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Preface

Stephen Duguid, Simon Fraser University

Wewalka thinlinein correctional education—serving ourstudents, the
state, society, and grand theories. As educators we empower our
students by helping them acquire knowledge, skills, perspective, and
autonomy. But, as components of the corrections enterprise, we correct,
restrain, inhibit, and reform. We may even be linked (consciously or
inherently) to the apparatus and ideology of punishment.

These are weighty matters, discussed at length in some of the
contributions to this Yearbook. The sophistication and feeling explicitin
these papers reflect the seriousness of our involvement with and con-
cern about the issues. Thus the joy of empowerment and the anxiety of
correction are the poles of our profession, the opposites of the dialectic
of which “good” correctional education is the synthesis.

What constitutes “good” correctional education is also an issue in
these papers: what works, how does it work when it does work, and
how can we measure it? Such questions permeate our world, the crimi-
nal vocations of our students making for an even greater drive for ac-
countability, outcomes, and measures than that faced by our colleagues
in other sectors of education. Yet, many, perhaps most, of us enjoy
teaching in prisons and correctional institutions. We tend to like our
students, we take real pride in their accomplishments, and we have
grea* hopes for their future success. Such a positive outlook may indeed
be essential for classroom and administrative survival.

For, at the same time, we know the harsh reality and the directionin
which it drives us. Some facts:

¢ Sixty percent of the adults in our prison systems, in the US and
Canada, are there for crimes against the person and anotner twenty-five
percent are there for crimes against property. (Canadien Social Trends,
[Summer 1987): 4)

* A recent American study notes that sixty-nine percent of 11,300
parolees in twenty-two states were re-arrested for more than 36,000
new felonies or serious misdemeanors within six years of release.
(South Carolina State, Columbia, 25 May 1987)
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o In 1985, it cost $40,000 a year to keep a prisoner in a Canadian federal
penitentiary. (Toronto Sun, july 1985)

These are important concerns and, while they need not drive our
programs ordominateourefforts, weignore them atour peril. Whether
we agree or disagree with Thom Gehring and others who issue the
warning, we mustbe concerned with the “criminal plumber” issue, the
idea that we may be turning out literate, skilled, self-confident, moti-
vated, and educated criminals. In many of these papers the authors are
therefore seeking ra tionales for our craft, evidence of our success, and
arguments for doing more than “just” education.

As our discipline expands, it grows not only in size but also in
sophistication, complexity, and mystery. Special education, post-
secondary education, the new technologies in vocational education,
literacy and cultural literacy, life skills and living skills, the new GED,
cultural awareness programs, critical thinking programs, moral devel-
opment programs, values education, cognitive problem-solving exer-
cises—all these and more are now integral parts of correctional
education. Adherents of each approach have valid claims to our atten-
tion: some argue for a massive attack on the social origins of crime via
literacy and vocational programs while others seek the root of the
matter in thinking, attitudes, and values.

In selecting the conference papers, commissioned papers, reprints of
carlier works, and research-in-progress that comprise the Yearbook, the
Editorial Board tried to be sensitive to the complexity of correctional
education and at the same time strive for coherence of subject matter
and quality of treatment. As Editorof this first volume of our yearbook,
i owe that Editorial Board—John Merren of Arizona, Bruce Wolford of
Kentucky, and Thom Gehring of New York—a significant debt of
gratitude for their honest, prompt, and thoughtful responses to the
many submissions we received. Their determination to make this
venturetruly reflectiveof the rangeand depthof our field together with
Assistant Editor Maureen Nicholson's insistence on qualityand consis-
tency in prasentation, form, and "feel” has made this volume a joy to
conceive and 1 hope an equal joy to read and reflect upon.
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CORRECTIONAL EDUCATION AND A TRADITION OF EXCELLENCE

Thom Gehring, Ulster County Community College

”

Context and perspective canbe crucial lifelines for teachers "lost in correct ionp,
wondering about mission, purpose, and values. Thom Gehring has taken it upon
himself to be the historian of correctional education, the voice of our context. In
this opening section of the Yearbook, Gehring brings us two voices fromour past
and, with Austin MacCormick, presents us with our own founding father.

—Stephen Duguid

The contributicn of Austin MacCormick (1893-1979) was the culmina-
tion of all former work in prison education and the foundation of all that
followed. His definitive work, The Education of Adult Prisoners (1931),
developed from the nineteenth-century reformatory movement
findings of warden Zebulon Brockway. Moreover, he trained under
Sing Sing’s reform warden, Thomas Mott Osborne, becoming
Osborne’s logical successor as leader of the prison reform movement.
(Even the staff of the Osborne Association identified more closely with
MacCormick’s professional example than with that of Osborne.)
Throughout MacCormick’s life, he was actively teaching, planning,
consulting, and writing—a range which cannot he adequately dis-
cussed in these brief introductory remarks. He conducted the first
national survey of US prison education (visiting 110 of the 114 institu-
tions during 1927-28) and founded the Correctional Education Asso-
ciation (CEA), which began in 1930 as a standing committee on educa-
tion. He served in various important roles including first assistant
director of the Federal Bureau of Prisons (responsible for education
programs beginning in 1930), commissione1 of correction for New York
City (beginning in 1934), and warden of Chillicothe Prison, Ohio. He

THE YEARBOOK OF CORRECTIONAL EDUGATION (1989); 3-8




4 PART 1. A TRADITION OF EXCELLENCE -

was President Roosevelt’s prison expertin Asia during World War Il
and cheirman of the committee that investigated the Attica riot in the
early 1970s. Further, MacCormick established the Journal of Correctional
Education in 1937, serving as its first editor.

Nineteen thirty-one was a banner year: MacCormick had recently
completed his groundbreaking survey. founded the CEA, and moved
to Washington, D.C. That was the year he wrote the essay, “Education
in the Prisons of Tomorrow,” which includes fine examples of the
eloquence of MacCormick’s writing as well as a good discussion of the
state of prison education and its long-term goals:

The educational work of most of our prisons consists of a grade school
closely patterned after public schools for juveniles, having a low aim,
enrolling students unselectively, inadequately financed, inexpertly su-
pervised and taught, occupying mean quarters, and using poor equip-
ment .... There is not a single complete and well-rounded educational
program, adequately financed and staffed, in any prison in the country
.... [Olur practice is always behind our belief; having long since recog-
nized lack of education as one of the contributory causes of crime, we
have not yet got around to doing very much about it. Moreover, we are
not all convinced that it is worthwhile to do anything about it.

MacCormick seriously addressed these issues of how do we beginand
whai programs shall we offer by calling for the professionalization of the
prison education field, with a focus on five major curricular areas:
fundamental academic education, occupational education, health
education, cultural education, and social education.

7Education in the Prisons of Tomorrow” is actuallyan abstract of his
book which provides practical instructions about how to implement
good prison education programs. While many modern correctional
educators assume that special education for handicapped learners isa
new phenomenon, MacCormick’s work disproves thatassumption: the
first draft of The Education of Adult Prisoners appeared in 1929, compris-
ing one complete handbook on the diagnostic-prescriptive-evaluative
approach to individualized instruction, and another on group work.
Precisely this individualized strategy for a diagnostic-prescriptive-
evaluative method forms a major component of special education.

In 1939, MacCormick was the president of the American Prison
Association (APA), now known as the American Correctional Associa-
tion (ACA). And, thirteen years later, MacCormick authored the first
draft of the now famous education standards in the ACA Commission
for Accreditation of Corrections manual for adult prisons.

H f
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What then were MacCormick’s fundamental ideas about the prison
education schools of the future? For one thing, he thought it would be
unrealistic to expect that certified, civilian teachers would become the
staff majority. In the thirties, a few civilians trained inmate teachers,
who in turn did most of the instructional work. MacCormick also
thought libraries would become the most important part of prison
schools. In addition, he believed that vocational teachers would be in
charge of institutional industries.

Whatdid MacCormick write about some of the issues we face today?
Discussing mandatory education, he wrote: “Any state or institution
regulation which merely requires all prisoners who lack a fifth grade
education to attend the prison school anc to follow a fixed course of
study is a negation of the principle of individualization.” In The Educa-
tion of Adult Prisoners, MacCormick was even more forceful on this
point: “The result of the effort to give a fifth grade education is usually
that the prisoners get a fifth-rate education.” (In the thirties, fifth grade
was the generally accepted literacy “cutoff,” just as eighth grade
usually is today. )

What did MacCormick write about humanities instruction, which
has recently been getting a great deal of attention?

There will ... be (in the prison schools of the future] an opportunity for
those of more advanced education to study what they need or desire,
regardless of whether or not it has direct utilitarian value. Cultural
courses will not be sniffed at; it will be recognized that whatever stimu-
lates and nourishes the finer impulses and leads to a more wholesome
and profitable use of leisure time bears a direct relation to the problem of
crime.

About the underlying assumptions that should guide prison educa-
tors?

It is inconsistent with sound educational practize to set up a scheme of
education which treats all prisoners as being essentially the same educa-
tion material .... We know that we cannot reform every wild young
harum-scarum by teaching him the three R’s and a skilled trade.... [The]
educational philosophy [of the prison school of the future] will be to
consider prisoners not only as criminals in need of reform, but also as
adults in need of education.

In a 1948 speech MacCormick announced that correctional educa-
tion had “at last achieved maturity.” He made a similar declaration
seventeen years earlier in “Education in the Prisons of Tomorrow”:

b

KO &




PART 1. A TRADITION OF EXCELLENCE

The scope of the education offered [in the future] will be broad, its aim
high, its content significant, and its technique consistent with the best
practice. It will not aim at quantity production; it will not ve allowed to
degenerateinto meaningless routine; it will be inclusive in its offerings;
it will be “adultized” in its approach.

From these statzments, we can identify that MacCormick was an
optimistic person and that he had ideals or “a high aim.” But would we
still take his work seriously, after nearly sixty years, if he had not stood
for something? Of course not. Our respect should be extended only to
leaders who demonstratean interestinimpzoving the world; those who
have a vision and a plan for converting that vision into reality. Mac-
Cormick was notafraid tobe labelied a “theorist,” despite his emphasis
on g~ od practice, since he argued that “inall fields of education, theory
is inn advance of practice.”

