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available literature seems to indicate an impairment in the formation of 

plans and intentions at the higher levels of cognitive, intellectual func-

tioning, which involve abstract reasoning and concept formation. 

Wishnie (1977) conducted an extensive study of habitual criminals. 

He found the institutionalized criminal to be basically ego-centric, impul-

sive and illogical; he further discovered that the impulsive person tended 

to see other people as unreal, cardboard cut-outs, and make illogical assump-

tions. They also tended to view things and people in an all-or-none, black 

and white fashion. 

How do we, as correctional educators, alter perception, elaboration 

and criminal behaviour? Before the issues of moral education can be addressed, 

a more thorough examination of how inmates think and perceive the world must 

be undertaken; from this a strict consideration of methodology on education 

can follow. 

Much attention has been focused upon the somewhat recent notion that 

criminal behaviour is intimately connected with errors in thinking; that is, 

criminals become criminal through a process of active choice, based on cog-

nitive errors. The tendency to reduce the etiology of criminal behaviour 

to a single variable is tempting, but erroneous; however such a potion has 

tremendous import for correctional educators; it is the area of cognitive, 

error-based choices that is of vital concern. 
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Albert Ellis has offered a rigorous and somewhat satisfying approach 

to this issue. He has stated quite simply, that people have an inherent proc-

livity to think irrationally. The validity of such a position rests upon 

how one views cognition in terms of behaviour and the very process of becoming. 

Ellis believes that cognition plays a vital, pivotal, role in behaviour. 

Humans perceive, think and respond in a simultaneous fashion; each event, 

situation, response, and act of consciousness has a cognitive component. 

Cognition performs a mediating function between stimulus and response. Stated 

more succinctly, in order to act, we first have to perceive, elaborate and 

respond. If one changes both the structure and content of cognition, one 

changes behaviour. 

Ellis in his clinical practice has striven to effect changes in cog-

nition through confrontation with the client's belief systems. Such an 

approach has proved valuable in psychotherapy. The implications for correc-

tional educators are non-therapeutic; the content and educational methodology 

could be rationally based aimed at the logical consistency of arguments, 

based on empirical forms of data. Such an approach has been advocated and 

used at Matsqui Institution, British Columbia. 

Ross (1980) presented an external review and evaluation of the success-

ful University of Victoria educational program at Matsqui Institution. He 

pointed out that penitentiary inmates have experienced a developmental delay 

in the aquisition of cognitive skills; this particular assumption focuses 

on the goal of social perspective - taking as opposed to ego-centric thought, 

the latter of which occurs frequently with inmates. It was assumed from the 

completing of university level courses, that higher cognitive function 

occurred, however no information was provided on the nature of the cognitive 
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changes. Ross stressed a need to clarify the connection between cognitive 

and moral development. 

Ayers (1979) has argued the need to replace the medical model with 

an educational model in dealing with penitentiary inmates. He stressed that 

the criminal is not a passive recipient of environment factors, but rather 

an active decision maker; a dynamic participant in his own architectual scheme 

Ayers also proposed that criminals possess faulty cognitive skills, retarded 

moral development, and poor interpersonal skills. Education in the area of 

liberal arts may therefore be an effective means to open up new avenues of 

thought, personal growth and self-expression. 

Campbell (1980) in a study on delinquency looked at "the variable of 

impulsivity". He explored a mediational deficit theory of impulsivity. He 

was concerned that individuals who have not developed the appropriate media-

tional skills would experience trouble in learning and problem-solving; this 

mediation is verbal and is defined as a relevant internal language which the 

person employs when confronted with a novel situation in which problem-

solving is essential. Campbell proposed that self-instruction training 

based on the verbal-mediation deficit hypothesis be used. This approach is 

thérefore advocating an intervention strategy at the cognitive level. 

It is our contention that if this (body of data) has any validity 

at all, then some kind of remedial interventionist approach must occur; such 

an approach must take place at the linguistic level, the perceptual level, 

the cognitive level and the cultural level. Such a methodology can be found, 

in three principal sources -- Ellis, Whorf, and Feuerstein. 
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As stated before, the psychotherapeutic ideas of Ellis can be trans-

lated for use by the correctional educator. Both education and the quality 

of information and insight, brings to bear a pressure to modify behaviour; 

because awareness and insight affect behaviour, those programs which foster 

problem-solving skills must be enhanced; skill training could serve an 

effective purpose in values clarification. An emphasis upon problem-solving 

skills and values education are essential to effect change. A rational based 

methodology based on the logical consistency of arguments and empirically 

tested forms of reasoning could be used; discussions centered upon solipsism 

ego-centrism and subjective relativism would be discouraged. Finally the 

old notions of modelling and role playing in the areas of language, thought 

and behaviour could help to initiate and reinforce such modification. 

Whorf, a linguist, has hypothesized that language is the main com-

ponent that gives the individual the ability to establish a perceptual frame-

work of existence; language is pivotal for both ideation and patternment. 

Language allows for a "reciprocal equation" between language and experience; 

that is to say to know one's language is to know one's view of life and vice 

versa. Concomitantly, the relationship between cognitive processes and con-

ceptual frameworks is tightly woven with the very structure of our language. 

What is of great interest to correctional educators is that perception and 

memory are not only selected, but distorted, allowing for an avenue of 

change. The main point is that: 

The çhange is towards a meaningful whole....ambiguous 
stimuli gets structured, irrelevant details drop out, 
relevant points get sharpened and unfamiliar or neutral 
objects are assimilated to more familiar ones. 



350 

Selectivity and distortion is higher when the stimulus is unstructured. 

Literature and meaningful writing can provide a remedial solution. Literature 

is itself a highly structured self-contained universe of symbols and patterns 

which the reader can "engage". The very act of reading involves duration, 

which in turn involves a confluence of modification, enhancement,  identifica-

tion, catharsis and change. The process of writing allows the individual to 

devise new methods of understanding, and self expression. 

Reuven Feuerstein has developed a program aimed at cognitive modifica-

tion. He feels that one's cognitive ability can be modified by appropriate 

experience. This remediation can occur at the three cognitive levels of input, 

elaboration and output. Feuerstein is advocating an "active" approach to 

modification. The cognitive functions that can be actively changed include, 

use of strategies for testing hypothesis, capacity to deal with several 

pieces of information simultaneously, eposidic grasps of reality and impul- 

sive cognitive decisions. For a more detailed list of the cognitive deficiences, 

the reader is directed to Feuerstein (1980) and Narrol and Narrol (1977). 

Feuerstein's theory of cognitive modifiability can be of great use to the 

correctional educator; this theory would indicate that criminals approach the 

world differently and attach different meanings and perceptions to the world 

and experience; to provide help with this inadequate view, Feuerstein has 

offered the solution of Mediation or Mediated Learning Experience; that is, 

the criminal may be experiencing unactualized cognitive potential that has 

been caused by the lack of apprbpriate mediation at an early age. This lack 

of mediation in turn has resulted in a faulty transmission of the culture 
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and formation of inappropriate linkages between objects, events and people; 

the criminal then becomes "culturally deprived", that is deprived of his own 

culture. Feuerstein's program of Mediated Learning Experience or Instrumental 

Enrichment uses content-free exercises designed to establish operational 

systems which will determine new ways of interacting with the sensory world 

that are different from the forms used to deal with the experiences that 

are direct, and instant; that is Feuerstein is advocating the need to estab-

lish connections and relationships between sets of experience and experienced 

events, through comparative thinking. The instruments developed by Feuerstein 

could be of great use to the correctional educator; in fact at this time, 

four pentitentiaries in Canada have been selected to implement some of the 

principles of Instrumental Enrichment. 

Let us restate some of the thoughts contained above. It is our con-

tention that moral education presupposes cognitive education; that is, in 

order to teach critical thinking, moral reasoning, problem solving behavior 

and values clarification, we as correctional educators need to not only exa-

mine cognitive processes, but also to, somehow, enhance basic skills of cog-

nition and strengthen the underlying structures of cognitive functioning. 

We must do this however, in conjunction with the various academic skills 

programs, such as reading and writing. It is through this active cognitive 

modificational process that inmates may improve academic, moral and 'social 

performance. We await with eagerness any new developments in this rapidly 

expanding field. 
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SOCIAL EDUCATION: SO NIE PERSPECTIVES AND CCMMENTS  

Paul Gendreau 

With the publication of Robert Martinson's article 

"What works? - Questions and answers about prison reform" 

in 1974 in Public Interest a heated debate was initiated 

regarding the effectiveness of correctional intervention 

programs. Initially, Martinson's views and the nothing 

works doctrine in part spawned a variety of other correct-

ional philosophies (cf. Empey, 1979). Among these were 

the deterrence doctrine which argued for swifter arrest, 

longer sentencing, increased incapacitation, and selective 

deterrence of specialized offenders e.g., the "leave the 

kiddies alone approach", the "justice-as-fairness" model, 

and the radical criminology which all have disavowed inter-

vention programs of the sort typically employed e.g., 

counselling, behaviour modification etc. 

Unfortunately, as we commented before (Gendreau 

Ross, 1979) the rhetoric among various camps was colourful, 

even brilliant at times, but the objectivity was sadly 

lacking. Ad hominem attacks were common and the antagonists 

who represented various disciplines were more intent on 

winning debating points than on seeking truth. 

During the latter part of the decade we along with 

others (e.g., Palmer, 1975; 1978) argued that in fact there 

were a variety of effective correctional intervention programs. 

There were, moreover, a variety of legitimate reasons why 

correctional intervention programs had bx and large failed. 

Some studies were so poorly evaluated that no firm conclusions 

could be reached, other programs applied either inappropriate 
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procedures or at least ones that had no a priori reasons 

for success and most important many suffered from a 

complete lack of therapeutic integrity i.e., intensity 

and quality of service delivery was largely absent. 

While, Martinson's review - and many since then - 

debated the correctional intervention literature circa 

1967 we reported in 1979 that there were several dozen 

programs attempting to treat anti-social behaviours, the 

majority being quite effective. Subsequently, in 1980 

we drew attention to a number of exemplary intervention 

programs that not only were impressive from an evaluation 

standpoint, but were methodologically sophisticated and 

evidenced such qualities as therapeutic integrity, potent 

results and long-term follow-up (Ross & Gendreau, 1980). 

Furthermore, the evidence in this area compared very well 

to  other attempts at combating delinquency such as deterrence 

(Gendreau & Ross, 1981). 

These effective programs were in the area of family 

and community intervention, contingency management programs 

which were basically behaviour modification oriented, 

counselling studies primarily founded in a social-learning 

modelling-based approach to behaviour change, and programs 

using various techniques embedded in a diversion or probation 

framework. Ineffective programs, on the other hand, have been 

found to be quite distinct from those that were effective 

(Gendreau & Ross, 1981). These were non-directive counselling 

approaches, specific kinds of behavioUr modification programs 

which didn't follow elementary principles for effective 
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behaviour modification, programs based on a medical model, 

and most deterrence programs. 

Given the above summary it is important to note 

that certain kinds of programs deserve emphasis for future 

intervention strategy. And, "educators" (I am using the 

term in the broadest sense) have a particularly meaningful 

role to play. I am not referring to the traditional 

stereotype of education i.e., teaching reading, writing 

skills etc., but that of adopting roles embedded in a 

socio-cognitive framework. There is strong evidence that 

the delay in acquisition of cognitive skills is associated 

with the development of social deviation of various forms 

including delinquency (Chandler, 1972; Gough, 1948). More-

over, a number of early studies of perceptual-cognitive 

functioning demonstrate the important role of cognitive 

development in delinquent behaviour (e.g., Baker & Sarbin, 

1956). 

More specifically, the recent research indicates 

that a major component of many effective delinquency 

prevention programs is an intervention strategy which leads 

to cognitive development or the enhancement of the offender's 

interpersonal problem-solving skills. For example, Chandler 

(1973) found impressive reductions in delinquent behaviour 

in delinquents as a result of a program designed to affect 

cognitive factors presumed to be mediating delinquent 

behaviour. Ostrom, et al (1971); Sarason & Ganzer (1978); 

and Wade, et al  (1977) reported major reductions in illegal 

behaviour as a result of treatment designed in part to enhance 
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the offender's cognitive problem-solving skills. Reductions 

in recidivism with juvenile delinquents or adolescent offenders 

have been obtained through programs which incorporate inter-

personal skills training (Collingwood, et al, 1976; Lee & 

Haynes, 1980; Phillips, et al,  1973) or communications and 

conflict negotiation (Alexander & Parsons, 1973; Seidman, 

et al,  1976). Platt, et al, (1980) produced similar results 

using problem solving and guided group intervention on adult 

offenders, primarily drug abusers, many of whom had lengthy 

criminal histories. 

While, the above noted programs have been primarily 

designed and operated by psychologists it could be a serious 

mistake to apply discipline-bound blinders to future inter-

vention enterprises. Much of what has been done in the name 

of effective intervention has, as noted above, implications 

for education models. The University of Victoria (UVIC) 

education program at Matsqui penitentiary (cf. Ayers, 1979; 

Duguid, 1979) and the Rideau alcohol program (Kennedy, 1980) 

are two cases in point. In the strictest sense both could 

be labelled as education programs. To do that would be a 

disservice. Both programs, in the author's opinion, in 

varying degrees are multi-faceted, emphasize cognitive develop-

ment and interpersonal problem solving skills training, and 

mobilize the peer group as a pro-social force. Not surprisingly 

these components have been àhown to be an integral factor in 

programs with offenders in community and institutional settings 

(Andrews & Kiessling, 1980; Phillips, et al,  1973, Ross & McKay, 

1978), institutionalized adult offenders (Platt, et al, 1980) 
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and with female offenders (Marino, 1976). To date both 

are viable and producing beneficial effects. Indeed, it 

would be reasonable to predict that future attempts at 

developing intervention programs in a general education-

based framework in corrections should review the UVIC and 

Rideau models. 

