; Kamens, 1977; Knight, 1974). Moreover, Gerhrke

(1979) notes that rituals are a type of "hidden curriculum" socialising students

into the dominant order. Finally, shipman (1968) writes that rituals are

valuable sources of academic motivation, involvement and identification.

Clifton (1,979) alludes to an understanding of education rituals, by

writing:

...in the classroom situation, there are certain types of behaviour and

expressions used and understood by both the teacher and the pupils

which are not formally defined so that they relate to obtaining the

pupils' best performances but they are thought, at least by the teacher,

to assist in achieving that end. In other words, rituals are not the

formally defined rules and regulations which apply universally to all

pupils in the school, but they are the informally defined "customs"

which apply within the classroom and are determined to some extent by

both the pupils and the teacher through their mutual interaction (p.68).

A fundamental aspect of education rituals is founded on the concept of

school as a culture. Deal and Kennedy (1983) write that pragmatically, culture

is an informal understanding of the "way we do things", comprising of shared

values and beliefs, heroes and heroines, rituals and ceremonies.

understanding rituals in education, is discussed by Mclaren (1986) who

writes:
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Rituals symbolically transmit cultural ideologies....They may be

perceived as carriers of cultural codes that shape students' perceptions

and ways of understanding; they inscribe both the 'surface structure'

and 'deep grammar' of school culture (p.4).

While the research on education rituals clearly demonstrates variety in their

application to the education milieu, there are few studies which illustrate the

effects of education rituals on behaviour and attitudes toward education.

Moore (1976) attempted to recognise behaviour patterns determined by

education rituals in an urban classroom, and Clifton (1979) recognised the

influences of education rituals on the roles and function of practice teachers.

Yet, research determining how education rituals can enhance or diminish an

individual's attitude or approach to education is rare. Mclaren (1986) in

his book Schooling as a Ritual Performance provides a concise overview on

education rituals research. He reports that education rituals have been equated

to schooling as a rite of passage for novice and inner-city teachers (Eddy,

L969; and Foster,1974). Also, education rituals have an inherently

'hegemonic' or mystification function that encourages students to accept and

support the dominant school culture. Education rituals have been seen as

serving a political function, especially in higher education where students

become 'certified' members of the corporate elite (Illich, 1970; Kapferer,

1981; and Kamens, 1.977 cited in Mclaren (1986) p.25).
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In relation to this research, Moore (1976) uses the tems 'avoidance

rituals' and 'presentation rituals' to discuss student-teacher interaction. Lustz

and Ramsey (1973) connect rituals to belief systems operating in schools,

describing them as 'non-directive cues' which schools use to reinforce policy

assumptions (cited in Mclaren (1986) p.26). Finally, in discussing the work

of Clifton (1979) Mclaren writes:

clifton (1,979) sees the concept of rituals as inextricably related

to the performance of teaching itself; rituals are thus linked to

classroom instruction, teacher organisation and'pedagogical

style' (p.24).

Marginal status according to Clifton (1979) is holding a position or role

within the institution that is not essential to the main purpose of the institution.

The aim of prisons is to withdraw, hold and punish offenders. Agents for

maintaining these requirements include correctional officers, prison

administrative staff, and the officers of the judiciary. Prison educators are to

provide relevant learning oppornrnities to the inmates, they are not part of the

"chain of command" according to Cressey (1977).

Clifton (1979) found that practice teachers are marginal to the workings

of the school because they do not hold the status of teacher within the school

organisation. Prison educators, although holding the
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status of teacher, cannot claim any status within the prison organisation as

their work is not related to the primary purposes of the prison. Their

authority within the prison is marginal.

Authority in education has been aligned to teacher expertise. Teachers

rely on a combination of expert authority, official authority which is concerned

with the position of teacher in a school, and traditional authority; dealing with

attachment to established customs and practices (clifton, rg79). However,

due to working in an unconventional environment prison educators may have a

different combination of authority types. This disparity may require different

education rituals to be performed in prison education classes. That is, given

the nature and purpose of prisons, traditional authority concepts which are

concerned with established customs and practices especially those dealing with

law, enforcement, and incarceration may require education rituals that support

these variables. Prison educators can be required to enact education rituals

which support the institution's policy of enforcement when learners

demonstrate inappropriate behaviour. These education rituals could be in

opposition to the usual education rituals performed in behaviour problem

situations.

Education rituals can also be altered because of the educational

characteristics of the prisoners. Prison educators may have to perform rituals

that are fundamental for interacting with the students. For example, given that

a significantly high number of inmates are functionally illiterate, teaching



styles and strategies may have to be based on a pedagogic teaching program

order to encourage and motivate the students to continue in the classes.

For the purposes of this study, Clifton and Rambaran's (1987)

definition of education rituals is used. They noted that the concept of rituals

in the educational setting implies certain types of behaviours and expressions

used by teachers and students which while not formally defined, are informal

customs. clifton and Rambaran (1987) divided education rituals into:

Teaching rituals include: rituals that apply to the teaching situation and

can include the way in which teachers structure their lessons, their

teaching style and motivational strategies.

Control rituals include: rituals that apply to the control of disorderly

behaviour. For example, teachers' attempts to control inattentiveness,

mischievousness, and other kinds of unacceptable behaviour (p.315).

JI
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Summary of the Review of Literature

In the early ITth century prisons were barbaric institutions in which

dismembering, torture, and death were common. In the latter stages of the

17th century and into the 18th century, due primarily to the efforts of

prominent prison reformers John Howard and William Penn. incarceration in

prisons was established as a means for deterring crime.



undergone much criticism. Roberts (1973) wrote that dealing with criminals

was historically based on revenge, restraint and reformation. Rehabilitation

became another task of prisons in the early 20th century. Rehabilitation is

based on the "medical model" whereby prisoners were considered to be "sick"

needing a "cure" and wanting proper "treatment". conrad and schneider

(1981) believe that the medical model minimises or normalises deviant

behaviour by rationalising certain types of criminality without having to "deal"

with them. In defence of the medical model, singer and Statsþ (1974) note

that it allows for recognising that the offender whether acting knowingly or not

must be helped back to a normal life.

Some researchers have argued that incarceration is a form of social

control, in that social control assumes that a common social value system

exists, and when the values have been violated there is a need to reform the

pe{petrators (Hirschi, 1969; Roberts, 1,973). This argument is the basis for

various forms of rehabilitation offered in prisons, one of which is education.

A prominent critic of prison rehabilitation programs was Martinson

(L974), who determined that rehabilitative efforts hom23l treatment studies

across the United States of America had no appreciable effect on recidivism.

Ross, Fabiano and Ross (1988) argue that Martinson had failed to

Incarceration as a means for deterring would be criminals has
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acknowledge that some methods had worked for some prisoners, and that his

research methodology was flawed, and that Martinson withdrew his comments



that "nothing works".

Although prison education program effectiveness studies have been

criticised primarily due to poor methodological processes (Linden and Perry,

1983; wiley, 1989), it is wrong to generalise thar rehabilitation programs in

prisons are not effective. Contemporary researchers are producing both

qualitative and quantitative research indicating varying degrees of program

effectiveness and influence. Friedeman and Bice (1,992) concluded that

incarcerated adults can achieve comparable cognitive growth in a rehabilitative

vocational education program to adults in public vocational-technical schools.

Focussing on women's literature as a curriculum base, Miller and Carrington

(1989) determined that there was significant improvement in female young

offenders' self-esteem. Feelings of assertiveness, hopefulness and

determination were reported in the participant's evaluation comments.

Examining inmate retention rates Dufour (1989) concluded that there was a

significantly higher retention rate of college inmate students compared to

regular students in a community college. This study suggests that, given a

chance, prisoner's capabilities for retention will exceed that of students who

are not incarcerated.

s9
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Education as rehabilitation in prisons has been criticised because it does

not appear to have any impact on decreasing recidivism. Yet, research shows

that there are some education programs having significant affects on students.

In order to examine what aspects of the education programs are affecting

prisoner's learning, their attitude toward education, and behaviour in classes, it

is necessary to investigate education rituals performed in the prison learning

environment.



The purposes of this study were to establish what education rituals are

used in a Canadian federal prison, why they are being used in this

environment, and to learn which rituals are identified and rejected by the

students. The study also attempted to find out if the prison educators and their

students perceived that the educators are marginal to the workings of the

institution. Finally, the research endeavoured to discern what adult education

principles and practices [see Table 1] are used in Adult Basic Education (ABE)

and General Educational Development (GED) programs. To investigate these

areas a qualitative research methodology was employed.

This chapter is divided into three sections. First, a description of

qualitative studies and a rationale for its application in this research is given.

Second, the design of the study is presented. Third, a detailed description of

the qualitative methodologies and data analysis used for this investigation is

reported.

Qualitative research methods are often criticised because of issues

concerning: validity, replicability, and value (Borman, Lecompte and Goetz,

1986; Ebel, 7967; and Goodwin and Goodwin, Ig84). Therefore, it is

important in any academic inquiry to have a clear understanding of the

methodology used in research. The first section of this chapter presents a

description of qualitative research.

Chapter Three

METHODOLOGY
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What is QualÍtative Research?

Qualitative research has many definitions. It is often labelled:

ethnography; cultural interaction; fieldwork; anthropological inquiry; and

symbolic interaction (Lofland, 1987; Johnson and Johnson-Lee, 1988; Pelto

and Pelto, t978; Prus, 1987; Shalin, 1986). The many labels associated with

qualitative research are discussed by Bryman (1988) who writes:

...alternative labels for the qualitative approach have emerged...they all

refer to the same thing: an approach to the study of the social world

which seeks to describe and analyse the culture and behaviour of

humans and their groups from the point of view of those being studied

(p.46).

Smith (1987) elaborates on this position suggesting that:

What sets qualitative research apart from other forms of

research is the belief that...physical, historical, material, and

social environments in which people find themselves have a

great bearing on what they think and how they act (p.174).

Human behaviour as the locus of qualitative research provides a foundation for

understanding its value, content, purpose and structure. However,

investigating influences on human behaviour led Smith (1987) to warn that,

"differing views of the nature of reality can impede the acceptance and

utilisation of qualitative research" (p.176). To establish the nature of reality in

qualitative research, various research methodologies have been developed.
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Qualitative Research Methodologies

Qualitative research methods may include: participant observation,

structured andior open-ended interviews, perceptual investigations,

sociolinguistics, content analysis, grounded theory, and life histories (Adler

and Adler, L987; Bryman, 1988; Evertson and Green, 1986; Glaser and

Strauss, 1967; Pelto and Pelto, 1,978). The intent of qualitative research

methodologies according to Rist (1984) are:

to allow the researcher to obtain first-hand knowledge about the

empirical social world in question. Qualitative research allows the

researcher to "get close to the data," thereby developing the analytical,

conceptual, and categorical components of explanation from the data

itself (p.4).

The research methodologies used in this study were: observations, interviews,

and field notes.
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Observations

Observational data describes the setting that was observed; the activities

that took place in that setting; the people who participated in those activities;

and the meanings of the setting (Evertson and Green, 1986). Lofland (197r)

writes that observational data is concerned with, "the circumstances of being in

or around an on-going social setting for the purpose of making a qualitative

analysis of that setting" (p.93). Gans (1982) distinguishes three types of

participant observer roles, they are:



Paginat,ion Error

Text Conplet,e

Nat,iona1 LÍbrary of Canada

Canadian Theses ServÍce

Erreur de pagínation

I¡e texte est complet

BÍbliothèqt¡e nationale du CaDada

Service des thèses canadien¡es



Leaf blank to correct

mrmbering

I



Leaf blank to eorrect

,'l m:mberíng

)



r Leaf blank to correct
:

,t m:mbering

,|



Leaf blank to eorreet 
f

numbering ' i



t.

69

Total Participant: the fieldworker who is completely involved

emotionally in a social situation who only after it is over

becomes a researcher again and writes down what has happened.

Researcher Participant: the fieldworker who participates in a

social situation but is personally only partially involved, so that

he/she can function as a researcher.

2.

3. Total researcher: the fieldworker who observes without any

personal involvement in the situation under study (cited in

Burgess, p.54).

For the purposes of this study, the researcher's role was that of researcher

participant. During classroom observations the researcher entered the room

with the students and sat at the back of the classroom. Some students would at

times engage in a conversation with the researcher asking, "Vy'hat are you here

for?" As the researcher became more familiar in the learning environment the

students would greet the researcher and ask "How are things going?" The

researcher did not teach any classes or offer any curriculum advice to the

students. Observations outside the classroom setting were also carried out in a

researcher participant style. The researcher did not participate directly when

the students were having conversations with their teachers or their colleazues.
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The second qualitative data collection strategy was interviewing.

Interviewing

Patton (1990) writes that interviewing people is aimed at finding out

those things we cannot directly observe such as; feerings, thoughts, and

intentions. He suggests three basic approaches to collecting interview data

which require different types of preparation, conceptualisation and

instrumentation, they are:

a. The informal conversational interview: relies entirely on the

spontaneous generation of questions in the natural flow of an

interaction, typically an interview that occurs as part of ongoing

participant observation fieldwork.

b. The general interview guide approach: involves outlining a set

of issues that are to be explored with each respondent before

interviewing begins. The interview guide serves as a basic

checklist during the interview to make sure that all relevant

topics are covered.

c. The standardised open-ended interview: consists of a set of

questions carefully worded and arranged with the intention of

taking each respondent through the same sequence and asking

each respondent the same questions with essentially the same

words. This interview technique is used when it is important to

minimise variation in the questions posed to interviewees. This

reduces the possibility of bias that comes from having different

interviews for different people, including the problem of
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obtaining more comprehensive data from certain persons while

getting less systematic information from others (p.198).

This research used an open-ended interview technique (see Appendix A &. B).

Field notes was the third data collection strategy used in this research.

Field notes

Berg (1988) suggests that field notes provide narrative accounts of what

goes on in the lives of study subjects. Patton (1990) suggests that it is

impossible to provide universal prescriptions about the mechanics of, and

procedures for, taking field notes because different settings lend themselves to

different ways of proceeding.

The process for collecting field notes in this study was based on the

pu{poses of the investigation: to describe the education rituals performed in

the ABE and GED prison classes, to determine their effect on the prisoner's

likes and dislikes associated with teaching and learning, and to describe the

interaction behaviour between the prison educators and their students in the

learning environment. Aspects of educator/learner interaction were recorded

in field notes while in the learning environment, not just in the classroom.

This interaction included: class requirements, conversations, directions, and

behaviours that were demonstrated by both the educators and their students.

The dayto-day workings of the prison and the prison environment

impacted on the process for collecting field notes. Classes were scheduled for

forty-five minute sessions with a fifteen minute break given at the conclusion

of each class. During the breaks students were pennitted to smoke cigarettes
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in the designated area, have something to drink, or socialise in the student

lounge. The educators would either break for a cup of coffee, remain in their

classroom working with a slower student, or remain in their classroom

correcting submitted work. The daily timetable in the education wing was:

0845 - 0930 Class
0931. - 0944 Break
0945 - 1030 Class
I03l - 1044 Break
1045 - 1130 Class

1131 - 1300 Lunch
1315 - 1400 Class
1401, - L4I4 Break
1415 - 1500 Class
1501 - 1514 Break
1515 - 1600 Class
1605 Return to ranses

At 1131 hours the students were lined up in the education wing

corridor and released for lunch by the Chief of Education after he had received

a telephone call from the duty correctional officer to unlock the main door.

Students then singularly filed out and passed through a metal detector frame.

At this time prisoners could be randomly stopped and searched by a

correctional officer.

Approximately one hour per day was available to record any interaction

between the prison educators and their students in the learning environment,

outside the formal classroom setting. During this time conversations,

interaction and behaviours demonstrated by either educator or student were

observed. At the conclusion of the observation, the researcher wrote down the

main points or highlighted any event in enough detail to record the interaction



73

during the luncheon break or at the end of the day. Field notes were also used

to record any extraordinary events or occurrences that happened during the

data collection phase of the study. For example, this included any shutdowns

(when prisoners are required to return to their cells) or any altercations that

occurred between prisoners, and between prisoners and staff.

The classroom observations, field notes, and interview transcripts were

used in this research for providing a mixture of the various qualitative research

methods; this is called "triangulation" (Denzin, 1978).

Triangulation

Triangulation is a means of exploring convergence of perception and

analysis approaches. Evertson and Green (1936) write that:

...it [triangulation] permits exploration of differences in

perception and/or description obtained from each perspective [of

collected datal (p. 200).

Patton (1990) offers the following four purposes of triangulation, they are:

1. Comparing observational data with interview data;

2. Comparing what people say in public with what they say in

private;



3. Checking for the consistency of what people in a

situation say about this situation over time; and

4. comparing the perspectives of people from different points of

view - staff views, client views, other views, and views

expressed by people outside the program (p.331).

This study compared observational data with interview data, and field notes.

The data compared the prison educators' and the prisoners' perspectives

regarding the prison educators' status in the prison, and the role of education

in the prison.

DESIGN OF'THE STUDY

Subjects

Federal prisoners who were involved in Adult Basic Education (ABE)

and General Educational Development (GED) classes at a Canadian federal

penitentiary, and their educators were the subjects for the study. The

institution reported that there are on average nineteen students who take GED

classes and thirty students take ABE classes. Four prison educators are

responsible for the GED & ABE programs, and one prison educator is

responsible for students undertaking correspondence courses only.
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Student Participant Data

Twelve ABE students and ten GED students were interviewed for the

study. This represented 80% of the ABE participants observed and,97% of

the GED students observed. student participation numbers vary. Some
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students drop out, are not regular attenders, or choose to work in other work

programs. In addition, students can be transferred to another institution, be

involved in other rehabilitative programs, or are involved in court

appearances. Table 2 provides a breakdown of student numbers observed and

interviewed for the studv.

The institution's reported number of participants in the GED (n:19)

and ABE (n:30) classes represent the target population (n:49). However,

during the data collection period student participation numbers varied. The

number of students observed was less than the number of reported students in

the classes. Prison administration procedures did not permit the Chief of

Education to be appraised about reasons for prisoner absences until

approximately 1030 hours. Generally, absences were due to prisoners being

sick or opting to go to another work area in the prison.

During the afternoon class session, again the Chief of Education would

not be told about prisoner absences until approximately 1400 hours. Failure to

attend classes on a regular basis and the slow process in reporting absent

student's whereabouts is a major concern of the prison educators.

