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BEHIND BARS WITH CBE--LOOK WHAT”S HAPPENING TO INMATE TRAINING

By:
Dr. Beverly Stitt, Vocational Educatioi: Studies,
Southern Illinois University
Rita Noel, Advanced Technical Studies,
Southern Illinois University
Hartzel L. Black, Dean of Correctional Education,
Southeastern Illinois College, Vienna Correctional Center




Early in prison history it was not uncommon to make a teacher out of an in-
mate who knew a trade, and have him provide a sort of vocational education to
other inmates, but today”s vocational training, within correctional ZInstitu-
tions, 1s using professional instructors, 1s using high technology equipment,
is demanding skilled performance, and 1s getting results. The changes were
brought about by: 1increasing prison populations, recognition of the 'lack of
street adjustment" by inmates, and the public demand for educational account-
ability. A renewed commitment to providing skills for employability, survival
skills for 1life in "outside" communities, and documented placement of gradu-
ates tc support the effectiveness of classroom training has resulted in the
adoption of programs which clearly identify skills needed and the steps for
achieving those skills. 1Industry needed to provide the tasks employees were
required to perform, but education needed to provide the training for the per-
formance cf those tasks. Combining task and the guides for performance of the
task resulted in competency-based instruction. Competency-based or perform-
ance-based education is intended to improve the teaching-learning process. It
is a system for determining and structuring expected outcomes so the delivery
and evaluation of instruction may be greatly enhanced. Prison populations
have unique characteristics and the institutional sef:ting defines physical
boundaries and sets teaching restraints, but CBE prov’des both teacher and stu-
dent with a better alternative for meeting student needs.

hange of Vocational Education Programs in Illinois

With more than 17,000 individuals incarcerated in the State of Illinois,
education for employability has renewed 1its focus and has made explicit de-
mands. The prison classification system within the state encompasses three
basic security divisions: maximum, medium, and minimum. Generally speaking,

maximum security is a term used for those inmates serving more than a ten year
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sentence; medium, for inmates still serving ten years or less; and minimum,
for those with three years or less remaining of their sentence. Shifts in pri-
son populations and special circumstances may alter the definition of those
terms, but in geveral, where an inmate is placed is determined by his length
of expected imprisonment. Vocational Education programs are operating at all
of the facil{ties. Maximum security institutions, however, offer 1limited
depth in training, due to the anticipated gap between when training occurs and
possible employment on the outside. Most maximum institutions are currently
offering between 2-3 programs in a very controlled environment (although weld-
ing programs and construction programs requiring the use of hanlitools and auto-
mated tools are part of the training). Medium security institutions (eight
for men and one for women), currently in operation within the state, offer a
much larger selection of programs. Which courses will be offered are current-
ly proposed by several agencles working together (including the Department of
Adult Vocational Technical Education, the State Corrections Department, and
the Board of Higher Education). They take a strong lock at (1) projected em-
ployment within industry, (2) types of survival skills taught for community in-
duction, and (3) the needs of the specific institution.

Vienna Correctional Institution

Minimum security institutions offer the most varied vocational education
programs with a combination of full-time day courses aad (in some institu-
tions) part-time evening instruction. Although four institutions qualify as
minimum security, the Vienna Correctional Institution in Vienna, Illinois, is
perhaps one of the most progressive institutions of its kind in the nation and
is currently providing more than twenty programs in vocational education. Stu-
dents can elect to complete a certificate in a specialty area or continue with-

in the program to qualify for an Associate of Applied Science degree. Day-
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time, full~time vocational education training includes a fascinating breadth
of topics 1inecluding game-bird management, alcohol gzasification, journalism,
barbering, computer—aided drafting, auto and diesel mechanics, ornamental hor-
ticulture, and many others. By taking advantage of the night programs, stu-
dents can also pursue an academic degree and take a vocational course at night

for increasing self-marketability.

Initial Student Placement

Students are ylaced into a vocational program in a rather unique manner.
Provided with an initial two-week orientation program which includes insti~
tutional procedures, they are also tested for reading level, math ski.ls, ma-
nipulative skills, and interest areas. A counselor and the student, match the
students tested ability levels and 1interest areas with available vocational
programs, and the student selects four possible occupational areas. Then the
student actually goes into each occupational training area, completes a pre-
test, works through one or two competencies in the program, and spends a half
day in the working environment. He will do this for all four selected occupa-
tional areas. After each experience, the instructor of the area will evaluate
the students performaice ard observable aptitude. The student, too, will eval-
uate the program, his likes and dislikes, and his reactlon to the work environ-
ment. Both evaluations will be returned to the vocational counselor where the
final synthesis aad analysis will take place as to the final program selection.

The next step in placement involves developing an individual Career Plan
or Program Agreement. The training plan 1is a contractual agreement between
the institution and the student. The student must agree to get out of bed and
arrive at school on time, to go through the competencies, and to achieve cer-

tification in that area. He will also agree to placement in that area of




training once he 1is released from the institution. Any renegotiation of the
contract will require a concensus from the instructor, the student, the
Correction”s Counselor, and the Vocationai Counselor. If his behavior in his
living unit 1s a contributing faccor, his Correction”s Officer may also be in-
cluded in the negotiations.

The Change to CBE

"This type of preplanning and testing was very supportive of individual-
ized instruction with open entry/open exit programs, but we were not satisfied
with the outcome performances of our students. Students here at the institu-
tion, as in any learning environment, ought to be able to do what the job re-
quires of them. We felt that validating our program competencies with current
practices of industry would not only assure us (the educators) that students
could do what we said we taught, but would increase the possibilities of em-
ployment of :hose students when released," commented Vienna”s Dean of
Correctional Education, Mr. Hartzel L. Black. '"Competency based education was
a natural step forward from our existing teaching methods and it has not only
increased our student/learning accountability, but has allowed us to institute
long-range planning needs for equipment, space, and curriculum design," he
concluded.