There are other related issues that deserve brief 

mention. Educators, of whatever stripe, would do well to 

consider the following factors that have bedevilled evaluators 

and program developers in the past (cf. Gendreau & Ross, 1979). 

Reliance on a single intervention strategy and measure of 

outcome is foolhardy. Fortunately these faults are seen 

less and less in the literature. However, a failure to consider 

how different training procedures interact with individual 

differences remains an issue. Programs must be tailor made - 

it also helps if they have a strong theoretical rationale - 

to the types of clients received. Programs should also have 

a better realization of problems within the system they operate 

in. The lack of inter-relationship among agencies providing 

services relevant to offenders is a particularly potent problem 

as well as the relative disregard of corrections managers to 

variables in the system itself that can influence program 

development and maintenance (Gendreau & Andrews, 1979). 
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MAJŒING PRISON EDUCATION TO LEARNING 
1 

Donald S. Campbell 
and 

Ronald B. Davis 

Introduction  

Roger Caron, author of Go Boy (1979), and Richard Nixon, author 

of Watergate, have in common their label of being, or having been 

criminals. 	But for their capitalizing on their exploits in print, the 

similarity stops. Caron, by his own account, is a hot-headed, impulsive 

orphan of conventional society. Nixon, one would guess, is a cool-

headed, reflective product of conventional society. Caron went to jail 

many times, Nixon not once. 

We know that criminal behaviour is no strict respecter of social 

class, yet we also know it is the Carons of the world who most often 

find themselves behind prison walls. The inequities of this apparent 

failure of our justice system aside, we would expect to find in prisons 

a disproportional number of persons who are impulsive in their behaviour. 

And there is considerable evidence which bears out this prediction. 

(Feuerstein, 1980; Ward and Yeudall, 1980; Messer, 1976; Spivack, Platt 

and Shure, 1976). 

1.
Paper presented at the National Conference on Prison Education, 

Victoria, B.C., October, 1981. Support for this presentation was 
made available by the School of Graduate Studies and Research, 
Queen's University, Kingston. 
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From nearly 40 years ago, psychologist Kurt Lewin reminds us 

that one's behaviour is a function of both person and environment 

variables, and not solely the product of one or the other. Therefore, 

given the observation that many inmates carry with them the person 

variable of impulsivity, educators of inmates will need to consider the 

sort of learning environment which best suits this characteristic. 

Implicit in this statement is the notion that the prison school ought 

not simply transfer from the outside a typical school environment and 

expect it to work. This outside environment has had decades to perfect 

itself in dealing with heterogeneous populations of students. 	It does 

not provide a setting which  matches the requirements of a prison popula-

tion homogeneous to the extent it is disproportionally impulsive. 

What follows in this paper is a discussion of the learning style 

construct of impulsivity and some conjectures about how educational 

strategies in prisons might be planned in order to address this learning 

style. A secondary purpose is to demonstrate an approach to the general 

issue of matching education to styles, using impulsivity as an example. 

Defining impulsivity  

Before a learning style construct 3  such as impulsivity can be of use 

to the teacher in the classroom, it must satisfy at least two criteria. 

First, it must be amenable to a definition upon which users can agree; 

and second, it must offer up descriptions of behaviour which occur in 

typical classroom settings. At issue here are the requirements of construct 

validity which includes discriminant validity (the first criterion above) 

and ecological validity (the second). 

'Defined as executive controls on cognitive functioning (Guilford, 1980), 
as the stable ways in which persons differ in perception and encoding 
information (Wittrock, 1979) and as the degree of some manner rather 
than level of performance (Kogan, 1971). Learning styles account for 

variance in cognitive functioning not reflected in measures of general 
intelligence. 
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This issue of construct validity is hardly a moot one. During 

the past 40 years, style constructs have emerged in the literature with 

the abandon and proliferation of mushrooms after a shower, with little 

attention given to their possible overlap (see Messick,1970). Styles 

are typically measured with high inference, paper-and-pencil, non-

verbal and often bizarre instruments. The behavioursthese instruments 

elicit do not always bear an obvious resemblance to typical, day-to-day 

behaviour a student might exhibit in a classroom. 	If good construct 

validity cannot be shown for these styles and if the behaviours we 

observe are simply artifacts of the instruments themselves, then 

questions about their utility may simply go the way of such bygone debates 

as how many angels can dance on the head of a pin. 

How ought impulsivity be defined so that it provides a useful 

construct for description and prediction in prison education? The 

definition first provided comes from the work of Kagan and his associates 

(1965, 1966) who proposed the style continuum of reflection-impulsivity. 

One's position on this continuum is determined by performance on the 

Matching Familiar Figures Test. The test confronts the subject with a 

series of ambiguous tasks in the form of line drawings which vary only 

slightly from a master drawing. As the subject attempts to match the 

master with the correct drawing, measures are taken on speed of responding 

and number of errors. Those who respond quickly with a high error rate 

are described as impulsive. 

This operational definition of the learning style has undergone 

some useful mutations, with the result that errors in decision-making 

is the variable of primary interest (Block and Block, 1974; Messer, 1976). 

What emerges is a construct built on an examination of deficiencies in 

cognition which produce errors in complex, ambiguous problem-solving 

situations. 

The Senate report, Child at Risk  (1980), argues that violent 

behaviour may be attributed to deficient learning in response to chronic 

stress during the early years. A number of investigators elaborate on 
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this theme. Feuerstein (1980) develops a cognitive deficit hypothesis 

in which impulsive acts are the result of insufficient or inappropriate 

mediated learning experience. A deficit in one's early learning produces 

undeveloped exploratory skills reflected in difficulties with problem 

definition, with goal orientation and with systematic search for relevant 

cues in the environment. Kendall and Finch (1976, 1979) propose a 

response inhibiting control hypothesis. They argue that impulsive persons 

fail to inhibit immediately perceived ways of responding in the face of 

ambiguity. Alternative ways of responding and consideration of their 

consequences are not sought. Meichenbaum (1977,1979) elaborates upon 

the mechanisms which lead to such failures. Private speech is proposed 

as a mediating activity which controls voluntary behaviour. 	In a three- 

stage, developmental process, one's behaviour comes under the control of 

covert speech (verbal mediation) which provides for self-regulation and 

monitoring. 	In the first stage, overt speech by others (parents, other 

adults in authority) largely govern the child's decisions; in the second, 

the individual's own overt speech assumes the regulation role; and in 

the third, speech is internalized, becoming covert self-direction. 

Jensen (in Meichenbaum, 1977) describes this verbal mediation process 

as "talking to one's self in relevant ways when confronted with something 

to be learhed, a problem to be solved, or a concept to be attained. In 

adults the process generally becomes quite automatic and implicit..." 

We would add that if the process fails to become automatic, a deficient 

learning style results. Errors in decision-making might lead to, among 

other things, criminal behaviour. 

Yochelson and Samenow (1976) reject impulsivity as a prevalent 

characteristic of the criminal, yet they do so only because of the speed 

or tempo component. They point out in their assessment of the criminal 

personality that offenders often report considerable planning and fore-

thought before criminal actions. But their analysis confirms the error 

aspect of impulsivity which we have argued ought to be the primary focus 

in discussion of this deficient style. Yochelson and Samenow describe 

errors in thinking which stem from failures to attend to all relevant 
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cues in one's environment, a failure to engage in monitoring and assessing 

one's performance, and a failure to evaluate the consequences of courses 

of action. Action is often based on faulty assumptions and acceding to 

immediate desires. 	In other words, the criminal is deficient in self 

monitoring and regulatory skills and thus meets our definition of cogni-

tive impulsivity. 

In this attempt to define cognitive impulsivity, we are left with 

determining its construct validity. From what has been previously noted, 

it is apparent that impulsivity trespasses on other learning style 

constructs. A study by the authors (Campbell and Davis, 1981) explored 

the extent to which impulsivity accounts for variance in other styles; that 

is, the discriminant validity of the measure. 	It was predicted that 

reflection-impulsivity would significantly correlate with field dependence-

independence (Witkin, 1977), conceptual level (Hunt, 1971, 1977) and 

attentional focus (Nideffer, 1976, 1977). 

Field dependence-independence is a cognitive style which attempts 

to account for the degree to which a person is able to perceive and encode 

discrete information from the environment. Persons who tend to be field 

dependent, unlike their independent counterparts, perceive their environ-

ment holistically, do not use its discrete elements, and thus fail to 

make what may be important discriminations. Because of this failure to 

distinguish between relevant and irrelevant cues in one's environment, 

the field dependent person's behaviour tends to become "lost" when highly 

salient cues are absent, or tends to be guided by social orientations 

provided by other persons. As might be expected, impulsive persons 

tend to be field dependent (Messer, 1976). 	In the face of uncertainty 

or ambiguity, they inefficiently scan the environment for cues and may 

offer a response which shows an absence of reflective thought. It can 

be inferred that executive control of behaviour through cognitive media- 

tion is either blocked or impaired by immediate and salient external cues. 

In a school setting highly impulsive and dependent persons might tend to 

be followers, group oriented, non-committal or perhaps oscillating in 

their behaviour, and reluctant to formulate conclusions without reassurance. 
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Conceptual level (Hunt, 1971) is another cognitive style 

construct which has a conceptual similarity to aspects of reflection-

impulsivity. Hunt describes conceptual level as the degree to which 

one possesses fully developed internal structures or representations of 

one's self and others. Persons with a low conceptual level are described 

as egocentric, as impulsive and as having a low tolerance for frustra-

tion and ambiguity. They therefore require a learning environment charac-

terized by high structure and low uncertainty. Persons with a high 

conceptual level are characterized as independent and reflective. They 

cope easily with choosing among alternatives and therefore do well in 

learning environments without imposed structure. Hunt (1971) reports 

that delinquency among a sample of low CL boys was significantly higher 

than among a high CL group. 

A central aspect of each of the cognitive styles described above 

is the attending behaviour of the student. In eye movement studies 

conducted on subjects while reading or solving a visual problem, 

impulsive adults and children make fewer eye fixations than the more 

accurate responders (Drake, 1970; Craighead, 1978). 	Impulsive search 

and scanning strategies are typically unsystematic, random and global. 

Other attentional characteristics of the impulsive person include those 

associated with hyperactivity - off task behaviour, irrelevant talk and 

movement and lack of self-control (Douglas,1972; Campbell, 1973; Margolis 
et al., 1977; Kendall & Wilcox, 1979.) 

Therefore, if a student fails to scan the environment for appro-

priate information in an ambiguous situation, errors in thinking are likely 

and the student may be perceived as being impulsive; in the absence of 

internal cues, the student must rely on external direction which contributes 

to field-dependency; and the perceived low structure in the environment 

would frustrate the student having a low conceptual level. The student 

whose styles interfere with the "quality" of time on task will likely 

exhibit poor school performance when school conditions permit. 

Twelve inmate students (six male, six female) were administered 

tests of reflection-impulsivity (the Matching Familiar Figures Test, adult 

version), of field dependence-independence (the Group Embedded Figures 

Test), of conceptual level (the paragraph completion test) and of atten-

tional focus (sub-test of Test of Attentional and Interpersonal Style). 



Rank -order correlations between the reflection-impulsivity measure 

(error rate) and the remaining style measures were significant 

Cir = 1.651), yet none of the remaining style measures correlated 

significantly with each other. 

In order to demonstrate ecological validity, it is necessary 

to show that behaviours associated with reflection-impulsivity are 

reliably recognized in non-contrived classroom settings. 	In the 

same study, it was demonstrated that of the four styles examined, 

only behaviours associated with reflection-impulsivity were reliably 

identified. Observers were teachers of the students and naive judges 

who viewed the students in their classrooms on videotape. 

These patterns suggest that reflection-impulsivity demonstrates 

good construct validity and may be used as a more global construct 

than implied by the literature. 	It shares attributes with other style 

constructs (which are not shared among themselves) and it also leads 

to reliably recognized behaviours in the classroom. 

The purpose of the discussion to this point has been to piece 

together an educationally useful definition of cognitive impulsivity 

and to describe its underlying psychological processes. This necessary 

foundation will provide the base for the next step which is to describe 

matching educating environments. 

Matching environments  

Our expanded definition of impulsivity offers teachers a unified 

construct for addressing what appears to be a particularly salient 

learning style characteristic of a high proportion of inmates. 	It has 

been demonstrated that this style can be reliably observed and can 

account for an array of interdependent behaviour patterns. 

As we consider matching our school environments with a learning 

style, there are two basic options before us. Either the learning 

environment can be made sufficiently adaptive so that style differences 

are accommodated; or deficient styles can be modified, leaving the 

environment unchanged. An approach which combines both of these options 
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seems appropriate. The impulsive inmate student has had years to 

learn his style and it cannot be changed overnight. Therefore, 

if initial school experiences are to be effective, the environment 

must be accommodating. The long term goal, however, is to modify 

this deficient style so that the student can eventually become a self-

sufficient and effective learner. 

Given our characterization of the cognitively impulsive student 

as a poor decision-maker (unsystematic scanning and exploratory skills, 

lack of goal oriented behaviour, failure to inhibit immediately 

perceived ways of responding) an accommodating learning environment 

would be highly structured, consisting of I) a high concensus curriculum 

which minimizes ambiguity and uncertainty, 2) a teacher as primary decision-

maker, 3) a small group as opposed to an individualized format, 4) small 

increments in objectives which are easily attainable, 5) frequent feed-

back, 6) minimum distraction and 7) high interest. 

Once the student has acquired some degree of confidence, comfort 

and success in an accommodating environment, he would enter a parallel 

program intended to enhance a more reflective style of dealing with his 

environment. 	In their overviews of the literature on impulsivity, 

Kéndall and Finch (1979) and Messer (1976) conclude that such a shift 

can be accomplished and that the most powerful re-educating approaches for 

the adult are likely those which involve practice on attentional and 

self-verbalization strategies. Self-instruction procedures employed 

by Meichenbaum (1975, 1977) asks the student to overtly verbalize 

problem definitions, alternative approaches to resolution and his attending 

behaviour. The procedures force the student to use verbal mediation for 

which he has the capacity but perhaps not the practice or inclination to do. 