Although I never met the man face to face, MacCormick touched my
life directly. My first professional assigninent was in a reformatory
where the educational administration emphasized the need to profes-
sionalize correctional education. Nevertheless, I did not read
MacCormick’s book until 1976, four years after I left that job. The book

affected me the same way it had affected generations of correctional
educators before me. It made me feel that I was involved in iniportant
work, and that I was connected with thousands of others who have been
providing similarservices at other locations. (Nineteen seventy-six was
also the year Tom Murton, the character portrayed in the Robert
Redford film Brubaker, accused MacCormick of being an inside member
of the prison management Establishment, implying that he was there-
fore responsible for much of the brutality, coercion, and manipulation
that occurs “inside.” Nothing could be further from the truth: Mac-
Cormick wasa gentle man who dedicated his entire adultlife to prison
reform.)

MacCormick was awarded the ACA’s most prestigious honour, the
E.R. Cass award. In 1978 he received another award, but by then he was
confined toa wheelchair. At that time, I started to planmy “pilgrima ge”
to MacCormick, hoping that he would help me approachmy work with
greater clarity, so that I would not be so vulnerable to “good old boy"”
administrators and to institutional constraints. MacCormick, 1 be-
lieved, understood the problems of correctional education, had deeply
studied the issues, and proposed solutions. But my visit never took
place.

His death in October 1979 afiected me profoundly. Helen Pecht and
I wrote an article, which was really a lengthy obituary thatappeared in

13
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the CEA Neuwsletter, about “The Number One Hero of Correctional
Education.” Soon thereafter my wife and I began interviewing people
who had worked with MacCormick. We learned about his underlying
assumptions about humanity, his work, and his life.

Atone point, I remember, we saw his desk and sat in his chair. It was
very humble, a plank atop two two-drawer file cabinets. MacCormick,
the prison education fundraiser par excellence, who was close to Presi-
C'ent Franklin Roosevelt, Mayor Fiorella LaGuardia, General Douglas
MacArthur, and Governor Nelson Rockefeller, as well as many others
at the highest levels of government and philanthropy, and who had
received the Presidential Medal of Merit (the US government’s highest
civilian honour), nevertheless had a reputation for taking lunchin New
York City’s Bowery, so that he could buy food for people in need. In
political terms, he was a powerful man (although physically rather
small), but he was a ”hero of the people.”

Behind his desk was a huge portrait of Thomas Mott Osborne, as
”Inmate Tom Brown.” That was the name Osborne used when he and
MacCormick dressed up as convicts for a month’s incarceration at the
Maine State Prison, where Ma~Cormick used the name “Inmate John
Austin.” They then wrote for the US Senate an insider’s perspective on
the need for prison reform.

Everything that has unfolded in prison education during the last
several decades is somehow linked to MacCormick’s work. In 1937, as
if to tell hirn "we are trying to structure our prison schools according to
the guidance you provided,” the New York correctional education
leadership group reported that ... ihe education of adult prisoners is
progressing in New York State.” AtMcNeil Island Penitentiary (Wash-
ington State) a ship was named after him, a New York State juvenile
facility bears his name, and, at Riker’s Island Correctional Facility (New
York City), the prison school is named the Austin MacCormick Acad-
emny Several new centres for the study of correctional education are
now under consideration in the US, each possibly to be called the Mac-
Cormick Institute.

Also included in this first section of the Yearbook is Garrett Heyns’
excelient 1956 talk to the American Correctional Congress, “How to
Stimulate Inmate Interest and Motivation in Educational Programs.”
Instructive in its approach to correctional education issues, the talk
provides a good basis for comparison with modern assumptions; it's a
“period piece.” For example, Heyns advises that the education pro-
gram in prison will rise or fall according to the warden’s orientation
towards it. If the warden is not enthusiastic about education for in-

14



8 PART I. A TRADITION OF EXCELLENCE

mates, Heyns argues, “any plan directed towards motivating inmates
to partici pate is going to proceedata snail's pace, fortheaverageinmate
is not resourceful enough to go counter io prevailing opinion.” Heyns
makes other comments, each suggesting similar sentiments.
Theimportance of this pointof view is twofold.Firstly, Heyns' views

have been gradually replaced by more reliable information from evalu-
ation reports and other research studies, identifying anti-educational
influences in most institutions, a host of institutional constraints,
including impediments established by “good old boys.” Although
wardens are sometimes former teachers, and some wardens are en-
lightened about education, modern prison educators recognize that the
scopeof institutional administration issobroad thatthey cannotrely on
the simple hope that the warden will prioritize education. Secondly,
although MacCormick’s essay was putlished twenty-five years before
Heyns', MacCormick successfully transcends the biases of the histori-
cal period to address issues thatare relatively unchanging and remain
relevant in correctional education.

Together, Heyns and MacCormick offer much useful guidance for
modern correctional education practice. MacCormick’s very name
announces to prison education professionals that their disciplinehas a
proud history, provides useful literature for solving everyday prob-
lems, and serves as an excellent vehicle for reforming prisons and

risoners. Read Garrett Heyns’ talk for its historical importance. And
read “Education in the Prisons of Tomorrow,” which is both informa-
tive and uplifting, as anexcellent introduction to Austin MacCormick’s

work.
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Education in
the Prisons of Tomorrow

Austin H. MacCormick

A paper originally published in the Annals of the American Academy of Political and
Social Science in 1931, at which time Austin MacCormick was First Assistant Director
of the US Federal Bureau of Prisons in charge of education programs.

Inthe prisons of tomorrow education willbe taken as a matterof course,
as it is now in progressive communities which seek to offer varied
educational opportunities to their citizens. It will not be considered the
soleagency of rehabilitation; no exaggerated claims willbe made for its
efficacy. It will be recognized as having the same unquestionable place
in prisons that it has in the world outside, and as probably having
somewhat greater value because of the unusually heavy concentration
of undereducated adults presented by our prison population. The
classroomand the training shop will be built into theinstitution with no
more debate than is givento the necessity of a hospital. The teacher and
the vocational instructor will have their places on the staff as surely as
the doctor and the turnkey.

Anopportunity for education suited to his individual needs, desires,
and capabilities will be extendad to every prisoner, whether he is slow-
witted or superintelligent, a manual labourer or a skilled artisan, an
illiterate or a college graduate, a poor prospect for reformora good one.
Thescope of the education offered willbebroad, its aim high, its content
significant, and its technique consistent with the best educational
practice. It will not aim at quantity production; it will not be allowed to
degenerate into meaningless routine; it will be inclusive in its offerings;
it will be “adultized” in its approach. The place of education in the
whole plan of rehabilitation will be recognized; the relation that formal
education and training bear to the broader program of moral or social
education will be fully appreciated.

THE YEARBOOK OF CORRECTIONAL EDUCATION (1989): 8-17
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10 PART 1. A TRADITION OF EXCELLENCE

Education Lacking Among Adult Prisoners

In our American prisons and reformatories for men and women, in
addition to those in jails and other short-term institutions, there are
today over 120,000 adults. They are for the most part young, of normal
intelligence, undereducated from the standpoint of formal schooling,
and untrained vocationally. According to figures compiled by the
United States Census Bureau for the year 1927 (the latest report pub-
lished), of the prisoners committed to all the prisons and reformatories
for adults in the country during that year, 16.9 percent of the men and
24.4 percent of the women were under twenty years of age,44.2 percent
of the men and 53.0 percent of the women were under twenty-five,and
62.8 percent of the men and 68.8 percent of the women were under
thirty.

Intelligence tests applied to a substantial number of prisoners indi-
cate that they do not differ greatly in intelligence from the adult
population of the United States. Only approximations based on
insufficient and sometimes untrustworthy data can be made with
regard to general education and vocational training. Conservative
estimates, however, indicate that adult prisoners as a group lack
education of all types, and appear to justify the following generaliza-
tions. Of the total of 120,000 prisoners, about 20,000 cannot read a
newspaper or write a simple personal letter. About 12,000 cannot do
more than scrawl their names. Over 70,000 cannot pass a test covering
the work of :he sixth grade in public schools; they lack the formal
education of a twelve-year-old child. Over 70,000 have never received
organized training for an occupation, and about that number are
unskilled workers. Nearly 40,000 have vocational training that isinade-
quate in terms of their intelligence rating.

There is no reason to believe that the population of the prison of
tomorrow will differ greatly from that oftoday, exceptas thelaw makes
greateruseof such instrumentsas probation, and as penology demands
a greater diversity of custodial institutions and mzkes the work of each
more highly specialized. Unless we are thinking of the prison of
tomorrow’s tomorrow, we may well consider the type of prisoners to be
dealt with as likely to be, for some time to come, very nearly what it is
today.

Present Educational Efforts

Whatis the prison of today doing to meet theeducational needs of these
undereducated, untrained men and women? Very little, taking the
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countryas a whole. Of the sixty ormore prisons in the country, a dozen
have no educational program whatever. In another dozen the educa-
tional work is extensive erough or effective enough to be counted as
significant. In the remaining three dozen prisons it has so little
significance as to be hardly worthy of note. The educational work of
most of our prisons consists of a grade school closely patterned after
public schools or juveniles, having a low aim, enrolling students
unselectively, inadequately financed, inexpertly supervised and
taugnt, occupying mean quarters, and using poor equipment and
textual material. Curiously enough, not one prison has an organized
program of vocational education. There is not a single complete and
well-rounded educational program, adequately financed and staffed,
inany prison in the country.

The situation in the reformatories for men and women, which have
traditionally emphasized education, is somewhat more encouraging.
Ina number of the reformatories for men, elaborate and well-rounded
programs are found. In one or two, educational work is meeting with
comparative success, but in no instance is it adequately financed or
staffed. The reformatories for women, almost without exception make
education in the broadest sense their aim. They are the most encourag-
ing of allour penalinstitutions. When they fail itis usually because they
do not set up enough educational machinery, while the reformatories
formen often fail because they set up too much. Education in the latter
has become an unselective, mass treatment process in which a stereo-
typed routineis followed, and individualization is rarelyattempted. In
spite of their emphasis on education, in spite of their superficially
impressive programs of academic and vocational education, the great
majority of the reformatories for men must be charged with ccmpara-
tive failure.