Mr. Black has shared his success with many educational groups throughout
the state and even nationwide. He continued, by saying, "educators who say
open entry/open exit works only for confined populations are not seeing the
whole picture. If public schools have learning guides based on competency-
based curriculum, and 1if they wish to become facilitators of the learning
process they can make it work." He went on to add that major roadblocks to
the successful implementation of a CBE program were, 'those who feel CBE will

contribute to discipline problems~-when infact--it actually does just the re-
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verse, Competency~-based programs with learning guides actually help keep stu-
dents motivated."

How CBE Helps!

Traditional approaches to instruction have generally centered around an en-
tire curriculum for a progran on a fixed time basis; i.e., everyone completes
the entire course at the same time with the same teaching/learning techniques!
Many educators have accepted this traditional approach where learning 1s the
variable and time the constant. Teachers try to cover as much material as pos~
sible with the hope that the majority of the students will gain enough know-
ledge and skills to be successful in obtaining a job.

In contrast, the CBE system focuses on producing competent completers who
can perform to industry standards. Learning becomes the constant and time the
variable. CBE programs are designed to result in success. It is possible for
students to enter a training program to learn 10-12 tasks and then immediately
exit the program for employment or an advanced employment position. In addi-
tion, in most institutions, trainees must wait until the beginning c¢f a new
term or semester to begin learning tasks; whereas in a CBE environment, Chey
may enter a program immediately on a space-available basis. With prison popu-
lations this feature 1s particularly positive since the students are trans-
ferred, restricted, or released within hours of notification.

Another feature of a CBE program which is particularly valuable to correc-
tions is the possibility of specializing in a specific job title rather than
completing an entire program. Students have varying abilities and experiemnces
that result in widely different levels of readiness to master certain tasks.
With CBE, students can receive certificates verifying that they are competent
for a specific job title. They can achieve as many certificates as time, in-

terest, and abilitv permit. It is important to note that these 1incarcerated




students are completing state designated competencies that comply with state
regulations, and they must pass state examinations i{n many occupational areas.
It makes no difference how much education each student seeks, so long as each
completer is employable in a job or job category which meets his interests,
abilities, and needs.

By definition, CBE refers to a system whereby tasks of workers are iden-
tified and validated via a current advisory committee or workers on the job.
Performance objectives are written and given to students prior to instruction.
Instruction 1is centered around performance objectives. Criterion-referenced
objective evaluation measures are used to evaluate performance. The program
can be open entry/open exit, and students master a given task before progress-
ing to the next task (Oen, p. 10). This process can be charted as seen on
page 8 using the CBE Curriculum Development Model.

Role of Instructor and Student

The major role of the instructor in the CBE system is one of “coordinating
learning activities" or facilitating learning rather than the traditional "dis-
pensing of information." Instructors spend the major portion of their teach-
ing time giving demonstrations, assigning tasks, providing individual and
small group assistance, evaluating student progress, and providing individual
consultition. Teachers generally find this role to be quite fulfilling and
satisfying once they see that learning is taking place for all students rather
than for just the few making up the central ability level of the class.

The student role 1is built on the concept of individuals pursuing the in-
structional program prescribed for their personal goals and objectives. The
major portion of the student”s time is spent in directed self-study and prac-
tice, supervised at all times by iastructors ready to provide immediate rssis-

tance when needed. Students can learn at their own rate of speed within pro-
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gram guidelines. Through pretesting, students may receive credit or advance
placement based on what they already know prior to learning. Students, rather
than the teacher, are responsible for what they learn, thereby shifting the
burden of responsibility to the learner. Most importantly, students compete
against present job standards and not other students. They are graded on
achievement of the standards or criteria of each task, primarily through task
performance measures. A summary of research studies indicates that in a tradi-
tional system of instruction, 70 percent of the students usually can perform
70 percent of the tasks they learned 70 percent of che time on a job. In a
CBE system, 95 percent of the students usually can perform 95 percent of the
tasks they learned 95 percent of the time on a job. The result is a 25 per-
cent net gain in performance on a job for those students who learned via a CBE
system of instruction (Oen, p. 32).

Developing Instructional Materials

With the increased possibilities of task performance, it 1is easy to see
why CBE was attractive for corrections education. It was with that conclusion
that Hartzel Black decided to provide 1inservice for his staff thst would pre-
pare them to develop and implement CBE teaching materials and methods. During
the Spring of 1985, Dr. Beverly Stitt was asked to spend 6 days over a 3 month
period providing the technical assistance necessary to the corrections staff.
The staff in both the vocational and general education programs were given in-
struction in writing tasks, getting them verified and sequenced for timely in-
troduction. They were then shown how to develop these tasks into measurable
performance obiectives with specific conditions of performance and criteria
for mastery. At this point the instructors developed criterion-referenced
written tests and product/performance checklists for evaluating mastery of

each objective. They were instructed in the development of both complete stu-
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dent learning guide packets and single sheet learning guides that contained
the objective, learning steps, resources, prccedures, and evaluation descrip-
tion. The result was a wide variety of learning guides for programs such as
game-bird management, welding, journalism, gasahol plant management, music
appreciation, English, computer literacy, and drafting among many others.
These materials are currently being used successfully by the instructors who
developed them and are being modified and revised as deemed desirable after
evaluation of the outromes. These instructors received graduate credit
through SIU for completing the inservice program which was conducted using com-
petency-based materials and methodology. In this way, they were able to exper-
ience a course that was competency-based while learning to develop their own
programs to be competency-based. On the whole the response was very positive
both to the inservice credit course and the resulting curricula now in use.