What might be the content and means for delivering such a program 

in a prison setting? Looking first at the question of delivery, a means 

is required which allows the student to be introspective about his behav-

iour and to practice new ways of thinking about a problem in a setting 

which is guided, non-threatening and safe yet at the same time probing 

and reactive. 	In the authors' study on impulsivity previously cited, 
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videotape feedback was found to be a potentially powerful educating 

method which meets these criteria. Each student was videotaped during 

class sessions and then watched a playback of the tape with the investi-

gator. The tape served as a cue to memory and a mirror of behaviour. 

While viewing, students were asked to comment on their attending and 

thinking behaviour (verbal mediation activities). Although this method 

was used only for data gathering, it became apparent that videotape 

feedback has a unique potential for engaging the student in the initial 

stages of cognitive self-instruction. The utility of videotape feedback 

for assisting individuals in the assessment and modification of their 

behaviour has been noted in a number of other contexts (See Hung and 

Rosenthal, 1978) and invites further research as an approach to the 

education of the impulsive inmate student. 

Another and equally as important aspect of a method designed to 

enhance reflective thinking styles is the curriculum content. To be 

sure, what Ayers (1981) has referred to as medical-therapeutic and 

environmental-reconditioning models of rehabilitation have not adequately 

addressed this question. Perhaps it will be through the recent elaboration 

of humanistic-educational models that the content side will be developeH 

(e.g. the Symposium on Prison Education, 1981; Ayers, 1981; Duguid, 1979; 

Cosman, 1980). 	It is argued in this literature that deficiencies in 

cognitive development may be ameliorated through re-education. Change 

is imparted through the power of a carefully selected curriculum. 

The University of Victoria Program at Matsqui Prison, for example, 

attempts to promote cognitive and moral development using the liberal 

arts and school community as vehicles (Ayers, Duguid and Montagne, 1980). 

Two sorts of goals are anticipated for students: the development of altern-

ative points of view through "de-centering", and the development of a greater 

understanding of the reciprocal nature of society and the individual's role 

within it. We would argue that the first goal is essentially a reduction 

in impulsivity. Students are encouraged to generate alternative hypoth-

eses to explain events and to predict likely consequences rather than 

jump at first available or most obvious conclusions. 
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The literature which is calling for an educational model can 

be characterized as an attempt to reconstruct prison education based 

on a curriculum theory about the nature of the inmate and of the sort of 

"knowing" which is believed will benefit the inmate student. As with 

most curriculum theories and prescriptions for content which emanate 

from them, little attention is paid to the mechanisms for delivery 

and student-content interaction. It is the opposite of the problem 

mentioned above with many therapeutic and reconditioning models. We 

suggest, therefore, that the effectiveness of humanistic-educational 

models would be enhanced by the explicit incorporation of instructional 

theory such as we have described for the modification of cognitive 

impulsivity. 	It is all well and good to say that the Trans-Canada Highway 

will get you from Kingston to Victoria. But when or if you arrive will 

depend on the known dependability of the vehicle you select. 

Summary  

Current models of prison education stress the need to address 

cognitive deficiencies which lead the criminal toward errors in decision-

making. The literature on cognitive impulsivity provides evidence of a 

deficient learning style which may result in such errors. 	It has been 

shown that the impulsivity construct can provide dependable and valid 

measures of a cluster of behaviours evident in the typical in-class 

activity of inmate students. The same literature suggests that more 

reflective styles of thinking are likely to occur if the inmate is 

provided guided practice in the overt verbalization of mediational 

activity during decision-making. A method is described which combines 

self-instruction training and videotape feedback. The method shares the 

goal of certain educational curriculae intended to enhance reflective 

thought. 	it is suggested that further research be carried out to 

evaluate the combined effects of the method and curriculum with inmate 

students. 
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NATIVE AMERICANS & OTHER PEOPLE 

Randall Ackley 

John Dewey suggested some time ago that a teacher, or a school, must 

start with the student. The basic "problem" with education and Native students 

is the failure to begin with the student. Schools are obviously projections of 

the dominant society. In our case, Anglo-American middle class. Also, schools, 

like all institutions, drift far behind society providing a restraining influence 

and maintaining the status quo as long as possible. So, we have a nineteenth cen-

tury institution based upon the needs and attitudes of the Anglo-American middle 

class. This institution confronts a Native American student with a complete  

alien barrage. 

If I were to pick up an advanced chemistry text, I would find it incompre-

hensible. This does not mean that I am illiterate. If I were to find myself alone 

in the middle of the jungle or forest, I would be likely to become food for the 

animals Teithin a day,at most within a week. This does not mean that I am ignorant 

nor stupid. When a person is confronted by too many unknowns, there is only 

frustration, confusion, and finally defeat. Professor Goodman, internationally 

known reading authority, has stated that a reader must not be confronted with 

more than 10% new information if material is to be understood. More than 10% 

produces confusion and requires re-reading; much more than 10% makes the material 

incomprehensible. 

School has many facets. There is the structure, the curriculum, the content 

of the curriculum, the pedagogy, the teachers, the physical site itself. All of 

these reflect the dominant society. A student from any other culture will find 

himself confronted with more than 10% of new information and be unable to learn 

the new material. While schools and teachers have been willing to modify the 

curriculum content to include content familiar to the student, in some cases; 

there is usually a total failure to comprehend that the other elements of the 

school are also "information" which the student must understand and learn. 

So, the modification to include some "student" content while ignoring the 

requirement to learn the total "school" means that many students will be con-

fronted with much more than 10% new information and refuse the situation. 

Teachers, and schools, must understand that there is a total "school" to 

be learned and that if this total "school" exceeds this "10%", there will be 
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failure. If the "10%" is not be exceeded, there must be an analysis of the total 

"school" and the new information must be reduced to less than 10%. There are 

many aspects of "school" which are new to students of any culture or society. 

If the school drifts fifty years behind society, even the dominant group will 

encounter old information which will be "new" to the student and leave the 

student confused and frustrated. The student must be understood. The "school" 

must be understood. Decisions on what aspects of the "school" are essential 

and which non-essential and what is a feasible schedule to introduce the essential 

new inforamtion must be made based upon an understanding of both school and stu-

dent. 	These decisions, when the student is an adult, should be public decisions 

even though they may be made by the professional teacher. Understanding of the 

decisions and the reasons for them must be shared with the students. 

Of course, decisions are not made upon the immediate facts alone. Decisions 

of this kind are political, social, and individual. Understanding of the context 

of the decision must also enter into the process. There is a need to "appear like" 

a school even though there may not be a need to maintain the school structure. 

There must be compatibility with "other" schools, so compatibility must be included 

in the process. While our society maintains its class oriented nature, there is 

a need for people who wish to be "upwardly mobile" to look and sound like the 

people who are in the dominant classes and this requirement cannot be ignored 

and must be included in the process. So, the decisions are neither simple nor 

easy. Many decisions will be made on the basis of an ability to schedule the 

various aspects of "school" so that they are not all encountered at the same time. 

If the most important aspect of school is to learn how to read and write 

and to think in a reasonable manner, then all other new aspects can be delayed 

and introduced as "social" aspects to be learned voluntarily at an intermediate 

stage. 

Let us look at the various aspects of school and make some decisions. 

Structure: the structure is antique and meant to provide workers for nineteenth 

century factories. It can be safely ignored with cosmetic overlays to provide the 

illusion of "regular" school. 

Faculty: There must be a major effort to obtain faculty from the same culture group 

as the students. This may mean utilizing interns or aides, but it is essential. 

The faculty must also be re-trained if contaminated by American graduate schools 

or schools of education. This is also essential. 

Curriculum: The curriculum must be based upon the goals of the program. If students 

must be able to read, write, do arithmetic, think, and understand something about 
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themselves and the world around them, and be prepared to enter the world of 

work, then the curriculum must reflect this. Inertia and the compulsion to 

replicate what currently continues to fail must be defied and defeated. 

Curriculum content: Content must be honest and reflective of the total world 

not be shaped by the dominant groups nor by the desire to create replicas of 

the faculty or some other segment of society. 

Pedagogy: Pedagogy must be based upon contemporary proven theories and programs. 

The work of Kohlberg, of Goodman in reading, the work in psycholinguistics and 

learning theory; all of these must provide the basis of the pedagogy. 

Physical site: The site has been chosen, in a prison program; so we can safely 

only try to modify it to provide some context for learning. This means places 

to study, books, access to various modes of learning. 

What does this mean, then, if we wish to provide a school program which 

will be successful with Native students? The structure must be open but with 

full student responsibility. Attendance, promptness, schedules, grades, credits, 

all must be cosmetic rather than essential to the structure. The basis is com-

petency. I do not suggest that regular class meetings are never to be used. 

I only suggest that they not be used to evaluate students. I also suggest that 

"back-up" modes of learning be provided and that "supplementary" modes of learning 

be developed. While there may be classes, they should be backed-up and supple-

mented by Learning Centers with highly qualified tutors. While there may be 

classes, they should be backed-up and supplemented by "play-back" classes. 

Individualized learning should be available; learning through machines should 

be available. All modes must be available, so that the structure need not be 

learned at this time. Group learning can be encouraged and "cheating" thought about 

The content should include Native American literature including that of the 

oral tradition, and History should include both pre-European contact and post-

European contact with an avoidance of focusing upon the "Indian Wars". There should 

be supplementary or elective courses in Native American Studies, and not simply 

beadwork. The faculty should include Native peoples, even if there is a need to 

secure interns or aides; and the Native faculty must be on an equal footing with 

the total faculty. 

The pedagogy is based upon the same theories as those for any other school, 

since we presume the theories are universal, for now. A program based upon current 

theories and practices of psycholinguistics and sociolinguistics should be as 

successful with Native students as with others. 
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The key will be content, faculty, and structure. Of course, the curriculum 

must be related directly to the goals of the program rather than being left over 

from the history of education. There must also be established the credibility 

of success and a clear connection between the program and success after gradu-

ation. Native students are not going to honor or suffer fools readily, nor 

are they interested in serving the gods of anyone's major field or discipline. 

They will come to school because it promises success, it delivers something 

useful, and because it will actually work because it does not confront the 

student with more then "10%" new material including all of the aspects of the 

school. 

Another final point is that Native people have not been successfully 

impressed with the long-range goals of the white people's world. They will 

decide on a daily basis what has the highest priority and what can be done 

later. What we fail to see is that schools are obviously perpetual and will 

always be around tomorrow, while a good day or a chance to sing or dance might 

not come again for a long time. The very nature of schools as perpetual insti-

tutions will make them a low priority many times and only school people will 

fail to go down to the river to watch the ice go out or turn down a chance 

to go out in the yard on a sunny day. Schools can be so good, in some or all 

aspects, that they will have the highest priority much more often than they 

do now. When we added certain faculty members we moved up the ladder of 

priorities several steps. School may be work but it need not be the lowest 

priority if it, and "it"means teachers and all, will begin with the student 

and work towards a goal that is shared by the student and teacher and utilize 

the means that work rather than those which have successfully screened out 

several generations of Native Americans and other people. 
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THE ALASKA EXPERIMENT  

Randall Ackley 

Several factors have made it possible to introduce a "state-of-the-art" 

education program into the correctional system in Alaska: 

1. Because Alaska has only recently become a state, it has relied heavily 

upon the federal prison system for long-term offenders. 

2. For many reasons, Alaska has not established major educational or training 

programs within the correctional system in the past; and this lack leaves 

the field clear for innovation. 

3. The state has shown a willingness to support financially the development 

of a major education and training effort in the system, both through the 

support of present and past directors of the state's correctional system 

and through the support of key members of the state legislature. 

4. The Division of Adult Corrections has been willing and able to establish 

a strong partnership relationship with the University of Alaska, Juneau; and 

the University has been willing to respond to this overture with a significant 

allocation of human and financial resources. 

5. Recent experiments based upon the Kohlberg developmental model have been 

in place long enough to provide evidence of their efficacy, and their faculty 

have been willing to become involved in a "new" venture. 

6. Technology is at a point where it can readily provide the means to deliver 

a spectrum of programs to a broad range of people in a cost-effective and 

efficient manner. 

All of these factors, in addition to the willingness of all involved Corrections 

and University managers to support the development of a major program, made it 

possible to plan, develop, and implement a contemporary, "state-of-the-art" 

"University Within Walls" in the state's adult correctional system at this time. 

The program has the lowest cost per student of any educational unit in the state; 

it focuses upon an Alaskan range of students including Natives; it is inclusive 

from a Liberal Arts Core based upon the University of Victoria Humanities 

program to a major Career Education directly linked to the Alaskan job market; 

and it is cost-effective and responsive utilizing and exploiting contemporary 

technology to provide a delivery system. 
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The Core Program includes a Humanities Core of Literature and History 

courses taught on the Kohlberg developmental model, a group of supportive 

electives, and a group of reading, writing, arithmetic workshops. The work-

shops are open entry/open exit, competency based. The electives vary in 

accordance with student interest and availability of faculty. The Core is 

high priority with a major staff investment and is taught by a multi-media 

delivery system. The staff includes Dr Stephen Duguid of the British Columbia 

program, Dr Peter Scharf from the Niantic program; Carolyn Forche, nationally 

known poet and writer on El Salvador; Nora Dauenhauer, Tlingit authority on 

Native education and languages; Dr Randall Ackley, specialist in American 

Indian studies and education and experimental structures; and Sheila Nickerson, 

Alaskan poet and novelist and former Writer-in-Residence for the Alaska State 

Library. It is supported by Janet Lumianksy and Jim Gordon who are creating the 

videotaped portion of the project. The multi-media delivery' mode utilizes three 

types of teaching. There is a videotaped stimulus/information package for each 

week. One of the Core faculty are on the videotape, or there may be a visiting 

authority. This is shown in all institutions on Monday evenings. A guide accompanies 

the tapes. The students in each institution view the tape with a site "Tutor/ 

Counselor" who is responsible for the group at that site. Mid-week, the person 

on the videotape conducts a discussion session utilizing an audioteleconferencing 

capability into all nine institutions, again with the local tutor present at each 

site. For the first two thirds of the class, all students are present in an "ex-

tended classroom" which includes the entire state. The final activity at the end 

of the week is based upon local, small group discussion. Of course, the videotapes 

are available for repeat viewing ly.ifore or after the discussion sessions. All 

Tutors are being trained to provide the required support for this type of delivery. 