There is, unfortunately, little reliable evidence on the question of
what use released reformatory inmates make, for example, of their
vocational training—the type of education whose after-value we
should be able to assess most surely. There is some evidence that large
numbers makevery littleuse of their institutional training after release.
Yet there has been a tremendous expansion of vocational education in
the United States in the past decade, and training programs forworkers
areestablished by corporations because of their dollar-and-cents value.
The burden of proof can fairly be thrown on those institutions whose
released prisoners do not find their training effective or shun the
occupations for which they were trained.

One need not seck far to find reasons for this failure on the part of
institutions charged with the rehabilitation of human beings to make
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use of one of the recognized agencies of rehabilitation. Outworn puni-
tive theories still survive; we are afraid of making the prisons too easy,
too attractive; we still look on education as one of the dangerously soft
phases of prison life. Again, our practice is always behind our belief;
having long since recognized lack of education as one of the contribu-
tory causes of crime, we have not yet gotaround to doing very much
about it. Moreover, we are notall convinced thatitis worth whiletodo
anything about it. The legislators who grant appropriations and the
officials who ask for them are not alive to the possibilities of education
or cognizant of how much is being accomplished today in free commu-
nities in the education of adults of the same general typeas those found
in prisons.

A Forward Movem:nt

But the tide has turned. Itturned, in fact, some timeago. Todate wehave
only sporadic cases of worthwhile accomplishment to record, but they
are becoming numerous enough and significant enough to justify the
statement that a definite movement forward is in progress. California
and Wisconsin have demonstrated for a number of years how effec-
tively state university extension divisions can serve prisons. State
departments of education in states as scattered as California, Kansas,
and New Hampshire have entered the prison field. In Ohio, the State
Department of Vocational Education has made a tentativeapproachto
the problem of the prisons. In Michigan, education is being promoted
in the new prison at Jackson and library work has been undertaken by
the state library authorities. In Minnesotaand Wisconsin, two varying
types of state supervision and aid for library work have proved effec-
tive over a term of years.

Pennsylvania, having already developed a strong educational pro-
gramin its reformatory for men, is planning toimproveits penitentiary
program. [llinois is now attacking the educational problem at Jolietas
it did some years ago at the Southern Illinois Penitentiary, and the
program at the reformatory for men (Pontiac) has been greatly im-
proved. New Jersey is continuing to empbhasize education, and the state
library authorities have recently begun to cooperate actively with the
penal authorities. New York is making a searching analysis of the
educational shortcomings of its institutions. The Federal Bureau of
Prisons has established a division having responsibility for education
and library work, and has provided trained directors in Washington
and resident staffs in each institution, with appropriations sufficient to
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make an effective demonstration possible. Two committees—the
Committee on Institutional Libraries of the American Library Associa-
tion and the Committee on Education of the American Prison Associa-
tion—are working vigorously to stimulate educational and library
work, and are disseminating information on valid theory and practice.
These are only a part of the significant things that are now being done.
Itis probable that there has never been a more horeful period, from the
standpoint of »~ 1cation, in the history of the American prisons.

Goal for the Immediate Future

What then may we reasonably expect the prison cf tomorrow, viewed
as an educational institution, to be like? The prison will not be turned
intoa huge school. It will be rathera community of employed men and
women, each of whom has his assigned task and each of whom has the
opportunity to devote part of his time to that particular form of
education which a skilled diagnosis of his individual case indicates he
should follow. His educational program will not be a haphazard affair,
but will beas carefully worked outas the diagnosisand the prescription
which precede his medical treatment. The medical staff will lay out a
plan of treatment which includes two extractions, four fillings, a tonsil-
lectomy, and a course of venereal treatment. With somewhat less
assurance, with greater chance of error, but just as carefully and
thoughtfully, the educational staff will lay out a program which in-
cludes assignment to the carpenter shop, related instruction in the
technique of the trade, a coursein blueprint reading, and a short course
in mathematics.

The old sterile prison routine willbe a thing of the past for most men.
Prisoner “A” will no longer go through a routine of running a machire
intheshoeshop from7:30a.m. until 4:30 p.m., going “on the yard” from
supper until twilight, and spending the hours between 7:00 p.m. and
7:00a.m. ina dimly lighted, overcrowded cell. If his individual diagno-
sisindicates thedesirability of sucha program, a part of his hours in the
shoe shop will be devoted to a special course in operating a machine of
higher grade than the one to which he has been assigned, or he will be
excused from the shop long enough to take a try-out course in a skilled
occupation which he wishes to enter. While he is away from his
machine his place will be taken by an apprentice who is taking a
“vestibule course” for entrance into the shoe shop.

Prisoner “A” will go to school three evenings a week for instruction
supplementary to his vocational training or forany other course which

20




14 PART 1. A TRADITION OF EXCELLENCE

he wishes to follow. When he goes into the yard for recreation it will not
be to mill around aimlessly with hundreds of other men, but to engage.
if he wishes, in one of a dozen interesting and body-building athletic
activities planned and supervised by a trained director of physical
education. In the evening he will have the opportunity to go to an
illustrated lecture in the prison auditorium, to read a book which a
trained librarian has helped him to select, or, if he has earned the
privilege, to go toa reading room, or to a workroom where he can have
a bench and tools with which to workat some hobby orat his vocational
interest.

There will be evening classes of all types for those whose work
assignments demand that they be kept employed throughout the day.
There will be day classes of all types for those whose work assignments
are so adjusted that a part of the day can be devoted to education, and
for those whose programs call for devoting the major portion of their
time to education or vocational training.

Types of Education

What types of education shall we offer the prisoner? It is probable that
weshall try to give every prisoner, so faras his time, ability, and interest
permit, the opportunity to acquire whatever he needs of the following;:

¢ fundamental academic education, designed to provide the intellec-
tual equipment needed in further study and training and in everyday
life;

* vocational education, designed to give training for an occupation;

¢ health education, designed to teach the fundamentals of personaland
community health;

¢ cultural education, embracing the non-utilitarian fields which one
enters for intel; _ctual or aesthetic satisfaction alone; and

¢ social education, which includes moral and civic education, and to
which all other types of education and all the institutional activities
should contribute,

It is not assumed that we can give every prisoner all that this
program implies, or that we should try to do so. We are compelled to
decide to what each prisoner can best devote the limited tirne at his
disposal. Education, moreover, must be individualized if itis not to be
just another phase of the mass treatment process which we are now
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trying to eliminate from our penal institutions. In no part of the penal
program is individualization needed more than in the educational
work. It is inconsistent with sound educational practice to set up a
scheme of education which treats all prisoners as being essentially the
same educational material.

Various factors enter into the decision as to what any one prisoner
can most profitably study—his antecedents, occupational history,
previous education, mentality, emotional make-up, interests, capacity
for perseverance, physical condition, plans for the future, the partofthe
country from which he comes and to which he is going on release, the
specific points in which he is weak and strong educationally, the
amount of time at his disposal, and so on. A course of study which is
applicable toall and which has equal value for all cannot possibly be set
up. Any state or institution regulation whichmerely requires ail prison-
ers who lack a fifth grade education to attend the prison school and to
follow a fixed course of study is a negation of the principle of individu-
alization.

Academic education in the future will not be designed to meet the
needs of the illiterate and the beginner alone, although these groups
predominate in the prison population. There will also be an opportu-
nity for those of more ad vanced education to study what they need or
desire, regardless of whether or not it has direct utilitarian value.
Cultural courses will not be sniffed at; it will be recognized that
whatever stimulates and nourishes the finer impulses and leads to a
more wholesome and profitable use of leisure time bears a direct
relation to the problem of crime.

Education will not be exclusively vocational, although it will be
recognized that vocational training probably increases the niathemati-
cal chances in favour of reform more surely than any other type of
education, and that much of the program of academic edu."ation can
most effectively be keyed to the occupational interests of prisoners.
Vocationaltraining willnotbegivenin training shops and trade schools
alone, but will be promoted by organizing the industries and the
maintenance details of the institution for training as well as for produc-
tion. The principle that a man learns best while participating, under
instruction, in productive or useful labour will be recognized. Aca-
demicand vocational education will be closely correlated.

Finally, our present-day desire to socialize the indi~idual will be
translated into educational practice and the institution will be organ-
ized soas to promote progress toward thatend. Moral education, taking
the term in its sociological sense, will be the final aim of all education.
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16 PART 1. A TRADITION OF EXCELLENCE

Prison Libraries

In the prisons of tomorrow the library will be an integral part of the
educational sy-stem. It will functionasan agency notonly of wholesome
recreation but also of direct and indirect education. It will be presided
over by a trained librarian, with special training in modern methods of
stimulating and guiding theinterests of adult readers. The library will
be a well-rounded collection of books. replenished by adequate annual
appropriationsand supplemented by the services of state librariesand
other outside agencies.

To organize and direct the educational and library program, there
will be trained staffs with salary schedules comparable to those in the
educational world outside the prison. Until the day, which may never
come, when the staff of academic teachers and vocational instructors
will be large enough to carry the whole teaching load, the function of a
number of staff members will be primarily the trainingand supervision
of inmate teachers.

Educational progress, or evidence that the prisoner has made an
honest attempt to take advantage of the opportunities for progress
which education offers, will be taken into account when prisoners are
considered for release by paroleor discharge. Placement and follow-up
work will be integrated with educational plans, and expert vocational
guidance will be given as a matter of routine.

Objectives of Education

The prison of tomorrow will not be an educational Utopia in which
every prisoner busies himself with his books and tools from morning to
night. We know that we cannot reform every wild young harum-
scarum by teaching him the three R's and a skilled trade. Some prison-
ers will always reject our educational offerings or will find the task of
improvementtoo difficultand too unattractive. But it seems certain that
both in the case of the young and the more mature prisoner it is worth
while to repair every discoverable deficiency that may possibly have
been a factor in his turning to crime.