"The Total Picture"

When questioned as to the future plans for vocational education with com-
petency-based education, Mr. Black voiced most of the concerns commonly found
among educational institutions, "the need to more closely integrate vocational
education with the needs of private industry, with institutional needs, and
with correctional industries."” He said, "institutions must develop programs
that are cost-effective, that can be run on a cost-recovery basis, programs
that are oriented toward business, industry, and productivity. Vocational
Education Programs today, must address the problems of fabrication, production
methods, and time/cost analysis. Whether a student works for someone else or
works as the entrepreneur he needs to go through the entire process, recogniz-
ing that every step in production is part of the total cost of the product. A
waitress needs to know that "time 1s money" and a worker in the alcohol plant

needs to know what it costs to produce one gallon of alcohol. Competency-
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based curricula, with validated competencies, will assure that students learn

the total picture."




COMPETENCY BASED CHECKLIST

DIRECTIONS: Evaluate your Learning Delivery System using the following check-
list. Rate each item yes or no on each characteristic.

Characteristics Criteria
YES NO

1. The tasks to be achieved by the students:

*A, have been validated by incumbent workers or advisory
committee?

*B, begin with an action verb?

*C, are made public in advance of instruction?

*D, are updated annually?

*2. Have performance objectives been written for each task?

3. Does each performance objective contain:

*A, a restatement of the task?

*B. the conditions upon which the task is to be
performed?

*C, the criteria or proficiency standards for
performance?

*4, Does instruction provide for the individual assessment
of each task?

*5, Is student evaluation based upon actual performance of
the task as the major source of evidence of mastery?

*6, Can students progress at their own rate?

*7, Before a student can progress, must he/she demonstrate
task mastery?

8. Can students help decide which skills they will master?

*9, Are different learning tasks assigned to different
students at any given time?

*10, Do different students working on a given task use
different learning materials, media, and equipment?

“
*11, Does your instruction provide immediate feedback
results to the learner?

*12, 1Is help given to students individually rather than
in a group?

*13, Are objective performance tests (checklists) available
and used to measure mastery of each task?

Q _l(;




*14, Do you develop a personalized plan of instruction or
learning prescription for each of your students based
upon each one”s needs, interests, and abilities?

15. Do you provide for small group, large group, 1l:1, and
other types of instruction when needed?

16. Do you change the sequence of learning activities for
a student when it is needed?

*Critical Items Total Possible Points
Points Earned
Points Needed for Mastery

21
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COMMUNICATION SKILLS:

RELEVANCE, RESPECT, RESPONSIBILITY AND THE PROCESS OF CHANGE

By
Meredith S. Whaley
Cuesta Instructor
El Paso de Robles Boy“s School
Cuesta College
Paso Robles, CA




STATEMENT OF PURPOSE

The purpose of this research project is to discover what differences and
what similarities in beliefs and values exist between two groups of students;
freshman level college students at San Francisco State University and freshman
level college students at a facility of the California Youth Authority. The
comparison of these two groups will be done through a content analysis of
their essays, written for their composition classes. A questionnaire will
also be used for basic demographic information and intra-group comparisons. A
copy of the questionnaire is attached.

This 1s essentially a pilot project for future research. A more thorough
exploration should follow, along lines suggested by the results of this pro-
ject. It 1s not possible to predict where the differences and similarities
will fall at this stage.

I am concerned with the formation of value systems and the ability for
change and growth within these systems. This research project was prompted,

in part, by reading such as Habits of the Heart L, Robert Bellah, Loss and

Change by Peter Marris, The Structure of Scientific Revolutions by Thomas

Kuhn, and New Rules by Daniel Yankelovich. The motivation for this studv is a
desire for a better understanding of American culture and to make an active
contributi_n to that understanding.

Young people are the most dynamic element of our cuicure. They are en-
gaged In modifying the beliefs and traditious they have inherited into uew
forms for a new age. It is this process that intrigues me and forms the basic
query of the research. How do students iearn to recombine traditional values
with new rules? Are some methods more ecffective than others? How can

teachers and parents positively stimulate this process?




These questions lead to an examination of teaching methods. Hopefullv,
the results of this pilot project and the extended research will suggest new

directions in education.

COMMUNICATION SKILLS:

RELEVANCE, RESPECT, RESPONSIBILITY AND THE PROCESS OF CHANGE

Change 1invoives struggle and suffering. It is a process that demands
courage ard auathenticity. As you know this is not an easy thing to bring
about in a correctional classroom. Typically we deal with a population
characterized by an inadequate value system and an 1i'ability to perceive
options or make positive decisions. Still, most of our students will, one
day, walk out through our front doors, free. They will return to society and
either understand the responsibility that freedom entails or they will not.
Each time I see a new student I am reminded of that. That is the challenge
they offer me. Can I make it matter to them? Can I help them develop self-
repsect? Can I help them see their authentinr place in the scheme of things in
soclety?

Relevance is probably the single most iuportant word in my educational vo-
cabulary. Learning will not take place in an unmotivated student and without
relevance he cannot be truly motivated. He must see how the material relates
to him, how he can t.ansfer it to his life on the outside. This population
wants a plece of the pie, they just don”t know how to get it. Often their
opinion of themselves is so low they cannot imagine having any right to it.

Obviously certain iraditional learning schemes are not practical with this

population so, although my classes are always labeled "English" or "Communi-
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cation Skills," they do not follow the usual methods for teaching these sub-
jects. I have developed, over time, a program that, for me and many of my
students, has worked. It is not enough for a student .o be able tov read and
write 1if he cannot think. So, we do not focus on sentence structure or rules
or spelling. We focus on ideas--on thinking. Comuunication only becomes im-
portant if you have something to say. In a shop class the instructor can
teach a student to use a hammer and nails by having him endlessly hammer nails
into a board or he can, instead, choose to have the student work on a pro-
ject--something functional. Product will motivate the student and tool usage
will be learned out of need. It is no different in academic classes.