This study provides a snapshot of educational practices in a federal

prison over a specific period of time. The three day pilot study allowed the

researcher to recognise some shortcomings in the data collection process. This

resulted in adjustments and refinements for collection data.
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Given that the purposes of this research were to: establish what

education rituals are used in the ABE and GED programs; identify if prisoners

accept and/or reject the rituals; and the prison educators' and prisoners'

perceptions of the status of the prison educators, the three methods of data

collection and the triangulation of the data provide a succinct picture of ABE

and GED education practices in a prison for a specific period of time.

Table 2 provides an overview of student participants and number of

students observed in each class. ABE (#) represents one of the three ABE

prison educators. Each ABE educator was observed a total of four times and

the number of students in each class is recorded. For example, ABE (1) was

observed in four classes with 1,4,7, aÍd 6 students in each class. During the

observation phase this educator worked with eighteen students, averaging four

students per class.

The twelve observed ABE classes averaged five students per class and

the four observed GED classes averaged ten students in each class.

Twelve ABE students responded to the interview questions, this

represented 40 percent of the ABE target population and 80 percent of the

ABE observed population. Ten GED students were interviewed representing

52 percent of the GED target population and 97 percent of the GED observed

population. The Chief of Education informed the researcher that prisoners

who were to be interviewed were absent due to sickness; being involved in

other prison programs; or changed their mind.



Table 2

Student Particioants

Reported Number of Student Population:

Observed Number of Student Population:

ABE (1)

ABE (2)

ABE (3)

GED

Total

Obs. 1 Obs. 2

14
56
74

126

Population

Mean n observed
Mean n observed

Obs. 3

I

I

6

11

GED

ABE
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Participants interviewed for the Study:

ABE:12:

GED:10:

Obs. 4

6

7

4

10

participating
participating

Canada has recognised that there are many natives in its federal prisons

(Task Force on Aboriginal Peoples in Federal corrections, 1988; Report of

Aboriginal Justice Inquiry of Manitoba, l99I). The implications and

ramifications of cultural identity can have a significant influence on the

participants' perception of, and attitude toward learning. consequently, every

student participant was asked, "Are you a Native?" All of the students

responded to this question, and those who did identify themselves as Native

1,9

30

49

Total

18

25

21,

39

in ABE classes : 5

in GED classes : 10

40% Target Population
80% Observed Population

52% Target Population
97 % Observed Population

Mean

4.5

6.2

5.2

9.7
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would elaborate on their response by mentioning what band they belonged to.

Given that the issue of Native incarceration figures is currently a contentious

issue it would be a major shortcoming of this investigation if cultural identity

status was not included in the data collection. Tables 3 and 4 present details

about the age, year level, and self-identified cultural groups of student

participants in the ABE and GED programs.

Table 3

Age. Year Iævel and Self-Identified Cultural Group in ABE Programs

AGE YEAR LEVEL

563
26

23

32

24

22

27

23

27

28

22

27

5

6

6

1

õ
J

5

9

a
J

1

9

1

SELF-IDENTIFIED CULTURAL GROUP

Native

Asian

Black

Black

Native

Native

Native

Native

Native

Native

Caucasian

Native

Tally: 12

Average Age:34



Table 4

AGE

42

22

25

27

22

32

3T

38

20

28

Tally: 10
Average Age:
28

YEAR LEVEL

t2

t2

10

10

12

10

12

10

72

10

SELF-IDENTIFIED CULTURAL GROUP

Native

Native

Native

Native

Native

Caucasian

Native

Native

Native

Native

Explanations for the high number of self-identified Native respondents

in this study may be due to the location of the research site. Situated in the

prairie region of central Canada, the Native population is high in this area.

Also, the high number of Native respondents may be due to their desire to

participate in programs which prior to their incarceration may not have been

available to them. Many reserves in central Canada are in remote areas and

the Native students may not have had the opportunity to participate in ABE or

GED programs.
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Prison Educator Data

Three ABE educators and the GED educator were interviewed and

observed for the study. Two ABE educators had been employed at the

institution for 5 months; one as a federal employee and the other as a contract

employee. The third ABE educator has worked at the institution for 3.5 years.

Only one of the educators interviewed has formal training in adult education;

being the holder of a "Certificate in Adult Education" from a local communitv

college. Another ABE educator had previous experiences working with adults

in an adult learning centre; and the GED instructor had worked as a professor

during 5 summer sessions at a local university. Two of the educators are

women.

Procedure
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A letter was mailed to the Warden of the institution briefly describing

the intended research with a request to undertake the study at the institution.

A telephone conversation between the Deputy Warden and the

researcher scheduled a meeting for the Deputy Warden to clearly understand

the intent of, and research requirements of the investigation. This was

requested by the Deputy Warden before he would consider recommending that

the study proceed. The researcher and Deputy Warden met to discuss these

issues at the University of Manitoba.

At the request of the Deputy Warden, the researcher met with the

Warden, Deputy Warden, and Chief of Education at the institution to discuss

the purpose of the study. The Deputy Warden clarified the restrictions and
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regulations directed by Correctional Services of Canada to ensure participant

confidentiality. The researcher was informed that the names of the participants

were not to be recorded, any participant could withdraw from the research any

time, and that students were not permitted to edit their interview transcripts for

security reasons.

Approval for the study was granted after the researcher had undergone

a security check governed by the regulations of the Correctional Services of

canada, and the institution received documents verifying that the proposed

study had passed university ethics requirements.

A letter was distributed to the prison educators describing the proposed

research, and requesting their participation in the study (see Appendix c).

Students were invited to meet individually with the researcher by the

Chief of Education. The researcher explained the intent of the study, ensured

that they would not be identified in the research, and asked them if they would

like to participate. only one student declined the invitation stating, "I don't

think that I care to do that. "

Upon confirmation of the prisoners' willingness to participate in the

study, students were granted permission to leave their classes and the

interviews were conducted in the teachers' lounge with only the researcher and

student present.

Details regarding observation schedules were determined by the

researcher and prison educators. Observations were undertaken when the

prison educators confirmed that the observation could be conducted. All of the

prison educators were notified about the observation data collection period.
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The Chief of Education and the researcher instructed them that thev would be

asked if their current class could be observed. If not. the educators were

asked to suggest what classes for that day could be observed. Typically, an

educator would not allow an observation if he/she knew that the students

would not be attending or if they themselves would not be in class. The

educators knew that observations would be carried out in their class on a dailv

basis. They did not know the time observations would be conducted. There is

some variance in observation times because classes would either stop early or

students would gradually vacate the room leaving it empty.

Observations were limited to comply with schedules; timetabling of

classes; number of students attending classes; and availability of prison

educators.

The duration of each class is 45 minutes; a daily total of 4 hours and

50 minutes (6 classes) per day. classes are not conducted for one day in

every 5 regular working days. This means that classes are scheduled for 4 our

of the 5 days in a regular week. One day is allocated to prison educators for

class preparation time. This means that in a regular week there are only 19

hours and 20 minutes scheduled class time in the education department.

During this time the four educators were observed in four separate observation

sessions. Variance in observation time to scheduled class time (see Table 5)

was due to classes ending early or students leaving. In addition, classes were

cancelled if students failed to arrive, educators were absent or low student

numbers led to classes being merged and video films being presented. one

educator was absent for professional development during part of the
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observation period; his classes were cancelled. Low student turn out resulted

in classes being merged on four occasions with video films being shown.

Therefore, classroom observations were conducted in relation to prison

operations and the education department's practices during staff and student

absences.

In one instance, an educator disallowed an observation because the

students did not want to be observed for that particular class. Table 5 presents

information about the observation schedule including: class time, subject, and

total minutes observed.



Table 5

Observation Schedule:

Class

ABE (2)

GED

ABE (2)

GED

GED

GED

ABE (1)

ABE (1)

ABE (2)

ABE (1)

ABE (3)

ABE (1)

ABE (3)

ABE (2)

ABE (3)

Subject

Writing

Writing

Reading

Science/Maths

Maths

Writing

Maths

V/riting

Writing

Maths

Maths

Reading

Writing

Maths

Maths

Time

0845-0930

0850-0930

0945-1030

t04s-1125

L4t5-1445

1315-1400

084s-0930

0945-1030

0845-0930

1050-1130

1515-1600

1415-1500

0845-0930

1055-1 130

1330-141,5

Minutes Observed
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45

40

45

40

30

45

45

45

45

40

45

45

45

40

45



Research Location

The research site is classified as a medium/maximum federal prison.

This classification means that most of the prisoners are considered "dangerous"

and may be harmful to society. The building is "Victorian" in architectural

style having been designed and constructed at the turn of the century. The

prison has a central domain and the prisoner's cells branch out from the core

aÍea. The cell areas are called ranges. Reagen and Stoughton (1976) and

Rothman (I91I) report that this architectural style dominated prison

construction during the early 1900s.

movement due to release or transfers the prison usually holds approximately

400 inmates. Over the years the prison has expanded its buildings to include:

a kitchen and eating area, vocational trades workshops, and the education wing

were completed in 1989 (Personal communication, Assistant warden, January,

r99L).

The education wing has four classrooms, a computer learning centre,

staff lounge, the chief of Education office, three small tutorial rooms, a

library, washroom facilities, a student lounge, and three small offices for the

educators.

The maximum capacity for the prison is 450 but with prisoner
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In a personal communication, the Chief of Education reported that the

institution offered some university courses. ABE classes. buildins maintenance

courses, life skills sessions, and GED classes. Recruitment of potential

students is undertaken during their orientation. New and returning prisoners
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are required to spend two weeks in the reception range where they are

familiarised with the rules of the institution and the services and programs

which are available to them. All incoming prisoners are tested with the

School and College Aptitude Test to determine their academic level. Prison

educators then present details about the education programs. Potential students

are required to submit an application to participate in any education program

to the Chief of Education. No prisoner is denied the opportunity to take any

education program unless he is in solitary confinement. After acceptance into

the education program students are further tested using the Canadian Adult

Achievement Test. The test results are used to place the students in ABE or

GED classes.

The length of time a student remains in these classes can vary from two

weeks to two years depending on each student's attitude toward the programs.

The Chief of Education reported that it is not uncoÍìmon for many students in

the ABE classes to undertake some learning then leave to go into a work

program and return later. Also, some students move from the ABE to the

GED program after successful development in ABE classes.

Data Collection Process Used in This Studv

A three part qualitative data collection strategy was used in the study,

these were:

1. Open-ended interviews (see Appendix A & B).

2. Systematic observations (see Appendix D).

3. Field notes.



A brief synopsis of results from the pilot study is discussed, and a

rationale for the use, and design of an observation data collection sheet is

presented. Finally, sections on interviews, observation data collection. and

analvsis are noted.

Pilot Study

A pilot study was conducted in May, 1991. Prison educators and their

students were observed in the classroom and interviewed over a three day

period. The pilot study led the researcher to experience fatigue during the

observation data collection phase, this was due to not having any system or

organisation for collecting the observation data. Consequently, to accurately

record the interaction between prison educators and their learners an

observation data collection sheet (ODCS) was created (see Appendix D). The

ODCS allowed for a systematic recording of interaction using a checking and

notation format. The pilot study also led the researcher to change some of

"academic" terms used in the open-ended student interview questions. For

example, "stafus held by" was changed to "who is the most important."
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Interviewing hocess

Prisoner and prison educator interviews were conducted in the

educators' lounge with only the researcher and respondent present. Two

interview question schedules were used in the study. one for the prison

educators and the other for their students (see Appendices A & B). An

interview schedule was placed in front of the researcher and used as a

reference during each interviewing session.

A contentious issue in contemporary judicial/penal research is the high

number of Natives currently incarcerated in canada's federal prisons.

Ascertaining the student's cultural identity and age were the first two questions

fielded to them. The straightforward nature of the questions; "Are you

Native?" and "How old are you?" familiarised the students with the

interviewing process and appeared to put them at ease.

The interviews were recorded using a hand held tape recorder which

was placed on a table between the researcher and respondent. All of the

participants were assured that the interview data was for research purposes

only and that their identity would not be recorded in the research.

The prison educators were told their transcripts would be sent to them

to edit prior to the researcher analysing the transcripts. They were forwarded

to all of the prison educators. A covering letter (see Appendix E) with the

transcripts gave each respondent a three-week time limit for altering,

withdrawing any or all of their comments, or adding more detail to the

transcripts' If the researcher had not heard from the prison educators after the

88
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three-week period, then the transcript would be analysed as reported. Three

prison educators returned their transcripts with minor changes and alterations

[see results section].

Observation Process

The value of observation data according to Irwin and Bushnell (1930) is

that it: (a) is a means of answering specific questions, (b) provides a more

realistic picture of behaviour or events, (c) helps us to understand behaviour,

(d) evaluates educational efforts and, (e) is a means of generating hypothesis

or ideas (p.5-6). It is these elements of observation data that compliment the

purposes of this investigation. specifically, how an educator controls

disorderly behaviour; structures lessons; develops his/her teaching style and

motivational strategies; interacts with students.

The criteria for determining what elements must be observed during

interaction between the prison educators and their learners were based on two

major influences. First, Knowles' (1980) principles and practices of adult

education note specific learning expectations and teaching processes gennane

to adult educator/adult learner interaction. Second, Flanders (cited in Bushnell

and lrwin, 1980), a pioneer in the study of the learning environment and

classroom interaction, developed a category system that accounted for every

possible type of classroom interaction. It should be noted that this research

does not use Flander's FIAS as the research methodology, the study uses

Flander's interaction analysis categories and descriptors only.



This study used the following criteria as a guide for observations:

1.

2.

a
J.

4.

5.

6.

7.

Accepts feelings (learning environment).

Praises/encourages (need to learn).

Accepts/uses students ideas (learner's experience).

Asks questions (actively participates).

Lecturing (share learning experience).

Gives directions (responsibility, shares, actively participates).

Criticising or justifying authority (learning environment,

responsibility).

Response (actively participate, experiences, sense of progress).

Initiation (learning environment, actively participate, experience,

sense of progress).

Silence or confusion (learning environment, actively participate,

experience, sense of progress).

8.

9.

90

10.
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One aspect for determining the elements of the observation data was based on

the FIAS categories, they are:

Table 6

FIAS Categories

Teacher Talk

A. Accepts feelings. Accepts and clarifies an attitude or the feeling tone of a
pupil in a non-threatening manner.

B. Praises and Praises or encourages pupil action or behaviour.
encourages.

C. Accepts or uses Clarifying, building, or developing ideas suggested by a
ideas of pupils. pupil.

D. Asks questions. Asking about content or procedure, based on teacher
ideas, with the intent that a pupil will answer.

E. læcturing. Giving facts or opinions about content or procedures;
expressing his [sic] own ideas, giving his [sic] own
explanation, or citing an authority other than a pupil.

F. Giving directions. Directions, commands, or orders with a pupil, who is
expected to comply.

G. Criticising or Statements intended to change pupils behaviour from
justifying authority. non-acceptable to acceptable pattern; bawling someone

out; stating why the teacher is doing what he [sic] is
doing; extreme self-reference.

Pupil Talk

H. Response. Talk by pupils in response to teacher. Teacher initiates
the contact or solicits pupil statements.

I. Initiation. Talk by pupils which they initiate. Expressing own
ideas; initiating a new topic.

J. silence or Pauses, short periods of silence and periods of
confr.rsion. confusion in which communication cannot be understood

by the observer.

(Adapted from Irwin and Bushnell, p.233-234).
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The value of using the FAIS categories in this study was regarding

their relevance and complementary relationship to Knowles' (1980) principles

and practices of adult education; this is illustrated in Table 7. Capital letters

in the FAIS column correspond to the FAIS categories in Table 6. Numbers

in parentheses in the Principles/Practice of Adult Education column correspond

to the numbered adult education principles listed in Table 1.

Table 7

Comparison of FIAS categories to Knowles' principles/practices of adult education

FIAS

Accepts feelings (A)

Praises and encourages (B)

Accept or uses ideas of pupils (C)

Asks questions (D)

Lecturing (E)

PRINCIPLES/PRACTICE OF
ADULT EDUCATION

Learning environment is characterised by
comfort, trust (2)

Learners feel a need to learn (l), (2)

Learning is related to learner's experience (6),
and learners have a sense of progress toward
their goals for evaluation (7)

Learners actively participate (5), (6), (7)

Learners accept a share of the responsibility
for planning and operating the learning
experience (4), (5)

Giving directions (F)

Criticising or justifying

Response (H)

Initiation (I)

Silence or confusion (J)

(1), (4),

authority (G) Q), G)

(s), (6),

(4), (s),

(4), (s),

Based on the FIAS

practices, an observational

Appendix Dl.

(s)

(7)

(6), (7)

(6), (7)

categories and the adult education principles and

data collection sheet (ODCS) was created [see



Field notes

Field notes \¡/ere recorded after each data collection session. This

activity allowed the researcher to note any significant events, comments, or to

record any inferences from either data collection strategy.

DATA ANALYSIS

Arguments for a systematic analysis of qualitative data have been

rationalised based on providing proof, formalisation, credibility, and authority

(Lofland, 1,974; Lustz and Ramsey,1974; Miles and Huberman,7984; Patton,

1,990; Stoddart, 1986). Establishing consensus for a systematic approach to

qualitative data analysis requires a focus (Emerson, 21987; Gerhardt, 1988;

Miles and Huberman, 1984; Prus, 1987; Stoddart, 1986). This rationale is

best summed up by Prus (1987) who suggests a more concerted focus on the

process for research analysis allows for developing conceptual schemes. These

schemes will enable researchers to communicate their findines in a

comparative, cumulative manner.
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Analysis of the Interview Data

Analysing the interview data involved reading each transcript and

gleaning patterns and themes from each response. In an attempt to examine

and understand the themes raised by the prison educators and their students;

recurring comments or issues which the participants emphasised were noted.

Also, comments where the participants reiterated points or which were
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personally meaningful were recorded. In order to encapsulate the themes a

label was used to generate a conceptual framework to analyse the interview

data. This allowed for specific categories and subcategories to be assigned to

each transcript to determine: what was the nature of the interactions among

participants? What were participant's attitudes toward the education program?

What were the participants perceptions with regard to the status of the prison

educators? What education rituals were performed in the education programs?

What education rituals were rejected by the prisoners?

Analysis of Observational Data

Observation data collection sheets (ODCS: see Appendix D) constructed

by the researcher were used to record the interaction between the prison

educators and their students. The ODCS were constructed so that a systematic

examination of the research questions could be applied. This is called a

category system for data collection (Evertson and Green, 19s6). The prison

educators and their students interaction behaviour were checked in one of the

10 categories which were formulated in response to Knowles' (1980) adult

education principles and practices, and the interaction components of education

rituals found in the FIAS. Recording specific interactions that occurred in the

classroom, the researcher was able to glean types of teaching and behaviour

control rituals used by the prison educator, the most common form of

interaction, and what education rituals were accepted or rejected by the

students.
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In addition, by comparing the interaction categories to the adult

education principles and practices the researcher was able to make certain

assumptions about the practice of adult education in this prison environment.