All Core faculty will be present at various times at all of the sites so that 

students will actually be in a non-electronic classroom with that Core at least 

once during the class. The mode is intensive and open. Students can augment the 

scheduled activities with repeated viewing of the tapes, with smaller group 

discussion, and with individual "tutoring" with the local "Tutor/Counselor". 

The Arts in Prison program includes both performing and fine arts and has 

a major Alaska Native arts component. It avoids "therapy" type art and stresses 

the product and professionalism. It is the oldest component of the program and 

has produced an ongoing literary magazine, several visual arts shows, and well 

received theatrical productions. There is a special relationship being developed 

with the state Visual Arts Center, the Alaska Repertory Theatre, and the Institute 
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of Alaska Native Arts. A major show in the state Museum was established 

in 1980 and preparations are being made for a state-wide show in the 

Anchorage museum this winter. Ongoing series of mini-concerts and visiting 

artists is a major component, and residencies for master/apprentice work 

are being developed. The involvement of a large percentage of the population 

has been dependent upon the easy entry into the "University" through the 

arts. Progress in every area has surpassed similar programs in the "standard" 

University. One artist had a one-man show after a year in the program. 

Jane Linden, a former medical illustrator and painter, shaped the visual arts 

aspect of the program; and the recruitment of a well-known Alaska Native artist, 

a carver and sculptor, Robert James Schoppert, promises major development for 

the future. 

The Career Education component provides all "majors" for degrees and cer-

tificates. It is directly matched to the Alaska job market and is bounded by 

the physical restrictions of the institutions. There are no preconceived ideas 

about "suitable" jobs or training for offenders. The new director, Dr Eugene 

Scheer, is a former community college dean of vocational education and president. 

He is an electronics specialist and instructor in that area. Current "career" 

education includes Food Service, Computer Operator and Programmer, Business, 

and Social Services. Additional programs are being planned in Building Mainte-

nance, Data Processing, Marine Technology, and expansion of the Social Services 

into a new "Village Resource Internship Program". While the Career Education pro-

gram provides the "major" areas, the Core Program provides the core required of 

all students. 

Support Services and the Learning Center Network are the major support & 

delivery components. They provide all college "normal" services and are developing 

as comprehensive an approach as possible. Beverly Grogan, a general education 

teacher, is the director of Support Services and is focusing upon Learning Center 

development. The services include library services, job development & placement, 

student records, advising and counselling, career development, testing, and many 

other areas. 

The Learning Center Network is based upon an array of delivery modes and 

a cooperating agreement with the new "LEARN/Alaska" consortium. The Center provides 

the "extended classroom" with audioteleconferencing and shared videotapes, an 

"open university" mode with instructional television, "playback" capability with 

some classes, computer assisted instrution, various packaged classes, and indivi-

dual and group tutoring. The Center is staffed by a combination tUtor, counselor, 
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traffic controller. The tutor responds to each student entering the Center 

by directing the student to the appropriate delivery mode or modes. The Tutor 

also monitors all students in the Center while they are utilizing the services 

and maintains records of student participation and progress. The Learning Center 

is the "center" of the program and its full development and utilization are 

essential to the success of the program. It provides the ability to respond to 

each student as an individual and to allow easy access to school. It prevents 

the usual "socializing" requirements of school from dominating the process. 

The essence of the program is simple. People have the potential for development 

and are not perfectable but improveable. School is the one single institution which 

may be a vehicle for this development which may not find a satisfactory context 

in the student's prior home environment. School in itself has no value; it is the 

structure of the school and the pedagogy and people that have the power to hamper 

or provoke development. The direct links with the "real world" of work are essential 

and pragmatic. Technology is a tool. Efficiency and effectiveness demand a holistic 

and integrative approach to everything. There is no room for failure in a prison 

school. It is the last chance for its students. Our "state-of-the-art" school, 

"University Within Walls-Alaska" has been planned and developed so that it has 

the greatest opportunity to serve the state's offenders and so that it can be 

operated at a reasonable cost per student. The experiment is in place and the 

evaluation is beginning. 

n.b. The program would never have survived its earliest phases if it hadn't been 

for the understanding cooperation and assistance from William Huston, former 

Director of Corrections; Chancellor Michael Paradise, UAJ; Representatives Nels 

Anderson and Jack Fuller; Senator John Sackett; Charles Campbell, Director of 

Corrections; and many teachers and volunteers. Each person made a decision at 

some moment which made it possible for the program to come into being and appreci-

ation to all of them is acknowledged. 
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UTILIZATION OF MICRO-COMPUTERS IN PRISON EDUCATION; THE ALASKAN EXPERIMENT 
 383 

Beverly Grogan 

Historically, prison education has been traditional in its goals, remedial 

in orientation, and sadly ineffective. Research described in the Syracruse Report  

states that, in effect, prison or correctional education has had little impact 

because of its ineffectiveness. It also states that the only way to reform 

criminals is to create a partnership between a correctional system and a university 

system to truly implement an effective "correctional educational program." The 

University Within Walls-Alaska involves such a partnership between the State of 

Alaska Division of Adult Corrections and the University of Alaska, Juneau. It 

strives to be an holistic program dedicated to the habilitation/rehabilitation of 

its participants through components for social education, preparation for the 

world of work, recreation, support services and speical projects. It is unique-

perhaps the only program of its kind in the United States and Canada. 

One unique aspect of the UWW-Alaska Experiment is the development of a 

learning center network which is in response to a group of people which has been 

unsuccessful with tradittonal education. It is our response to that unsuccessful 

education which will pevide 1) altérnativê education  - a variety of learning modes 

to recruit a large group, hopefully, the total population, 2> supplêmental education  - 

individual assistance to students to assure their success, and 3) institutional  

research  - a means to record and analyze data to determine if this experiment works. 

The learning center network electronically ties together Alaska's nine correctional 

centers stretching from Ketchikan in the southernmost tip to Nome in the northwest 

arctic--a mini-college. This expanse of several thousand miles makes traditional 

educational delivery complicated and expensive. Although this seems to be a par-

ticular program, it allows for an opportunity for a unique and technologically modern 

mode of delivery; thus, the major component of the learning center-a micro-computer 

multi-purpose network. 

1 
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The acquisition of the first Apple II computers came about through a grant 

from CETA which was to train computer operators and programers. Today with the 

purchase of 18 Apples, 35 disk drives, 2 Corvus 5megabyte drives, and various 

peripherals such as modems, printers, monitors, etc., UWW has virtually exploited 

technology, and thrust itself intà this multi-use system. 

UWW is the only program in Alaska which is capable of using such a complex 

and special communication network. The learning centers at each institution may 

operate independently or as a network which would share everything from floppy 

diskettes to people. All Apples have the capability to link into the University 

Computer Network as well as directly to each other. Courseware can be created 

and shared between centers. Expertise and personal experience can be shared by 

all. These are specific aspects that give the system high quality at a reasonable 

cost. 

One area which is not being addressed in any prison education program is that 

of support services. The Apple provides the means to establish the UWW program 

as a mini-college by entering all student and financial records and storing them 

on the hard disk system. One big difference between our "college" and others is 

that a student could access his own files for immediate feedback. Also stored would 

be a career development plan profile on each student which students could also 

view independently. Another aspect of the support services component is the working 

files made available through the Visicalc Program. Course offerings, schedule plans, 

financial transactions, etc., can be written and changed, copied and printed. 

These working files can be shared through the system as well to minimize the 

effort in doing these tasks. The system also provides for storage capability for 

institutional research data. It allows for easy storage and retrieval of infor-

mation helpful in evaluating courses, classroom organization, teaching strategies, 
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learning modes, minority participation, cost effectiveness/per student, follow-up 

of ex-offenders, and many others which would be invaluable to the future success 

of the program. 

Support Services not only supports the administrative end of the UWW program, 

but it is directly a service to the student. The learning center provides a 

means to link students to new information. Computer Literacy of course must be 

the first responsibility of the UWW program to utilize the micro-computer system. 

Students must be familiar and comfortable using the Apples for fun to ensure that 

future learning experiences will be positive and non-threatening. To supplement 

on-going education, Computer Assisted Instruction is a new intervention to provide 

drill and practice and further understanding of concepts through simulation and 

other exercises. Courseware, unavailable through other means, will be purchased 

to enhance the existing UWW program. CAI provides an alternative for the advanced, 

independent learner to stimulate his/her interest and challenge him/her. 

Providing UWW students with marketable skills which would enhance the quality 

of life of the student and those around him is also a goal of the UWW program. 

Computer operation and programing are two of the most saleable skills in the world 

of work at his time. Most people in these positions have been trained on-the-job 

because there is no one trained and ready to step into these jobs. Our students 

have the opportunity to train and prepare through actual hands-on experience with 

with the technology. UWW Career Education component plans are to help place these 

trained operators and programers upon their release into good jobs. 

Micro-computers have a special and permanent place in the future of America. 

We are lucky to have the technology and high quality of human resources available 

through this partnership. Although traditional learning centers have been around 

for a long time, the UWW Learning Center Network, through the use of contemporary, 
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technologically advanced delivery and human resources, will provide a wider and 

unique variety of educational opportunities to a greater number of students 

in a modest and cost-effective manner in hopes to ensure positive development and 

educational success for some who have not experienced anything like it before! 
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PROGRAMS FOR WOMEN  

Gillian Sandeman 

Two truisms about prison programs for women. One: 
The relatively small number of female prisons in Canada has always 
been seen as a barrier to the provision of varied or innovative programs. 
Two: Women's prisons everywhere provide hairdressing programs. 

The paucity of educational opportunities and 
programs for women in Canada's only penitentiary for women was summed 
up in the 1979 0.I.S.E. Report to the Solicitor General Concerning the  
Educational Program of the Canadian 'Corrections System: 

«The Prison for Women gives witness to the tremendous 
waste of valuable life involved in the penal 
institution for women who are, on the whole, of 
average intelligence and, who, most important, have 
the will to spend their time in more constructive 
ways. One is struck by the degree of depression 
and apathy displayed by inmates, and even more by 
staff members. There is a pervading air of despair, 
somewhat relieved by small groups of inmates and a 
few staff members who muster up the strength to 
support and encourage one another to resist the 
effects of boredom and hostility. 

The Reviewers believe that there is an urgent need 
to expand and improve the quality of education and 
training programs for women, particularly for less 
traditional female roles. The penitentiaries for 
men have many more facilities than those for women. 
The emotional and intellectual needs of female 
inmates have for so long been ignored, to the point 
where the situation has reached a crisis. 

When visiting the Prison for Women, one may be told 
that there is a full range of day and evening programs 
and activities for the women, and one may even assume 
that there is a fair amount of inmate involvement in 
these programs. However, after spending some time 
with inmates and staff, one is sharply aware of the  
grave discrepancy between stated policies and practices. 

Academic courses are offered up to the Grade 12 level. 
On the whole, however, they are limited to English, 
mathematics and social sciences. Correspondence 
courses are available as well, although many inmates 
find this endeavour to be a boring and lonely experience. 
They did not appear to be receiving adequate tutorial 
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assistance, encouragement or direction in their pursuit 
of learning and development. The only vocational courses 
available are sewing, hairdressing, shorthand and typing. 
There would seem to be little opportunity for women to  
prepare themselves to re-enter society and to find  
appropriate rolEs in the work world. They seemed unable  
to identify alternate programs or means of learning, or  
to find constructive ways of occupying their time.» 

It may seem natural that women in prison have far 
fewer opportunities and facilities than men for only 4% of the prison 
population are women. Cost-effectiveness alone appears to dictate 
the provision of a far narrower range of programs. But natural justice 
and human rights demand unremitting efforts to bring equality of 
treatment for female prisoners, however difficult this may appear. 
In recognition of this fundamental issue, a current case before the 
Canadian Human Rights Commission complains of discrimination against 
women in the Canadian penitentiary system because of the unequal 
provision of programs. 

A recent submission to the Solicitor General by 
the Canadian Association of Elizabeth Fry Societies defines the problem 
and suggests some approaches to finding solutions: 

«The small number of women in Kingston (usually 
less than 100 in the past year) have tremendously 
varied needs, backgrounds and interests. Some 
women will be back «on the street» in less than 
a year; others will not be eligible for parole 
before 25 years. This reality requires a different 
kind of program planning than those designed for 
the 9,000 plus federal male inmate population. 

The concept of individual program planning, known 
fondly as IPP, is most appropriate for the female 
offender. First the needs of the woman are 
discovered through a joint assessment and career 
counselling, then a program is found to meet those 
needs. This is in direct contrast to the notion of 
block programing, where a minimum number of people 
is required before a program is seen to be cost 
effective and therefore offered. 

The following options are suggested within the 
context of IPP as well as a number of other 
principles; specifically that: 

(a) the resources in the community be tapped first; 
this principle will minimize the need for new 
person years in program expansion; furthermore, 



this approach increases interaction with the 
community while enhancing the flexibility of 
programs available in the Prison, 

(h) program options change significantly to meet 
the interests and needs of the changing inmate 
population; therefore, any approach to program 
planning must incorporate flexibility, 

(c) as many education, training and work options as 
possible be accredited or certified to enhance 
the likelihood of productive reintegration of 
women in the community.» 