Today we are busy teaching inmates employability skills. They learn to
write resumes, experience interviews, etc. But what good does it do if they
are not motivated to seek legitimate employment? It 1is unlikely we will be
able to convince an inmate whose committing offense has brought him fast and
easy money to take pride in being a first-class janitor when he returns to
soclety.

It is foolish of us to imagine inmates changing. Our personalities have
many facets. We are many selves unique and often at odds with one another.
Understanding that, our principal goal is to facilitate the growth of "adep-
tive selves" that can deal with the logical consequences of thelr behavior.

So, whatever the classroom label is doesn”t matter to me. I am always
teaching the same thing~-thinking. I try to dramatize the moment, make of the
classroom an arena, & place of trust and mutuality of learning, an environment
of significance that appeals to their basic need to affiliate. It is a real-
ity based form of teach.ng--bring the whole person into the classroom not just
subject matter and methods. We all demand structure for our lives. Unhappily

we live in a fragmented soclety where little can be planned for, where alter-
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natives, options, solutions, answers, if you will, are aot pat or absolute.
Life is no longer a true/false test. We have entered a situation ethics arena
and the solutions are in direct relationship to the population and its envi-
ronment. We must discard the unimaginative texts and workbooks of the past
and deal directly with the students. Teaching has traditionally been an ad-
versarial relationship. It 1is even more so in & correctional setting. We
cannot educate. We can only motivate students to take responsibility for edu-
cating themselves. To do that we must help them envision personal involvement
and a means of meeting their own needs. But I did not know these things when,
five years ago, I walked into my first classroom of youthful offenders. I had
been asked to teach in the college program at El Paso de Robles Boy”s School
for Questa College.

I did not know what to expect. Nothing in my background as a writer and
college instructor in creative writing and literature prepared me for this ad-
venture.

I cannot now remember what I imagined the situation would be like. I do
remember a sense of uneasiness. Whatever expectations I developed came out of
my experience with the wards as individuals. I did a great deal of listening.
There were many things I did not know were impossible, so, in my class, for
several wards, they worked.

Because my own background was that of a sometimes maverick I could relate
firsthand to some of their problems and experiences.

The college program is made up of about 8% of the total population of the
institution. These are supposed to be the best and the brightest. In other
words, their reading level approaches the eighth grade and they give little in
the way of problem behavior. They work in various positions around the insti-

tution by day and attend their college classes at night.
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Now the wards receive all their academic imnstruction in the classroom.

This does not allow for individual differences in learning. The wards typi-
cally come to the classroom with a series of handicaps. They are in this in~
stitution because of a rigidity of thinking, a limited perception of their
options, an inabiiity to make good decisions, a low self-concept, a suscept-
ibility to peer pressure, a reluctance to depart from the security of a gang-
oriented society, and little knowledge about who they are, what they think,
and what their range of possibilities is. They possess an aversion to the
school setting as a result of irregular school attendance, learning disabil-
ities, emotional/family problems, etc. As a result there are great gaps in
their education. If they happen to be bright it only compounds the problem.
Their status, their image of cool and competent, can"t be maintained. They
are unable to learn because they are unwilling to let others witness their
mistakes and failures. Trust must be established. Wards need to feel they
are working in a challenging but non-threatering <nvironment.

They come to the teacher”s classroom from their cottage where they are
trying to do a good program so they can get time cuts and go back out onto the
street. The counselors in their cottage are in the uneasy and often impos-
sible role of trying to gain the trust of their charges at the same time they
enforce the rules that govern ward”s lives. To gain their freedom the wards
must appease, manipulate, con, but only rarely and partially, trust. The
teacher has an advantage. She too has something the wards want. She too is
an authority figure. But the nature of the relationship is different. Under
the instructor”s careful supervision the classroom becomes an arena. It is
ideally suited to dialogue. It is unlike group therapy where the ward can re-
hearse for this. In the classroom wards can explore freely, once trust and

respect have been established (without fear of looking foolish) ideas they
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have thought were excluded from them. Through this they learn to trust them-
selves and respect their individuality.

This 1s a special population. It is not sufficient to merely teach the
disciplines. First you try to change the wards” way of viewing education ard
motivate them through relevancy.

My philosophy of education is based on respect, genuine caring, expec-
tation of positive change. It is not the role of the teacher to lower the
hurdles, but to help students over them. I attempt to model the behavior I
seek. In the classroom we are not focused on one”s individual shortcomings
and lack of judgement but on the process of analyzing situations and making
good decisions. The content changes from class to class but the process
remains the same. Many of the wards who believe themselves to be sophisti-
cated and street-smart come to realize they are more naive and "innocent” than
they could possibly have imagined and that the classroom, far from being an
ivory tower, can become a practice arena for the most significant issues of
life. iese young men need to establish a personal value system and this
structure facilitates it.

Each teacher has her own unique style of teaching. Mine is difficult and
exacting and requires that I too enter the arena. Because I am constantly
challenging my students to think and be authentic I must be constantly on the
line myself. I must be ready to defend and explain at any time my beliefs,
valuzs, indeed every statement I make. The wards are pros at spotting
phonies. Many are skeptical and contemptuous of authority figures because
they have been so often disappointed or betrayed by those in authority.
Therefore trust 1s slow and tentative in coming and can only be earned by a
long testing period. The testing period is much lessvued as the instructor”’s

reputation for consistency and authenticity spreads. This style of teaching
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is challenging, frustrating, exhausting and only infrequently rewarding.
Those few moments, however, make it worth the effort.

In the classroom I stress individuality, responsibility for self, a plan
for the future, and authenticity. I attempt to be non-judgmental, to estab-
1lish trust and to disclose the existence of choice--options they have not con-
sidered. No subject is taboo that is in good taste and handled with respect.