The purposes of this study were to examine the incidence of education

rituals performed and rejected in Adult Basic Education (ABE) and General

Educational Development (GED) classes in one canadian federal prison. In

addition, the research attempted to learn if the prison educators and their

students perceived that the educators \ryere marginal to the workings of the

institution. Finally, based on interview responses, observation data, and field

notes the study attempted to establish what, if any, principles and practices of

adult education are used in the ABE and GED prison education programs

(Knowles, 1980; see Table 1).

Chapter Four

REST]LTS OF'TIIE STIJDY

Clifton and Rambaran (1987) defined education rituals as: behaviours

and expressions applied to the teaching situation; to the control of disorderly

behaviour; or to the praise of acceptable behaviour. They are not formally

defined and require a systematic analysis. consequently, the chapter is

divided into four major sections. section one provides the analysis of the

interviews; section two presents details about the observations; and, section

three highlights details from the field notes. Section four "triangulates" major

issues and themes generating from the three data collection methodologies;

comparing different or similar points of view from the respondents, and

comparing observational data with interview data. Finally, all of the research

data provides the necessary information to deduce if any of Knowles' (1980)
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principles and practices of adult education are used in the ABE and GED

prison education programs.

SECTION ONE: ANALYSIS OF INTERVIEWS

A critical component of this research was to investigate the behaviours

and expressions that apply to the teaching situation and to the control of

disorderly behaviour, or praise of acceptable behaviour. The research

indicates that these may be categorised as "education rituals. " It suggests that

an understanding of education rituals provides a basis for examining how the

educators and prisoners relate, and if the relationship has any impact on

student learning. To obtain this information from the respondent's interview

data, patterns and themes were gleaned from the transcripts and labelled to

generate a conceptual framework. In this section, the labels are emphasized

and highlighted (as demonstrated). This enables the reader to recognize the

specific categories emanating from the interview responses. These categories

found:
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the specific details of the interaction between the

participants

the participant's attitudes toward the education

programs

the participant's perceptions regarding the prison

educator's status in the prison hierarchy



* what education rituals, and why they were

performed in the GED and ABE programs

I what education rituals were rejected by the

students.

Prison Educators Use of Educational Rituals

The interview questions dealing with what education rituals were

performed by the educators included:

1. What teaching styles do you employ with your students?
How?

2. What strategies do you use to maintain appropri-
ate student behaviour in the learning situation?
How do you implement these?
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The prison educator's responses gleaned trends in both the teaching and

control ritual categories. The basis for this trend was that all of the educators

were influenced by their students circumstances, their educational needs, and

the rigours associated with the workings of the institution.

Teaching rituals, which include how the educators structure their

lessons, their teaching style, and motivational strategies appeared consistent in

comments made by all of the educators. When asked, "What teaching styles

do you employ with your students?" The ABE and GED educators said that

their classes were based on individualized programming. Students worked

independently on their work sheets with the educator monitoring their

progress.
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In tandem with the individualized lesson structure, one ABE educator

and the GED educator, elaborated on their responses to the interview question,

"What teaching styles do you employ with your students? How?" By noting

that the students were expected to initiate questions or ask for help if they

needed it. An educator rationalized this process based on efficiency, stating:

I tried group teaching with them because it almost appears as if

I'm tutoring them....Often, different students are asking the

same question and inefficiency is the feeling I get in the class

quite a bit....It was difficult teaching with a group because there

are such varying levels that, to try and teach a common class is

not efficient either. Because then you are teaching them

something they know and then of course they won't pay

attention....The teaching style I use with them would be; they

don't know how to do a question they come and ask me.

The other educator believed that the students initiating questions or

asking for help was common in any individualized program, saying:

Typically, it is a help when you need it. Like watch for when

they need the teaching moments and being there and put them in

it. I do small group work but that depends if the people are at

the same level. Largely, it is individualized. [Who initiates the

individualized instruction?l In some instances, I think it is half

and half because, I am going to people often when they ask for

help. They will give a signal.



individualized programming discussed "how they implemented their teaching

st¡/le, " by saying, in their classes more structure and teacher initiated

strategies were implemented. They suggested that the teacher initiation be

based on the subject being taught and the educational levels of their students.

In conjunction with these variables one ABE educator noted that because many

of the students lack confidence, it was necessary for the teacher to have

control. Highlighting literacy attainment, this educator reported that:

To get these fellows to see that reading, writing, and speaking

the language is all combined and you can't really separate one

from the other; so to get them to put their pen on paper right

away, to use their own experiences. I use the whole language

approach to reading. I talk to them a lot about what reading is;

it is a process of getting meaning from the page. So I think that

it is a mixture of whole language and getting them to believe in

themselves.

The remaining educators whose classes were also based on
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The educators who discussed the impetus of teacher control, also

mentioned that they attempted to foster some flexibility in the running of

their classes. The reasons for the flexibility were based on "institution" and

"personality" influences. Clarifying this point, one educator said:

It has to be a real flexible [teaching] style. It is very flexible

but very demanding, very intense: individualized. It has to do

with personality, grade level, administration of the institution.



You know, you've got to take into account all of this so you

cannot let that frustrate vou.

The notion of flexibility in classes was reiterated bv another educator who

reported that:

I want to give the guys some choices and flexibility. Flexibility

around what they want to do, and when they want to do it. If

they don't really want to do maths first thing in the morning that

it is fine, they can do reading.

Control rituals, which apply to the control of disorderly behaviour such

as; inattentiveness, mischievousness and other kinds of unacceptable

behaviour, explain how the educators control learning behaviour. To find out

this information the prison educators were asked, "What strategies do you use

to maintain appropriate student behaviour in the learning situation?" And,

"How do you implement these?"
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An interesting aspect of the educators' responses relating to control

rituals, was that two educators cited specific incidents of inappropriate

behaviour and how they dealt with it. The other educators were more general

in their discussions about dealing with students demonstrating inappropriate

behaviour in the classroom.

GED program the educator said:

A common control strategv was to ignore the behaviour.

You carmot be too authoritarian. If you are too authoritarian,

In the



they will see it as a challenge and they will try to beat you. .

My best response was no response. If I let them say they would

not write the test and if I didn't make a response to that, they

would always write the test....Ut'sl like an argument. Like a

conflict thing, if you don't make the last response then finally

the person will not react or resist.

Complementing this position another educator reported that:

. .at times I will ignore them and sit and not worry about it;

ignore it for a couple of hours . . . .Sometimes it takes an hour

or two . .I don't take it personal; I try not to take it personal.

. , it just blows over after a while and we keep going. So, I

ignore them. I think that ignoring is very good for a while.
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Ignoring the behaviour was a control ritual used by another educator

who discussed a specific incident of inappropriate behaviour demonstrated by a

student. The educator mentioned that a learner in conversation, compared

tutoring students to prostitution. The educator concluded that, "He had no

concept on how to communicate with women at all. " This educator reported

that she had "quit talking to the student completely. " This continued for about

a month, and she stated that, "I am about ready to say good morning to him

again, and to see if we can start again. "
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Another example of inappropriate behaviour demonstrated by a student

which was discussed by another educator involved:

I have had one fellow that for the last couple of months has

given me quite a rough time. He is very self-centred, which

most of these guys are; and seems everything should be his way

and done on his terms. This problem started when I was

beginning to teach this method of writing. I wanted him to have

the same instruction as the other students. He does write

poetry. Some of his writing skills are fine. So he started to say

No! No! No! Stating that we were always changing and it was

too fast and he wanted to do something else. I tried to tell him

that the reason why I wanted him to do this was to develop his

skills but he left the classroom and stormed out . . .Mv basic

approach was to let him cool down and if he had not talked to

me I would have gone and talked to him and tried to straighten

things out: to get a working relationship.



104

Usually, the educators' approach to dealing with inappropriate student

behaviour was to ignore it, allow the student time to "cool down, " and then to

talk the problem through with the student.

Another control ritual which the educators used for dealing with student

behaviour issues was the utilization of the Chief of Education. All four

educators noted that if they were not succeedins with a student. or thev

believed that a student was not ready for classes, they called on the leadership

and direction of the Chief of Education. One educator said:

If I have to I will go to the authority and use the administrative

approach. But that is rare; that is very, very rare because I

don't believe in that approach . . . .It is a very rare time when I

go to the Chief and say we have got to do something with this

guy because I can't bring him around.

The office of the Chief of Education is comparable to that of a school

principal. One respondent detailed the Chief's role when they were confronted

with a student demonstrating inappropriate behaviour, stating:

I talked to the Chief. We gave the student a deadline, stating

that, this is when you are to come to the classroom.



I made it clear all alons that I wanted him back in the classroom

and that he was welcome . . . .I said I would make sure that I

would acknowledge him when I heard him and we left it at that.

The role of the Chief in dealing with disciplinary problems is quite

clear. He works with the educator to ensure that the problem is recognized,

discussed and clarified. Typically, if a student is proving to be too

problematic the Chief will re-assign him to other duties available in the prison.

If, after some time that inmate wants to return to classes he must re-apply for

admission.

Only one educator mentioned the use of a pqsonal-alaru as a control

method for inappropriate student behaviour. This is a device that can be

carried everywhere. When it is activated it alerts security personnel

throughout the institution. The educator indicated that this would only be used

if there was a threat of someone being hurt; saying, "...if it was a real
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problem, if I felt someone was going to be harmed I would press my personal

alarm. "

means for controlling and working with the students, saying:

The GED educator mentioned the use of humour as an important

You must use a sense of humour without question. If you try to

work with them without a sense of humour thev won't be

interested in you. You are just more boredom in their life and

they will resent you.
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All of the educators discussed the varying levels of attainment and

educational deficiencv demonstrated by their students. They compared their

learner's needs to their experiences with learners in the community at large

and concluded that, although the prisoners share similar educational problems

to learners on the "outside"; the workings and procedures related to the

institution, made their learners "different. " One educator said:

. . . the sort of organization and the regimentation that the men

go through is different. Remembering to check things out

before you do it. To try to fit into the school and the rest of the

institution, those are big differences. In terms of the students,

you know, there are some differences that you sort of leave

things alone and you don't ask, and you don't go into certain

areas of their life unless they volunteer to talk to you about it. I

would never ask or even open up certain topics.

The educational levels of their learners was repofted to be varied. This

description of the students provided by one educator was consistent with all of

the comments discussed by the educators on this issue. The educator said:

. . .they are from beginning reader in an ESL sense; beginning

or very close to beginning readers . . .people who are slow

learners and they had little opportunity for



education, or did not take the education opportunities that were

there; and those who have other handicapping [sic] problems.

Although all of the educators discussed the educational characteristics

of their learners, they also reported that the students were subject to personal

problems, frustrations, and concerns due to their incarceration. The GED

educator indicated that:

. . one difference [compared to regular students] that struck

me immediately is that they are moody and frustrated quite a

bit. On given days somebody will work well and I'll think it is

going so well for him. Then, just like that he will have messed

up the next day, and of course, I don't know why. . . .Here the

prediction [of behaviour] is more difficult; dependant on their

day to day situation or what is happening in their outside lives.

That, I guess, a person should expect in here.
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Another educator reported that many students experience frustration

with education saying, "Sometimes they get frustrated with the work and they

take it out on me. " In tandem with the concept of education being frustrating,

a respondent concluded that the learners were poor in interaction skills,

particularly in the classroom environment by saying:



At this level I see the inmates as not having experience dealing

with people. They don't really know how to, so they rely on

their own methods and their own ways of dealing with situations

which are usually walking out or feeling hurt and all those sorts

of things. I think part of our job is to work on changing those

behaviours.

performed in ABE and GED programs was a humanistic attitude toward the

students maintained by the educators. They were not only familiar with the

educational characteristics and needs of their learners, but also the problems

they experience that go beyond the learning environment, and beyond the

rigours of the institution. One ABE educator sums up this position and

provided a rationale for recognizing the feelings, thoughts and intentions of the

students, by saying:

If somebody doesn't want to work or is having trouble working

and concentrating, and cannot sit at his desk; there can be so

many different things happening to them that we aren't aware

of. From trying to deal with their problems of dependence on

alcohol or drugs; maybe they are in a course, that is really what

they have to sort out in their minds. Also, family problems

which can cause a problem for concentration here and maybe

they will tell you about it. Just the odd person who does end up

Perhaps the biggest influence on the teaching and control rituals
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telling you about it makes you realize that this is something that

must prey on all of them at sometime or another. One fellow

has told me recently that his child had been taken away from his

wife who has not written to him for months because of her

alcohol problem. He doesn't know where the child is and he

hasn't heard from his wife and doesn't know where she is.

Things like this can really take away from anything positive that

can be done educationally. Some people use education to sort

of override their business. They keep their minds busy so as

they aren't dwelling on their problems. So it can work both

WAVS.

The teaching and control rituals used by the educators in ABE and

GED programs were founded on catering to the educational characteristics and

needs of their students. Arising from this, the educators are aware of the

personal trials and tribulations each student faces regularly. This can include;

frustration with their personal predicament or the demands associated with

their classes. The students' frustration can lead them to being moody,

withdrawn, or apathetic to the education programs being offered to them. In

recognizing that the students can at times be aggravated or depressed, one

educator proudly noted that when it came time to do their tests, "every one of

them was trying to do the best that he could. "
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Prison Educator's Perceived Status

An element of this research was to determine if the prison educators

and their students perceived that the educators were marginal to the workings

of the institution. In order to establish the prison educator's opinions about

this issue, they were asked:

* Do you ever feel, as a prison educator, that your
status in the prison is not very high? If yes, why
do you think this? If no, can you tell me why?

* Who do you think are considered the most
important personnel in the workings of the
institution? Why?

* Do you think education programs and
participation are considered important activities in
the prison? Why?

The four educators' responses to the interview questions concerning

their status focused on two themes. First, they acknowledged that because the

institution's function was primarily that of security; their status as educators

was secondary to the security/safety regulations governed by Corrections

canada. one educator noted, "security is the most important thing in the

prison, although it certainly is not high on my priorities. " Because security

dominates the purpose of the prison, an educator listed a hierarchy of

personnel within the institution and concluded that, "I would probably say the

guards [are the most important]. . .then the case managers. Guards first

because of security. security is considered very important. " Another

respondent said:
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According to Corrections Canada, they say that safety is the

most important part, and I think that they recognize the guards

as probably being important.

Going beyond the institution's primary function of security, an educator

suggested that establishing their status depended on their values, saying:

I don't think it is so much occupation but attitude. I have to go

with those who have an attitude of healing. Their occupation

isn't the issue. I guess the inmates feelings that they are

learning more and being helped is the best measure; it doesn't

matter what department. If they feel that the person is caring.

It is a caring prevention attitude. If you are caring it doesn't

matter if you are a guard, a teacher, or a pastor. V/hat matters

is if you care about the person. The inmates will recognize that

and will want to learn or to get as much wisdom as they can, or

get some idea of where you are coming from and how you are

doing things, and why you are who you are so it can rub off on

them. I think that is what they are looking for; leadership and

values, and people that are showing not only teaching. Living a

value system that will help them.
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It is this contention which provided an understanding of the educator's

second perspective for addressing the issue of hisiher status within the prison.

The educators discussed the value of education suggesting that, because



education benefits the students, then their status within the education centre

was important for prisoner development and rehabilitation.

All the educators mentioned the value of education as a means for

substantiating their status in the prison. They rationalized that the prisoners

benefit from education based on meritocratic principles. As the students

succeed and attain more credentials they may be successful in finding

employment. This was substantiated by an educator who said, "It is important

for the people to be educated to find employment and to try to change their

ways". The second value of education, was because it acts as a form of

catharsis. The programs gave the students something to do or took their minds

off their problems. However, one educator conceded that:

. .one of the guys here sees education as a make work project

because only two or three guys have gone through and got a

university degree. . . .Guys are in here because they don't want

to be in the tailor shop or in one place or another. They are not

here for positive reasons.

ttz

prisoners participate in education programs, the educators also mentioned that

their status was improving because of a change in the administration's attitude

toward education. One respondent noted that, "I still feel that Corrections and

the institution here find that education is important, and as time goes on more

and more important". Elaborating on the changing impetus of education in

regard to the prison administration, another educator concluded that:

However, going beyond the typical explanations about why the



...programming is becoming more important in federal

corrections and all across the board. Cognitive skills, Breaking

Barriers, Chemical Co-dependency; and there has been literacy

initiatives in the last little while. But I do not see the whole

system as feeling that education and basic education is very

important.

Reinforcing that there were some positive moves towards recognizing

the impetus of education programming and scheduling in the prison, another

educator reported:

. . .things have happened. Like we were asked for input on the

scheduling as contract workers and we were asked how the

prison schedule affected our work as teachers. To be asked for

input on things like that, indicates there is an effort to make the

things work together, and not to prioritize. . . .The things that

we commented on were looked at by the administrators and I

know they were looked at because the'Warden showed up in the

area I commented on.
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Given that the educators were aware of the administration's effort to

accommodate education prograürming within the workings of the institution; a

more "down to earth" comment was noted by one educator who concluded

that:



I guess you could say it [education programming] is in

transition. The other side of me. well: vou know societv

doesn't really think that education is that important. It does not

put enough effort and enough money and resources into

educating kids let alone adults; let alone adults in prison.

Another consideration in the question of the educators' status in the

prison concerned their employment agreement. In response to the interview

question, "Do you ever feel as a prison educator, that your status in the prison

is not very high?" Two educators mentioned that contract personnel were

often overlooked in the workings of the institution. one respondent said:

Yes, [there is marginality] because you are not part of the union

so you are outside of that. It is like you are not part of the

prison group, and personally you feel sort of a marginality

because you are temporary you may or may not be hired, or the

school division may not have the contract.
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The educator indicated that this was not stressful as there had been

many incidents in her career where job security "turned out not to be secure".

In an anecdotal manner another educator discussed the "contract stafus" they

previously held, saying:

When I was on contract, and the contract person really doesn't

have any status in the organization, we were basically



overlooked and were forgotten. As an example, if there was a

blizzard we weren't told to go home. If you are doing your job

there is no problem if you are getting the results. For a federal

employee, now I don't really know.

Summary of Prison Educator's Interview Responses

A common element in all of the prison educators' interview responses

was that their programs were individualized. Consequently, their approaches

to working with the students, and their interaction practices were influenced by

the individualized nature of the ABE and GED programs.