The stress on the provision of programs which 
are certified or accredited to free-world standards is, of course, 
seen as important for all prisoners, not only women. The U.N. 
Standard Minimum Rules for the Treatment of Prisoners state that 
«So far as practicable, the education of prisoners shall be 
integrated with the educational system of the country so that after 
their release they may continue their education without difficulty.» 
For women it seems more reasonable to hope that policy-makers will 
not be discouraged by the impossibility of duplicating (on the 
inside) large-scale programs which are recognized and accredited 
«outside», but will make real efforts to make the outside programs 
available to women inside. This could be achieved, for instance, 
by running courses for both inmates and free students inside the 
prison, or by using temporary absences for attendance at classes, 
or by enrolling students, with volunteers to encourage consistent 
participation, in «open-college» courses given on T.V. or radio. 

Whatever the methods chosen to ensure variety 
and flexibility in educational programming for women in prison, it 
will not be enough if the variety only means that as well as hair-
dressing, women have available to them cosmetology, cooking and 
cleaning. The channelling of women into traditional, dead-end 
roles is nowhere more evident than in prison. A disproportionate 
amount of female inmate's work time in the Prison for Women is 
spent on institutional maintenance - cleaning, laundry and cooking - 
but the opportunity to capitalize on these skills and provide chef's 
courses or an industrial cleaning course has so far not been seized. 
There are dangers, however, in trying to turn institutional 
maintenance activities into genuine educational opportunities. The 
California Institute for Women's description of its Culinary 
Training Program in its Food Skills Center begins impressively 
enough but the elegant euphemisms should be a warning of the 
realities of the experience for the women involved. 
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«The food industry provides many occupational 
opportunities for people of all backgrounds and 
abilities, and represents the fourth largest 
employer in America. Students who graduate from 
the CIW Food Skills Center will be qualified to 
gain employment in restaurants, hotels, hospitals, 
nursing homes and other facilities having large-
scale feeding oPerations. 

The main kitchen at CIW is equipped to operate as 
a modern, professional, food service centèr, and it 
is here that students study to learn the skills of 
culinary arts. The necessary food service to 
approximately 600 residents of the main campus provides 
an opportunity for realistic on-the-job training for 
culinary skills students. 

The student's daily schedule consists of approximately 
seven and a half hours of on-the-job and related 
training. The student may enroll for one of five 
Vocational Training Modules and must complete that 
area of study before moving on to another of the five. 
The following is a list of the different modules and 
the hours of instruction required to complete each one: 

390 

1. Dishwashing 
2. Salad & Vegetable Prep. 
3. Retail Meat Cutting 
4. Baking & Decorating 
5. Cooking 

TOTAL: 

300 hours 
300 hours 
300 hours 
300 hours 

1100 hours 

2000 hours » 

It must be comforting for inmates spending 7 1/2 
hours a day for 10 weeks washing dishes, to know that they are 
completing a Vocational Training Module. 

That it is in fact possible to provide serious 
and challenging traditional and non-traditional educational programs 
in even the smallest prisons for women can be seen by a range of 
opportunities provided, to choose only a few examples, in Nebraska, 
Washington State and Venezuela. In the 150-bed prison, run by the 
Sisters of the Good Shepherd outside Caracas, a full high school 
timetable is followed, including science courses, civics and 
English. Canadian and American women visitors last fall were 
presented with an essay written in English class that morning, 
describing the prison, which disarmingly began «Estimable 
gentlemans....» Community colleges, boards of education or university 
extension departments could co-operate with prison authorities in 
making language classes available to women inmates here. 
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In Purdy Institution in Washington, children 
from the community attend a day-care centre inside the prison. 
Women prisoners working in the centre are earning community college 
diplomas in Early Childhood Education thus helping to ensure 
employment after release, learning personal parenting skills and 
breaking down community distrust of prisons and inmates. Some 
Canadian women prisoners are inadequate or abusing parents: parenting 
courses are sporadic and nothing as radical as the Purdy approach 
seems to be contemplated. 

In the corn-fields of Nebraska, in the summer of 
1978, inmates were practicing driving 5-speed Maxidyne trucks and 
13-speed combination vehicles. By October of that year they had 
graduated from Southeast Community College with a Motor Freight 
Transportation diploma, qualifying them to drive trucks on all U.S. 
inter-state highways. Other students received diplomas qualifying 
them to work in trucking terminals. The dozen inmates involved were 
women from the small Nebraska state prison for women. The total inmate 
count is under one hundred. Although the program had expanded in the 
early seventies to include an innovative Mother-Offspring Life Development 
Program, which has children living with their mothers in the prison 
for up to ten days a month, the educational opportunities had been 
traditional, including hairdressing, of course. A çombined campaign 
by inmates, staff and the local Status of Women Committee diverted 
the truck-driver program from the men's prison to the women's. The 
simulator and training vehicles were brought to the campus (another 
elegant euphemism for prison) for the six-months needed to complete 
the course and everyone involved was determined that the experience 
should be successful, both to give the women a better chance of 
high paying jobs on release and to prove the viability of non-traditional 
programs in a women's prison. 

That Nebraska program combined some of the key 
elements for educational programming for women inmates: it utilized 
outside resources on a temporary basis; the experience could be repeated 
or replaced by another program; it met the individual needs of a small 
group of women; it brought non-traditional training into a very 
traditional setting and it had the support of correctional staff, 
inmates and the community. 
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VOCATIONAL PROGRAMS 
Duncan McRae 

During the past five years, we have witnessed a gradual but significant change 
in the delivery of vocational training programs. The traditional program 
model, based in an institutional setting, is undergoing significant review and 
revision to address the needs of the 1980's. 

The changes in program structure and delivery methods will be more comple-
mentary to the needs and opportunities of the prisoner. The prison education 
system will be enhanced by its ability to access programs and accommodate the 
services of the post-secondary system represented by colleges and institutes 
offering vocational education. 

In Canada and particularly in British Columbia, programs are shifting from a 
highly structured, institutional, time based model, to a very flexible, com-
petancy based, modularized model. The vocational model for this decade will 
provide a significant degree of access through self paced learning packages 
which will provide access opportunities and course completion for the student 
in a variety of environments and circumstances. 

The traditional, institutional model of program delivery is being altered by 
initiatives in the private training sector of business and industry, as well 
as, the public sector. In apprenticeship training, the financial costs to 
industry, to the post-secondary training system and to the apprentice are 
dictating change. More and more apprenticeship programs will become industry 
based for both the technical training and hands-on, skill experience. In 
addition, there will be the development of self study packages to support the 
industry based apprenticeship programs. Greater opportunities will be pro-
vided for enrolled apprentices to challenge and gain access to advanced levels 
of training as a result of past experience and training. 

The critical skill shortages in tradesmen and skilled technicians will neces-
sitate a number of new approaches in training. While the apprenticeship 
system proceeds from a traditional, locked-step system of the past to a more 
flexible access and delivery of technical training, other program initiatives 
are underway. 

It is apparent that the Allmand Task Force Report will bring about significant 
changes in the vocational programs delivery system, if the recommendations 
are implemented. The federal government initiatives in industry based train-
ing with emphasis on higher levels of technical and skill training will 
augment the current revision and alteration to program content and structure. 

In British Columbia, the new Open Learning Institute is proViding basic and 
advanced correspondence programs in technical and vocational subjects which 
are enhanced by the students access to a telephone tutor. The Knowledge 
Network, through the use of satellite high technology, is delivering programs 
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via television, to all areas of the province, the Yukon, Alberta and the 
western North West Territories. This new delivery system can provide 
access to the prison population, either by cablevision or by direct satellite 
broadcast through a receiver station. As a part of this system, interactive 
sessions via telephone can occur between the students and the instructor. 

For the prisoner and the prison education system, greater access to the 
public post-secondary system is now available.Through changes in traditional 
program structure and delivery methods this decade bodes well for a much 
more significant interface between the prison and public education systems. 

Problems and obstacles remain to be resolved. The vocational programs of 
the prison system are restricted by the jurisdictional mandates of provin-
cial agencies which excludes a national approach to program standards. At 
this time, there is insufficient coordination and liaison between the public 
and prison programs to ensure appropriate recognition, transferability and 
accreditation. Literacy and basic training for skill development constitute 
a major challenge for the prison educational system. 

While the above problems will not be readily resolved, there can be optimism 
with the changes which are occurring in the public, post-secondary system. 
These changes are complementary to the prison education system and the needs 
of the prisoner. 



THE ROLE OF THE FINE ARTS IN PRISON EDUCATION:  

A PERSPECTIVE ON THE EFFECTIVENESS OF CREATIVE WRITING  

Brian Fawcett 

Any discussion of Fine Arts must begin with an understanding of what is meant by 

the term "Fine Arts". Fine Arts are the traditional serious persuits of music, visual 

arts, literature and drama in which the study of theory plays a role equal to that of 

the creative or mimetic elements. Within the spectrum of contemporary post-

secondary education in North America, the Fine Arts have gained the status of a 

specialty, and are granted varying degrees of professional respectability. They are 

not, however, generally regarded as integral to the Liberal Arts curriculum, as, for 

instance, English and Histroy are. 

Post secondary education in prisons, however, involves a number of special and 

unusual conditions and priorities that I will argue make the teaching of Fine Arts, 

and in particular Creative Writing, appropriate and effective. Prison education in 

general, has as its institutional goal the rehabilitation of inmates and this goal finds 

no contradiction in Cardinal Newman's famous notion that the purpose of a 

university education is to make people competent citizens. I should make clear that 

my approach to post secondary (academic education in prisons is in thorough 

agreement with the educational procedures and values outlined in various papers by 

Drs. Ayers, Parlett and Duguid linking cognitive and moral development as parallel 

purposes to the straightforward academic goals of university level training, and 

much of my argument (and vocabulary) is predicted on their work. I have taught 

Creative Writing on three occasions within the University of Victoria's program 

within B.C. Prisons, and English on two more occasions, and that has given me the 

opportunity to test that body of theory in practice. 
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The University of Victoria program is focused primarily on the Humanities, in 

particular History and English. While it is dangerous to summarize the theoretical 

base of the program in a few sentences, it is accurate to say that criminal behaviour 

has part of its cause in inadequate enculturation. People commit crimes in prisons 

because they have misunderstood, ignored, or been ignorant of the moral values of 

Western Civilization and its cultural institutions and prcedures. By providing an 

academic forum for investigating those procedures, values and institutions, the 

University of Victoria program provides inmates with the intellectual and moral 

tools that can enable them to interlize culture, and a positive rational basis for 

choosing to revise their attitudes and behaviour within it. 

Fine Arts have a key place within this specialized educational structure because: 

a) they are a key part of Western cultural tradition, and as such have 

contributed and will continue to contribute heavily to moral culture 

b) Creative activity within so complex a structure of intellectual demands 

tends to reinforce the connectedness of micro-, meso- and macrocosmic 

elements of human life. When a working artist confronts himself or her-

self, the confrontation is also with culture and world 

I can speak with authority only on the literacy aspects of Fine Arts-specifically 

Creative Writing-, and I will confine the ensuing discussion to that field. I assume 

that other of the Fine Arts operate in slightly modified ways to the same effects: to 

become a Creative Writing student is to become, in a preliminary way, a practicing 

Fine Artist. 

My view of Creative Writing as an academic pursuit began to change about ten 

minutes after my first class began at Matsqui Institution several years ago, and my 

method of teaching has continually shifted to meet the unique possibilities and 

difficulties of prison education. 
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In a Creative Writing class at a university or community college on the outside 

almost all students already have some idea of what Literature is, and a degree of 

cultural sophistication that is probably greater than that of the average student. In 

other words, then, they know all abaout Fine Art and have a general knowledge of 

cultural conventions. If they didn't they probably wouldn't be there. People with 

narrow or purely occupational interests rarely take Creative Writing. What the 

students who do take it often lack, however, is any kind of profound life-experience 

of their own. They can write sonnets or short stories, but they rarely have much to 

write them about. They have structure without personal information, and their 

writing can be pretty and skilled, but it is often rather empty because they are 

operating in a vacuum, expecting imagination to provide them with content. I have 

always regarded the primary intellectual force of Art as a synthesizing one, rather 

than a creative one, and this view has been strengthened by my recent experiences 

in prison. 

Inside a prison, the usual conditions of a beginning writer are frequently reversed. 

Inmates often have a great deal to say, but little knowledge of how to say it and 

through what means. I3oth the literary traditions and the culture that has produced 

its formal modes of expression are foreign to them. At times they treat both with 

suspicion, but at other times, the kinds of questions they ask lead to more 

sophisticated discourse about writing (and Art in general) than one is likely to 

encounter in a Creative Writing class outside. 

I can't, for instance, walk into class and announce that I want everyone to write a 

sonnet. Even if the students know what one is, they will tend to avoid working with 

it until they know why it was invented in the first place, and what kind of thought it 

enables or prevents. 

I found that there were about four basic difficulties that surfaced early in each 

course, and which had to be worked out fairly quickly if the course was to get 

beyond them. They weren't really questions. They were more "attitudes" than 

anything else. All of them are revealing. 



I) Most students assumed that there were secrets to good writing and that 

it was simply a matter of learning a few "tricks" to becoming a good 

writer. That one was easy: The secret is hard word and there are no 

tricks. 

2) Recognition, in the form of fame and/or money, was seen as the ultimate 

goal. This difficulty tended to surface in continually more complicated 

ways, partly because opportunities for publication are fairly numerous, 

and the degree of recognition and remuneration is both variable and 

generally disappointing for a beginner. 

3) Students tend initially to regard their feelings or ideas as sacred, and are 

often either unwilling to reveal them openly or to listen to commentary 

from others. Both difficulties dissolved when  if  was agreed that no other 

student (or the instructor) was allowed to question their right to feel or 

think and that whatever criticism occurred would be focused on how 

articulate the thought and emotion was. Students in prison, incidentally, 

are by far the most constructive and supportive in their criticisms to one 

another that I have encountered. 

4) Every writing situation that did not call for a simple statement of 

opinion or expression of personal feeling (for example, when attempting 

to establish or resolve a fictional situation in a story) tended toward 

arbitrary physical action-usually violent action. This Deus Ex Machina 

problem will receive special attention later in this paper. 