As a result of these journeys into thinking, the wards gain a sense of
personal identity, are more willing to take responsibility for their thoughts
and consequently, their behavior, and ultimately gain a sense of their obliga-
tion to be informed, to know what they value, to make decisions, to matter, to
be human.

Students in the college and high school classes have read such authors as
Hemingway, Faulkner, Dostosvsky, Baldwin etc. These stories, because of their
subject matter, were most accessible. All contained issues each student was
familiar with, basic issues of life. As we discussed the stories it became
apparent that the issues crossed all boundaries of time, were human issues and
belonged as much to the wards as any otaer potential readers. From these
readings and the journal writing (a part of each class on a weekly basis-——un-
graded) the wards became freer, more introspective and began to write their
own expressions via essayé, short stories and poetry. They often became
places where the wards worked out their own concerns about life and death and
how you live a life. Although I gave more homework than other teachers it
seemed to be something they liked. I would often hear how one or another ward
stayed up so late he was writing in the dark. Clearly the rewards here were
intrinsic and that recalled to my mind the Harlow and Butler experiments done

in the fifties.

IF YOU PUT A MONKEY IN A SKINNER BOX HE CAN QUICXLY LEARN
TO




PERFORM A COMPLEX AND PHYSICALLY TAXING SERIES OF SKILLS
3?:{ CAUSE A PANEL TO OPEN AND A BANANA TO BE DELIVERED.
:g?g HAD ENOUGH BANANAS HE'LL QUIT. BUT, IF INSTEAD OF
DELIVERING A BANANA THE PANEL OPENS AND HE CAN LOOK OUT
AND SEE

SOMETHING HE HAS NEVER SEEN BEFORE HE“LL CONTINUE TO WCRK
INDEFINITELY OR IF THE SKILLS REQUIRED ARE CHALLENGING--IN
:§$URE OF A PUZZLE-THE MONKEY WILL CONTINUE TO WORK FOR
zﬁgRINSIC PLEASURE OF THE TASK FAR LONGER THAN FOR ANY
FOOD

REWARD.

And that is the most important thing I learnei from my students and the
most important thing I have to pass along to Yyou.

During the almost five years I have taught this class we have produced two
books of the ward”s writing. These books did not come easily. The writing in
them represents many a rewrite, long hours of self discipline. Now I would
like to read some excerpts from those books.

Relevance is the key. Not every inmate is destined to embark on a four
year college program. Some will. Some will be able to tackle two year pro-
grams and some should be taught social and communication skills and guided
toward a vocational education. All should be taught life skills. (This would
include consumer skills, interpersonal skills, nutrition and health and enough
basic law and government to function as responsible citizens.)

And so, less than 2 years ago, I began teaching off and on in the high
school—in that remaining 92% of the population of the institution. The most
remarkable thing I noticed in the beginning was the tremendous difference in
attitude. The ward”s set for the classroom was entirely different. They were

there against their will--they were going to do their time. At the price of

boredom they would resist knowledge and new experiences. They were absolutely
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determined to waste their time.

How could I possibly transfer the experience the 8% had to the 923%? I
couldn”t but in each class I would see one, sometimes two, students who, in a
different setting, could have that experience. I began to pull them out and
in the evening with proven students from the college program we would discuss
ideas and write. In no time wards from what we call "the line" were stopping
me and inquiring about how they too could join this group. Obviously we could
not take into the group all those that asked. But, a plan developed. I was
allowed to choose students from among the best and the brightest and the pro-
cess, with modest modificaticns, began again. (Now I often see some of those
faces in my college classes.) What I have learned from this is what I sus-
pected all along. Elitism is the name of the game. This may seem to go
against our democratic grain but does it really. Can any of you say you have
not joined this or that ,roup or sought approval or validation through such a
membership. By spreading oneself thin you reach few but by focusing on the
ones you can help you allow their successes to pull the others along. You
create a '"'gang" they want to belong to. After all, the reacon most criminals
have for joining gangs are not so alien tn the mainstream. It is what happens
after they join that is damaging. We need to tap into the need they have that
drove them to join the gang in the first place. We need to exploit the loyal-
ty, the ability to work for common goals, and the need to belong.

I have seen wards in a high school classroom read stories written by other
wards and be filled with disbelief and at the same time a new kind of hope.
Relevant subject matter, combined with innovative approaches vreaches these
young people and when they are reached their self-confidence, feeling of self-
worth, and helpfulness increases. We must educate for living as well as for

earning. We must emphasis courage, the taking of emotional risks, trying new
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behaviors. I believe education 1s the answer to the hard problems now con-
fronting adjudicated youths and those entrusted with their guidance. I
believe people can only be motivated by the real and relevant and only com-
mitted when they come to trust and respect themselves.

We cannot afford to ignore the growing signs of discontent exploding in
violence in big cities throughout the nation. We shudder to realize gang
members are killing other gang members. Should these desperate gangs (as some
recent information indicates) join and become a major economic force how then
will we convince them of their obligation to themselves as human beings. We
must think about prevention, not repression. It may be we are all born as so-
ciopaths but through education, enculturation, we become "human". After all,
at the heart of the American dream is the notion of accumulating money and we
have made our Jesse James”, our Godfathers, our robber barons, heroes. 1Is it
any wonder that in the barrio or ghetto the man with the fastest and flashiest
is the hero, indeed a model? Pimp, pusher, con man. When a value is being
able to say, "When I was in San Quenten. . ."

Certainly there is going to be no relief from criminal offenses committed/
by the young, at least not in the near future. Through education, however,
some of these young men may return to their former environments and, by their
own example, bring positive change. Any hope we have for the future lies
there, not in building more and larger holding pens. And most surely the tax-
payer will one day want to know how effective we are.