At first glance, it appears that there is some inconsistency in the ways

the educators conduct their classes. For example, two educators expected their

students to initiate questions and seek help, whereas, their colleagues preferred

to initiate questioning strategies. In addition, two educators rationalized that

their classes necessitated "structure and teacher control" while another

educator identified the need for "some flexibilitv in the runnins of their

classes". However, it is very important
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to realize that the educators' responses, are emanating from their appreciation

of the individual circumstances, educational needs and experiences, and values

held by their students.

The teaching rituals reported by the prison educators were presented in

respect of specific strategies they use in numerous teaching situations. They

where discussed in such a way to suggest that they were not adhered to as a

"rule of thumb" rather, as teaching options and processes that are utilized in

an ongoing and/or adaptable manner. The flexibility of the teaching rituals

according to the educators, is based on the students not functioning in group

teaching sessions, or they want the students to indicate that they need help.

Additional comments about the teaching rituals, showed that the

educators appreciated the unique influences on their students in relation to their

incarcerated status. They were aware that being incarcerated led to

frustrations in their student's personal lives which often made them moody,

angry, frustrated, and withdrawn.

The control rituals mentioned by the educators were consistent in all of

the their interview responses. In dealing with inappropriate behaviours they

chose to work directly with the offending student, and if the educator felt that

they were not succeeding, then they would utilize the role and function of the

Chief of Education. This latter strategy was rarely used.

In the question of the prison educator's status within the hierarchy of

the institution, they did on occasion, experience some frustration with the

workings of the institution. This may have impacted on their perceived status

based on their actual priority in the prison operations. Although the educators
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reported that the orgarization within the institution had revamped the schedule

to assist them in programming, some educators did express concerns regarding

prisoner movement. When their students were required or directed to another

service/program in the institution they were not consulted and found this to

interfere with the flow of their classes. The education centre offers continual

enrolments and because of prisoner movements, although recognized as

necessary, causes problems for the educators. One educator noted that,

"There is some frustration where you see you are getting some place with

somebody and they leave". Another educator indicated that:

. .some of them are shy and we have continuous intake. You

get some of them going and you lose a couple of guys and you

get a couple of new guys in; it takes a while to become

comfortable. so it is hard".

Numerous influences affect the status of prison educators. First, an

educator's professional responsibilities are to train and educate prisoners.

These are tangential to the institution's primary purposes of providing security

and safety for all personnel associated with the prison. Also, the educators'

perception and perceived value of his or her role in the prison is concerned

with the intrinsic/extrinsic value education provides the prisoners. Based on

the overriding purpose of prisons being designed to punish wrongdoers and

protect society; the social value of prison education is generally overlooked.

The comments provided by the prison educators indicate that they feel

they are marginal to the workings of the institution.



Prisoner Students' Reasons for Class Participation

Current prison education literature indicates that prisoners are involved

in education programs for something to do; to equip themselves with

employable skills; and to develop their cognitive reasoning abilities. (Duguid,

1981; Ross, Fabiano and Ross, 1988; and Scrivastivae, 1983). The literature

also suggests that, there is a prevailing negative attitude about education held

by some prisoners because it is seen as a form of control, and that the negative

atmosphere associated with the prison environment influences the prisoner's

attitudes toward all programming (Cheatwood, 1988; Ferguson and Haaven,

1990; and Scrivastave, 1985). A major influence on the student's responses to

the research questions about education rituals is determining why they are

taking classes. Establishing their reasons for taking classes helps to clarify

any of the ambiguities or biases that can arise in their explanations about the

education rituals that they identify and reject. Consequently, the first

interview question posed to ABE and GED students was, "'why did you decide

to take classes"?

The twelve ABE students gave varied, unique and insightful

explanations as to why they were taking classes in the prison. Most of the

respondents appeared to regret that they had not finished their basic schooling

and appreciated this opportunity to learn. Explanations offered by the students

included: they had dropped out of school because of a drug/alcohol

dependency problem, or they were not interested in learning. Two

respondents identified themselves as "slow learners" and said they could not
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"keep up" when they were in regular school. Some students referred to the

practical aspects of taking education classes in the institution; it was easier to

do it "inside" than out on the street. A student said:

. . .this is the place where I can get an education, because out

there I have to work. . . .If I was out there I'd have to go to

night school and I'd be all beat out. I don't think it would ever

work.

The ABE respondents also expressed the view that their classes were

useful. Many students concluded that education would help them get jobs

upon release because it provided them with recognized certification. Some

students reported that the education classes had helped them remember things

they had forgotten. In addition, the value of education was expressed on an

intrinsic, personal level. A respondent with literacy dysfunction reported, "I

couldn't read. Well, I could read a bit but I couldn't understand the readins

part. .". Another student said:

I quit school when I shouldn't have. . .But I started doing

things like sniffing and drinking when I was a kid and I just

totally forgot about school. . . .Now it is bothering me, I

worked for one year at a mine there and some of the things they

asked me. I didn't know how to read. So it was difficult for

me, I would just go and grab something and drag it out.

Because basically what I am looking at now is to read, so that I

can do more work.



Some ABE respondents indicated that they had difficulty in learning

when they went to school and because of this they had dropped out. one

student said:

Years ago I used to find it [learning] kind of harder, and now I

find it more easier to catch onto things that I never caught on

before. I keep it in my head a bit longer than I used to.

The intrinsic value of participating in education was also based on the

learners setting an example for their children. Responding to the question,

"Why did you decide to take classes"? A student said:

Because I don't have an education. I went to grade 6 but I

never learned anything. Like I didn't even know how to write

but I am slowly learning. It will help me in the future. The

main reason why I am taking school is to help myself and to

offer something to my children when I get out of here...
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Most of the responses by the ten GED students to the interview

question, "vy'hy did you decide to take classes"? were based on meritocratic

reasons, in that they were pursuing acceptable certification. Coupled with this

explanation was the rationale that they were preparing for future employment.

Three GED students said they were involved in classes to pass the

time. one respondent said, "Because there is nothing else to do", and another

said, "Because there is nothing much to do in this place. Here we work
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because there is nothing much to do". Another student concluded that takine

the classes was using his time "constructively".

Three respondents raised the issue of racism and their attempt to fitting

into the "white man's" system. A native student said:

I thought I would have to adjust to "your guys" system and their

rvays. . . .I am not condemning your system, I still learn.

.The kind of knowledge I am seeking is the knowledge as to the

purpose for all of this. Knowledge that will put me in the right

direction, like what I get from my elders.

Another native student said:

. . at the moment education is mediocre. . . .To the natives,

you take education, no matter how smart you get you are still

denied access because of subliminal racism that exists.

Substantiating the perceived relationship between education and racism a native

student indicated that as a young boy he had left school because of racism,

saying:

. . .I felt out of place by my other fellow students. They were

always knocking me down; there is a lot of racism in Dauphin.

I was even beaten up one time just because I was smart and



native. At the time I thought I'd take a couple of years off, but

I took ten years off. So now I was incarcerated and I got my

GED.

The ABE and GED students' responses to the question, "Why did you

decide to take classes"? Show that there are a myriad of grounds, both

personal and circumstantial that have influenced their decision for takine

classes. The reasons offered were:

* personal regret for not having finished their basic

schooling

* an appreciation for the opportunity to learn while

in prison

x valuable for future employment and attaining

recognized certification

* intrinsic personal value: being able to read and

being a good role model for their children

r22
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* a means of acconìmodating to "the white man's ways".

Being aware of these reasons lays a foundation for understanding each

student's rationale for rejecting some education rituals performed in the ABE

and GED prison education programs.

Education Rituals Recognized/Rejected by Students

To ascertain the education rituals recognized and rejected by the

students, the following interview questions were asked:

* What do you like when your teacher is teaching
you? Why?

* lVhat do you dislike when your teacher is
teaching you? Why?

* What do you like about your class? Why?

* What do you dislike about your class? Why?

ABE Students' Recognition/Rejection of Education Rituals

The twelve ABE students recognized and appreciated that their learning

experiences were individualized. Teaching rituals, which are those rituals that

apply to the teaching situation and can include: the way in which teachers

structure their lessons, their teaching style and motivation strategies were

recognized by the ABE snrdents.

The ABE students reported that they appreciated how their teacher

helps them to understand and to find the answer. Elaborating on these themes

the students referred to thefu teacher's teaching techniques and styles which
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included; allowing the students to work at their own pace, being willing to

assist a student if he requested it, using simple explanations, and encouraging

the students.

A common response to the interview question, "'What are the things

you like that the teacher does when he[she] is teaching you"? Was:

". .they don't rush you. They are patient with you, and they go out

of their way to help you".

Another student said.

". .when I make a mistake she lets me see where I went

wrong. She encourages me and says you are doing good".

Two ABE respondents discussed the classroom atmosphere as being an

additional influence that they liked when being taught. one respondent said,

"He puts it plain and simple; simple to understand. I like the classes because

it is quiet". Another student indicated that:

It's more like my environment here. Like supposing I went out

there I would find it harder. At least here it is good for us.

My buddies are the same as me and that helps me; like I know

them. 'We are together here, there are Indians and non-Indians.
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The teaching rituals recognized by the ABE students were aligned to

the individualized structure of the classes. one respondent said, "I like it

when he works with me. . . .He explains it to me". Another student said,

. . .they pay close attention to me and that is great, and she is

not like the others if I have not done my work. She reallv cares

and follows me along.

one ABE student recognized the teaching rinrals by highlighting a teaching

style used for literacy upgrading. He said:

Basically, she lets me do the reading. She lets me sound out the

words. Well, if I come to a word and I can't pronounce it she

will cover some words and help me say the syllables so I can

pronounce it and stuff like that.

All of the ABE students expressed genuine appreciation and gratitude at

their educators' efforts to cater to their individual educational needs. The

students recognized that the learning opportunity provided for them in the

prison was a chance to overcome their previous failures in education. This

was exemplified in the educator's personalized, individualized classroom

interaction efforts.

Given the dominance of the ABE students' appreciation and gratitude

for their educators' individualized approach to their learning; few control

rituals were rejected by the students. One student responded to the question,

"Is there anything your teacher does when teaching, that you don't like"? By

saying:
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I don't like to be pressured, like this morning I had a conflict. I

had one paragraph and he wanted the second one right away,

and I wanted to go for a break. That made me angry.

Another student discussing a specific teaching method used in comprehension

and writing classes mentioned:

Semantic mapping. Where she; whatever subjects she talks

about we work through a circle and give her ideas. Now that is

alright, but it doesn't seem to work for me because I got to

more or less write everything out that I want to write about.

Also, a student indicated that, "she lets me down when she says this is no

good".

Overall, the ABE students rejected control rituals that affected them

personally. The predominant themes and comments from the ABE students

were positive and encouraging. They liked their classes and they liked how

they were being taught. However, one ABE student discussing the educator's

ways of teaching and maintaining control in the classroom, concluded that the

class was not important. This argument was based on the student's overriding

desire to gain some certification to "get out of here and prove I can get a job. "

He concluded that:

I like it [earning] but I don't enjoy it. I jusr want to get the

certificate because to do something in here is better than I do

nothing. At least I go out with something. Teachers help.
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But they are okay, but remember I want to learn. It is me who wants

to learn so that I can even have a bad teacher. I will learn.

GED Students' Recognition/Rejection of Education Rituals

The GED students were more discursive in their responses than their

ABE counterparts when answering the interview questions:

What do you like when your teacher is teaching
you? Why?

What do you dislike when your teacher is
teaching you? Why?

What do you like about your class? Why?

What do you dislike about your class? Why?

While most of the GED students acknowledged that the teaching rituals

performed by their educators were helpful, some students expressed cynicism

and indifference to the education programming in general. This apathy was

based on cultural differences expressed by the native students, and the ever

present reminder that all of the students were in prison.

The GED respondents reported that they believed that the educators

were helpful in their learning. Like the ABE students the help was aligned to

specific teaching methods and interaction practices adopted by the educators.

All ten of the GED respondents mentioned that the educators used words and

expressions to explain a problem that were concise and easy to understand. A

typical comment was, "He explains it more. Because with me, I'm a slow

learner and I don't really understand somethings, so he goes by steps and I can
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understand more". Two GED students acknowledged that the educators

directed them to the correct answer. A student reported, "Sometimes I don't

understand and he will come over and explain it to me. But he doesn't do it

for you". Another student noted that, "When I ask a question he explains it in

such a way that you have to get the answer yourself".

The individualized learning practices in the GED programs were

generally appreciated by the students. The students acknowledged that they

were not pushed or rushed. One student mentioned that psychological tests

showed he could not function in a structured classroom. He said, "I've got a

lot of space and if it weren't for that reason, I don't think I would have been

allowed to stay in school". This student concluded by saying, "I guess

everybody has a space or speed that they work in". Most of the GED students

mentioned that they appreciated having time to complete their tasks.

There was one GED student who indicated that he would have

preferred more structure in the class. He described the structure as being

similar to what he had experienced in regular school, saying:

The only thing I can say is, why can't a class go together? you

knorv, when you go in school together and you follow it right

through together. I think that would probably help a lot more.

No. They make you do it on your own. V/ell, he tries to keep

it in place, but I mean, I thought a teacher was like teaching

step by step. This is nor step by step. . . .What would help me

and probably a lot of the other guys is to go through step by

step with everybody.
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This desire for traditional classroom experiences was not expressed by the

other respondents, as many were aware of the varying education levels held by

the class members. A student noted that, "All of us are learning different

things. Like I'll be at page rr2 or the other guys will be on page 50 or r2o.

so we are on different pages". Again, it was the overriding appreciation for

the individuarued focus of the GED program that led a respondent to say:

They [the educators] stop and take time out for the individual.

They are genuinely concerned that you see, learn, and

understand what they are teaching.

It was interesting to note that, as the respondent who had wanted

classes to be more structured like his previous learning experiences,

progressed through the interview, he recognized that regular teaching practices

would be difficult. He concluded that:

. . .I thought maybe school was all about the teacher teaching

you; not the books teaching you. You know when you're stuck

you've got to go to the teacher and sometimes that doesn't help.

But it would be pretty hard to orgatize and that is the tough part

because people are coming in and out. That's the downer about

it. Then, you know you get guys missing and they don't show

up someday and they are doing something else.

Even though the GED students were appreciative of the caring and help

demonstrated by their educators, some respondents indicated that the control
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rituals used by the educators were pervasive. The control rituals were aligned

to the dominance of the purpose of the institution and cultural influences.

Three GED students reminded the researcher that thev were incarcerated or in

a jail. One respondent said:

. .there's a lot of underlying things that people have to deal

with. The fact that you're in an institution for one thing. But

you've got to get on with your life. . . . Everyday you are

reminded that you're in jail. . . .I think the teachers are very

aware of where they are at. They know that the student is

doing time and they are aware of that in the classroom. There

are a lot of things that I would like to be doing but because you

are in a prison you are restricted and limited to what you can

do.

Another student said, ". .because we are all inmates here, they [the

educators] like to think that they are superior to us because we're

incarcerated". The third GED student indicated that. "vou have to remember.

this is a jail".

Culn¡ral influences also affected the students' participation and attitude

toward education. Although these cultural considerations are not part of the

definition of control rituals, they do lay an important foundation in recognizing

reasons for inappropriate behaviour in class, or individual attitudes toward

education. One Native student said:

It is all very complicated but I thought thar I would have to



adjust to "your guys" system and their ways. Everything is

so complicated in white society. I mean it is so structured.

You need a piece of paper if you want to be somebody, like you

have got to have that piece of paper. It is inevitable I have to

go and take it, I have to take the education that is given to me.

. .The kind of knowledge I am seeking is the knowledge as to

the purpose for all of this. Knowledge like what I get from my

elders.

Another Native respondent discussing the interaction between the

educators and students, and the classes being offered said:
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The teachers sometimes they have a head of their own. . That

limits their mind to helping us. Some of them realize that they

are here to help us and some of them are using this teaching to

try to get better employment, higher paid employment. This is

restricting them from teaching us what they really want to teach

us, what we really want to learn and know. I want to get the

history changed for us natives. What I have been taught from

when I was going to school is confusing. I want that changed

for the newer generation coming up. I want them taught the

right history. Not what the government or the white population

wants to instil in their brains to believe to be true.



Finally, a Native student discussed his earlier education experiences

language programs reporting that:

When I was going to school I got strapped twice a day for

speaking Cree. What makes me feel a lot better is that I have

worked with European students like Ukrainians, Polish or

German and they v/ere strapped for talking their language. So I

was not the only one. . .What I am trying to tell them [native

brothers] is that it has all the same emotions, if we say "thank

yoü", but maybe the methods that we do things maybe different.

For example, when I came into prison sixteen years ago, I

didn't even know what "thank you" was in the European

context. There was no feeling or emotions to it. Then someone

asked me, "Are you remorseful for the crime you committed?"

It didn't mean a darn thing to me. Like the word crime didn't

mean a thing to me because I didn't have any emotional feelings

to them. So I said, "No". I know answering like that I am

going to be in prison for a few more years. Because nobody

taught me these things. The natives encounter these problems

all of the time. Because they don't have the same emotions to

the language, they don't teach us the emotions to each word. It

doesn't mean nothine to us.

and
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Although these respondents did provide insightful information about the

cultural implications associated with their incarceration and education offered

to them in the prison, one native respondent concluded by noting that:

. . .things are going well. I think they [prison authorities] have

shown good faith because of the native awareness and that. The

Native Students' Association are respected too. They are aware,

well both sides are aware that the education system failed

natives, they didn't offer a true history of who we are. But I

think the truth is out and everybody is feeling better. So

traditional schools are learnins.

In this research, eighteen of the twenty-two student respondents identified

themselves as being native. The significantly high ratio of Natives in this

study can directly and indirectly impact on accepting and rejecting education

rituals, and in particular control rituals.

Control rituals are concerned with disorderly behaviour such as

inattentiveness and mischievousness. In terms of native culnrral influences

regarding the value, worth, and appropriateness of education; what is

perceived to be necessary in order to "control" inappropriate behaviour may be

based on a biased cultural interpretation of the intent and worth of education.

That is, the dominant culture's belief that in order to succeed an individual

must be educated, can be in conflict with the subordinate culture's belief that

success is based on family, friends, and freedom. Therefore, a native

individual may demonstrate inattentiveness, mischievousness, and lack of
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commitment to classroom demands simply because they cannot relate to the

value or worth of the learning, as is postulated in the dominant culture's betief

systems. Consequently, rejection of some control rituals will not be based on

inappropriate behaviour rather, an opposing value system

regarding education which is influenced by an individual's cultural identity.