During that first course at Matsqui  l  found myself teaching two courses--one that 

involved the students in actual writing and discussing what they wrote, and another 

course on historical literary culture. A number of aspects of literary culture are not 

covered by university English courses. English Literature as taught in contemporary 

universities is as much the study of approaches to Literary Criticism as it is the 

study of works of Literature, and is aimed at teaching students the empathetic 

process involving the critic rather than the writer. The result is that students (in 

any context) tend to treat the creative process as if it is more mystical then it 
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really is. For instance, critics tend to ignore the influence of the physical activity 

of writing: a writer has to actually sit down and write, and in doing so is subject to 

all kinds of profound and extremely effective stimuli—location and landscape, 401 

personal health, even limitations created by the equipment available--pens, paper 

size, quality and quantity. The further a student is from cultural fluency, the more 

cretivity can be demystified by talking about commonalities that even say, Shelley 

shares with the most floundering beginner. I 

Additionally, because Literature is most often taught as an aspect of the english 

language, most students are thoroughly ignorant of the history of written language, 

and equally of its debt to Greek and Roman literature and myth. (This weakness of 

the modern university is probably as effective in the teaching of History and the 

Social Sciences.) 

I've found therefore that I have to begin teaching Creative Writing from these two 

base points: 

1) In order to be a writer, or to produce writing, one must engage in 

the direct physical activity of writing things down in considerable 

volume, just as every writer across the centuries has done. If one 

doesn't write, one is not a writer. That rather simpleminded truth 

is less obvious than it appears, and not just to students in the 

University of Victoria program in B.C. prisons. 

2) One of the remarkable characteristics of the human species is the 

impulse—often against the most overwhelming odds--to spoeak by 

formal means about the truth without sacrificing its complexity or 

isolating elements of it for immediate pragmatic purposes. When one 

engages in Creative Writing, one is not alone. Homer is peering over 

one's shoulder along with a host of others. Even if one doesn't know 

for sure who Homer is or what he wrote, one has, as a writer, both a 

bond with, and a responsibility to an extraordinarily demanding tradi-

tion., 
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For the first of those base points, I've used procedures developed by Peter Elbow, in 

a book entitled Writing Without Teachers.
2 

At the best of times it is hard to get 

even the most desperately eager student-writer to write easily and to talk about and 

read aloud their writing. Elbow uses a technique he calls "freewriting" to get around 

the initial (and often ongoing) diffidence. The technique calls for everyone in the 

class or workshop to write without pausing to select or edit details for a 

specifiedlength of time—usually 10 to 20 minutes. The students then immediately 

read their freewrting exercises aloud, and each other student is required to make a 

positive response of some sort. Beside forcing the students to write, the technique 

teaches students how to listen—not for what is wrong,or for what isn't there, but 

what is there. At first, the exercises were, with notable exeptions, complaints 

about how hard it is to write, what an indignity the exercise is, or how the student 

can't think of a thing to say. The initial complaints quickly died away, and the 

particular predilections of each student began to surface. During the discussions 

that followed each exercise, those predilections in choice of form and subject 

matter where discussed as abilities to be developed. 

After a few weeks of this, the students were able to sit down in a class, write and 

then read as if it were the most casual thing imaginable. The exercises changed too, 

usually in one of two ways. The prose writers wrote more, and the verse writers 

wrote less. What was common to both, and for me extremely surprising, was that 

the exercises began to be organized, completed compositions, whether or not the 

exercies took 10, 20 or even 30 minutes. 

This procedure, along with similar but more complex ones I developed along the way, 

worked to demystify the act of literary creation, to get students away from the 

seemingly bottomless well of excuses for not writing, and to begin to handle written 

and spoken language in new ways. At one point I asked each student to select about 

a hundred words from their vocabularies, write them on cards, and to work out 

compositions from a random selection of the word-cards. This was extremely 

effective in getting them to examine their own vocabularies in new ways, and to 

expose the conceptual weaknesses and/or strenghts of their use of language without 

the governing override of syntax (social and liguistic) interfering. 
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Students, of course, wrote on their own time, and in several instances the volume 

produced was enormous, and the variety and quality of the writing as the students 

progressed became a source of mutual reinforcement for them. 

The other part of the courses was a short course in Classics, focused mainly around 

two texts-Robert Graves' The Greek Myths
3 

and the oldest known work of written 

literature-The Epic of Gilqamesh.
4 

I asked two attendant questions: What did the 

Romans and Greeks see and believe about the world around them, and what kinds of 

questions did they attempts to answer by writing. Graves provided a basic source of 

information for the first questions, and the Epic of Gilgamesh  served as a splendid 

opener for the second question. The anonymous writer of Gilqamesh  wrote about 

the importance of political and economic custom, about the power of love and 

friendship, and aboufthe horror and fear of death. The last two of those are exactly 

what all new writers want to write about. Finding those two intertwined with the 

first one produced confusion on many occasions—perhaps because, as Duguid and 

others point out, many inmates are in prison because they have not made that 

connect  ion.  

The scope of this paper is unfortunately too limited to provide greater detail or to 

allow for the abundant illustrative anecdotes. My point is that Creative Writing 

effectively bridges some difficulties experienced by the University of Victoria 

program in achieving its academic and rehabilitative goals. 

The imperatives of teaching Creative Writing have led me to introduce materials 

that are open, if not actually cover a crucial area of cultural history that for 

reasons well outside the scope here, are inadequately covered by contemporary 

Liberal Arts curriculums in our universities. While this is a minor controversy 

elsewhere,  if  is arguably more important to the goals of inmate rehabilitation as 

pursued by the University of Victoria's program. I'm assuming, of course, that prison 

inmates are in many cases in prison because they have not assimilated the cultural 

information (for whatever reasons) that allows most people to function within 

society, as noted earlier. Without some background in the fundamental roots of 

Western Civilization—particularly the non-christian elements, and without an acade-

mic vehicle to provide it, rehabilitative enculturation has in some measure certainly 

suffered. 
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More directly, the objective nature of academic education does not provide any 

methodologically direct means for inmates to internalize objective cultural informa-

tion. It has been argued that prison inmates for the most part accept society's 

moral and cultural values, but "...develop excuses for their inability to abide by 

them."5 
Creative Writing, and certainly other of the Fine Arts links the individual 

artist and his culture at a range of levels of both form and content every time the 

art is practiced. Similarly, the particular ego-structures of many prison inmates 

leads them to regard themselves as initiatory, isolated individuals. Bringing them in 

contact with the exemplary initiatory artists of Western Civilization can be a 

galvanizing exercise in their cognitive and moral development. 

Perhaps this can be illustrated by a brief discussion of what I found to be the most 

disturbing and pervasive difficulty in the course of teaching: the overwhelming 

predilection for violent action as the means of resolving situational complexity 

encountered in writing—the Deus Ex Machina problem flagged earlier for special 

attention. 

Early on in one of the courses I taught, I gave each student in my class the first 

paragraph of a famous short story and asked them to complete it without knowing 

what the original story was about. This began with an in-class exercise in which 

each student wrote for 15 minutes on the story beginning they were given, then 

passed it on to the next student until each student had written a short section of 

each story. The result was revealing and depressing. All the stories moved 

immediately to action, and the action became increasing arbitrary and violent from 

student to student—protagonists were beaten, lost limbs, were drowned in rivers. 

The take-home assignment involved each student taking the paragraph he began 

with, and writing a different story with it. The result was similar. 

We spent a long time talking about the stories and specifically about the nature of 

action. Why did their protagonists respond in equally violent and irrational ways? 

In what ways, if confronted by the story situations in their own lives, would the 

students respond differently? What would the consequences be if violence was 

removed as a fictional possibility from their stories? What kinds of worlds were 

they proposing in the stories? 
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I gave them the original stories to read, and having talked the matter into 

exhaustion, left it, after giving them examples of short story tellers like Robert 

Creeley and James Joyce, who had a wholly different concept of what the word 

"action" means. 

Of course, some of the students never did respond to this. Several students, 

however, later produced a series of short stories of a thoroughly different order. 

One student in particular began writing stories that were indirectly discussions of 

the nature of action itself. His protaagonists were moved emotionally and 

intellectually by things and events around them and were able to change themselves 

and their reality by seeing and learning. In none of the stories was physical action 

an important part of the narrative. The protagonists talked to other characters, 

walked from one place to another, observed their surroundings without that earlier 

sense that reality would recede before them if they did not secure it by physical 

action of some sort. 

This kind of writing provides a means of internalizing knowledge in an active, 

individual way without it becoming a threat to the student's security within the 

structure of prison life nor to the institution itself. People in prison who write are 

accorded an almost automatic respect rarely granted writers in society at large, 

partially because so many inmates do write, and partially because, despite the 

overwhelming cynicism of inmates (and within the Corrections Service) the majority 

want to understand themselves better, if not actually change their behaviour and 

attitudes. The impulse to explain oneself and one's reality is the generative impulse 

behind every serious artistic activity, and this is recognizably valuable in prisons for 

a range of reasons and with a variety of motives. 

The purpose of Creative Writing, at least as I've understood and taught it, is not 

aimed, academically or otherwise, at creating "great literature" or at producing 

"great writers". As recently demonstrated by Jack Henry Abbott, this can only be 

achieved in a short time by elevating the bizarre nature of prison reality, by 



dignifying the "pariah" role of the artist/inmate (between which there is a degree of 

surface similarity) and, one suspects, through massive amounts of editing. There are 

crucial differences between an accomplished artist (of any kind) ad a prison inmate. 

Arts are almost always culturally fluent. Prison inmates are usually the opposite 

they are culturally inarticulate and can be legitimately recognized as victims of 

cultural impover ishment. 

As a cultural "worker", an artist works with the basic materials of his or her culture, 

at both an internal and external level. By working directly with these same 

materials in a context that demands considerable rigour, students can be helped to 

bridge the gap between the new ways in which they are learning to see the world, 

and the way they are able to interpret it as a field for personal action and 

responsiblity. 6  
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FOOTNOTES  

There are some well documented critical errors that have resulted from the 
failure to note these commonalities. Leonard Cohen's now famous poem-song 
"Suzanne" wa a great mystery to critics until someone pointed out that the 
mystical details were actually elements of Cohen's native Montreal landscape 
visible from the window of the room he wrote the poem from. Similar 
examples are numerous. 

2) Peter Elbow, Writing Without Teachers:  New York: Oxford University 
Press, 1973 

3) Robert Graves, The Greek Myths,  2 vols. Harmondsworth, Middlesex: 
Penguin, 1965 

4) E.R. Alexander, trans., The Epic of Gilgamesh.  Harmondsworth, Middlesex: 
Penguin, 1965 

5) Stephen Duguid, "History and Moral Education in Correctional Education: 
Canadian Journal of Education  4:4 (1979) p.84 citing Taylor, 1973, 
as his authority 

6) I would qualify this by noting that the above does not preclude the emergence 
of good writers from the University of Victoria program or from Creative 
Writing programs elsewhere. But it is simply not possible to produce a writer 
of quality in four or eight months. In relative terms, however, the results are 
interesting as far as they can be guaged. In the 1981 Prison Arts Writing 
Contest held in B.C. UVic Creative Writing students took all four first prizes 
out of some 150 entries from across B.C. prisons. 
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LITERACY AND CORRECTIONS  

Audrey M. Thomas 

Purpose of the Paper  

This paper will attempt to provide a conceptual framework for understanding 

the place and importance of literacy in society and clarify the various 

literacy terms currently in existence. That clarification is needed has been 

cogently expressed by Ross (1978): 

There have been many studies of the incidence of illiteracy 
among adult offenders. . . . (p.4) 
The estimates of the incidence of reading problems in the 
offender population range from a low of 2.4% to a high of 
84%. Pick a number, any number, between 2 and 85 and you 
will be able to find a study which has concluded that that 
number represents the percent of offenders who are illiterate. 
One could make an "illiteracy lottery" out of these data. (p.5) 

He goes on to declare that the reasons for the discrepancies are many 

including the " lack of standardized definition of terms". 

Recently, the Canadian Association for Adult Education's Standing Committee 

on Learning and Corrections was asked to define functional literacy for 

penitentiary inmates re-entering society. As a member of that committee 

and as someone who has been actively involved in the adult literacy field 

in Canada over the last six years, the author was able to help in this task. 

It is hoped that the definitions and framework presented in this paper will 

be of use to those of you involved in prison education in Canada. 

The International Literacy Climate  

One of the most remarkable features of education in the last decade or so in 

Canada has been the mushrooming of adult education activities. Concepts 

such as continuing_education,  lifelong learning,  and the learning society  

are passing into common parlance. However, as educational opportunities 

have expanded multifold, there is a growing realization among many adult 

educators that there is a sizeable segment of the adult population that does 

not participate in such opportunities. The bulk of non-participants belong 

to those adults who, for one reason or another, have not completed a public 

school education. 
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The results of the 1961 and 1971 Censuses brought home to. many- Canadians the 

extent of undereducation in this country. The Technical Vocational Training 

Assistance Act and the Adult Occupational Training Act, along with the New 

Start Programmes were examples of federal government initiatives designed 

to provide new opportunities  for training and retraining of socially and 

educationally disadvantaged adults. These initiatives resulted in the 

growth of adult basic education programmes (ABE). 

Various international events and pronouncements have provided a climate 

conducive to the further development of ABE in general and adult literacy 

work in particular. In 1978, as a member state of the United Nations, Canada 

celebrated the 30th anniversary of the signing of the Universal Declaration 

of Human Rights. Article 26 of this Declaration states that everyone has  

the right to education.  The 1975 Declaration of Persepolis states that 

literacy is a fundamental humpn right.  The 1976 Unesco Recommendation on the 

Development of Adult Education states that education is inseparable from  

democrany  and that the access of adults to education is a fundamental aspect  

of the right to education.  This same document exhorts member states to: 

take measures with a view to promoting participation 
in adult education and community development programmes 
by members of the most underprivileged groups, . . . 
and in particular illiterates, young people who have 
been unable to acquire an adequate standard of general 
education or a qualification, migrant workers and 
refugees, unemployed workers, members of ethnic 
minorities, persons suffering from a physical or mental 
handicap, persons experiencing difficulties of social 
adjustment and those serving prison sentences. (II. 4d.) 