Relevance--Respect—-Responsibility. These can only be bound together with
the overriding virture of courage on the part of both student and teacher. It
is a challenge but I°m here to tell you it has high moments. I am forever in-
debted to the California Youth Authority for the support they have given me in

the development of new curricula and program. The methods developed over this
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past five years are now being examined by San Francisco State University in a
research project comparing essays written by students at their university and
essays written by my students being held in the California Youth Authority.
The purpose of this research 1s to discover what students will express as
being important to them when given the opportunity for such expression. It is
their hope that the resulis of this work will aid understanding of our soclety

and culture as well as impact on some educational methods.



GENTLEMEN:

I think there 1s often confusion about our goals for the semester. Some
students think they are here to get a grade. Others feel they are merely in-
terested in staying on the program. Some students are interested in learning
but have had poor academic experiences in the past.

We call this an English class so you expect to learn something about punc-

tuation, sentence structure, etc. I could certainly go to the blackboard and
write endless rules. You could take notes and memorize those rules and
periodically we could have an exam and you could feed those rules back
to—-mind you. I already know those rules and your evidence of having memorized
them would in no way demonstrate to me you could use them or you had learned
much about communication. You have probably been exposed to classrooms where
that 1s all that is expected of you and you will doubtless be exposed to such
classrooms again--but, that won“t cut it here. In this classroom you have the

opportunity to think and express your ideas. This 1is an arena. It

necessarily follows that we won”t always agree and there is no absolute answer

to many of the complicated ideas we wiil examine.

I also realize this environment 18 not one in which you are accustomed to
disagreeing—to thinking“for yourselves, but that 1s what I want for the few
hours we are together in this room. I want opinions born of thought. I mere-
ly ask that these opinions be presented in a thoughtful and courteous manner
and when we disagree arong ourselves we respect one another”s opinions. It is
through this exchange of ideas we will grow and experience other worlds. I
cannot emphasize too strongly how important it is that you think, form your
own ideas and present them both in discussion in this room and on your weekly

papers. We will think of this as a class in reading, writing and reasoning.
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I often hear students discussing what they think their instructor wants
and how they try to slant their work to that instructor”s notions, figure out
what the instructor wants to hear and give it to her/him. The only learning
that takes place under those circumstances 18 a rather transparent form of
manipulation.

It 1is true I expect your papers to be written and re-written, perfected,

clear, neat, polished presentations of your own ideas. If they are clear,

neat, but obviously someone else”s thoughts or party line superficial
rehashings of other people”s thoughts I will know it and I will not be happy
about 1it.

We are all individuals and we must respect our right to think for our-
selves and even more important, we must take responsibility for what we think.
We must establish a set of values, know what we like and what we don“t and own
it. Knowing what you really think and taking responsibility for it is a major
step toward authentic communication.

I do not want to come to this classroom and stand around passing out and
gathering papers. This 1s an engagement. Once each week we are engaged in
learning, in thinking, in expressing what we think. We will, using these
steps, learn by necessity, the methods for critical thinking and effective
written communication.

Lastly, I want you to realize thinking is a try-till-you-win process. It
requires a kind of courage. Most of us are afraid to express an idea or
thought we have because wa are afraid it will bring the horselaugh from some-
one, we will look the fool--but I“m here to tell you like something written on
stone that anyone who cannot risk failure, cannot succeed. Very few things
come out right the first time. Think of p2ople you admire, people you feel

have accomplished things in life. How many times do you imagine they failed




before they hit the mark? And so it will be for each of you. I have seen it
hapren before in this room. I have seen studente find, within themselves,
valuable resources they did not know they possessed and I have seen the pride
they felt in that discovery. I have also seen how hard they worked for it and
shared a little in their pride.

You have doubtless heard I am difficult, assign a great deal of work,
expect much. It 1s all true. Because of that I try to see each of you on an
individual basis in the cottage at least twice in the semester to go over any
specific problems you may encounter.

Welcome to the adventure.

Meredith S. Whaley, Cuesta Instructor
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This article reports the outcome of a comprehensive assessment of the edu-

cational (academic and vocational) needs of inmates in Janada”s only federal
penal institution for fe: ales, the Kingston Prison For Women. The assessment
took 1into account the personal, interpersonal and political-economic factors
that were relevant to the delivery of educational programs under the direction
of the institution.

As a research tool a needs assessment facilitates the identification and
prioritization of both inmate and program needs. The outcome of this analysis
is8 a delineation of expressed needs and an outline of decision choices. This
sort of accurate up to date information 1s necessary for policy development,
program planning and funding allocation.

The following list of major components in a needs analysis provides an out-
line for this report:

1. Review of program background and related literature.

2. Provision of a needs framework that employs a common

terminology for describing and analyzing needs,
services and goals.

3. Description of methods for collecting, analyzing and

summarizing information.

4, Present the outcome and analysis of testing, inter-

views, and observation.

S. Outline conclusions and decision choices.

Background

The apparent ineffectiveness of traditional approaches to correctional
treatment, high recidivism, and the rising costs of incarceration necessitate
that programs for offenders be viewed as 1investments. Morzover, increasing
crime rates, more aggressive and articulate inmates, wor.en”s liberation, and
the call for equal rights programs and services have made the correctional
treatment of the female offender a public issue. Consequently, correctional

services are political and their payoffs are closely scrutinized.

Careful planning of correctional programs requires valid and reliable in-

37




formation. Unfortunately, the sort of information needed for educational plan-
ning is in short supply. Current criminological theory and research, the out-
come of pertinent evaluation research, federal management review reports, and
other official documents reveal that the female offender has become the focus
of considerablz attention and controversy. Little of the massive amount that
has been written about the female offender deals with her educational capabili-
ties, concerns, and learning styles (Bishop, 1931; Giallambardo, 1966; Smith,
1962; Ross, 1980; Ward and Kassebaum, 1966; and Smart, 1976).