The teaching and control rituals identified and rejected by the GED

students were similar to those of the ABE students. The caring, helping,

explaining and individualized programming was appreciated by all but one,

GED student. Control rituals which are associated with disorderly behaviour,

and that were rejected by the students were not witnessed in the classroom

setting. only one educator made use of a personal alarm in one situation.

The educators reported that they usually ignore the behaviour or they will talk

quietly and privately with a student who is demonstrating disorderly behaviour.

Cultural identity and previous educational experiences provide a wealth of

information that gives a basis for determining why some students would

demonstrate disorderly behaviour.

In this study, two of the Native respondents expressed some frustration

with their teacher's control rituals which focussed on disorderly behaviour.

one of the student's comments dealt with a specific incident. The other

student did not discuss control rituals with the researcher but his behaviour

was observed during an incident with his teacher. In the first instance. the

student expressed some frustration because the teacher wanted him to finish a

paragraph before going for a break with the other class members. The studenr
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was having trouble trying to finish the paragraph. The student was not

working; sitting back from the desk and tapping his pencil on his notebook.

The teacher advised him to finish the paragraph then go for a break. The

student said, "No, I want to finish it after the break". After two minutes the

teacher repeated his directions. The student said "No". He continued tapping

his pencil on the notebook. After another two minutes the teacher asked, "Are

you working on the paragraph?" The student stood up and threw his pencil

down on the desk, swearing and cursing he left the room. Later, the teacher

told the researcher, "It is best to ignore that kind of behaviour. I'11 talk with

him later". The student returned to the room after the break and found his

pencil. During the afternoon the student said to the researcher. "Sometimes I

loose my cool. Like I wanted to go for a break and he wanted me to finish

my work. We talked it over, it's O.K. now".

Another incident reported to the researcher concerned a Native student

who did not want to do a comprehension in a class. He raised his voice and

yelled at the teacher. The teacher reported that she thought the student may

have been tired and tried to get him to sit down. However, the student

became angry and abusive and left the room. The researcher recorded his

behaviour after he had left the classroom. Again, like the previous incident

the teacher gave the student some time to settle down. She reported the

incident to the Chief of Education; advising him that rhe student had been

abusive. The student approached the teacher and asked if he could talk with

her. This was arranged in her office. The teacher carried a personal alarm.

The student admitted he was tired but he was sick of doing writing. The
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teacher told him that the writing class was to help all of the students, some of

whom could not write as well as he does. The student was released from the

education department that day and returned to his cell.

The control rituals applied by both of the prison educators were used to

control disorderly behaviour. The teachers at first ignored the student's

behaviour. Allowing each student (and themselves) sometime to gain

composure before discussing the incident with them. It did not appear that the

control rituals were inappropriate for dealing with these incidents. However,

in one instance, the teacher was female.

Cultural influences whereby Native men are from a patriarchal society,

may influence their attitude to the decisions, guidance and processes they are

given in the institution. This can be problematic because the overall purpose

of the instinrtion is (a) not part of their culture, (b) decisions and directions

may, on occasion be given by a woman (women) which contradicts their

patriarchal status, and (c) they are inherently indifferent to any services

provided to them because they perceive society is racist toward them. This is

based on their previous social and education experiences.



Prison Educator's Status - Student's Perspective

There was consensus in the ABE and GED student's responses to the

interview questions concerning the status of the prison educators in the

organization hierarchy of the institution. The interview questions regarding

the prison educator's status posed to the students included:

x Do you think the teachers are considered
important workers in the prison? Why?

* Who do you think are considered the most
important workers in the prison? Why?

* Do you think education programs and taking
classes are considered important activities with the
prison? Why?

Table 8 provides a statistical suÍrmary of the students' responses to the

question regarding the status of the prison educators. It should be noted that

in some instances responses were double counted because student's responses

fit into more than one category. This was evidenced as students progressed in

the interviews. For example, initially students would say that the educators

were important. Then they would qualify their statements by saying that, the

educators were important in the education department only. or, they would

say that they believed education should be the most important function in the

prison. Overall, the guards, counsellors or caseworkers were considered to be

the most important personnel in the institution.
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Table 8

Students' Responses to the Prison Educators' Status

No comment

Did not know

Teachers important not sure
of status

Important in education
department only

Guards, counsellors,
caseworkers more important

Equal importance

Political implications

Professional status

ABE Students

J

1

2

2

All of the students believed that because they hold education to be

important, by way of association, the educators were also important. Four

GED students and two ABE students indicated that they did not like

commenting specifically about individual educators when asked the question,

"Do you think the teachers are considered important workers in the prison?"

One student warned;

Yes, I guess they are important but if you don't like a person

you're not going to comment on that person. That is what it's

like here. You should know that.
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GED Students

2

2

1

4

0

0

0

8

1

J

1
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Two ABE students indicated that they did not know and that they

preferred to keep to themselves. Four GED students stated that they did not

know about the educators' status because thev did not think about those thinss.

A student said:

I don't know. I can't really judge the teachers like that. That's

another thing, I don't really like to judge people because that is

not the way I was brought up or taught.

Like the educators, most of the students concluded that their teachers

are important because education is valuable, particularly for inmates, many of

whom have educational deficiencies. The educational characteristics of the

students was usually the basis for the students' validating the role and

importance of education in the prison; in particular, literacy. one respondent

said:

They definitely play an important role here because there are a

lot of people who come in here and they're illiterate. I mean

they are starting right from the bottom; from Grade I and 2

stuff.

Another student concluded, "teachers are important because everybody

here hasn't finished school...they are street smart, not book smart". From a

very personal perspective a respondent involved in literacy upgrading said:

Yes. They are very important. Well to me they are important.

Since I've been going to school she helps me out quite a bit like



more than I could imagine. Because I thought that I could never

do it [reading]. But she inspired me that I could do it.

Although the majority of the respondents deemed that the educators

were important for their learning, two respondents equated the educator's role

as being influential to their social development and socialization skills. A

GED student, responding to the question, "Do you think the educators are

considered important workers in the prison"? Said:

Yes, . we interact with the teachers here and it helps the

inmates to interact later on with other people who are not

involved with the institution. Like we are surrounded bv so

many inmates all of the time, a lot of the time we get frustrated

and we tend to be on that level all the time, because of the

pressures with being around other inmates. But when we come

to school we kind of leave those pressures back in the prison

and just come to school and it is like a little haven away from

the main population. The teachers help us through some of that

pressure.
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An ABE student concluded that the educators were important because

they helped him "get along" with people. After experiencing negative events

at his regular school because of his self-identified "slow learner" problem, this

respondent had developed negative attitudes towards learning and education in

general. However, because of the interaction between himself and the



educators he concluded that they were important because:

...they are helping us. It is the teachers. They make sure that

we learn something at least. But for me I get along with my

teacher. I get along with all of the teachers. V/hen I was

growing up I never got along with the teachers....They make me

proud to work so that is more than what they are as teacher,

they are like a friend. But in my own school they never did

that. They were a teacher and that is all that they want to be; a

teacher. Like I never joked around and never talked about

anything else other than school....Like here, I can really talk to

my teacher about other things....They are very open and they

can help me relax.
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The students usually equated the educators' as being important relative

to the education department. when responding to the question, "who do you

think are considered the most important workers in the prison?" overall, the

educators were seen as being important only in the education department.

Most of the respondents indicated that because of the purpose of the

prison, the guards, counsellors, and caseworkers were the most important

workers. The students believed that the educators were important in respect of

the education department but, they were not as important at the correctional

officers. Table 9 provides an overview of the prisoners' rating of prison

personnel. Six of the respondents indicated that they did not know saying, "I

don't think about those things".



Table 9

Students' Ratings of Most Important Prison Personnel

Prison Personnel

Warden 1

Correct. Officers 5

Educators 2

ABE GED Rationale

Correct. Officers & 2
Educators.

Do not know 2

0

J

2

He is the boss.
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Security and Safety.

Help in rehabilitation.
Do not like the Correctional Officers.
Important in education services.

They all help us.

Do not think about those thinss.

A GED respondent best sums up the opinions of the students by noting that:

Everybody has their responsibility from the "keyman" [guard] right up

to the IVarden. They all play a role in the daily operations of the

prison. . . .V/e are all lowered here from the court system and justice

system. They put you in the hands of CSC. Then they have the

responsibility. . . .I think their main priority is protecting sociery rhat is

the key. I mean rehabilitation is second to public safety. Security is

the priority. That is why they have got the wall, the guards,

everything else, and the cells.

4



Some students indicated that they believed that the educator's status was

equal to the other employees because of the notion of rehabilitation, which is

associated to the purpose of incarceration. A respondent concluded:

Likely, I think they [the educators] are right up there because

they are the one's teaching us. Like if they say, they send you

to the prison to get rehabilitated, and I think this is the place

[education wing] to get rehabilitated because they are trying to

get you to do something; to get on with your life. The shops

too, but they are all booked up. The Warden and everybody

else like that do nothing for you, but the school and the school

teachers here help you, that's if you want to learn.
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Three respondents believed that there were "political" implications

regarding the educator's status in the prison hierarchy. A respondent declined

to elaborate on his response, "I'm not sure. I'm not really into the political

side of the institution". Another student said:

. . .if you are put into an institution where the teachers are

allowed to express their own opinions and to think freely and

not siding with Correctional Services and not siding with the

inmate. They express their ideas whether it is wrong or right.

That kind of institution is beautiful and that is what the



instructors are like here. We get along really good, and if the

student has a problem they can approach the teacher. . . .It

[education] is a control factor, it is meant to control the inmates.

The programs are designed to control the inmates; like our food

and our laundry they are all meant to control us so that we don't

escape. You are not given anything, you can get your Grade L2

or your B.A. while you're inside here. The moment that you

are caught swearing at an officer because you had a bad day you

can lose everything that you have worked for. You have to start

all over again. You work two years to get your Grade 9 then

the moment you get into trouble you have to start again.

Finally, based on educators' professional status a student said, "the

teachers would like to consider themselves to be important by anybody: not

just in the prison".

Generally, although the students believed that the educators were

important to the education programming, they did not believe that their status

was high in the overall organization of the institution. The basis for this

reasoning was that the primary purpose of the institution was
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security. Moreover, some respondents concluded that the educators' positions

were politically based, and as a result the educators were agents of prison

control.

Personal and individual testimonies indicate that the educators played a

significant role in improving some students' abilities to learn and attitudes

toward learning. However, because the students are incarcerated and are

reminded of their incarcerated status every day, the correctional officers were

viewed as being more important in the running of the whole institution

compared to the educators.

Summary of the Student's Interview Responses

Most of the respondents participated in the classes because they

believed that they would be beneficial to them upon release. The benefits

included acceptable qualifications, and being "employable". Some students

were taking classes to occupy their time.

The respondents recognized and appreciated the individualized nature of

their programs. Typically, they enjoyed working at their own pace, the

educators showing an interest in them as individuals, a sense of

accomplishment and success, and the value of their learning for when they are

released.

Three Native students believed that the curriculum was culturally

biased, and that systemic racism prevails in the institution.

Although none of the respondents reported any specific education

control rituals that they did not like in their interviews; incidents were
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observed. All of the students mentioned the prison environment, the presence

of guards, and the constant surveillance that they are subjected to is a constant

reminder of the institutional control practices.

Overall, the students believed that because the institution's primary

focus is to maintain security and control consequently, the correctional officers

were perceived to be the most important workers at the prison. The prison

educators were therefore, marginal to the workings of the institution.

Because of their academic requirements and professional enhancement

educators are seen as being highly trained learning experts. Also, the high

social value education and learning holds contributes to the important role

educators have in society. The most common employment centres for

educators are schools, universities and community colleges, and it is within

these institutions that educators receive recognition for their skills and worth.

This is not the case in prisons. Losing their social status and perceived value

because of their association with a different organization, coupled with social

indifference to their work; the educators' status and self-esteem can be placed

in jeopardy. It is logical then, that if educators' self-esteem and perceived

professional status were to diminish or disappear, then his or her effectiveness

as an educator is also likely to decrease.

The prison educators in this study did not appear to be affected by their

status in the institution. One educator discussed her status perceived by family

and friends. Noting that because of her work location she did not talk about

her students or their needs, or what she did at work when she at home. She

believed that her family was a little "nervous" about her work location. She
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decided that it was best that she rarely discussed what she did, her students,

and what they were being taught with her family. Also, this same respondent

mentioned how her friends asked her why she would want to work in a prison,

and if she ever felt scared or threatened at times. She said that she had told

them that there were occasions when she felt more threatened in a regular high

school than in the prison.

Another explanation about why the prison educators did not appear to

be affected by their status may be due in part to their relative "newness" to the

institution. Two educators had five and a half months prison education

experience. one of these respondents, who has substantial experience as a

school principal and university instructor, discussed how he had to make

adjustments from being a leader to being part of a group. Another educator

indicated that he may finish his tenure at the end of the 1993-1994 school year

in order to remain fresh and to allow himself new professional challenges. A

contract employee; aware that her tenure limited her status and felt that at

times she was seen as being "a temporary fill in" by prison administrators,

mentioned that she was used to this predicament. She had many professional

appointments on a contractual basis.

SECTION TWO: OBSERVATIONS

A critical component of this research was to observe the interaction

practices between the prison educators and their students to determine: what

education rituals were performed in the prison; what purposes they served;
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what, if any, rituals were identified and rejected by the students; and what

adult education principles and practices were used in the ABE and GED

programs.

Drawing on the descriptions of the adult education principles and

practices advocated by Knowles (1980), and the classroom interaction

categories devised by Flanders (cited in lrwin and Bushnell, 1980), an

observation data collection sheet (ODCS) was devised (see Appendix D). An

analysis of the observations identifying the interaction processËs associated

with teaching and control rituals, and the adult education principles and

practices were gleaned from the behaviours recorded in the observations.

Observation data notes provides the reader with a tally of typical events

and recorded notations made under the specific ODCS categories.

Observation Data Notes

The interaction behaviours were tallied using a five notch marking

system. This allowed the researcher to determine the typical interaction

behaviours demonstrated between the educators and their students. Table 10

provides a concise breakdown of the interaction behaviours in relation to the

ten observation data collection categories. Column 1 is the Flanders'

Interaction Analysis System (FIAS) observation category with the related adult

education principles (Knowles' 1981). Column 2 has the tally of each

educator's interaction behaviours. Column 3 lists the students' interaction

behaviours. Column 4 highlights typical interaction scenarios/comments and

records specific events classified under the observation categories in the study.
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Finally, the incidents/highlights column, provides the reader with observations

and events which are unique to the purposes of the study.

The following terms have been used where enumeration of interaction

behaviours observed became cumbersome:

* Not applicable -

tally of interaction did not to the category;

x Evident in all classes -

the interaction behaviour was observed regularly, however, the

incidence was less than20 times per class, per educator or student;

* Prolific and constant in all classes -

the interaction was observed regularly and consistently. The incidence

of this interaction was more than2} times per class.

* Enumeration of specific interactions are noted in the table.



ìn Table 10

Obselation Data Notes

OBSERVATION CATEGOFY

1. Accepts feelings (learnlng
environment).

INTERACÏION TALLY
EDUCATORS

1 2

2333

3 4

INTERACTION
TALLY

STUDENTS

2. Praises/Encourages (need lo
learn).

Not applicable

TYPICAL INTERACTION

SCENARIOS/COMMENTS

"l don't know how to do it'
Student indlcates he is tired.
'Ol(, don't worry l'll talk wlth him'.

Student sleeping at desk.

Student laughing and accepts criticism for being
re-tested,

Student upset. How come I failed that shlt? Can I

writo it over?

No reaction when studenls left room.

No reaction with late comer.

Student anxlous to hear about pending release.
Teacher talked quletly with hlm. Declared he was
frustrated.

Used another student to communicate wlth shy
studenl.

3. Accepts/uses pupils ideas
(learner's experiences).

Prolific and constant In

all classes
Not applicable

2100

Student appeared agitated.

Trouble settling down. Discussion rogarding returning
student who 'broke parole'.

Two late comers.

"Glad to s€e you use a dlcllonary".
'Good, that ls fine'.
Examlned student's workbook.
'l expected you to do better than that'.
'You did really well on the test, You must have
ch.eated (joke)'.
'You're a very good wriler. There's some
problems with your spelllng but you're a very
good writer'.
Focussed when sludents were right. Constant
reinforcement whon student was readino.

INCIDENTS/

HIGHLIGHTS

Not applicable

Teacher was wrong ln demonstrating equasion.
Students alerted teacher.
Used humour. Incident showsd students wore
altontive,

Asked researcher to sit in another location as shown
desk belonged to a student.

Teacher spoko nalive language to two students.

Students asked to leave because he was tlred.

Students were Involved In writing and
comprehenslon exerclses. Wriling from thelr
experiences. Some classroom questions were

-¡ -r..-r-_rr- ^.,_-"t^-^^-

Student agitated with negative comment then asked
'How come I failed'? Shitl Can I write that over'?

Student very excited with test result.

Very low incidence of
experiences or ideas,
controlled.

recognizing student's
Teacher focussed and
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OBSERVATION CATEGORY

4. Ask questions (actively
particlpates).

5. Lecturing (share learnlng
oxf)oflotìco).

INÏERACTION TALLY
EDUCATORS

6. Givedirections(responsibility,
shares, actlvely particlpales).

Prolific and constant in
all classes.

I 2 J 4

7. Criticlslng or iustitylng
authority (learrring
envlronment, responslbiliÇ)

INTERACTION
ÏALLY

STUDENTS

2001

Evldent ln all
classes.

8. Response (actlvely
participate, experience, sense
of progress).

Prolific and constant ln
all classos.

9. Initiation(learning
environmenl, activÉly
particlpate, experience,
of progress).

TYPICAL INTERACTION

SCENABIOS/COMMENTS

Students questioned about their progress, e.g.,
'What's wrong?'
'How are you doing?'
Teachers questioned how to do somothing, e.g.,
'What do I do ho¡o?'
Sludents also keen lor test results, e.g.,
'Whon wlll you mûrk lhom, wlren wlll I know?'

Not applicable

0010

Evldent ln all
classes.

Prolllic and constant ln
all classes.

Lols ol bonrd work and domonstratlon
(rnntlrottrntlcn). Ouonllorrlrrç¡ nn<l dlncr¡nnlon wltlt
all studenls. Group dlscusslon then dlrocted to
Indivldualized program.

I

'Please take out your writing malerials and
continue on from yesterday.'
'Work from lhls section.'
'l've done lhls, can I go on lo another book?'
lndivldualized consultation.
Lots of chalk and talk.

Evident in all classes.

Evldent In all
classes.