The prison will bea place where it is possible, if one wishes, to make
up for lostadvantagesor to add knowledgeand skill which hasalready
been acquired. Its educational philosophy will beto consider prisoners
not only as criminals in need of reform, but also as adults in need of
education. Its aim will be to extend to prisoners as individuals every
type of educational opportulgtt.that experience or sound reasoning

-
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shows may beof benefit or of interest to them, in the hope that they may
thereby be fitted to live more competenr:tly, more honestly, more satis-
fyingly, and more cooperatively as members of society.
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How to Stimulate Inmate Interest and
Motivation in Educational Programs

Garrett Heyns

A talk given to the Americar: Correctional Congress in Los Angeles on 26 and 31 August
1956, at which time Dr Heyns was Warden at Michigan State Reformatory in Ionia,
Michigan.
Tothoseacquainted with iniates of correctional institutions, stimulat-
inginmate interest would not appear to be muchofa problem. As they
seeit, prisons are full of men handicapped in making a living because
of lack of education or skills. They should be jumping at the chance to
80 to school.

Itis true that in correctional institutions which have such prograins,
one will find a number of qualified inmates who are from the outset
eager to further their education. These are the men who are fully
determined that their present criminal activity will also be their last.
They areself-starters who need no prodding. They present no problem
to the Classification Committee. They apply themselves assiduously
and are—unfortunately—frequently our best “show pieces,” for often
in the field of corrections, as in many others, we take credit for prizes
which fall in our laps, for which we actually did nothing, beyond
supplying the laps.

if, however, we want to pride ourselves on achievement, our show
pieces should be found among those successful products of our schools
who initially required a great deal of stimulation before they would
take part in the programs. We know that we have many inmates who
have sufficient ability to profit from the educational opportunities
offered, but who are not the Jeast interested. They have drifted along
thus far and have not the ability to envision the benefits gained from
additional training. They are asleep, and we must awaken them.

How to do that? If we are to stimulate inmates’ interest in our
educational progran.s, wemst beginby indoctrinating the head of the
institution, by convincing him and his staff of the desirability of having
a well-integrated, fully equipped, and aggressive educational set-up. If

THE YEARBOOK OF CORRECTIONAL EDUCATION (1989): 19-2
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20 PART 1. A TRADITION OF EXCELLENCE

e school is for incompetents who fit in
tivities (based on the kind of thinking
rk;othersteach school);if hebeiieves

that those who want to go to school are looking for an easy g0; ifheis
loath to spend money Or energy On educational facilities; if he never
shows upat the schools and never hands outa bitof praise to those who
work in them, then those who promote educational programs are
placed under almost insurmountable disadvantage, no matter how
conscientious they may be. Inmates quickly sense what the warden
values, and they are going to drag their feet at the thought of going to

school. Shakespeare’s boy “winding his way unwillingly to school” is

showing a terrific burst of speed compared to them. The warden must

be enthusiastic,and his staff must regard the educational programas of

tremendous importance; or any plan directed toward motivating
inmates to participate is going to proceed at a snail’s pace, for the
ful enough to go counter to prevailing

average inmate is not resource
tively interested, must be constantly

opinion. The entire staff mustbeac
urging the inmates who haveability, to look into the matter of further-
ing their education. Such spiriton the partof the staff will ruboff on the

inmates, and will of itself constitute a powerful motivating force.

The job of indoctrinating the warden and his staff is chiefly the task
of the educators within the institution, and its success is conditional
upon great enthusiasm and boundless energy on the part of this group,

whether it consists of one man, or many. If the educators are content

with the crumbs which fall from the master’s table, the program willbe

exceedingly circumscribed, with few participants—justa bitof window
dressing for the institution and an opportunity for the administrator to
say, “Oh yes, we have an educational program.” Fortunately, our
educators are not that kind of people.

One way in which this general staff interest can be aroused is by
having the director of education include in the teaching activity as
many as possible of the personnel of other departments. An institu-
tional stenographer can be induced to teach a class in shorthand or
stenotyping; an accountant, on€ in bookkeeping; the maintenance

ple can be urged to teach their trades in the vocational school.
Establish baking and cooking schools, with theoretical instruction, in
the institutional kitchen. If this cannot be done during the day, evening
classes can be substituted. People cannot help but work for the success
of activities in which they participate. And don’t forget to list such staff
people as members of your faculty, and to bring them into the school
conferences. Make them feel they belong in the education program.

So much for that. Now as to arousing the interest of the inmates.
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It is, of course, fundamental that the educational program have
dignity and standing in the institution. This is not secured if the schools
are allotted space which zannot be put to any other use and which is
whoily unsuitable for educational facilities i¢ the staff is too small and
insufficiently trained; if equipment isinadequate and outmoded; if text
booksare tatiered, outdated, and too few to meet the demand. I am not
gainsaying the fact that an inspired Mark Hopkins sitting on a log can
do a wonderful job at teaching, but such conditions are going to attract
only the inspired pupil, and we are here concerned with those who
must still be awakened.

To catch the interest of the inmate the program must be made
meaningful to him and applicable to his needs. If it is not so organized,
one cannot expect him to show any enthusiasm. There is nothing more
discouraging to him than certain academic, dogmatic requirements
which seem to him to have no connection to his immediate vbjective.
Material must be so selected as to arrive at the objective before interest
is lost. It should not be necessary to consume a lot of fodder before you
get at the meat of the thing. It should not be necessary, for instance, to
teach a fuli course in trigonometry to make a good machinist. We
should include only the parts that are necessary to teach the inmate to
do the job successfully.

To keep the inmate interested in the program there must be constant
attention and follow through. He must feel that heis receiving recogni-
tion for his accomplishments; recognition from the administrators,
from the Classification Committee, from his counsellors, and from the
Parole Board. Certificates, or credit slips, issued to him from time to
time or from step to step in his progress have great motivating value.

Wehave experienced that it has helped to give the prozram dignity
and to recognize achievement if we have formal commencement or
promotional exercises to honour those who have completed various
courses. We now have them twice a year. We secure a speaker of note
and invite the parents and friends of those whose achievements are
being recognized. Inviting these outsiders is of tremendous value. For
once inhislife the inmate has done something of which he is proud,and
he wants his parents in on it. On the other hand, often for the first time,
the parentslearn of some worthwhile effort on the part of their son, and
they want to be present to enjoy the occasion with him. This is a form
ofrecognition forachievement,and everybody wants such recognition.
If later the man can walk out of the front door with his diploma in his
possession, he leaves with a token that he has spent his time at
accomplishment, he has done more than do time. He has done some-
thing worth while for himself.
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It is, of course, important that the educational program of the
institution receive recognition in the world outside. The home commu-
nity should recognize it. If a young man at our institution has started
high school work in the home high school, and then finishes the course
in our school, we usually can induce the local high school to issue him
its diploma. The universities and colleges of the state should recognize
the institution’s high school credits. We have several “alumni” among
the students in the institutions of kigher learning in the state.

Something should be said about the selection of a teaching staff.
Obviously, great care should be taken in this selection. You cannot
expect public school castoffs to succeed in a correctional educational
program. The teacherselected must bewell trained and mustbe capable
of challengir;; *he inmate. There s nothing that will take the place of a
good teacher ‘n siimulating interest.

I said at the outset that we should begin with the head of the
institution. Actually we should go further back than that. We should
acquaint the judges of the state with our educational program. We have,
for instance, some judges in Michigan who, when they have a young
man before them for sentence, will bring out the pamphlet which
describes the educational program at the Reformatory, and will tell the
man what can be learned there, and will say, “I recommend thatyou be
permitted to finish high school. Ifyou get your diploma there, thatis just
as valid as that from any other high school. Then, after you have
completed high school, I want you to learn a trade.” Such a statement
furnishes motivation of tremendous force.

Thus this business ofarousing interest—of stimulating motivation—
for the education programis not the job of any one man. There mustbe
a combination of forces. To arouse interest one must have an enthusi-
astic warden, and an interested staff, inspired educators, a fully
equipped, well-integrated program. And then we can have “show
pieces” to whose achievements we will all have contributed.
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ParrII

Reflections

MIsSION AND PERSPECTIVE IN CORRECTIONAL EDUCATION

Reflection is a luxury too often passed over in the quest for perform-
ance, achievement, or just survival. It is our reflective powers that can
give us, each day, the sense of context and perspective that in turn
providesa solid foundation for both achievement and satisfaction. It is
reflection as well which plays a key role in defining our mission,
collectively and individually. In this era of Mission Statements we
would do well to reflect on the natureof education, prisons, society, and
human naturebefore adopting in too quick a manner a nission that lies
beyond our grasp or outside our province.

The three papers in this section are concerned, in quite unique and
individual ways, with gaining perspective through reflection upon
wider issues. Norman Jepson in “Stone Walls Do Not A Prison Make”
asks us to consider the prison itself in our thinking about education. In
particular, he pursues the issue of isolation which is inherent in the
concept of the prison. Accepting the premise (which he admits early on
is arguable) that isolation should be minimized or overcome, Jepson
proceeds to review the variousaspects of the correctional context which
involve contact between prisoner and community. The specific refer-
ences are to Great Britain and, while the terminology may ring strange
to the North American reader (e.g., Boards of Visitors, Home Office,
NADPAS, NAPO), theissuesand questions will ring true. Jepson wants
us to think about just what is prison education for.

Ted Hofferth’s “Correctional Education and At-Risk Programs”
goes to the heart of the current debatein North America about the state
and goals of education, particularly about the role of education in ad-
dressing, in a quite purposeful manner, the social ills which continue to
plague our societies. Quoting Thomas Jefferson and George Washing-
tonon citizenship, and tracing the tradition of using education to bring
about personal and social improvement, Hofferth makes a case for a
more direct application of education in helping our most “at-risk”
learners: prisoners. This is a gauntlet thrown down to those of us in
correctional education, a challenge to abandon our sometimes im-
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posed, sometimes self-imposed. marginality to the formal worlds of
both corrections and education, and assert instead the leadership
position our experienceand roles should rightly afford us. Correctional
education, so perceived, is much more than a situation-specific subset
of a more global whole, but rather can be seen as a vanguard, a source
of rich experience for educators in the public schools and educators
concerned with lifelong learning.