Explanations of female criminality range from blatantly sexist assertions
about female physiology, the nature of their sexual response, masculinization,
and their inherent deceitfulness (Pollak, 1961) to reverse sexism that blames
female crime on male domination and oppression (Smart, 1976). Agreement
exists, however, that current trends in female crime reflect changes in role
expectations that find women, who have been socialized into dependence, becom-
ing heads of households and on their own in a time of diminished opportuni-
ties. Many women are unemployable, uneducated, unskilled, and able to access
few legitimate opportunitites (Bowker, 1980; Smith, 1979).

Literature dealing with the rehabilitation of the female offender over-
whelmingly documents that their correctional treatment is not as well planned,
supported, or implemented as that provided for males (Ross, 1980). Women are
usually provided fewer and poorer quality services (Brodsky, 1975; Berzins and
Cooper, 1982).

The situation of the fema'e offender 1is usually explained as a result of
the relatively low number of women incarcerated. That is, the number of women
in prisons is so small that the savings associated with large scale programs
cannot be realized. Small scale, high cost programs simply cost too much to

be justified. Other explanations for the situation of the incarcerated female
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include such things as the lack of public interest in this group of offenders
because of the nondramatic character of their crimes, low profile of inmate
militancy, male chivalry, sexual stereotypes, paternalism, and differential
less severe treatment of women by the criminal justice sys:em (Ross, 1980).
In addition, when women are concentrated a population 1is created that usually
has a range of security classifications that results in a higher than neces-
sary level of security to provide for the requirements of a relatively small
proportion of the prisoners. This high level of security hampers flexibility
in programming and individualization (Sorensen, 1981).

The Prison For Women

A probe as to whether or not to close The Prison For Women has produced a
number of useful and searching examinations of this facility and its programs.
The current resolution in favor of keeping the institution in operation has
been justified in part on the basis of benefits that can be derived from the
economy of scale (Berzins and Cooper, 1982). The will to realize these bene-
fits is becouaing evident as additional resources are beginning to be directed
to this facility and new programs are established (Menard, 1983).

Although recent management reviews and evaluation reports have consistent-
ly referred to the special needs of offenders in The Prison For Women no com-
prehensive study has yet been undertaken.

A survey of Canadian prison education programs, The OISE Report (1978), af-
firmed the importance of considering the special nature of the female offender
and the variety of need. that must be taken into account in planning academic
and vocational programs for women. Much of the report”s treatment of female
offenders focused on the provision of education opportunities for non-tradi-
tional roles, individualization, flexibility in programming, and attention.

In what appears to be the most comprehensive reported assessment of the ed-
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ucational needs of female offenders, Sorensen (1981) found that the literacy
level of women in the Dwight Correctional Center, a maximum szcurity facility
muech like The Prison For Women, resembled the distribution found in the gener-
al population. One-fifth of the inmates were fur.tionally illiterate, reading
below the grade six leve . Sixty percent of the women could read at the
elghth to twelfth grade levels. Although literacy was not related to age, it
was related to grade level.

Sixty-eight percent of the population felt that participation in educa-
tional programs would help them gain parole. Two-thirds of these inmates did
not, however, participate regularly in the institution”s educational programs.
When women were asked why they were not participating in programs wost indi-
cated that they simply preferred doing other things. Only a small percent
thought that school was too difficult or not interesting. Subjects with the
highest literacy levels were the most likely, however, to challenge the useful-
ness and choice of programs offered.

Eighty-four percent of the women had previous work experience. The most
common occupations were factory and clerical work. Vocational counseling was
cited as the number one expressed need of these women. They wanted skills to
help them locate and attain jobs.

Strong academic interest was expressed in the areas of health, child devel-
opment and law. These were considered essential survival areas.

The author emphasized the importance of the finding that most of the women
selected job areas that were realistically in reach 1f proper education and
training were available. The areas most often gelected were drug counseling,

business administration, music, art, and home economics.
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Needs Assessment Framework

An important component in a needs assessment is the provision of a concep-
tual framework that defines how the term need is used, an outline of who are
the stakeholders in the enterprise, and what services and target areas were
scrutinized.

A number of problems exist in conceptualizing educatioral need. Often it
is difficult to distinguish between a genuine need and a felt need or desire.
Because human needs are infinite, all felt needs cannot be identified and met.
Even 1f some are identified they may not he appropriate for consideration with-
in the goals of a correctional service. Inmates in The Prison For Women are
not solely independent subscribers to «vailable services. Therefore, the per-
sonal needs of inmates that are relevant are those needs that can be realisti-~
cally addressed in relation to the philosophy and objectives of the prison”s
education and training division. For these reasons felt needs do not mean a
great deal in themselves. They must be interpreted in context, in relation to
organizational aims. This 1is not to suggest that individual interests are not
relevant. Rather, all needs must be assessed in relation to the stated
reasons for providing educational opportunities in prisons. Thus, educational
need in this context refers to shortfalls on various program objectives that
are of significant consequence. That 1is, the filling of these needs should be
of significant benefit to inmates in terms of overall organizational goals.
Significance should be reflected in explicit decision choices that take 1into
account the background and potentially available resources associated with
efforts to provide programs.

Stakeholders
This assessment surveyed all individuals who have a stake in efforts to

provide academic and vocational education programs in The Prison For Women.
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Included are such important groups as employers, interested citizens, commu-
nity agencies, other educational facilities, and certification bodies.
Services and Targets

The concept of need being employed here implies a difference between a con-
dition that should optimally exist. This view assumes that there are needs
among inmates that can be met by programs available to them on a voluntary
basis while in prison. Thus, all services associated with programs that fell
within the jurisdiction of education and training were seen as the legitimate
focus of this assessment. Consequently, in an effort to match needs and ser-
vices it was important to determine the following:

1. Whether or not resources were accessible and responsive to inmates
who need and want them,

2. Whether there were needs that no resources exist to meet,

3. Because distribution of resources reflect the importance assigned
by allocating bodies it was important to assess these priorities
and to determine if high priority needs were being met in prefer-
ence to lower priority needs.