Teacher urged students to class - 'Come on it is
time lo learn'.
Student could not answer teacher posed question,
respondod by saylng, 'l don't know you'ro the
teacher'.

Interaction through guestioning prevailed
sessions observed.

¡NCIDENTS/

HIGHLIGHTS

Students very
qul€t but not shy
ln asking
questions In all
classes.

Not evident ln
lecture
plesentation.

Students generated most of the questions in
relation to lheir work.
Peer tutoring and group work evident.
Test results are eagerly sought.
Competition among students, 'What did you

Only ono sossion obsorvod could bo classifiod
loclr¡ro. Orro loaclror o¡roko lo wllolo clnc¡ llrorr
dlrected lhem to Indivldualized progroms.

"What do I do next?"
'What do you want me lo do now?'
'l don't know how to do this.'
'Hqw do you spell ..,?'

Teacher Initiated.

The individualized nature of the classes showed a lot
of dlrocllons and guidanco bolng given by tho
teachers.
Teachers spoke direclly with each student and were
also very demonstrative with their directions.

all

Generally no evldence of teachers establishing their
author¡ty,
One student Indiflerent to perceived teacher authority;
thls was In relatlon to frustration lo tost result.

ns

get?'

Individualized programs generates a lot of one-to-one
interaction.

Only lime lecture was observed, Teacher cente¡ed.
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OBSERVATION CATEGORY

10. Silence or confusion (learning
environment, actively
participate, experlence, sense
of progress).

INTERACTION TALLY
EDUCATORS

Not applicable

2 3 4

INÏERACTION
TALLY

STUDENTS

Silence and
quletness
prevalent in most
classes.

TYPICAL fNIERACTION

SCENAHIOS/COMMENTS

Students working Individually.

Sllence during testing.

Rooms very qulet. Ono student agitated, teacher
spoke quielly and directly to him. Told him to relax
Did not push hlm to work.

Two students entered room late and began talking.
One student said, "Shut up this is a test'. They
complied. \

Individualized programs generates a quieVsilent
classroom.

INCIDENTSi

HIGHLIGHTS
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Teaching rituals are those rituals that apply to the teaching situation.

They can include the way in which teacher's structure their lessons, their

teaching style and motivational strategies. In most of the ABE and GED

classes observed the students worked individually and independently, only

venturing to ask the educator for assistance when they had a problem or did

not know what to do next. Another outstanding feature of each classroom's

atmosphere was that they were very quiet. Generally, the students would

work on their work sheets alone, and there was limited noise from the

discussions they had with the educator. There was little interaction between

class members unless there was a group exercise. Group exercises were

observed twice.

Every educator was very keen motivating the students, expressions of

praise and encouragement were heard when the educators interacted with their

students. comments that were heard frequently, included: "That's great, keep

it up", "Yes, that is right", or "Well done".

Control rituals, that is those rituals that apply to the control of

disorderly behaviour in the classroom were limited and dealt with in a very

direct, systematic manner. The educators would monitor what some students

were doing by asking, "'What are you doing?", or "Have you finished that

section already? " There was only one incident observed in the classes in

which a student demonstrated his frustration. After the teacher had spoken

with the student, who had thrown his
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pencil to the ground and left the classroom angry and upset, the student did

not appear to be affected by the incident. Later, on the day of the incident,

the student admitted "loosing his cool" to the researcher.

Overall, it is surprising how quiet the classes are and how focused the

students are working through their class sheets. The only disruptive

behaviours demonstrated by the students were that they would enter and leave

the room on their own volition. The students would leave for up to ten

minutes. The educators did not react when a student entered or left a room.

Another disruptive behaviour observed was that, if a student wanted to ask a

question of the educator, or sort their guidance, no matter what the educator

was doing, the student would interrupt the educator. Often, the educators

were engaged in dialogue with another student. This did not appear to deter

the inquiring student. Typically, the educator would ask the student to wait,

or if the student with whom they were already working required a lot of

attention at that particular time, they would stop and respond to the student's

query. This occurred at least three times per class.

SECTION THREE: FMLD NOTES

The data obtained in the observation data collection periods for the

pu{poses of this study provided specific details regarding classroom interaction

practices. Field notes were used to record any events, comments, or

discussions held between the educators and their students while outside the

formal classroom setting. only those discussions and events relevant to

education rituals were recorded in the field notes. This included anv
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comments, advice or questions posed by the students and their teachers

regarding class requirements, problems, or confi¡sion. In addition, any

inappropriate behaviours demqnstrated by the students outside of the formal

classroom setting were recorded. Finally, significant events such as "shut

downs" or searches were noted.

The field notes provide anecdotal details about the environment, and the

researcher's perceptions about her presence in the institution. They also

present details about one major student behaviour incident that occurred within

the education department during the data collection period.

Daily field notes were recorded during the two week data collection

period in May/June, 1992. Educator numbers had increased by one after two

educators had retired in March, 1992. Two women and one man had been

added to the education staff.

The Chief of Education continued to be busy, and many students

frequent his office. He commands and holds a great deal of respect from the

students. He is very diplomatic in his interaction with the students. However.

if any of them were rude he would ask them to leave. In the presence of the

researcher he asked a student to put his feet down from his desk. The Chief

was very supportive of the researcher's work and availed himself to answer

any questions at anytime.

Only one educator indicated to the researcher that prior to observing

one class, it would be necessary to ask the students. Indicating to the

researcher that the students, "are involved in something special, and I would
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rather ask them first. If you don't mind I will check with them". The

educator then came to the researcher in the corridor and said:

"They don't feel confident and don't want you to watch. V/e

are working on word pronunciation and I guess they find that

embarrassing. I'm sorry but I can't let you in for this one".

The researcher reassured the educator that this was not a problem and noted:

* excellent adult education - respecting students.

* only educator to say - "f'll check with students first".

Many of the students would interact with the educators in the corridors.

An overheard conversation between an educator and student concerned the

student requesting more school work "to take home". The educator responded

by saying:

You can continue with some reading, you can never get enough

of that.

The student said:

No. Not too much, but I want to do some maths though. Stuff

that makes me think you know.

The educator nodded to the student and indicated that he would have to check

with him before he left. The educator then said, "that won't be a problem".
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A student discussed the purpose of the research with the researcher

during coffee break, at this time the student indicated that he has two brothers

in the prison. He told the researcher:

I first took classes for something to do and now I really like

classes. I wish my brothers could take the classes and then they

could see. They are in here too. But they don't want to take

classes. But that is not worth worrying about. I don't mind the

classes except for maths.

Only one educator discussed his interview with the researcher after the

interviewing sessions. Approaching the researcher early in the morning, the

educator said:

I was thinking about our conversation yesterday. I said

individualized programming. It's fair to say that I do 60 percent

individualized and 40 percent group work. Individualized is

mainly for reading and writing and the group work is for maths.

An incident of inappropriate student behaviour was observed by the

researcher in the education department corridors. An educator elaborated on

this incident and discussed it with the researcher after it had ended. The event

occurred after an educator commented to one of the students that he looked

tired. The student then entered the classroom and said to the same educator,

"I don't want to do the work. I'm too tired". The educator instructed the
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student to take his place and said, "Do as much as you can. you may be

better off going home at break time". The student then yelled, "I don't want

to do nothing", to which the educator then asked the student relax and said,

"I'll be with you in a moment". The student stood, threw the book on the seat

and said, "Fuck it. I don'twant to do it". The student thenmoved out of the

room and went to the washroom. The educator closed the classroom door and

the class resumed.

At break time, the educator approached the chief of Education and

relayed the incident to him. Leaving the Chief's office the offending student

approached the educator and asked, "can we talk?" The educator said, "yes,

sure. Try my office; but wait for me". The student left and the educator

returned to the Chief's office, told him that she was going to be talking with

the student in her office, then asked for a personal alarm. The educator raised

the alarm device to show the researcher that she was prepared and went to her

office.

Five minutes later, she returned to the Chief's office and returned the

personal alarm, and queried the researcher, "I suppose you saw all of that?"

The researcher said, "Yes. can you tell me if that happens often?" The

educator said:

No. Not as a rule. I just noticed he was looking very tired and

that comment seemed to rattle him. He looked to me as if he

was ready to explode. I should be grateful though, he did want

to talk with me. That is a first. He explained that he was

really very tired, so he's been given a pass to go back to his



cell. You can never be too sure when they are like that. That's

why I took the alarm. I am glad you got to see something

though!

Field notes on the interaction practices witnessed between the educators

and their students outside of the formal classroom setting, provide a realistic

picture of the educator/student interaction free from the "expected" or

"anticipated" interaction that occurs in a formal classroom.

The incident and the educator's comment, "You can never be too sure

when they are like that. . . " Exemplify the underlying implications of

working with adults experiencing frustration and anger. These emotions can at

anytime turn into aggression. In this case, the control strategies used by the

educator were to alert the Chief of Education, and to carry a personal alarm.
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SECTION FOUR: TRIANGULATION

The purposes of this study were to determine what education rituals are

used in the ABE and GED programs; what purposes they serve; what, if any

education rituals are rejected by the students; and what adult education

principles and practices are utilized in the education programs. Finally, the

research attempts to determine if the prison educators are marginal to the

organizational hierarchy of the institution.



160

Utilizing three qualitative data collection methodologies which were:

structured open-ended interview questions (see Appendix A & B), observations

(see Appendix D), and field notes. This study determined that there were

many consistencies between the educator responses and the student's

responses, and those cornments made among the educators and students.

The educators and students believed that the educators were important

within the realm of the education department, but the overwhelming consensus

was that the educators are marginal to the workings of the institution. This

was based primarily on the security and safety aspects of incarceration.

In addition to advocating and advancing individualized programming,

which was observed in both the ABE and GED classes, it was apparent from

the majority of students that the individualized approach benefited their

learning style and for many, their attitude towards education in general.

Two educators had commented that they did not like interruptions to

their classes like when a student is withdrawn to participate in one of the self-

help programs. Yet, no educator was too concerned with the constant student

movement inside and out of their class. Neither did they appear to be

perturbed by the regular interruptions and demands placed on them by the

students. However, two educators did discuss the need for the students to

learn "appropriate" interaction behaviours.



t6r
overall, disciplinary problems were dealt with quickly. Generally, few

students commented on control rituals used by the educators; the consensus

being that there was not much of anything the educators did that the students

did not like.

A very interesting, stimulating and insightful perspective regarding

native incarceration issues was drawn from some of the native student's

responses. While on the surface some of their comments sounded as if they

were angry or bitter, this was not the case. Generally, their concerns were

raised in regard to past racist experiences or in light of the recent Report of

the Aboriginal Justice Inquiry of Manitoba (1991). This reporr dealt with

Aboriginal incarceration and the law. only one educator recognized the

cultural influences that impact on the learners. The remaining educators did

not discuss or mention native issues. Scant reference was made to native

wording in an ESL - Literacy upgrading class.

Adult education principles and practices are based on catering to the

individual needs and differences of adult learners (Knowles, 1981). Seventeen

of the twenty-two student respondents identified themselves as being Native.

Yet, only one educator made any reference to cultural differences and the

implications these differences could have on an individual's attitude toward

learning. Native students reported previous racist experience in their

educational histories and some frustration with the lack of Native studies in the

existing ABE and GED programs. Based on the observations and interviews

conducted in this study it appears that there is no concerted effort on the part

of the education department or the institution to recognize that Native student
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needs are culturally different to what is being offered in the existing programs.

Evidence of Adult Education Principles and Practices

All of the data collection strategies and the triangulation summary

provided the basis for determining what adult education principles and

practices [see Table 1] are utilized in the ABE and GED programs. Only

those adult education principles and practices not found in ABE and GED

programs are elaborated on. This is because the wealth of data gleaned from

the interview responses, observations, and field notes provides an insight into

those adult education principles and practices which were utilized in the ABE

and GED programs. Table 11 provides a list of the adult education principles

and practices used in the ABE and GED programs.

Table 11

Adult education principles and
oractices utilized in the ABE and
GED proqrams

Learning

l.Learners feel a need to learn.

5.Learners actively participate.

T.Learners have a sense ofprogress
toward their goals for evaluation.

* Teacher exposes the learners to new responsibilities and fulf,rlment.
* Teacher helps the learners to clariff their aspirations.
* Teacher assists the learner to recognize the gap between their aspirations and
present level.
* Teacher helps the learners identify the problems they experience because of the
gaps.

* Teachers help the learners to organize themselves for sharing mutual enquiry.

* Involves the learners in murually determined measures for evaluation.
* Helps the learners develop and apply self evaluation based on these criteria.

(Adapted from Knowles, 1980. pp. 57-58).

Teaching



Table 12 provides a list of

in the education programs,

Table L2

Adult education principles and
practices NOT utilized in the ABE
and GED programs

Principle

adult education

together with a

Z.Learning environment is
characterized by comfort, trust.

3.Learners perceive the goals of
learning to be theirs.

4.Learners accept a share of
responsibility for planning and
operating learning experience.

principles and practices not found

brief explanation why this is so.

6.Learning is related to the learner's * Most students are drop outs and have limited educational experiences to draw
experience. on.

* Some students experiences are negative and they do not like referring to them.
* Presentations cannot be geared to their experiences because they are so varied.

* Physical conditions are characterizedby locks, bars, and restrictions to
movement.
* Inappropriate student behaviour breaks trust; forces educators to be alert.

* Learning objectives determined by GED program and curriculum.
* ABE students follow educators lead.

* Some learners are not interested in education: It gives them something to do.
* Set curriculum and sequential format of GED program prohibits student
planning learning experiences.
* Many students have had negative earlier educational experiences and as a result
rely on the educator to lead them through.
* Most students are not competent, confident, or responsible.
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Arguments throughout correctional education literature have postulated

that, the prison environment, the anti-education bias held by the prisoners, and

the prisoners' social disorders and associated idiosyncrasies predispose

correctional education programs to failure (Cheatwood, 1988; Ferguson and

Haaven, L990; Hudson, 1981). The details found in this study show that the

prisoners value education programs because they are seen as a means for their

successful return to society, and they stimulate the student's self-esteem.

Reason



The purposes of this shrdy were to find out prison educators' and their

students' perceptions of, and behaviour toward, education rituals performed in

one Canadian federal prison. The research also attempted to establish if the

prison educators hold marginal status within the organisational structure of the

institution. Finally, the study investigated what adult education principles and

practices advocated by Knowles (1980) were in use in the Adult Basic

Education (ABE) and General Educational Development (GED) classes.

Chapter Five

SUMMARY AND FII\DINGS

EDUCATION RITUALS

Education rituals according to Clifton and Rambaran (1987) are

behaviours and expressions that appty to the teaching situation and to the

control of disorderly behaviour; they are not formally defined. Education

rituals are categorised into control rituals that include; the teacher's attempts to

control inattentiveness, mischievousness, and other kinds of unacceptable

behaviour; and, teaching rituals, which include; the way teachers structure

their lessons, their teaching style, and motivational strategies.
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Control Rituals Used By The Educators

The educators reported that they usually ignored inappropriate student

behaviour. If there were any problems with a student's behaviour, typically

the educators would talk to him to find out why. If their individual

consultation with the offending student did not lead to improved behaviour, the

prison educators would then seek assistance from the Chief of Education.

usually, the chief would support the educator's disciplinary process, or the

Chief would assign the student to another work activity until his attitude

toward the prison educator or classes changed. In situations where a student

displayed aggressive behaviour, or an educator perceived that a student may be

a threat to their welfare or that of the other prisoners, a personal alarm was

used. Engaging the alarm alerts security personnel throughout the prison.

Educators in any educational setting attempt to find out the reason(s) for

inappropriate student behaviour. Consultation with the student is a common

control ritual used to address unsuitable student behaviour, and according to

Levin and Long (1981), it is an effective strategy for diagnosing learning

problems. Therefore, this makes the prison educators' consultation strategy

for inappropriate student behaviour a common control ritual used in most

educational settings. However, the use of a personal alarm, which when

engaged alerts all custodial personnel in the prison, can be classed as a unique

control ritual.

The purpose of the personal alarm, and the consequences for offending

student(s) if the alarm is activated are unique. In the prison environment

student(s) who demonstrate inappropriate behaviour resulting in the personal

16s
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alarm being used are punished. This can include; being subjected to physical

restraint, isolation, charges which can lead to an extension of their time to be

served, limitation or prohibition of educational opportunities, and ostracism

from staff and students.

Using a personal alarm for inappropriate student behaviour in prisons is a

unique control rituals. It sets education programs in prisons apart from

education programs offered in the community.

Teaching Rituals Used By The Educators

The educators' teaching rituals were based on the individualised

programming in the ABE and GED classes. All of the educators reported that

they maintained a one-to-one working relationship with their students. Two

educators discussed the importance of humour during their interaction with the

students they concluded that, being humorous helped them in their interaction.

The four prison educators mentioned the importance of encouraging the

students to ask questions during classes. They concluded this helped them in

gauging students' interest and commitment to learning. Generally, based on

the learners' poor educational experiences the prison educators felt that they

were responsible for structuring and initiating learning strategies. Two

educators mentioned how large group presentations or class exercises do not

appear to work in the prison, because the students tend become disinterested if

they maintain whole class teaching practices. class worksheets and

assignments were also discussed by the educators as ways they initiated and

structured their lessons.
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The prison educators mentioned the need to maintain a humanistic attitude

toward the students, because they recognised that they faced unique and at

times frustrating experiences due to their incarceration. Based on this

awareness, the educators advocated some flexibility in the running of their

classes. This flexibility included individualised programming and allowing the

students to work at their own pace. In addition, monitoring the student's

progress through feedback, encouragement and motivation.

The emphasis on individualised instruction as a teaching ritual in this

prison environment, allows for some speculation about the teaching rituals

used in this educational setting. One-to-one teaching/learning situations are an

ideal process for the exchange of skills and knowledge. Moreover, the

creation of specific "learner needs" designed worksheets enhances the learner's

chances to learn (Levin and Long, 1981).

Recently, the teacher's role has moved from being that of, imparter of

knowledge to facilitator of learning (Brookfield, 1986; Freire, 1970; Henri,

1992; and Knowles, 1981). The role of the facilitator accordins to Henri

(1992) is to:

* permit students to work in small groups or as individuals;

x motivate students to locate, analyse and view information;
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* assist students to clarify their thinking through questioning techniques;

* allow students to master the enquiry process;

* evaluate achievement in process and content;

+ model appropriate learning strategies and techniques;

* provide a range of opportunities for students to share learning

achievements (p.5-6).