No dimension of correctional education has greater need of
reflection than the ethical and substanti ve dilemmas posed by thename
itself: correctional education. Wayne Knights in his 1985 paper “Culture
in the Bureaucracy” raises theissue of the potential dichotomy between
“education” on the one hand and “corrections” on the other. Correc-
tion, rehabilitation, change, punishment, and all the other words asso-
ciated with the state’s correctional enterprise may be, probably are,
antithetical to many long-held traditions about the liberating, empow-
ering, freedom-enhancing function of education. Knights employs the
work of Lucien Morin, Michel Foucauit, and the Frankfurt School of
Critical Theory to explore the issue of the “possibility” of education in
prison. He concludes that education in prison is possible, under certain
circumstances; that it is possible to acquire and maintain “cultural
autonomy within the prison.”
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Stone Walls Do Not A Prison Make

INSTITUTIONAL CHALLENGE TO EDUCATION AND SoctAL WORK
Norman A. Jepson, Emeritus Professor, University of Leeds

This article is the published version of the Thirteenth Mansbridge Memorial Lecture given
in 1986 through the Department of Adult and Continuing Education at the University
of Leeds. Albert Mansbridge was a pioneer of adult education in the late nineteenth and
early twentieth century. The Mansbridge Lectures are finunced by the Nationwide
Building Society.

Justunder forty years ago, in the years following the end of World War
II, the 1944 Education Act was amended to enable local education
authorities to undertake the provision of an educational service in the
penal establishments of England and Wales. Some twenty years later,
in the mid-1960s, probation officers entered the adult prisons in this
country in order to contribute to the social work and welfare services
available to prisoners. During the last two or three years the work of
these “outside” organizations within the prison system has been re-
viewed. In the case of education there has been the Reportof the House
of Commons Education, _cienceand Arts Committee on Prison Educa-
tion (House of Commons 1983), and in the case of probation the Home
Office setup, in1982,a working group to study the role of the probation
officer in the adult penal establishments. It is with the interaction
between such outside organizations and the community of prisoners
and prison staff that this lecture is primarily concerned. It is hoped,
however, that it will have a wider significance by raising questions
about the value to both parties of an interaction between organizations
which may have different priorities, both with regard to their objectives
and the means by which they seek to achieve these objectives.

I propose to approach the subject in the following way. First I shall
look briefly at the nature of prison isolation. The title of this lecture,
”Stone Walls Do Not A Prison Make,” was chosen partly to raise the
question, "If not Stone Walls, what are the factors which separate the
community of the prison from that of wider society?” Second ly, I'shall
sketch some of the ways in which the isolation has been broken down.
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28 PART II. MISSION AND PERSPECTIVE

This may be achieved by prisoners and staff establishing and develop-
ing contacts with the outside society. It may, on the other hand, be
achieved by individuals and organizations in outside society taking the
initiative and establishing and developing contact with members of the
prison community. It is within the context of this latter method of
breaking down isolation that, thirdly, I shall refer briefly to two impor-
tant studies which have recently been made: the one on Boards of
Visitors (Maguire and Vagg 1984) and the other on the Prison Medical
Service (Smith 1984). They will serve the useful purpose of raising
general questions about the role of “outsiders.” And these I shall useas
a lead-in to the final sections, which will examine the contributions
which probation, local education authorities, and other educational
organizations make to the world of the prisoner and the prison staff,
and, in turn, the benefits that they reap or may reap from their experi-
ence in prison work.

Isolation

Let me turn first to the nature of prison isolation. We have, in England
and Wales, at present about 44-45,000 people in our penal establish-
ments. They may be in prison for a few days or fora lifetime. They may
have committed relatively trivial offences associated, forexample, with
disorderly behaviour whilst drunk, or they may be guilty of the most
heinous and depraved crimes. They may be housed in cur grossly
overcrowded local prisons or they may be in dispersal prisons, where
the physical constraints to escape, by means of stone walls, television
surveillance, and guard dogs, are at their maximum; or they may bein
the open prisons where the wire fence is a token form of physical
security. At the same time, there are some 25,000 prison staff who
experience some of the constraints, some of the feelings of isolation,
which are experienced by the prisoners themselves. What is the nature
of this isolation? In the first place, it may be seen in terms of constraints
being put upon the physical mobility of prisoners and therefore their
confinement toone geographical location. This form of isolation may be
shared with many other institutions. It was Erving Goffman who, in the
late 1950s and early 1960s, introduced the concept of the total institution
and helped us to appreciate that in many respects the inhabitants of the
prisons are subjected to the same kind of isolation as that experienced
by, for example, the <rew of a submarine or the inhabitants of a
monastery. He wrote:
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A total institution may bedefined as a place of residenceand work where
a large number of like situated individuals cut off from the wider society
foranappreciable period of time, together lead an enclosed, formally ad-
ministered round of life.

Every institution captures something of the time and interest of its
members and provides something of a world for them; in brief, every
institution has encompassing tendencies. When we review the different
institutions in our western society we find some that are encompassing
to a degree discontinuously greater than the ones next in line. Their en-
compassing or total character is symbolized by the barrier to social
intercourse with the outside and to departure that is often built right into
the physical plant, such as locked doors, high walls, barb wire, cliffs,
water, forests or moors. These establishments I am calling total institu-
tions .... (Goffman 1961)

But the isolation experienced by prisoners may also stem from factors
which are not shared by all or even most of other total institutions. Nils
Christie writes in a series of essays commemorating the bicentenary of
John Howard'’s The State of the Prisons:

[Wle must not accept that prisons have no specific peculiarities. Prisons
are peculiar institutions for the delivery of blame and pain. (Christie
1978)

The isolation of the prisoner may therefore be heightened by the sense
ofguilt which he may feel and which is underlined by a prisonsentence
and/or by the notion of blame which the public attach to the names
prisonand prisoner. Orit can be heightened to the extent that prisoners,
and, insomerespects prison staff, are treated by the publicas abnormal.
One of the contributors to George Mikes’ book on prison wrote:

I'had been released and what interests me now is our separation from
prisoners wherever they areand how toavoid it. It may be that weare the
prisoners making for ourselves a prison of the normal. That is where we
try to dwell, building the fences against abnormality and comment.
(Franklin 1963)

Or the senseof isolation and separation, felt particularly by prison staff,
may arise from the apathy or the ignorance about prisons of so many
members of society. Many years ago, Galtung wrote:

The irrelevance of the prison is a social dilemma in a peculiar kind of
vacuum, for it attracts the serious attention of a few people only, except
when extraordinary circumstances are reported in the prison ... The
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secrecy surround ing prisons and theindifference to themboth contribute
to the enormous attention given to conspicuous prison events. The
hidden world is revealed, just as when the former nun writes her story.
Somehow prisons do not belong to social reality. (Galtung 1961)

This sense of isolatior.and separation, stemming both from physical
and psychological factors, from the attitudes of prisoners themselves
and/or from that of the public outside, will be experienced with
different degrees of intensity by different members of the prison
community. Writing, not from a prison but from a monastery where he
had gone for a temporary sojourn, Patrick Ferinor writes:

Back in my cell, I sat down before the new blotter and pens and sheets of
clean foolscap. I had asked for quiet and solitude and peace and here it
was; all | had to do now was to write. But an hour passed and nothing
happened. It began to rain over the woods outside and a mood of
depression and of unspeakable loneliness suddenly felled me like a
hammer-stroke. (Fermor 1982)

The sense of loneliness and of depression for this writer subsided in a
matter of days, but for some prisonersit will be arecurring problem. In
a recent study, carried out by members of the Prison Directorate of
Psychological Services and connected with the review of therole of the
Probation Service in prisons, two of the mostacute problems, identified
by the prisoners themselves, were those of loneliness and depression
(Directorate of Psychological Services 1983). But equally as powerful
and still arising from the sense of isolation may be the feelings of
impotence. TheMorris’s, in their study of Pentonvillein the early 1960s,
wrote with sensitivity that:

Deprivation of liberty is meaningful to the extent to which a man is
emotionally involved in the outside world .... It is not so much being shut
in, as being unable to influence the course of events outside. And the
feelings of impotence may extend to the feelings of powerlessness in face
of the rules and routines of prison life itself. (Morris and Morris 1963)

Christopher Burney, recalling his experience of being imprisoned in
wartime France, writes:

I felt the sense of impotence, of inexorable subjection to a machine of
nameless horror .... It was useless to think of taking action: there was
nothing to fight, nor anywhere to go. (Burney 1984)

This “nowhere to go” underlines one of the features spelled out by
Ge*man in respect of total institutions:
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A basic social arrangement in modern society is that the individual tends
to sleep, play and work in different places with different co-participants,
under different authorities, and without an overall rational plan. The
central feature of total institutions can be described asa breakdown of the
barriers ordinarily separating these three spheres of life. (Goffman 1961)

I'havelong beenimpressed by this feature of anisolated community.
In ordinary life most of us can escape from the threats, the humiliations,
the fears, which may beset us from time to time in one area of our life
and take refuge in another. Talking with prisoners some time ago in
Wakefield prison about the problem of violence in prison, they said
that, whilst the reality was that violence was more restricted than they
had expected, there nevertheless was a fear of violence which was
intensified by the fact that they lived their total existence with such
restricted opportunities for escape within the prison. Finally, the factors
which contribute to a sense of isolation and separation from the rest of
society canengender in prisonstaffas well asin prisonersa sense of loss
of status. In a survey I carried out some years ago, probation officers,
assistant governors, and prison officers were asked to rate themselves
in terms of status in relation to some thirty other occupations and also
toindicate where they believed that the public would rate them. Whilst
theassistant governors and the probation officers saw the public rating
them at roughly the same status as they would rate themselves, prison
officers saw the public rating them considerably lower than where they
felt they ought to have been (Jepson 1975). One of the dynamics of the
isolated prison community centres around this sense of loss of status by
both prisoners and prison staff.

Reducing Isolation

The factors associated with isolation and the implications of a prison
being separated from the rest of society, which I have outlined, are by
no means comprehensive but they are sufficient to lead into posing the
question of whether or not s ve do wish to reduce theisolation, and if we
do, “Why and how?” It should not be assumed too readily that the
answer is “Yes" to this question. Thereare atleast two groups of people
who would argue against the mitigation of isolation. There are those
who believe in the old principle of less eligibility—the principlethat the
pains of imprisonment, which make imprisonment less attractive or
less eligible than the life of outside, are an essential element of punish-
ment. At the other extreme are those who argue that any attempt to
modify the pains of imprisonment, to humanize prison, only results in
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the perpetuation of prison which they regard as fundamentally im-
moral. This is the line which is argued most powerfully by Thomas
Mathieson in his book, The Politics of Abolition (1974), and it constitutes
a very genuine dilemma for some who are most sensitive to the pains
of imprisonment. But, for many, theanswer to the question “Should the
isolation of prison be broken d~wn?” will be “Yes,” and thisanswer will
be prompted by a number of considerations. The first may well be an
article of faith which invokes the well-known adage thata personis sent
to prison as punishment and not for punishment, the implication being
that anything which adds unnecessarily to the isolation of prison and
its effect should be removed. A second consideration may be one based
on the equally well-voiced claim that “you cannot train for freedomin
captivity.” Therefore, the more you can establish links between prison
and outside society, the more likely it is that the prisoner, on release
from prison, will be able to adjust to a life of freedom.