These general areas of need assessment were further specified by looking
at assessment targets in terms of the following types of need and appropriate
data sources:

!. Normative need or needs as defined by sgervice providers.

This need requires the establishment of desirable standards which 1f met
indicate that a need is or is not being met. A large portion of the service
provided by corrections deals with needs that are unknown or unwanted by in-
mates. Thus, it was necessary to obtain information from service providers,
program administrators, and other key informants in the corrections field. As
professionals who service or seek to understand the needs of inmates they have

a normative perception of need and provided informed and expert opinion in the

following areas:
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1. What needs of inmates in the institution were not being met.

2. Whether or not under present circumstances needs can ever be nmet
adequately.

3. Whether there was unnecessary duplication or competition among service
providers.

4., What services are required to respond to unmet needs.
S. Where responsiblity lies for responding to unmet needs.
6. What obstacles prevent inmates from receiving the services they need.

7. What resources exist or are needed in order to more adequately meet
inmate needs.

2. Criterion needs are needs that are defined by comparison to other groups
or through the use of standardized tests.

In the needs assessment this target was addressed by determining the func-
tional literacy levels and learning styles of inmates.

Functional Literacy

As used here functional literacy refers to reading with a purpose. That
is, reading related to social utility, an ability to engage effectively in
reading activities that are necessary and expected of 1literate adults in
Canadian society.

The position taken here is that literacy is a multifaceted phenomena that
cannot be assessed properly by merely using level equivalent scores. Grade
levels and grade level equivalent scores leave uncertain what performances are
implied by the grade level achieved. For these multiple criteria for assess-
ing functional literacy are required.

Learning Style

On intake inmates vary in terms of educational background, achievements,

and competencies. Extant assessments and profiles used for classification pur-

poses need to be supplemented with information about the ways inmates differ
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in how they learn and deal with learning tasks. This dimensica of educational
need has been labeled learning style (Hunt and Sullivan, 1974) and has been
found to influence whether or not learners are interested in education (Dunn
and Dunn, 1978).

Learning style appears to depend on certain social, perceptual, and psycho-
logical inclinations that influence the way educational activities are attend-
ed to and approached.

3. Felt needs or wants refer to individual inmates” expressed interests,
needs and demands for service.

Felt needs were identified through surveying the prison population in
terms of the following:

1. Problems inmates are experiencing,

2. Educational needs these problems create,

3. Which educational needs were being met and which are not being met,

4, Particular combination of needs that were unmet,

5. Perceived obstacles that prevented needs from being met,

6. Of the needs that were unmet, which were the most pressing,

7. How well were school programs functioning to meet inmate needs,

8. What additional programs and services were needed.

Method
Subjects

All stakeholders described previously were involved in the needs assess-
ment. Included were the entire population of approximately 100 inmates,
school instructors, and related support and administrative staff. Additional
informants were obtained from interested groups in the community, including a

number of released or paroled inmates.
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Assessment Materials

Multiple data sources were employed in the needs assessment in order to
offset the biases of each sector surveyed.
Normative Need

In addition to participant observation and informal interviewing, a modi-
fied form of the questionnaires employed in the OISE review were used with in-
structors, administrators and other informants. Some of the items used
covered such factors as class size, classroom conditions, inmate interest and
motivation, curriculum needs, program goals and objectives. Interview time
for each informant did not exceed one hour.
Criterion Need
Functional Literacy

For the purpose of assessing functional literacy the reading sections (1
and 2) of the TABE were administered. TABE or the Tests of Adult Basic Edu-
cation are a series of achievement tests in reading, mathematics, and lan-
guage. These areas cover what are considered to be the basic skills required
to function in society. The test items reflect language and content appro-
priate for use with adults. Understanding and application of basic infor-
mation and principles are given priority over specific knowledge of facts.
TABE allows for the selection of tests on three levels: easy, medium, and dif-
~icult. Corresponding grade equivalents are 2-5, 5-7, and 7-9. Section 1 of
TABE deals with reading vocabulary. Section 2 covers reading comprehension.
The eighty-two items can take up to a minute eacih to complete.
Learning Style

The Individual Learniag Style Profile (Dunn and Dunn, 1978) consists of 21
elements desc’ ibing the major influences on learning style. Coverage includes

noise level, light level, temperature, design of learning situation, motiva-




tion, authority needs, learning mode (auditory, tactile, visual, kinesthetic),

intake needs, time needs, and mobility needs. The Profile consists of 104
true-false statements that require about one hour to administer. Modified
forms are available for students who do not read or read below grade 3 levels.
Felt Needs

Felt needs were assessed using the Educational and Vocational Needs Survey
developed by Sorensen (1981). This survey was designed to assess the academic
and vocational needs of incarcerated women. The questionnaire was adapted
from an instrument developed for use in California federal, state, and local
prisons (LEAA, 1977). This instrument yields case by case information.

The first section of the questionnaire covers demographic characteristics,
attitudes toward educational programs, and work history. The next section em-
ploys 48 items tu deal with educational needs by asking respondents how well
they are able to cope with everyday problems. Each survival skill is covered
twice. One question asks them if they have the skill and the other asks 1if
they want to improve 1it. Respondents” self image, level of life skills, and
perceived program needs are covered. The third portion of the survey asks re-~
spondents to select four of fifty-four areas (sex role and non sex role stereo-
typic) of vocational interest. Finally, the last sections contain 37 cate-
gories of aca