In a prison setting, there may be inmates with double or triple disadvantages. 

For example, in addition to being incarcerated, an inmate might be illiterate, 

and a member of an ethnic minority. Unesco urges its member states to search  

for educational strategies designed to foster more equitable relations among  

social groups. When it comes to defining the content of adult education, 

Unesco also stresses that priority should be given to the needs of the most 

educationally underprivileged groups. 

Definitional Aspects of Literacy  

Literacy is a concept which is relative to the social, economic and political 

contexts in which human beings find themselves. Literacy is often linked 

with culture, but it should be remembered that many cultures are or have 

been traditionally oral cultures. This situation is true in Canada for the 
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indigenous peoples, and for many segments of Newfoundland and Quebec 

society because compulsory schooling in those two provinces was late in 

coming - 1943 in Quebec, and 1949 in Newfoundland. 

Because literacy is relative to the societal context in which people find 

themselves, requirements for literacy may change. Literacy is multi-

dimensional and has both qualitative and quantitative aspects which frustrate 

attempts to neatly define it. In recent years, there have been shifts in 

the concetualization of literacy on a global scale as well as among industrial-

ized countries where the concern is more with functional literacy rather 

than conventional literacy per se. 

Many of the new ideas found expression in the Declaration of Persepolis (1975). 

Literacy was herein defined as: 

• . • not just the process of learning the skills of reading, 
writing and arithmetic, but a contribution to the liberation 
of man and to his full development. Thus conceived, literacy 
creates the conditions for the acquisition of a critical 
consciousness of the contradictions of society in which man 
lives and of its aims; it also stimulates initiative and his 
participation in the creation of projects capable of acting 
upon the world, of transforming it, and of defining the aims 
of an authentic human development. It should open the way 
to a mastery of techniques and human relations. 

The British have also stated: 

Adult literacy is an essential part of continuing education: 
it is a much wider process than just teaching men and women 
who have fallen through the net of education provision to 

read and write. It is not even confined to the seearate 
teaching of English: it permeates the whole learning and 

developmental process. All the evidence points to a greater 
need for literacy skills, not less. For adults as well as 
children, it is a language for life. It is not therefore 
a process to which a time limit can be set. (AURA, 1976, p.40.) 

It is clear from the literature that literacy has the following properties: 

1. Literacy is a means, not an end in itself. 

2. Literacy contains many skills, not only reading and writing. 

3. Literacy is a tool for self-fulfillment. 

4. Literacy involves participation of the learner and leads to participation  

in society. 

There is a literacy continuum which, if recognized, helps to make sense of 

the various definitions of literacy. The definitions encountered in isolation 

from this continuum often only serve to confuse the reader. The continuum 

may be illustrated by Figure 1. 
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Literacy Continuum Figure 1. 

'Technical literacies' 

Reading to learn 

Pre-literacy 
Phase - 
oral fluency 
(oracy); and 
listening/ 
auding skills 

Basic or 
Conventional 
Literacy - 
Learning to 
read and write 
to perform 
simple 'survival' 
tasks. 

Functional 
Literacy - 
Ability to 
cope with 
reading 
tasks of 
daily life. 

Limited 
Literacy 

Humane or 
Mature 
Literacy 

In Figure 1, the 'survival' literacy tasks would include being able 

to read and write one's name and address, recognize and understand basic 

social sight words and write some simple sentences for communication purposes. 

Aperson without these skills, has been variously labelled 'illiterate', 

'non-reader', and 'reading disabled'. 

Since the Adult  Performance  Level (APL) Study of Texas (1975), 

functional literacy has been interpreted by many adult educators as functional  

competency.  The study defined this term as the application of a set of skills 
to a set of general knowledge areas required for adult living. 

The skills were the communic ation skills of reading, writing, speaking, 

listening and viewing; computation; problem-solving, and interpersonal 

relations. The general knowledge areas consisted of consumer economics, 

health, government and law, occupational knowledge and community resources 

(including transportation). 	The influence of the APL Study is seen in the 

more recent definition of functional literacy by Hunter and Harman (1979): 

Functional literacy is the possession of skills perceived  
as necessary by particular persons and groups to fulfill 
their owp self-determined objectives as family and community 
members,'citizens, consumers, job-holders, and members of 
social, religious, or other associations of their choosing. (p.7) 

The element of self-perception in this definition, has also been highlighted 

by Jones and Charnley (1978, p.4). 
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Functional literacy is the term with which many people have 

difficulty because, as has been demonstrated above, it is relative to the 

contexts in which a person operates. A person may be functionally literate in 

his/her present environment or job situation, but if new requirements are 

introduced, persons with limited reading skills could find themselves 

functionally illiterate in the new situation. Thus, a limited literacy  stage 

has been recognized (Lyman, 1977, pit:-  ) in which technical prose, for example, 

might be beyond the ability of the reader. 

Humane literacy has been defined as "the ability to read with 

comprehension and judgment the works of the best practitioners of the 

language, philosophers and poets in all their guises." (Language and Literacy  

in Canada, p.1) 	Others, such as Lyman (1977) would refer to this stage as 

'mature literacy' and place it in the broader context of a person being able 

to read and understand nearly all materials except the most esoteric and 

technical materials beyond the person's interest. 

Basic literacy is the foundation of learning. Once onecan read, reading 

to learn is possible and other subject and skill areas may be mastered, thus 

there are several 'technical literacies' such as: numeracy (literacy of numbers); 

cartolacy (literacy of map-reading); scientific literacy; computer literacy; 

visual literacy; environmental literacy; civic and political literacy and so on. 

How should literacy be defined? In the words of Dauzat and Dauzat 

(1977, p. 40) "That depends upon the point of departure and the intended 

destination". 

Learning and Corrections  

The CAAE's Standing Committee on Learning and Corrections was asked 

to define functional literacy for penitentiary inmates re-entering society. 

As Correctional Institutions develop their own sub-cultures, functional literacy 

within a penitentiary setting could be something quite different from functional 

literacy on 'the outside', as some of the above arguments should make clear. 

However, the focus of the definitional task was to be 	the preparation of 

inmates for participation in life on 'the outside'. 
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'The outside' works on a system of certification for educational attainment 

and job acquisition. Thus, we are inevitably drawn into 'quantification' 

of literacy, and the 'numbers  gaine' mentioned by Ross. 

The equivalent of four years of primary schooling has generally been 

accepted internationally as necessary for basic literacy. In the Canadian 

situation, this measure translates for statistical purposes into 'less than 

grade 5' - a situation which is supported by Statistics Canada. After this 

level of attainment, learners have a better chance of retaining their literacy 

skills and becoming more autonomous learners. Retention of literacy, however, 

also depends on other factors such as motivation, literacy environment, and 

so on. For technologically developed societies, the equivalent of eight 

years of schooling (less than grade 9, for statistical purposes) has been 

considered necessary for functional literacy. The Economic Opportunity Act 

of 1964 in the U.S.A., for example, defined a functional illiterate as "one 

who has completed eight grades of school or less." (Cook, 1977, .p. 84.) 

The Canadian Association for Adult Education has held to the saine standard, 

while also acknowledging that higher levels are needed. (Morrison, 1975.) 

In Canada, entry to most skill courses demands a grade 10 educational 

attainment. Only one or two trades accept a grade 8 entry level. Many 

require grade 11 or grade 12/ Thus, if an inmate is to function in the 

labour market upon release, an acceptable 'employment literacy' level would 

be at least a grade 10 educational attainment. Further, in relation to 

readability of materials, using the Fry graph, it has been found that many 

government forms, manuals and other documents are written at a grade 9-10 

level or higher. (For readability of selected magazines, see Anderson, 1978.) 

Extensive research in the United States has revealed the difficulty of 

training, manuals in the military (Sticht and Zapf, 1976). 	In many cases, 

the readability of the materials greatly exceeds the reading ability of the 

recruits. 

Educational Levels of Inmates  

Table 1 indicates declared educational levels among inmates, according to 

a computer print-out for the beginning of February, 1981. It is interesting 

to note that the percentage of inmates with less than grade 9 education 
(39.5 percent) is nearly 10 percent greater than among the general Canadian 

population with the same educational level (28.4 percent in 1976). Furthermore, 
the inmate population that has less than grade 10 educational attainment (78.2 
percent) is 30 percent higher than among the general Canadian population with the same 
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Table 1. Educational Level of Inmates in Canadian Federal Correctional 
Institutions by Region, 1981. 

Declared Educational Level Total Number of Inmates 

Region 
'Less than 	Grades 	Grades 
Grade 5 	5 - 8 	9-10  

Education Education 	Grand 
Declared 	Undeclared Total 

Atlantic # 	42 	264 	162 	 525 	368 
%a 	15.6 	12.7 	7.0 	 8.8 	10.1 
b % 	8.0 	50.3 	30.9 	100 

	

Quebec # 	103 	710 	758 	1987 	1060 	3047 

	

% 	38.1 	34.0 	33.0 	33.4 	29.1 	31.8 

	

5.2 	35.7 	38.1 	100 

	

Ontario # 	61 	537 	651 	1609 	811 	2420 

	

% 	22.6 	25.8 	28.3 	27.0 	22.3 	25.2 

	

% 	3.8 	33.4 	40.5 	100 

	

Prairies # 	39 	300 	375 	 894 	944 	1838 

	

14.4 	14.4 	16.3 	15.0 	25.9 	19.2 

	

% 	4.4 	33.6 	41.9 	100 

24 	267 	342 	 908 	338 	1246 

	

8.9 	12.8 	14.9 	15.3 	9.3 	13.0 

	

2.6 	29.4 	37.7 	100 

1 	 6 	12 	 27 	122 	149 

	

.4 	 .3 	 .5 	 .5 	3.3 	1.6 

	

3.7 	22.2 	44.4 	100 

TOTAL 	% 
270 	2084 	2300 
100 	100 	100 

4.5 	35.0 	38.7  

	

5950 	3643 	9593 

	

100 	100 	100 
100 

a
First percentage figure in each region should be read vertically. 

b
Second percentage figure in each region should be read horizontally. 

Inmates transferred to various provincial correctional institutions. 

Source: Table compiled from data provided by the Correctional Service of Canada, 

February, 1981. 



414 

educational level (47.4 percent in 1976). It is assumed that, given the 

weighting of declared educational levels, those inmates not declaring their 

educational level are also likely to be weighted in the lower educational 

levels. While these statistics reveal that the number of inmates requiring 

basic literacy is low, there are very substantial numbers requiring functional 

literacy training as a preparation for life on the 'outside'. 

Why do people read? Here are some purposes: 

As a ritual, or from force of habit. 
From a sense of duty. 
Merely to know and understand current happenings. 
For immediate personal satisfaction or value. 
To meet practical demands of daily living. 
To further avocational interests. 
To carry on and promote professional or vocational interests. 
To meet personal-social demands. 
To meet socio-civic needs and demands (good citizenship). 
For self-development or improvement, including extension 

of cultural background. 
To satisfy strictly intellectual demands. 
To satisfy spiritual needs. (Staiger, 1979.) 

Most of these purposes apply to life on 'the inside' as well as on 'the 

outside', and serve to remind us that while the focus of most training may 

be towards employment, literacy should also lead to the full development 

of human beings and good citizenship. 

What then constitutes 'functional literacy' for penitentiary inmates? A 

Tentative answer might be: that critical threshold in learning which enables 

a person to become an autonomous individual capable of reflecting upon his/her 

circumstances and transforming the self and behaviour so that, on'the outside", 

the conditions which led to incarceration may be recognized and avoided. 

Personal transformation on its own, however, is probably not sufficient, as 

societal conditions are also changing. Upon release, inmates have to take 

their place among and compete with the general population for economic self-

sufficiency. If a former inmate is to become acculturated to the dominant 

society, the best educational preparation for the employment market and 

life on 'the outside' should be provided. 

While the correctional setting provides a distinctive living and learning 

environment, studies have shown that inmates of low educational achievement 

have hidden learning potential and that educational programmes may affect 

recidivist rates (Waksman, 1979; Beadle, 1965; Glenn, 1966; Sollie, 1966; 

Zeller, 1965; Ayers and Duguid, 1980.). 

For the balance of the workshop, I would like to discuss the issues raised 
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in this paper and share our mutual experiences related to literacy training 

either in the correctional setting or on 'the outside'. On my visits to 

provincial and federal corrections centres, and more recently in England, 

there appears to be a common preoccupation with materials. A display of 

some recent curricula and supplementary materials has been arranged for 

those of you who may be interested in these immediately practical aspects 

of literacy training. 
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CONFERENCE OVERVIEW  

Glen Farrell, Kenneth Peterson, Jacques Quesnel and Anne Harley 

Our objective during this final session of our conference is that of attempting 

a summary overview of what has occurred during the past two days. In acting as 

Chairman for this session, I am really pinch-hitting for Dr. Walter Pitman, 

who is the President of the Canadian Association for Adult Education. I know 

that Walter was very much looking forward to doing a conference wrap-up and 

sincerely regrets that he was unable to be with us for this conference. 

Michael Ignatieff began our conference by saying that he was not going to be 

priestly but rather he hoped to be controversial. It seems to me that a confer-

ence summarizer cannot help but be perceived as a presumptuous priest and, 

because the objective is to summarize, will inevitably be controversial. 

However, I have help, for which I am grateful. My colleagues at the table have 

each agreed to make a short statement about their personal reactions to the 

conference. In that way, we thought we might include more of the many different 

reactions which I am sure exist. 

They are: 

Kenneth Peterson, Assistant Warden at the Kent and Mountain Institutions. Ken 

is responsible for education programs in his capacity as 

Assistant Warden. 

Jacques Quesnel, 	Project Manager for the Five Year Operational Plan to Up-grade 

the Education and Training Program, Correctional Service of 

Canada. He is on secondment from the Ottawa Board of Education. 