Finally, however, closer links between the prison and society, the
breaking down of the prison’s isolation, may, for some people, be
justified on purely humanitarian grounds. In their submission to the
May Committee (Committee of Inquiry into the United Kingdom
Prison Services 1979),Roy King and Rudney Morgan (King and Morgan
1579;1980) sought to spell out the concept of “htimane containment.”
Humane containment, they argued, requires that the use of imprison-
mentand the degree of security in prison should both be reduced to that
level which was absolutely essential for the protection of society. They
further argued that it embraced the notion of the “normalization of
prison,” namely, that the standards cf provision of services within
prison should be no less than those in outside society, providing that
this was consistent with the security aims of the prison. One of the best
ways to achieve this, they proceeded to say, was to have as many
services as possible within the prison provided by the agencies which
were responsiblz for their provision in outside society.

This concept of normalization clearly leads us to consider the ques-
tion of how isolation is or may be reduced. I would suggest that it can
take one of two forms. Firstly, it can take the form of the prisoners or,
indeed, the staff establishing better communications with outside
society. One of the significant innovations in prisons over the last two
decades has been the granting of permission for prisoners to have
personal radio sets and the introduction of communal viewing of
television. In a Council of Europe seminar in the early 1970s on the
subject of “Relations of Prisoners with the Outside World,” one Swiss
commentator observed:
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The opening of the prisons to communication media changes the prison
environment. The prisoner comes out of his isolation and forms his views
regarding the events of all kinds that he witnesses. Subjects for conversa-
tion with his fellow prisoners are widened by the subjects and events
recorded by papers, radio or television ...

Relations with staff are also modified by knowledge of the events
outside the prison. The prison officer frequently has watched the same
transmissions as the prisoner in the evening .... The presence of the mass
media in prisons helps to improve contact between prisoners and their
families. It may bring about a closer fellowship between a prisoner and
his wife, particularly when thecouple, separated by imprisonment, agree
to listen together to a particular radio broadcast. (Auberson 1973)

Similarly, the extension of facilities for writing letters and the intro-
duction of telephcne calls to outside the prison are clearly ways in
which the factor of isolation can be reduced. At a more formal and
legalistic level, the greater the opportunities for prisoners to appeal to,
for example, the English courts and the European Council in respect of
what they claim to be unjust treatment, the greater the interaction
between the prison and the outside world (Zellick 1981). Meanwhile, in
the case of the staff, the opportunity for them tolivein different sections
of the community rather than be concentrated in the immediate envi-
rons of the prison, is but one example of the way in which they may
break down their feelings of isolation.

Butthe second way ofincreasing the interaction between prison and
outside, and the one with which I am primarily concerned, takes the
form of the outsiders entering and participating in the life of the
institution. Again, this can assume many guises. At a highly personal
level, it involves the frequency with which, and the environment in
which, friends and relatives of prisoners come as visitors to the prison.
Atamore impersonal level, it is influenced by the manner in which the
media see the prison and interpret it to the rest of society. So, for
example, the entry of television crews into Strangeways and, more
recently, their portrayal of the work of Grendon are notable attempts,
whatever one may feel about the standard and fairness of the portrayal,
to reduce the mystery and mystique associated with prisons. Likewise,
the popularity of Porridgeamongst prison staffand prisoners, as well as
amongst the public, has, | imagine, done a great deal to brcaden as well
as to lighten our appreciation of the prison world from outside as well
as inside. But within this wider contextI now wantto turn to the people
who enter prisons for perhaps sustained periods of time and yet retain
a responsibility and/or accountability, not only to the prison but to
bodies outside the prison. I shall use the term “Outsider” in reference
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to these peoplerather than the more emotive terms of either “Stranger”
or “Invader,” but 1 would wish to incorporate the underlying
significance of both these other terms. In its anthropological sense the
term “Stranger” denotes a person who, coming from adifferent culture,
brings a different perspective to the world he visits and who is, in turn,
exposed to the culture of the community which is being visited
(Johnson 1973). The term “Invader,” meanwhile, is one used by Donald
Schén, in a Reith lecture he gave on the general theme of dynamic
conservatism, to denote an agent of change. In that lecture he argued
that any organization requires both elements of status quo and of change
and that, whilst one of the agents of change in any organization is the
insurgent within, another is the invader without (Schon 1971).

Before I come at last to look at the role of Education and Probation
within the prisons, I would like to mention two bodies that can in
different ways be regarded as “outsiders” and who have acted in that
capacity for much longer than either Education or Probation.

Boards of Visitors

The first of these are the Boards of Visitors, appointed by the Home
Secretary to every penal establishment. In their official publication
Prisons and the Prisoner, the Home Office define three main functions of
the Pards of Visitors:

1. Tney constitute an independent body of representatives of the local
community, to which any inmate maymakea complaint orrequest ...

2. Their members regularly visit and inspect all parts of the establish-
ment, paying particular reference to the state of the premises, the
quality of the administration as it affects inmates and the treatment—
in its widest sense—which inmates receive, with a view to reporting
and making recommendations to the Home Secretary on any incom-
petence or abuse which may come to their notice.

3. Asasuperiordisciplinary authority of the establishment, they adjudi-

cate when inmates are charged with any of the relatively serious
offences against discipline. (Home Office 1977)

The Home Office proceeds to outline a number of distinctive contribu-
tions which the Boards of Visitors can make, including to “bring to bear
a fresh approach, an uncommitted point of view and a readiness to
challenge long-established assumptions, which may remain unques-
tioned in an institutional setting; and help to interpret the institution to
the local community and vice versa.” I would at this stage wish to
underline in particular firstly, the notion of the outsider’s readiness to
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challenge long-established assumptions, and, secondly, the idea that
communication between thecommunity outside and the prison (which
the outsider facilitates) is a two-way process.

Aslindicated earlier, there has been published recently a report by
two Research Fellows from the Centre for Criminological Research at
the University of Oxford—Mike MaguireandJon Vagg—under the title
The Watchdog Role of Boards of Visitors (Maguire and Vagg 1984). The
report does not deal with perhaps the most controversial aspect of the
Boards of Visitors’ responsibilities, namely their adjudicatory role, but
it does deal extremely thoroughly with their watchdog role. They say:

The central question to which we shall be addressing our attention
concerns the effectiveness of Boards of Visitors as the Watchdogs of the
Prison System.

They proceed to maintain that the necessary conditions of “effective
watchdogging” are clarity of purpose, organizational efficiency, credi-
bility, knowledge of the institution, critical awareness, and tenaci ty.

Formypurposeitis useful to re-order these qualities and group them
under two main headings. The first embraces those qu.-lities related to
the Board’s capacity to carry out an inspectorial role. Thus, under
“clarity of purpose” the writers observe:

Those who work in institutions can all too easily allow their critical
faculties to become blunted by operational necessity and quickly come to
accept whatever standards and conditions prevail therein. informed
laymen who are not institutionalized in this way are uniquely well-
qualified to see how and where the institutional values depart from those
to be found in the outside world. One of our major criticisms of some
Boards ... will be that they too often seemed to be... adopting institutional
standards and not those of the independent outsider.

Meanwhile, “critical awareness” and “tenacity” are “the qualities
which must be displayed by individual membess if the Board is to
develop thekinds of independent standards and viewpointsreferred to
inourdiscussionofclarity of purpose.” And, finally, under this heading
of inspectorial qualities, is that of “organizational efficiency” which
covers “[a] Board's ability in acquiring and handling information and
in communicating and following up its own decisions.” But the second
grouping is concerned with the context in which the Boards of Visitors
are operating. Effectivenesss is powerfully influenced by their “credi-
bility” which “covers the question of how Boards appear in the eyes of
prisoners and staff,” and, closely connected with credibility, by the

o necessary quality of their “knowledge of the institution.”
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These attributes seem to me to pose the essential challenge to any
“outsider” operating within the prison setting. The challenge may be
stated in a number of questions:

¢ What are the qualities which justify my entry into a prison?

¢ How do ] ensure that these qualities are sustained and influence my
actions?

¢ How do ] constructively and sympathetically go about the process of
understanding the nature of the prison community?

¢ How in the process of translating objectives into action do I wed
individual integrity with political sagacity?

I cannot in the context of this lecture do justice to the way in which
this Report responds to such questions but, in the light of what I want
to say later, may I identify four points. Firstly, there is the need for
outsiders, who can 0 easily become immersed in the immediate
problems of the prison, to take time out,and, as the Report says, “to sit
down and discuss amongst themselves their basic aims.” Secondly,
there is the need to have a reference group outside the prison to whom
formally or informally thei::dividual or the group of individuals within
a particular prison can turn to appraise the work of the “outsider.” In
the case of Boards of Visitors, this may underline the imnortance of an
organization like the Association of Members of Boards of Visitors.
Thirdly, there is the importance of the written record of activities or
enterprises which can be submitted to, hopefully, sympathetic but
critical scrutiny. Finally, there is the need for the outsider to acquire a
knowledge about the institution which should not depend only, al-
though this is very important, on the intermittent meetings with indi-
vidual members of staff and with prisoncrs, but upon quite conscious
and deliberate investigatory studies of the institution.