However, it appears that few if any of these facilitation guidelines are

practised in this prison setting. Beswick (1957) has concluded that teachers go

by personal experience, and Moore and v/aldron have noted that teachers

teach as they have been taught. Therefore, the teaching rituals being adopted

in this prison education setting are falling short of providing educational

opportunities guided by the principles and practices of adult education. Also

the teachers are not exploiting all of the teaching strategies and facilitation

processes available to them. There needs to be ongoing staff development and

experimentation with facilitation to include a range of learning resources and

instructional strategies in their day-to-day teaching. Juchau (19g4) concludes

that, only in this way is it possible to do justice to the full range of preferred

learning styles and thereby provide an appropriate climate for effective

learnine.

Prison Educator Interview Feedback

Three of the educators returned their transcripts with editorial notations and

comments regarding their interviews. The three educators said that reading

their response was either embarrassing, humbling, or devastating. This was
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based on their assessment that the comments were; long winded, read like

"goobly-gook," and according to one respondent "an appreciation of tolerance

for any other listeners to anything I must say about anything is being

developed. "

The educators' interview responses were transcribed verbatim. The

researcher had not provided them with any specific details about the interview

questions until the interviewing process had begun. Consequently, most of

their responses required them to reply directly with their self-imposed time

limit. It appeared from the educators' comments that they were expecting

details from their interview transcripts to be presented in a journalistic format.

The educators' transcript edits were changes to grammar and tense. Any

notation by the respondents to remove what was recorded was carried out, and

additional notes elaborating on, and/or clarifying specific issues were also

included in the interview analvsis.

Reasons Students Participated In The Classes

A major influence on the student's responses to the research questions

about education rituals was finding out why they were taking classes. This

information helped to clarify any of the ambiguities or biases that arose in

their explanations about the education rituals that they identified or rejected.

The most typical reasons for taking classes included; a history of dropping

out of school because of drug/alcohol dependency problems, or their previous

educational experiences were negative because they reported that they are a

"slo\ry learner. " The sfudents also indicated that they were takins classes
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because they appreciated this opporfunity to learn. They believed that they

would not have taken ABE or GED classes if they were not in prison. It is

easier to take classes "inside" than out on the street. Most of the students

believed that their prison education would be useful in getting a job and their

participation provided them with recognised certification. ABE students

reported they were involved in classes because they could learn how to read.

Two GED students said that they were taking the classes because there was

nothing else to do in the prison. Three Native students reported that they were

taking classes to fit into the "white marì's" system.

Teaching Rituals Recognised By The Students

ABE and GED students recognised and appreciated the individualised

learning experiences. The students reported that because of this style of

teaching they perceived that their teachers help them and genuinely cared about

them. Elaborating on this theme, the students recognised that their teachers

were always encouraging them and motivating them to continue in their

classes. The students enjoyed the fact that they could work at their own pace.

Teaching Rituals Rejected By Some Students

While the students recognised that their teachers allowed them to work at

their own pace, there were instances when a teacher required them to complete

a section in their workbooks. These students did not like being pressured to

finish their work. There was a sense among some students of feeling "let

down" if the educator told them that their work was not sood. Althoush the
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students appreciated the individualised format of the classes, some wanted

more structure in certain subjects. Typically, they would compare their

current learning experiences to their previous school experiences and expect

the teachers to present some classes in a "chalk and talk" format.

Control Rituals Identified And Rejected By Some Students

All of the students were aware of their immediate surroundings and the

limitations associated with the prison. The students reported that the prison

environment and its restrictions affected their attitude to learning and their

relationship with their teachers. They believed that the teachers were aware of

the affects incarceration has on them. The students felt that this awareness

affected the teachers' relationship with them. Three Native students were

annoyed that the curriculum does not include native studies. They believed

that this was further exploitation of their culture and an attempt to quell their

desire to learn more about their cultural heritage.

PERCEIVED STATUS OF THE PRISON EDUCATORS IN THE PRISON

The educators held that their status is marginal in the organisational

structure of the prison. They reasoned this was because the institution's

primary function is security. However, all of the educators noted that because

education was important to the students for employment opporrunities, then

this justified their status in regard to prisoner rehabilitation.

Most of the students also held that the educators are marginal in the

organisational structure of the prison. Some students preferred not to respond
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to this area of questioning. The students did conclude that the educators were

important in terms of the value of education. However, the prisoners believed

that, because the prison is meant to protect society, and security is a priority in

the workings of the institution; correctional officers are considered to be the

most important workers in the prison organisation.

ADULT EDUCATION PRINCIPLES & PRACTICES UTILISED IN THE
ABE & GED PROGRAMS

Table 13

Adult education principles and
practices utilized in the ABE and
GED prosrams

Learning

l.Learners feel a need to learn. * Teacher exposes the learners to new responsibilities and fulhlment.
* Teacher helps the learners to clariff their aspirations.
* Teacher assists the learner to recognize the gap between their aspirations and
present level.
* Teacher helps the learners identify the problems they experience because of the
gaps.

S'Learners actively participate. * Teachers help the learners to organize themselves for sharing mutual enquiry.

T.Learners have a sense of progress * Involves the learners in mutually determined measures for evaluation.
toward their goals for evaluation. * Helps the learners develop and apply self evaluation based on these criteria.

Teaching

(Adapted from Knowles, 1980. pp. 57-58).



The intent of this study was to determine what education rituals are used in

the Adult Basic Education (ABE) and General Educational Development

(GED) classes offered in a canadian federal prison. Also, why they are used,

and what education rituals were identified and rejected by the students. In

addition, the study attempted to establish if the prison educators and their

students perceived that the educators were marginal in the prison institution.

Finally, the investigation attempted to find out what principles and practices of

adult education advocated by Knowles (1980; see Table 1) are used in the

ABE and GED programs.

This study used a qualitative research methodology involving; open-ended

interview questions, classroom observations, and fieldnotes focussing on ABE

and GED students and their educators. Details from the research data are

presented in the following order:

1. Education rituals;

2. Perceptions about the prison educator's status in the institution; and

3. The adult education principles and practices used in the ABE and GED

programs.

CONCLUSION AND RECOMMENDATIONS

Chapter Six
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Information from these categories led the researcher to drawing some

comparisons between prison education programs and adult education programs.

This information is presented so as to assist the reader to understand the

reasoning behind some of the recommendations that arose from the studv.

Education Rituals

The core of both the GED and ABE programs were their individualized

formats, which allowed the educators some flexibility in their teaching rituals.

Overall, the students said that they appreciated the individual attention they

received from the educators because they liked being recognised as individuals.

Students who identified themselves as having a history of learning problems

said that they enjoyed their classes because they could work at their own pace

and not feel rushed.

One student said that he did not like the teaching rituals which involved the

whole class. This was described as "semantic mapping" where the teacher

uses class discussion and chalkboard writing to map out a plan to write a short

story. This student argued that he preferred to write in his own style. A

GED student mentioned that he would prefer "regular classroom activities" as

opposed to work from books. However, as this student's interview

progressed, he realized that the class members had varying educational abilities

and that, "learning from the books was necessary. "
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critical to the issue of teaching rituals and often overlooked in many

educational settings, is the impact of cultural diversity and heritage on

learning. Three Native students raised the problem of being involved in

"white man's" education. They argued for the development and availability of

classes dealing specifically with Native needs and heritage.

control rituals used for addressing problems of inappropriate sfudent

behaviours involved the educator talking directly with the offending student,

using the office of the chief of Education, or in tense situations using a

personal alarm. This latter control ritual is the only difference from control

rituals used in other education settings such as schools, community colleges, or

universities.

Perceptions About the hison Educator's Status

Although both the educators and students concluded that the educators were

important for learning and student development, they all agreed that in terms

of the institution as a whole; the prison educators are marginal.

Recognizing that the federal insti¡"rtion is governed by Corrections Canada

and that the prison must maintain security and safety for the inmates, the

consensus was that the correctional officers were the most important personnel

at the institution.

adult Education Principles and Practices utilized in the ABE and GED
Programs.

Based on the data collected in this study, the noted adult education

principles and practices were followed:



1.

2.

a
J.

Learners feel a need to learn;

Learners actively participate (5); and

Iæarners have a sense of progress toward their goal of

evaluation (7).

(Numbers in parentheses correspond to Knowles' principles and practices of

adult education. See Table 1).

These noted adult education principles and practices were not followed in

this study. (Numbers in parentheses coTrespond to Knowles' principles and

practices of adult education. See Table l).

1. Iæarning environment is characterized by comfort and trust (2).

The physical conditions of the prison include locks, bars, and restrictions to

movement. In addition, inappropriate student behaviour breaks trust and

forces the educators to be alert.
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2. Iæarners perceive the goals of learning to be theirs (3).

The learning objectives were determined by the GED program and

curriculum. Also, the ABE students follow the educators lead.

3. Iæarners accept a share of responsibility for planning and operating

the learning experience (4).
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Two of the students were not interested in learning, citing that the classes

gave them something to do. The set curriculum and sequential format of the

GED program prohibit the snrdents from planning their learning experiences.

Many of the students have had previous negative experiences with education.

As a consequence, they rely on the educator to lead them. Finally, most of

the students are not competent, confident, or responsible for sharing a

responsibility for developing their learning experience.

4. Learning is related to the learner's experience (6).

Most of the respondents indicated that they were drop outs and had a

history of being unemployed. They have limited educational experiences to

draw on. Some of the students have had a history of negative life experiences

and they do not want to refer to them. History has shown that Canada's

advancement of education in its federal prisons has been long and fluctuating.

Undoubtedly, the most detailed and forthright examination of Canadian prison

education programming was the Ontario Institute for Studies in Education's

report on education programs in canadian corrections, requested by the

Solicitor General of Canada (1979). Two components of the OISE research

that are gennane to this study were its recommendations regarding prison

educators and their professional development. Table 14 provides an overview

of these recommendations.



Table 14

Category

1. Teaching personnel a.

b.

t.

d.

2. Professional Development

(Adapted from: Report to the Solicitor General of Canada concerning: The educationprograms of the
Canadian Corrections System (Phase 2). O.I.S.E. (1979).

It is disappointing that the federal institution used for this study has paid

scant or no attention to the issues raised in the focus section of the

recommendations made by O.I.S.E in 1,979. only one educator has had any

formal training in the study of adult education; another had worked with adults

in a learning centre, but indicated that their professional training was at the

elementary level. Finally, one educator discussing their educational

experiences, indicated that he had worked at all levels of education. and

referred to adults based on the chronologicat definition oniy.

receive ongoing training

education must be based on the principles of adult education

increased communication with peers

should include both Corrections and contract personnel.

regular review of programs

increased communication between institutions

increased communication within institutions
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a.

b.

c.

Prison education and adult education: program differences

The similarities between prison education and adult education programs is

generally based on the categories of: basic, vocational, and tertiary education. and
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training programs. However, these similarities are superficial and do not address the

differences in operations, learner characteristics, and reasons for participation in prison

education programs compared to adult education programs. Prison education programs

have traditionally been seen as institutionally managed rehabilitation programs. Adutt

education programs are viewed as a means for an individual to pursue and achieve self-

actualization (Brookfield, 1986). There is a fundamental difference in the 'locus of

control' between adult education and prison education programs.

Knowles' (1981) assumption is that adults are "voluntary" learners. That is, they

are involved in education programs for their self interest on a voluntary basis. Learners

participating in prison education programs may do so as a means of adjusting to the

restricted environment; self interest; evading other mundane prison occupations such as

the laundry, or as a process for appeasing correctional reform practices such as;

probation, parole or early release schemes. This indicates that prisoners participate in

education programs on a semi-volunteer basis.

Adult education programs are founded on some intrinsic pursuit for self fulfilment or

extrinsic reward through promotion and increased salary (Cross, 1981; Brookfield,

1987; Knowles, 1981). Prison education programs are seen as a means for prisoner

control. Ericson & Baranek (1982) suggest thar:

Regardless of how token an educational program in prison might be, it is useful as a

device to take care of the excess labour pool who cannot be put to work elsewhere

in the institution...major issues and exciting reforms...are translated into

mechanisms of convenience...and relegated to their pragmatically appropriate place

within the agents' scheme of things (p.Z3l).

Reasons for participation and learner characteristics are also major differences between



prison education programs and adult education programs.

V/ho participates, why they participate, and what programs they are participating in,

are contemporary areas being examined in the discipline of adult education. Courtney

(1982) has argued that, "'Adequate' or 'successful' participation is a chameleon set

against a background of quick-changing groups, courses, centres, areas and times"

p.105. Although, size, diversity and complexity of post-school education makes the

concept of participation impossible to pin down; the research regarding adult education

program participation does raise some salient issues when comparing adult education

programs to prison education programs.

Participation in adult education programs is associated with the middle class (Cross,

1981; Woodley, L987). In a substantial investigation in the United Kingdom, the

Advisory Council for Adult and Continuing Education (ACACE, 1982) determined:

...indications show that those with the longest initial education...are in the higher

social classes, ...seeking vocational education...are consistently better able to

take advantage of existing oppoftunities for continuing education

(cited in McGivney, 1993; p.l2).

The influence of sociological factors on reasons for participation in adult education

programs has also been investigated in lower occupational groups. Hedoux (I9SZ)

studied participation in targeted programs in several French mining communities. He

discovered that participants in the programs comprised an "active social minority"

charucteized by the following attributes:
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good material circumstances (higher income and occupational levels); greater
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mobility (ability to anticipate and instigate social change); cultural familiarity

(higher level of schooling, extended social relationships and cultural practices).

(cited in McGivney,1993; p.13).

These sociological factors are generally not attributed to those who participate in prison

education programs. V/hile the majority of prisoners are from the lower classes, they

also have a long history of school failure (Forster, 1981). It can be argued that adult

education programs do not attract certain groups within society. Therefore, prisoners

who are usually from the lower end of the social scale and have a history of being

school dropouts, are not going to be attracted to adult education program participation

under normal circumstances. This is supported by West (1,987) who writes that:

There are substantial numbers of people who have been defined as failures by the

schooling system and who remain outside the world of adult education. The lower

you go down the social hierarchy, the more there are p.11.

This is not to undermine the impetus of adult education programs in a prison context.

It does however, provide some understanding as to why adult education in Canadian

prisons has struggled to be recognized as a viable rehabilitation strategy.

Research has determined that there are certain sections of the community who do not

engage in any form of educational activity after leaving school and Forster's (1081)

characteristics of prisoners supports this argument. Therefore, the challenge for

contemporary prison educators may be to attract prisoners to prison education programs

catering to their educational needs and interests. The principles and practices of adult

education can assist them in achieving this objective.



Recommendations From The Studv

Research has shown that working with adults in any education environment demands

appreciation of the many unique aspects associated with being "adult. " This can

include: adult learner needs, characteristics, experiences, expectations and fears. As a

consequence, these variables can influence an adult's learning style, educational

requisites and interests (Brundage and Mackeracher, 1980; Brookfield, 1986;

Darkenwald and Merriam, 1982; Freire, 1970; Kidd, 1981; Knowles, 1980; Shea,

1980, and Whetstone, 1981). Therefore, the first recommendation is:

Recommendation 1: All prison education staff undertake a mandatory training
course designed to help them to become familiar with basic adult education
theories, the characteristics of adult learners, and facilitating adult learning.

The education rituals performed in the institution were influenced by the

individualized format offered in both the ABE and GED programs. Students

appreciated their educators focusing on them as individuals. However, there was a

tendency by some students to demand their educator'3 attention with no regard for what

he/she was involved in at the time. These demands would on occasion, disrupt the

interaction between the educator and the student heishe was attending to, or interfered

with the workings of other students. Some researchers have concluded that prisoners

lack socialization and interaction skills (Duguid, 1981a; Ross and Fabiano, 1981).

Basic training and demonstration of appropriate interaction methods could assist the

students in working with their peers, other institution workers, and the educators.

Therefore, the second recommendation is:
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Recommendation 2: Prison educators establish a pattern of interaction
expectations to demonstrate to the students what is appropriate, acceptable and
not disruptive.

The predominance of the individualized structure of the ABE and GED classes

prohibited the utilization of varied teaching methods in the classes. There was a

tendency for many students to vacate the classroom frequently for approximately 10

minutes. V/hen they returned they were disruptive and noisy. This behaviour indicates

that the students are not working due to a number of reasons that can include; boredom,

loss of interest, struggling with a problem, or not wanting to seek the educator's

assistance for fear of ostracism. In order to maintain student interest and participation

in the learning environment there should be more variance in teaching methods and the

lesson structure. Therefore, the third recommendation is:

Recommendation 3: Prison educators use more variance in their teaching style
to include: class discussion, small group activities, class presentations and peer
tutoring.
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There is no doubt that Canada has recognized that a disproportionately high number

of natives are in its' federal prisons. The 1991 Report of the Aboriginal Justice Inquiry

of Manitoba, and the 1989 Royal Commission on the Donald Marshall Jr. Prosecution

concluded that; racism prevails in the justice system. Moreover, the reports indicated

that efforts should be made to accommodate native inmates by providing access to

elders, and granting permission for traditional customs and rituals associated with the

native culture to be performed in prisons.
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There was little evidence that the Education Department in the institution recognized

any cultural considerations when working with their students. One educator could

speak Cree. He learned it during his first few years teaching on a reserve. There

were no Native educators in the institution, and there was no evidence of class materials

or references dealing with native culture, history, or folklore. In addition, some Native

students mentioned the need for more native orientated programs being made available

to them. Therefore, the fourth recommendation is:

Recommendation 4: Native studies classes conducted bv Native educators should
be added to ABE and GED programs.

Although the prison administrators had attempted to revamp the prison schedule so

as to accommodate the education programming, comments from the students and

educators indicate that, education and the educators are marginal to the workinss of the

institution.

Schools and educators in the community at large have the opportunity to "show

themselves off" on an annual basis with the "parentlteacher day." The Education

Centre at the institution should hold an annual "education day" where prison personnel,

other inmates, and possibly the students' family could become familiar with the

education programming, the student's work, and the efforts of the educators.

Therefore, the fifth recoÍlmendation is:

Recommendation 5: An annual "education day" be organized and co-ordinated
by the educators and students to show prison personnel, inmates and families
what happens and is being produced in the Education Centre.
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The institution used for this research is committed to offering education programs ro

any inmate who wants to take part. Yet, as is common in contemporary government

services, funds are scarce and resources are minimal. These external influences can

have major repercussions on existing or future prison education programming. The

annual cost to Canada for the incarceration of one adult in a federal prison is

approximately $48,000 (Statistics Canada, 1990). Given the increase in inmate numbers

and the decrease in funds, it would seem logical that to increase funds for service and

education programs to accommodate student needs could, in the long term, alleviate

prisoner numbers. More money and commitment to prison education on the part of the

federal government is needed.