Anne Harley, Member of the Board of Directors of CAAE and a member of that 

Association's Committee on Learning and Corrections. She is 

currently the Director of Continuing Education at the University 

of Western Ontario. 



Personal Observations:  Kenneth Peterson 

At the conclusion of this, the first National Conference on 

Prison Education, I should like to make a few brief comments. 

First, I would like to point out that the purpose of the 

Correctional Service of Canada in providing educational programs to 

the inmates in federal institutions is twofold. We are as anxious to 

attenuate ignorance as we are to reduce recividism. 

Through the educational programs, we try to help inmates 

broaden their horizons and expand their visions of themselves in both 

time and space. These programs, which seem to appeal to  about  one-third 

of the inmate population, are conducted on a voluntary enrolment basis. 

Once in the programs, the inmate soon realizes that any accomplishments 

he makes are made for himself, and by himself. Also, the school area 

becomes an island of sanity in a sea of madness. It is made this way 

by both the teachers and the students, and by some degree of courage and 

risk on both their parts. Indeed, as our keynote speaker on Tuesday 

evening mentioned, everything must be contestable, no position can be 

exempt from justification. Fortunately, there is a twoway street 

which is as relevant to the inmate culture as it is to the penitenti-

ary system. We recognize that it is the nature of man to rather con-

sistently violate his own terms in society. We do not try to defend 

this  habit,  otherwise we readh an impasse. We hope that through academic 

discipline and intellectual growth the inmate student will internalize 

the thoughts and history of his culture, and by so doing, will experience 

some new sense of morality. 

What we do then, is very much an act of faith. We try to 

enable the inmate student, to the greatest extent possible, to become 

the author of himself and the successful mediator of his universe. 

Nôt an easy task in the harshness of prison! 

Some of our particular concerns have been edhoed by 

speakers who drew attention to the differences in needs between 

the long-term and the short-term prisoner. On the one hand, we 

need to have programs without end for sentences without end; on 
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the other hand we need programs that are effective for the thirty 

or sixty day sentences served at provincial gaols. Indeed, it 

often seems that we devote the least attention to those inmates 

who are doing short provincial terms and who would stand to benefit 

most immediately from education. 

It was encouraging to hear the concerns mentioned during 

the Conference for further professional education for the teachers 

in prisons. Working for the past five years under the litany of 

failure, according to the gospel of Martinson, it becomes difficult 

for teadhers not to give up hope and succumb to the corrosive 

cynicism of "nothing works". 

Finally, with respect to the comments that were made about 

Bell 's  study, which identified administrative indifference and neglect 

as major factors contributing to the less than stunning success of 

programs, I would point out that I know of no branch or department 

of government that does not agree with these findings. Nevertheless, 

let us seriously ask the question, how mudh social intervention 

would we be willing to tolerate, and how much would we be willing to 

pay, if the way were layed open for any of us to bring  about  sweeping 

Changes? 

Personal Observations: Jacques Quesnel  

Correctional education in Canada dates as far back as 

1835 when the provincial jail of Upper Canada opened at 

Kingston. The regulations then contained the following: 

"Provision shall be made as far as practicable 

in all goals for religious instruction of 

prisoners of both sexes, and also for their 

instruction in reading and writing." 

Thus education has been part of penitentiary activity in 

Canada for over a century. The law has provided for education 

and training in penitentiaries. Funds have been made available. 
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This conference has placed much emphasis on the University 

Program developed at Matsqui to the extent that some partici-

pants are wondering if this is the only program available to 

inmates in the Canadian Correctional Service. 

May I point out that the Education and Training Program 

is made up of six elements. 

1. Basic Education Courses designed for those inmates who 

have not reached grade 5. 

2. The Upgrading Courses. Courses designed to prepare 

inmates for vocational courses Grades 6 to 10, GED, BTSD. 

Senior Management of the Service has recently endorsed a 

policy that requires that special attention be given to 

inmates that have not reached Grade 10. 

3. Secondary School Courses. Courses leading to a Grade 12 

diploma. These programs account for 58% of the enrolment. 

4. Vocational courses. 

5. Community college course. 

6. University courses. 14% of the enrolment. 

Having made this clarification I would like to suggest 

that the methodology used in the University Program at Matsqui, 

Kent and William Head be considered as applicable in the other 

elements of the E & T Program. I see no reason why cognitive 

deficiencies, to use the jargon, cannot be remedied by the 

application of this strategy at the secondary level indeed at 

any level especially when you are dealing with adults. 
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This conference has offered many different and sometimes 

conflicting points of view. This has been most stimulating as 

evidenced by the discussions that took place yesterday in the 

group sessions. 

If an education and training program is to be developed 

along the lines suggested here substantial progress will have 

to be made in the following areas: 

a) Priority 

Education and Training must be accorded a higher 

priority, not only at National Headquarters, but also 

at the Regional Headquarters as well as in the 

penitentiaries, and to be regarded as much more than 

just a means of occupying inmates' time. 

b) Staffing  

A successful program of education and training 

especially in penitentiaries, requires teachers, 

as Dr. Ignatieff suggests, of high quality that 

"must be able to justify themselves as moral actors 

no less than the prisoners". 

Present staffing practices will not allow us to 

achieve the desired results. Staffing has to be 

under the control of educators and not managers. 

c) Supervision 

Most penitentiary schools are supervised by a 

Principal, an Assistant Principal (Academic) and an 

Assistant Principal (Vocational). What is happening 



4 9 ') 

is that Principals are increasingly required to 

assume duties and tasks that have no bearing on 

education and are finding that they have insufficient 

time to discharge their primary responsibility in 

the area of Education and Training. 

En terminant je voudrais remercier les organisateurs de 

cette conférence. Tout a fonctionné sur des roulettes. Les 

échanges ont été très profitables. 

Personal Observations: Anne Marley  

In my conference summary I would like to evoke the spirit of the goddess Athena. 
I am not a psychic or a mystic and I am not going to hold a seance. I maintain, 
in fact, that the spirit of Athena has been with us throughout the entire conference 
and maybe in fact she was the guiding hand behind the planning committee. 

It is very appropriate for Athena to be here. She is, after all, the Goddess of 
Wisdom and by extension, learning and education. In this particular case she may 
be replacing the Goddess of Justice who appears frequently in corrections literature 
blindfolded, holding a balance scales. Athena sprang fully grown and fully armed 
from the head of Zeus. Athena is not only the Goddess of Wisdom but also the 
Goddess of War - a wise goddess who carries a sword. 

Since those concerned with prison education need to be not only wise, but also 
warriors, I would like to organize my summary along these two separate themes 
directly related to the role of the goddess; the theme of wisdom and the theme 
of war. 

WISDOM  

I do not want to dwell on the theme of wisdom, for each of us will take away from 
this conference our own very personal learnings and wisdoms. In my mind, however, 
two very wise things were said which I would like to draw to your attention. Last 
night Madam Céline Hervieux-Payette, Parliamentary Secretary to the Solicitor-
General of Canada said "The first task of education is to enhance the ability to 
handle freedom, with all the responsibility that freedom involves". And 
yesterday, Dr. Lucien Morin asked us to consider the thought that "love is the 
air for the iron lung of justice". 

This conference has been an opportunity to share the collective Canadian wisdom on 
prison education. The conference organizers have done a marvellous job of bringing 
together so many of us from so many different backgrounds and locations. Input 
on the "state of the art" was received from historians, a man of letters, politicians, 
inmates, prison teachers, adult educators, correction administrators, researchers 
and other educators. 
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As warriors in the field of prison education, if we are wise we will know who our 
allies are. As a result of this conference, the foundation has been laid for us 
to identify our allies and to continue the sharing of ideas and networking that 
will be so necessary in the future. Not only have connections been made between 
prison educators and adult educators, but the opportunity has been presented for 
all of us to relate to this topic, whether as students, politicians, administrators, 
educators or researchers. 

WAR 

The conference in itself is a victory. Michael Ignatieff observed this the first 
night when he said "a small historical phenomenon is occuring in which a new group 
Ls making a claim that educat' '- a method that works in corrections". 

In the area of prison education the battle is only beginning and the strategies are 

yet to be clarified. We have only begun to define the larger goals. On the 
philosophical level "education as a universal right for prisoners" has been mentioned 
as a goal several times. On the political level I noticed recently that the United 
States Federal Department of Education has established a "corrections desk" within 
the department, funded by the National Institute of Corrections. Perhaps politically 
one of our goals should be to have a "corrections education section" within each 
provincial ministry of education. 

There are many battles yet to be fought in the field of prison education. If we are 
each to become warriors of Athena, we will have to identify the jobs to be done. 
I have listed several battles which have emerged for me as being important. They 
are divided into three major areas: 

1) battles on behalf of the inmate learner 
2) battles in relationship to the public and the education of the public 
3) miscellaneous skirmishes 

Battles on Behalf of the Inmate Learner  

1) The emphasis at this conference has been on university programs within federal 
penitentiaries. We must not lose sight of the fact that the bulk of the inmate 
population is not ready for university education. A priority in the future 
must be the delivery of ABE, Literacy and Remedial Education programs within the 
institutions. 

2) The gap between the federal and provincial correction system regarding education 
must be bridged. For example programs for people who are only available for 
learning for a three month time period must be developed. 

3) Programs for native peoples and female offenders must be considered. The elderly 
within the prison population are also becoming a small but important concern. 
Very valuable connections can be made between prison educators and adult educators 
on the outside who are knowledgeable in the field of programming for native peoples, 
women and the elderly. 
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Battles in Relationship to the Public and the Education of the Public  

The general public needs to be encouraged to consider their stake in corrections. 
As Arnold Edinborough said "we have to tell the outside in language that they can 
understand that the medical model is dead and the promise of education is imminent". 
Separate target groups for a PR campaign must be identified. These would include 
elected officials, the general public, the press and media. 

Miscellaneous Skirmishes  

1) Research and program development.  We have only begun to explore the range of 
educational programs and the role of colleges, universities and school board 
vis-a-vis prison education. 

2) Evaluation.  Because of the debate around the role of education in corrections, 
evaluation of programs will be very important to provide continuous feedback 
into program development. 

3) Outreach and support.  We must reach out and support our remarkable colleagues 
on the inside, the teachers, administrators and guards who recognize the need 
and the right for continuing education. Adult educators have to be more familiar 
with learning in the prison and the issues that are involved. Links between 
educators have to be more formal - provincially and nationally. 

4) The future. For me one of the most important things said at this conference 
was said yesterday by Roby Kidd: "We have to find a mechanism to continue to 
do what we have done here - to continue to talk - to sustain our interest and 
to develop co-operation. We need to take the time to see when and where we 
can work together". 

To fulfill Roby Kidd's challenge I would like to make the following recommendation. 
Because of the C.A.A.E.'s interest in advocacy on behalf of the adult learner, in 
general, and the inmate learners specifically, I would RECOMMEND THAT THE CORRECTIONAL 
SERVICE OF CANADA AND THE CANADIAN ASSOCIATION FOR ADULT EDUCATION FORM A COMMITTEE 
TO STUDY THE PROCEEDINGS OF THE CONFERENCE WITH A VIEW TO IDENTIFYING THE TASKS TO 
BE DONE. The tasks (or battles) that have arisen as a result of this conference 
have to be prioritized, set into a short term and long term strategy, funded and 
delegated to appropriate groups. 

In ending I would like to recall the remark of John Braithwaite when he opened the 
conference on Thursday night. He said "We will need the combined co-operative 
efforts of all of us as we begin to solve the problems of prison education". We 
are all warriors of Athena, we all have a role to play in the battles that lie 
ahead for the promotion of prison education. I can only ask each of you as you leave 
to pick up your sword at the door. 
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Final Perspective;  Glen Farrell  

As a final perspective, I would like to offer some personal comments of my 

own. 

1. That we not lose sight of the notion that sound educational practice 

is just that - regardless of its context. Admittedly, each context 

has its particular constraints and opportunities and it is on those 

we must focus, rather than creating testimonials to our own professional 

altars in the form of labels and categories for what is, in fact, a common 

sense process. This is, I think, what Arnold Edinborough was telling us 

when he stated that "in principle, what is taught in prisons should be 

no different". 

2. Having said that, I must remind you of Michael Ignatieff's statement 

that those who judge, rule and educate are not exempt from having to 

justify their actions to those they judge, rule and educate. We cannot 

do that if we adopt that approach to program planning most commonly 

found in the formal school system. That which primarily utilizes the 

content to be learned as the source for defining educational outcomes 

rather than the individual learner and his or her particular experience 

and context. Those who have worked most with adults will understand the 

distinction most easily. 

3. We must not permit the popular sport known as "bashing the academic" 

to protect our minds from dreaming dreams that never were and asking "why 

not?". Lucien Morin said much to me in his contrast between justificative 

education and reconcilatory education. His reference to Martin Buber 

reminded me of the excitement I had a long time ago in discovering his 

work and trying to understand it - something I confess I had allowed to 

fade. 

4. Joe Hudson, Bob Ross and Todd Rogers, with strong support yesterday from 

Roby Kidd, all talked of thè need for evaluation and/or research and the 

process of its conduct. If this need received one-tenth as much real 

attention as it does rhetorical tribute, it would be much better met than 

it currently is. 
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5. Along the same line, we must clearly distinguish between the communication 

of the results of evaluation studies and the proselytizing of a particular 

point of view. This seems to me important, both from the receiver's and 

the sender's point of view. Arnold Edinborough reminded us to avoid 

panaceas, as did Steve Duguid when he said "This has been my experience - 

I don't know if it works across the board. I think it will, but you must 

see for yourself". 

6. Finally, may I remind you of Keith Whetstone and his personal story told 

so articulately. Judge it as you will, but I believe the process of 

learning is a fundamental requisite to personal growth and change - 

something with which we must all cope throughout our lives, whether in 

prison, or not. 

I hope that each of you take back from this conference some new ideas, some 

new friends, and at least an embryonic national network on which to build 

and stay in touch. May I on your behalf thank our many presenters for 

helping us do that. 
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