Prison Medical Service

If there are general issues to be learned from the study of Boards of
Visitors, so there are from theexamination of the Prison Medical Service
carried out recently by Dr R. Smith and published under the title The
State of the Prisons (Smith 1984). For the purpose of this lecture I want to
single out the theme which Dr Smith develops in his paper on “Prison
Doctors’ Ethics: Invisibility and Quality.” The general questior. which
arises here, and it should not be taken as a rhetorical question, is
whether it is possible for doctors, or any other professionals, to work
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effectively in an organization whose objectives and priorities may not
equate with those of the profession unless they are, organizationally,
part of the mainstream of their profession. The present Director of the
Prison Medical Service, responding to Dr Smith’s study, disputes the
contention that the Service is outside the mainstream. He maintains:

I estimate that about two-thirds of alt the actual medical work done in
prison establishments is carried out by doctors whose principal employ-
ment is with the National Health Service. These number 1,000 in all ..._ It
provides a desirable degree of functional integration with the National
Health E=rvice and helps to ensure that prison medical practice equates
with that of the community. (Kilgour 1984)

Itnevertheless remains the case that the Prison Medical Service per seis
outside the National Health Service, and Dr Smith, whilst paying
tribute to the work of the Prison Medical Service which has to operate
in an extremely challenging situation, questions whether “the prison
medical practice equates with that of the commur.ity.” He writes:

Prison doctors do not have to workun theirown as do some general prac-
titioners but they are far from the mainstream ... Thus, the doctors who
are responsible for an underprivileged and sickly group and who must
daily tackle difficult ethical and social problems, do their work unobser-
ved by the rest of the profession.

They labour, Dr Smith argues, “behind high walls and are usually never
seen nor heard.”

Most come out occasionally to appear in court; some teach medical
students; most have contacts with specialists and general practitioners;
some write articles for their hard-to-find (if not actually secret) prison
medical journal; and some speak at conference But most of Britain’s
doctors rarely meet one of the eighty-seven full-tine doctors or even one
of the 100 part-time doctors who work for tne Prison Medical Service ....

Dr Smith then proceeds to examine some of the ethical problems
confronting a prison doctor, as for example, the sedating of the violent
patient, the overseeing of prisoners in the punishment block, the
examination of prisoners suspected of trying to smuggle drugs or arms
into the prison, the wider question of confidentiality. In such questions
as these the protiem is the balance that the doctor strikes between the
interests of the institution and those of the individual prisoner. Dr
Smith does point out, however, that:
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Many of the prison doctors whom I spoke to—including the Acting
Director—thoughtthat the ethical problems were exaggerated by outsid-
ers. They were quite clear that their responsibility is to the patient, that
they are bound by the same ethical code as all doctors and that therefore
everything is straightforward.

But Dr Smith bluntly proceeds to say:

They are perhaps failing to see the ethical implications inherent in so
many of their problems and this blindness may result from working full-
time in isolated and oppressive institutions.

Elsewhere he contends:

It is with matters like these, where the line between what is for the benefit
of the authorities and what is for the benefit of the prisoner is so vague,
that the worries about the institutionalization of prison doctors become
more acute. What seems dreadful to the raw r. cruit can seem routine and
unimportant to the veteran.

I have used extracts from Dr Smith’s study to underline the general
issue of how providers of certain services within the prison can most
effectively contribute as professionals and most satisfactorily strike the
balance between the sometimes competing or conflicting needs of
individuals within the prison and the overall needs of the prison itself.
Whilst the “outsider” must be constantly sensitive to the dynamics of
the prison, he or she must be equally sensitive to the professional
demands of the outside world. This is certainly a critical issue for the
Probation Service, to which I now turn, and to the Educational Service
which will constitute the final section of this lecture.

Probation in Prison

I shall approach the question of the role of Probation in prison in two
stages: firstly, to reflect upon the circumstances which led to the entry
of Probation into prison and the conflict and ambivalence which
greeted and still besets this breach of the prison walls; secondly, to
touch upon some of the implications of a recent trend in which Proba-
tion, the “outsider,” moves froma peripheral toamore central position
in the prison.

The decision whichled, in 1966, to the Probation Servicesin England
and Wales assuming major responsibilities for prison welfare work was
the culmination of a process dating back to 1937, when Frank Dawtry,
then an employee of the National Association of Discharged Prisoners
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Aid Societies (NADPAS) but later the General Secretary of the National
Association of Probation Officers (NAPO), was appointed Welfare
Officer in Wakefield prison (Doyle 1980). But it wasn’t until the post-
war years, following the 1953 publication of the Maxwell Committee
Report (Home Office 1963), that an increasing and significant number
of employees of NADPASand the Central After-Care Association were
appointed Welfare Officers in all Local prisons and some Training
prisons. Nor was the decision in the mid-sixties to replace such welfare
officers by members of the Probation Service a simple one; in fact, it was
contrary to the recommendation of the ACTO Committee on the
Organization of After-Care in its 1963 Report (ACTO 1963). The
Committee had expressed the view that whilst the responsibility for
both compulsory and voluntary after-care which had hitherto rested
primarily.with voluntary organizations should be taken over by the
Probation Service, the welfare work inside the prisons should be under-
taken by social workers accountable solely to the Prison Department.
The Committee had had to consider a number of options additional to
the one they proposed—the recommendation of a minority group on
ACTO, including Professor Radzinowicz, who implicitly, if not explic-
itly, argued for a separate Service, independent of but related to Prison
and Probation, whichwould have responsibility for both after-care and
the welfare services in prison; the proposal of the Prison Officers’
Association (POA) in their memorandum of 1963 (Prison Officers’
Association 1963) which argued for a four-tier Sozial Work Service in
prison that was to be staffed from the ranks of the prison officers
themselves; and the scheme which was ultimately implemented,
whereby the Probation Servicesiadifferent parts of England and Wales
would second probation officer:, to work in the Prison Welfare Service
for limited periods of time.

Not surprisingly, therefore, the involvement of Probation in Prison
Welfare was given a very mixed reception. Whilst NAPO, led by Frank
Dawtry, consistently welcomed the proposal, the POA was equally
consistently hostile. Whilst the Probation Division of the Home Office
was responsible for initiating the volte-face in favour of Probation being
involved, the Prison Departinent’s own attitude was described by a
conunentator as one of relative indifference. Meanwhile, the Confer-
ence of Principal Probation Officers seemed to be ambivalent, appar-
ently raising no objection to the ACTO recommendations but support-
ing the Probation Division’s initiative ata later stage. And this conflict/
ambivalence has survived to the presentday, although the views of the
different interested parties may have changed. The Prison Department
now appears to be supportive of retaining the Probation presence in
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prisons. The POA, whilst officially desiring the withdrawal of Proba-
tion, is, I suspect, less hostile than previously and looks forward to a
period—albeit limited—of shared working with Probation. NAPO, on
the other hand, has swung towards demanding a withdrawal, although
the majority in favour of this was small. Meanwhile, even though the
Association of Chief Officers in Probation supports the presence of
Probation in prisons, the relatively low priority given toafter-carein the
tuture plans of the Probation Service, nationally and locally, suggests
that, were prison welfare work competing for Probation rather than
Prison funds, it would have a similar low priority.

This ambivalence and conflict reflects not only differences in views
about the nature of prison welfare and the professional skills which are
required and can be practised in the prison setting, but they also reflect
the problems of status and power as one oOrganization crosses the
boundaries of another. Itis, however, the realistic setting within which
the role of any “outsider” breaching the walls has to be assessed.

The Probation Services and the prisons have now had almost twenty
years’ experience of probation officers being involved in the social work
in prisons. At the time of the ACTO Report there were some eighty
welfare officers working in prisons; today there are some 500 probation
officers and their presence in penal establishments range from the
single Senior Probation Officer, occupying a consultancy/liaison rolein
some of the Youth Custody establishments, to teams of as many as
fifteen probation officers in the very large prisons. In the main, the
pattern, certainly in the adult prisons, is of probation officers seconded
on a full-time basis for a period of two or three years and led by a Senior
Probation Officer who may be seconded for a slightly longer period.
Against this background of growth, I want to examine some of the
implications of one trend which, whilst by no means being universal, is
sufficiently marked to merit attention—that is, the movement of proba-
tion officers in prison from work on the periphery of the prison to work
whichis centralto the prison (Jepsonand Elliott 1986). This is physically
reflected in the fact that, whereas at one time many of the probation
officers were locatedaway from the centre of the prison, inanincreasing
number of cases they are now stationed on the wings of the prison, in
offices, which are often converted cells, alongside cells occupied by
prisoners. And side by side with this physical movement has been the
increasing involvement of probation officers as members of the wing
teams and of Senior Probation Officers in the Scnior Management Team
of the prison. I shall come back later, in the section on Education, to the
choice facing “outsiders” as to whether they remain on the periphery or
move to the heart of the prison. At this stage, however, it may be noted
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that, whilst some see the movement of Probation to the heart of the
prison as a sign that Probation is being absorbed into the prison ethos,
others view it as a process of integration—less of a threat and more of a
challenge, in that it provides Probation at wing and prison levels with
the opportunity to influence the nature of the overall prison regime.

Whatare some of the implications of this trend? They centre around
theneed to develop new skills or adapt old ones in a new environment
whilst at the same time retaining professional identity and integrity.
Whilst recognizing the dangers of generalizing from limited experience
ina particular prison, may I veflectbriefly upon someof the impressions
that remain with me from a two to three month sojourn in a long-term
prison. The first impression is that of the pressure to which pr-obation
officers located on the wing are exposed, particularly if they adopt an
open-door policy to prisoners. An ex-governor of this prison wrote
receptly:

1do notbelieve that the public understand the nature of this work, nor the
unremitting pressures which bear down on those who have to spend
twenty-four hours per day, seven days a week, 365 days a year, working
and indeed living in a prison. Thereare forexample, enormous emotional
pressures and tensions involved in running a dispersal prison. (Dunbar
1983)

This is not to imply that prison probation officers work twenty-four
hours per day, seven days per week, but rather that they do have to
spend their whole working day in this environment, and as another
Senior Governor observed, in an extremely exposed position.