Recommendations for tr'urther Research

This research investigation has substantiated and expanded on prison education

studies concerning the impact of the institutional environment, the educational

characteristics of prisoners, and their reasons for participating in education programs

(cheatwood, 1988; Ferguson and Haaven, 1,990; and Martin, sehrest, and Redner,

1981). However, the findings in this investigation indicate the need for additional

research in several critical areas.

In determining the prisoners' acceptance or rejection of education rituals this study

has established a network of influences on the students' attitudes toward, and

participation in Adult Basic Education (ABE) and General Educational Development

(GED) programs. The influences are intrinsic; concerned with previous educational

experiences (location and attainment), values, goals and aspirations, length of sentence,

cultural identity affiliation, and psychological make up. The influences are also



186

extrinsic; concerned with peer pressure, interaction abilities, and ability to listen.

It is difficult to generalize what education rituals will be accepted or rejected by

prisoner students based on the myriad of intrinsic and extrinsic influences found in this

study. It is proposed that a systematic analysis of the intrinsic and extrinsic influences

on students would posit a more focussed, specific awareness of the contributing factors

in a student's rejection or acceptance of education rituals. Also, how they impact on

the students attitude toward, and ability to learn.

This study determined that the educators and students deemed the educators to be

marginal to the workings of the institution. Research focusing on prison organization

structure and administrative procedures could enhance the professional relationships

between prison authorities and educational personnel. Joint staff meetings, universal

employee policies, and utilization of specific employee skills are a few examples of how

the working relationship between prison administrators and prison educators can be

developed.

Knowles' (1980) adult education principles and practices are a cornerstone in the

study of adult education, whereas, the study of education rituals is small in educational

research. Given the unique nature of this investigation it is necessary to ask if adult

education principles and practices are viable for prison education programs. In that, the

restrictions associated with the learning environment, and the variance in learner needs

warrant significant educator control and direction as opposed to, education experiences

being learner initiated and designed. The concept of adult education in Canadian

prisons was first advanced in 1836 ('Weir, 1.973), and endorsed in the 1979 O.LS.E

Report to the Solicitor General of Canada. Yet, this study shows only one prison

educator has training in adult education principles and practices. Therefore in order to
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demonstrate the value adult education can play in fostering student learning in prisons;

prison educators must be trained and familiar with adult education principles and

practices. If prison educators were to be trained in adult education, research advancing

adult education in prison would be more concrete. Unfortunately, like similar studies,

data from this research allows speculation only about the unique value adult education

principles and practices can play in prison education programs.
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PRISON EDUCATORS

As a means of introduction and allowing the educator an opportunity to
adjust to the interviewing process, the following questions were asked.

* How long have you been teaching? How long here?

INTERVIEW QIJESTIONS FOR TIIE

EDUCATORS

+ Have you noticed any differences to teaching in a regular environment?
If so, what are they.

In relation to the research questions, what education rituals are performed and
why those particular rituals are performed, the following questions were
asked.

* What teaching styles do you employ with your students? How?

x What strategies do you use to maintain appropriate student
behaviour in the learning situation? How do you implement these?

The second focus of the study is concerned with the status of prison
educators in the prison hierarchy. In order to determine if the prison
educators are marginal, the following questions were asked.

* Do you ever feel, as a prison educator, that your status in the prison
is not very high? If yes, why do you think this? If no, can you tell
me why?

* Who do you think are considered the most important personnel in
the workings of the prison? 'ù/hy?

* Do you think education programs and participation are considered
important activities within the prison? Why?
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APPENDIX B

INTERVIEW QUESTIONS FOR THE STUDENTS

Having a basic understanding why the students were taking classes enabled
the researcher to determine a foundation for establishing why the students
reject education rituals. The first question posed to the students was:

* Why did you decide to take classes?

In order to determine those education rituals that are recognized and rejected
by the students, the following questions were asked.

+ What do you like when your teacher is teaching you? Why?

* 'What do you dislike when your teacher is teaching you? Why?

+ What do you like about your class? Why?

* What do you dislike about your class? Why?

Questions concerning the students' perceptions of the prison educators status
in the prison hierarchy will include:

* Do you think the teachers are considered important workers in the
prison? Why?

* Who do you think are considered the most important workers in the
prison? Why?

* Do you think education programs and taking classes are considered
important activities within the prison? \Mhy?



THE UNIVERSITY OF MANITOBA
Department of Educational Administration & Foundations

January 9th, 1992

Dear Prison Educator.

LETTER TO PRISON EDUCATORS
FACULTY OF EDUCATION

Recently I visited the prison and discussed with you my research concerning
prison education.

I would like the opportunity to interview you in regard to teaching and
working with prisoners. The information that you report to me will be
confidential. This means that I will not reveal your identity by referring to
you in the dissertation, and I will not disclose your identity to any prisoner or
prison official.

The interview will take no longer than 30 minutes. Prior to using the contents
from the interview I will be forwarding a complete copy of the transcript for
yow perusal, editing and clarification.

You can withdraw your permission for me to use the details from the
interview completely, you can note any sections of the interview that you do
not want me to use, and you can edit the transcript to your expectations. I
will not proceed with using the information until you have given me
permission.

I know that this is a busy time of year for you, however, I would ask that
you complete the enclosed consent form and return it sealed in the envelope
provided to the Director of Education at the prison. This information will be
forwarded onto me at the University. I thank you for your interest in my
research and I look forward to hearing from you in the not too distant future.

Sincerely,
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Tricia A. Fox
University of Manitoba.



I amJam not (please circle appropriate response) willing to be interviewed in
regard to my work as a teacher of prisoners.

I understand that the details that I relay to the researcher will be completely
confidential.

I understand that the researcher will forward me a copy of the interview
transcript and that I can deny use of the whole transcript, or part of the
transcrint for research.

NOTICE OF CONSENT

Signed:

APPENDIX C: (CONT'D)

Print name here:
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APPENDIX E:

LETTER TO EDUCATORS REQUESTING THEIR
COMMENTS/EDITS

Department of Educational Administration & Foundations

FACULTY OF EDUCATION
8th June. 1992

THE UNIVERSITY OF MANITOBA

Dear Prison Educator:

Please excuse the informality of this "form" letter. Enclosed is a copy of
your interview transcript which I recorded during my most recent visit to
Stony Mountain.

I would appreciate it if you would read the transcript through. If there are
any comments you would like to add or delete please feel free to do so; then
forward the transcript with you changes back to me no later than Friday. July
3rd. 1992. If I do not receive any changes after this date then I will use the
data as presented.

Also, if you have any problems or concerns with the data which you want to
discuss with me please do not hesitate to call me

I would like to take this opportunity to again thank you for your contribution
to my dissertation. I would also like to congratulate you on your efforts in
helping your students attain levels of learning and understanding which they
have never had before. Bravo!

Sincerelv.

Tricia A. Fox
Graduate Student
The University of Manitoba

enclosure.



EXAMPLE OF A PRISON

How long have you been teaching?

Not just in the prison? I taught for a few years in the 70s in a new careers
program. I taught mentally handicapped adults.

Is your teaching experience just related to working with adults?

20s

APPENDIX F

EDUCATOR'S INTERVIEW RESPONSE

Pretty much so. Except for my practicum work at the university plus a little
bit of substitute teachins.

Did you undertake any formal adult education training?

I have a certiftcate in adult education from the Red River Community
College.

In your experiences of working both outside and inside the prison are
there any major differences that you can identify for me? In terms of
both the environment and the students?

I have worked in prisons for 7 years and a few months. Having worked in
literacy on the street and then working for a careers program with
disadvantaged adults I find that they are pretty much the same as prisoners.
They share most of the same multiple problems. Also, from what I have
heard from other literacy programs they bring multiple problems to the
classroom situation. You know a crisis will arise and it consumes a lot of
time and energy so they can't keep on task or work with what they are doing
because they have difficulty with what is going on in the classroom. So the
prisoners and these types of learners are very similar.

What teaching styles do you use?

Probably the whole language approach to teaching reading. To get these
fellows to see that reading, writing, and speaking is all combined and you
can't really separate one from the other. So to get them to put their pen on
paper right away, to use their own experiences..that whole approach. I will
use phonetics for reading especially if we have a fellow who can't read at all
or who hasn't had any success in reading to get them to read immediately so
that they can see that they can read just a few words. Basically, that is one
step to reading.
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I talk to them a lot about-what reading is; it is a process of getting
meaning from the page. So I think that it is'a mixture of whole language and
getting them to believe in themselves. It is'explaining and talking about
learning so it is experiential in its foundation

About how many students do have in your class?

I am supposed to have about 10. 10 is quite a few. 6 would be nice
although here it is interesting because we will have guys who a¡e enrolled in
different programs and doing different things. So lots of times we will only
have 6. This can be frustating because I could be planning to do something
and someone will plan not to be there or they will just drop the class at

times. Overall, I think its fair to say that I average 6 students.

Do your students typically baulk at having to write, or do they bautk
more at having to read?

Write. V/riting is the most difficult, that is what I have found over all of the
years. That is why I have found this method to work really well. You can

really get some good things going. There ¿¡re some discussions beforehand,
they are really stimuiated when they are thinking about the topic, and it is a
lot easier to put your pen to paper and to get something down.

A lot of these guys have never written anything; they will say that I
cannot spell so I cannot write.

L

How do you deal with inappropriate student behaviour in the
classroom?

Weli I have had one fellow for the last couple of months who has given me
quite a rough time. He is very self-cented which most of these guys are,

and it seems that everything should be his, and everything done his way.
That is fine to a point.

I want to give the guys some choices and flexibility. Flexibility a¡ound
what they want to do and sometimes they do notwant.to do it. If they don't
really want to do maths f,ust thing in the morning that îs fine,.we will do

reading.

All of this started when I was beginning to teach this method of writing.
He had the instruction like the others, but I wanted him to work on his
reading because his writing skills are quite good. He does write poetry. So

his writing skills are fine. He to started to go nol no! no! He argued that we
were always changing and it was too fast and he wented to do something



else, so I tried to tell him that the reason why I wanted him- to do this ',Ã/as to
develop his reading skills but he left the classroom and stormed out.

I let him go of course at that point, he came back a little bit later and
talked to me. My basic approach v/as to let him cool down and if he had not
talked to me I would have gone and talked to'him and tried to straighten
things out to get a working relationship. What came out of it is that he came

back to the classroom slowly and I talked to Winston about it and let him
know what was going on. We just gave him a deadline, this is when you are

to come.

I made it very clear all along that I wauted him back in the ciassroom and

that he was welcome and there were some things that we could do around

organizing his time. His complaint was that I never responded to him but I
responded to everybody else. I said I would make sure that I would
acknowledge him if I heard him and we left it at that.

At this level I see them as not having had experience dealing with people.

They don't really know how to so they rely on their own methods and their
own ways of dealing with situations which are usually deait with by walking
out or feeling hurt and all those sorts of things. I think part of our job is to
really work on those behaviours.

Do you think with this group that you could venture into things like
role playing and skits?

Well yes, but only with part of this group. But there is a problem I
would loose Billy and he needs the class. The other thing is that some of
them are shy and we have continuous intake. You jusi get something going
and you lose a couple of the guys and you get a couple of new guys in, and

it takes them a while to become comfortable, so it is hard. But I think that
with a few of these guys they would be willing to risk a lot.

As a prison educator where do you think your status within the prison
organization is?

I don't know. I have only been here for such a short time. When I
worked for Red River we did not have a strong association here. I was on
contract and the contract person really doesn't have any status in the
organization. We were basically overlooked and were'for€otten about when
there was a blizzañ and told to go home. If you are doiirg your job there is
no problem if you are getting the results. For a federal employee now really
I don't know.
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In terms of the institution's personnel responsible for the workings of
the prison who do you think that the administ¡ators rate as the most
important?

I would probably say the guards, then the CO2s, and then the case managers.

Guards first because of security. Security is considered very important.

What about education programs and participation?

I don't know about this institution. In minimum security institutions, no,

I don't think that it is all that important. I think that progra:nming is
becoming more important in federal corrections and all across the boa¡d.

Cognitive skills, breaking barriers, co-dependency and there have been

literacy initiatives in the last little while bul I do not see the whole systern as

feeling that education and basic education is very new.

I guess you could say it is in transition. The other side of me, well you
know, society doesn't reaily think that education really is that important it
does not put enough effort and enough money and resources into educating
the kids let alone adulæ and let alone adults in prison.

Can you tell me if you have felt any concern or comments with regard
to your gender when working with men, teaching men, and in an

institution that is run bv men?

I have never f"tt g.oa.. issues directly but I have had one student very
early.in my career who did not like me at all and that was because I was not
Native. I have probably had more trouble because I am not Native with
some of my Native students.

I have had one student who fell in love with me. I realized that after I
had read something that he had written, so I had to talk with him and it was

fine after that but I spoke with the staff in the prison and I was told that this
had happened before.

i think that in some ways women working in the prison are not taken as

seriously as the men. They don't get the recognition from what I have seen.

There are a few of us that do advance. I think that it ís g¡eat.to have women
working in a prison personally and I think that we can ha,üe a greater impact
on the fellows because 1Ã/e are not at all threatening. 'We are never
encroaching on their personal space.

You know, I can say, I want you to do this because this is what we are

doing and it is important for you to be involved in the group, and I can be

that little more forceful and stand there and say that and they will take it.
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Whereas, I donlt think they would listen to.a man.if a man did that. It wo'{d
be very difficult. I also think around mannefs and behaviours, they don't
swear and if they do they excuse themselves. The spitting has really slowed
down in my classroom. There are those kinds of things.

What would you like to see in here in terms of other programs and
equipment. Is there anything you have thought, "I wish we had that^?

I could use more materials and books, computers and word processors. That
is very important. That is the "biggy" to have these guys on computers doing
their writing, doing their editing, doing just ever¡hing that is what I would
like. You cannot buy a pair of shoes without being exposed to computers.

They are everywhere. It is not just for literacy, I think it is also a question of
learning for computer a\¡/areness. There a^re so many advantages in saving,

changing, and doing spell checks, and all that awareness brings is worth
pushing for.

Is there an¡hing else you would to sha¡e with me about teaching in
prisons or problems that you experience that you think will be

beneficial to my sfirdy?

I will have to think about that. I can't think of anything. I need to think on
that.

I
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EXAMPLE OF A STTJDENT'S

Are you a native?

Yes, I'm a Peguis from North Winnipeg, here.

Why did you decided to take classes?

W'ell, I'm a regular in the system, and for this term I feit that the most
positive way to do my time was to upgrade, to achieve any goal education is
important. It is the best and most constructive way of doing my time.

APPEI\DLY
INTER\NEW RBSPONSE

Did you go through the system by starting off with ABE or did you

begin with GED?

No. I have been in the system for quite some time and I did some

upgrading for this, actually I completed GED12 in 1973. So, that was the

last time I was in the classroom. Then when I came back in 1986, I was in
the B.C. system and took some tests there, and I was about 6 or 8 level in
math and english. They were all low so I never really upgraded myself until
I was tansferred this way. I received some credits fotthe GED from there

and now here. Now, I'm doing some more upgrading in GED Math and

English.

Are you enjoying them?

zLO

G

It is tough, it is a challenge to me, and I'm 42, and you know it is never
too late to learn.

What are the things that you like in the education classes?

I know they only offer the basics. After that you are pretfy much on you
own as far as any university is concerned. There is a university program here

but I mean if a fellow wants to go that route the oppornrnities are there. I
guess I don't know from my course or an¡hing but I understand that there

are people that do.



What about the teachers? Not so much the people, but the things they
do in class, do you like that?

$/ell, I've done a lot of testing to f,rnd out what I'm like and how I'study
in certain situations and well, I can't remembei any names or an¡hing by for
myself, I always have problems in a structured classroom. If I have to be

there for an hour and half or stuff like that, but here I've been given a lot of
space and if it weren't for that reason, I don't think I would have been

ailowed to stay in schooi.

I guess everybody has a space or a speed that they work in and they give

me a lot of time.

An¡hing else, other than the fact the teachers give you some space?

Well, I only have one teacher or one tutor. W'e have a small classroom.

We don't have long periods of talking, which is kind of disruptive. He's

been pretty helpful and I found him interested enough to help me. Yes, it is
the one-to-one and he definitely has an interest in you.

Anything else you like?

Well, you don't get the strap!

zLL

What about things that you don't like?

V/ell, there are a lot of underlying things that people are going to have to

deal with. The fact that you're in an institution for one thing. But you have

got to get on with your life. I've tried to do that you know, the fact that I'm
in an institution I've tied to put that behind me.

Do you think that coming to the Education Wing helps you do that?

No. Everyday you are reminded that you're in jail. I don't know, I think
it might be helpful here in the dress code. They have þo! a slrict d¡ess code

about wearing prison issue. Sometimes I think if a guy was able to wea¡ his

own clothes he could perform just a little better here in prison and feel a littie
better about himself. He is made to feel like a con.



Anything else you dislike?

I think the teachers are very aware of where they are at. They know that

the student is doing time and they are aware of that in the classroom. There

are a lot of things that I would like to be doing but because you are in prison

you are restricted and limited to what you can do. I mean you can do things

out on the street that I cannot do here.

Do you think the teachers are considered important workers in the

prison? Do you think the people responsible for the prison view the

teachers as being imPortant?

Oh yes! They definitely play an important role here because there are a

lot of people who come in here and they're illiterate. I mean, they are

starting right fromthe bottom from Grade | & 2 stuff. If itweren't forthe
teachers, I mean if they weren't abie to get along with the students they

would fail. I have seen several teachers come through here, one in particular

a Native woman. A lot of her class; it was like no other class I've ever seen.

It was all Native traditional stuff which she introduced to the guys and I

think she had a very successful class.

In terms of the whole place and in terrns of who.is responsible for the

things, who do you think is considered the most important workers in

the prison?

Everybody has their responsibility from the "Keymàn", Yoü know, the

guafd right up to the Wa¡den. They all play a role in the daily operations of
the prison. But the principal is the key to successful education programming,

andl thini< he is doing that because of the number coming to school. He has

provided a lot of space so as people are able to do the work.
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Do you think the peopie who run the prison see the classes as being

important within the Prison?

)

weli, you've got to go back because we are all loweréd here from the

court system and justice system, they put you in the hands of CSC. Then

they have the responsibility. I don't know, it seems to be a revolving door

situation. I mean I've seen guys here get a good education and get trained

but they come back in: they go back out and they come back in. I don't

think anybody really cares if a guy stays out or not. Whether or not you've

got a universiry a.gr.e or not that is secondary. I think their main prioriry is