The second implication of the movement of probation officers on to
the wings, may well be a shift in priorities in their overall work with
prisoners. Whilst the original reason for probation officers coming into
prison was primarily to deal with prisoners’ problems stemming from
outsideand /or from their prospective return to outside, the continuous
presence of the probation officer on the wing heightens awareness of
prisoners’ problems which stem from the very nature of the prevailing
prison experjence. As was mentioned previously, the study of The Social
Work Needs of Prisoners (Directorate of Psychological Services 1983),
carried out by the Prison Directorate of Psychological Services, empha-
sized that, from the prisoners’ point of view, “emotional and personal
problems” wererelatively more widely experienced than “behavioural
and situational” and “domestic” problems. Of the emotional and
personal problems, those of depression and loneliness were the ones

most frequently mentioned.
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The third and, in some sense, the most vivid impression is related to
the fact that the presence of the probation officer on the wing calls for
additional skills of a diplomaticand political kind. The Wing Principal
[Prison] Officer or the Wing Senior Officer, or indeed the Prison Officer
in charge of cleaning parties on the wing, are clearly influential people
whose cooperation is extremely important but whose views about
prisons and prison welfare may be essendally different from those of
the probation officer. I was reminded in viewing these “political” man-
oeuvres of the study of Albany Prison (King and Elliott 1978) in which
the authors noted that the Governor, who was treatment-orientated,
was prepared to accept the consequences of a regime directed towards
the needs of individuals. His policy ran into trouble because the Wing
Principal Officers were more concerned with the notion of fair and
equal treatment and objected to differential treatment between one
wing and another with its consequent control problems. When there is
this clash between “Treatment” and “Justice” ideology/practice, the
probation officer has to develop the role of the honest diplomat.

Finally, yet a further implication of the probation officer becoming a
member of the Wing Team is that it underlines the importance of the
question about the relativeroles of the prison officer and the probation
officer in the field of welfare, Perhaps I might spend rather more time
on this aspect, because my colleague, Kenneth Elliott, and I have been
making a study of shared working between prison and probation
officers in adult prisons and in particular of a program of shared
working called “Social Work in Prison” or, in short, SWIP. Such a
program, important in its own right, has a wider significance in that it
is concerned with the ways in which an outside organization, brought
in because of its specialist skills, can share its responsibilities with the
staff of the host organization.

The SWIP program was launched in 1977 but was preceded by a
Home Office Discussion Document circulated in 1974 (Home Office
1974). The Document’s major significance was that it challenged the
belief that the treatment of crime should be based on the medical
analogy of individual diagnosis and specialist treatment and care.
Rather, it argued that the treatment task was one of developing an
institutional environment in which the prison officer /inmate relation-
ship was recognized as “the basic working relationship” and therole of
the “outsider” specialist, including that of the probation officer, was
seen as a resource "available to the prison officer in day-to-day contact
with theinmate.” This model of shared working wag hotly debated but
the discussionled eventually to the Governorsof five, later seven, penal
establishmentsand the relevant Chief Probation Officersbeing asked to

g
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review the work done by their staff in the field of prison welfare. They
were to design and implement new schemes of working, which would
enable prison staff to participate more fully in work within the estab-
lishment in the field of inmate welfare and to foster more effective
working relationships between the prison staff and probation services.
Over the ensuing seven years, thirty-two out of the sixty-five adult
prisons have sought to establish SWIP schemes. Of these, thirteen
lapsed for one reason or another but at present nineteen survive. (In-
stability of prison regime as measured by “High [Prisoner] Through-
Put,” “Change in Prison Designation,” and “Probation Staff Mobility,”
appeared to be related to high SWIP lapse rate. Integration of Probation
Department in prison, as measured by “Departmental Structure” and
“Membership of Senior Management,” was related to low lapse rate.
See Jepson and Elliott 1986.) Most of the schemes fit into one of two
categories, although a few fall in between the two extremes. At one
extreme is what we may call the Wakefield Model, forit was in Wakefield
Prison that this type of shared working was introduced. At the other
extreme, is a scheme we shall call the Featherstone Model, because, again,
it was in Featherstone Prison that this type of scheme was introduced.
Both schemes survive and appear to be in a flourishing condition.
The Wakefield Model involves the secondment of a limited number
+ of prison officers, usually one to three, to work full-time in the Prison
Probation Department for a period which may be anything from three
months to two years, or even longer. At the other extreme, the Feather-
stone Model aims to involve all prison officers on the wing as part of
their normal prison officer duties. Although perhaps only two officers
oneachof the wings may occupy key positionsin this scheme at anyone
time, bya system of rotation most of the officers will havebeen involved
within a period of four years. The amount of time that they spend on
welfare duties in any one day, however, will be strictly limited. The
Wakefield Model, therefore, has the strength of officers havin gthetime,
continuity, and close working relationships with Probation, to develop
skills in the social work area. Its limitation s that itis restricted to a very
small minority of the prison staff. The strength of Featherstone is that
byinvolving so many prison officersit has a better chance of influencing
theethos of the prison and of the prison regime, but the amount of time
spenton welfare duties limits the type of welfare skills which the prison
officer can develop. With all their limitations, I think the evidence
points to these schemes having been an exceptionally valuable exercise
in cooperation between the “outsider” and the “insider,” whilst at the
same time presenting models of cooperation which have a wider
Q significance than just between Probation and Prison.
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Education in Prison

I turning, finally, to examine the role of the Education Services in
reducing the isolation of prisons, I want to continue the question of
whether the “outsider” remains on the periphery of the prison ormoves
to its heart, and to relate this to the fundamental question as to the
purpose or purposes of the outsider’s entrance in the first place. Is the
purpose of Education Services’ entry simply to providea programakin
to that outside prison—part of the normalization of prison—or s it also
to cater specifically to the needs of the prisoner per seand /cz to reflect
the concern about the future behaviour of thecriminal? And what of the
structural implications of the answers to these questions? But let me
first, very briefly, say something of the growth of the British prison
education service.

The years betweei 1948, when local education authorities assumed
responsibility for providing an educational service in Prison Depart-
ment establishments, and the present day, have witnessed a very
impressive growthinboth the rangeof educational provisionand in the
staffing of prison education departments. By the end of the 1970s, the
yearly educational training budget for the Prison Department
amounted to almost ten million pounds, representing just over two
percent of the total expenditure on prisons. Staffwise, there are now
some 400 full-time members of staff, about a third of these being
education officers, and two-thirds full-time teachers. These are sup-
ported by over 3,000 pari-time teachers, including lecturers and tutors
from the universities, and from voluntary organizations such as the
Workers’ Educational Association.

Turning now to the purposes of the prison educational services, in
the recent Report of the House of Commons Education, Science and
Arts Committee on Prison Education (House of Commons 1983), refer-
ence is made to the 1969 Policy Statement from the Prison Department,

which reads:

The purpose of education in prisons is reaily the same as its purpose
outside—namely to helpa person to have some understanding of him-
self, of his fellow men, and of the world in which he lives and works; to
acquire a skill, trade or profession, and to pursue it successfully; to use
time in ways which are useful,acceptableand satisfyingand generally to
illumine the personality.

Such a statement seems to reflect the ideas implicit in the concept of
normalization of prison. The educational program in a prison will
therefore parallel the kind of needs which Colleges of Further Educa-
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tion, University Adult Education Departments, the Open University,
and the Workers’ Educational Association seek to meet, ranging from
classes for those who lack literacy and numeracy skills to those who
seekqualificationsat “O,” “A,” or Degreelevels; from those whoattend
classes relevant to their actual or possible vocations to those who seek
education for its own sake.

The House of Commons Committee, however, juxtaposes this 1969
Policy Statement against the objectives of education outlined in the
Home Office publication Prisons and the Prisoner (Home Office 1977),
which suggests that education must be set in the context of the Treat-
ment and Training Objectives of Prison Rule 1. Consequently, it raises
the question as to whether prison education is/should be concerned
with the individual’s response to imprisonment and to his criminality
and if so what priority should be given to these objectives. Let me
examine first the question of education for the prisoner as such, and
assert that whatever the formal objectives of prison education may be,
some prisoners will use the education system to cope with the problems
of imprisonment. In their book The Psychology of Survival, Taylor and
Cohen emphasize that people, faced with the deprivations of imprison-
ment, will respond in a number of different ways, some fighting the
system, others seeking to escape either physically or psychologically
from the pressures of prison life (Cohen and Taylor 1972). Some,
however, will respond by trying to restore their feelings of self-respect
and status. So, Taylor and Cohen argue that just as body-building is a
physical way of establishing or regaining self-respect, so educational
pursuits can be used as a mental or intellectual way of achieving the
same end and/or of combatting the fear of deterioration which affects
particularly the long-term prisoner. But what of the formal objectivesof
education in prison, as provided by the “outsider”? Should they aim to
help prisoners examine the processes of imprisonment and how they
can best survive the experience? The emergence ofand rapid expansion
in programs such as Social Skills and Pre-Release courses are good
examples of deliberate attempts to help people understand, survive in,
and exercise control over their present as well as their future environ-
ment. They call for the close cooperation of educationalists, social
workers, psychologists,and prison staff. In some cases this cooperation
is achieved but in other cases the fight to protect professional bounda-
ries is such that cooperation is superseded by conflict.

Given this, then, there are three general points to make: firstly, this
suggests that the notion of normalization is not in itself sufficient;
secondly, this challenges the assumption that the organizational divi-
sions between, for example, education and social work outside are not
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necessarily the most appropriate organizational divisions inside; and,
thirdly, it suggests that, if an educationalist from outside goes into
prison with objectives that are related to the nature of imprisonment,
then he moves from the comparative safety of the periphery deeper into
prison. He must therefore acquire a knowledge of and develop a
sensitivity to the dynamics of the prison whilst at the same time
ensuring close ties with the outside parent organization which protects
his or her professional identity.

This problem ot balance between affiliation with those outside and
those inside the prison, which all “outsiders” should face, is encapsu-
lated in the evidence given by the prison and borstal governors to the
House of Commons Committee:

(An Educational] Service totally integrated into the Home Office would
cut us off from educational thought and direction, local education re-
sources and create a dead-end for teachers in their career structure ...
Equally, a Service totally integrated in the Further Education System
would isolate education from other aspects of the prison regime. An
integrated approach to prison regimes is essential ....

The House of Commons Committee rightly questioned whether in
reality, as distinct from theory, the educationalists in prison had effec-
t:- 2 professional links with the outside educational authorities. It also
looked at the relationship with prison staff inside, particularly with the
prison officers, noting with concern what it considered to be negative
and even obstructive attitudes of some prison officers towards educa-
tion. The Committee thought there were three main reasons for this,
namely:

The first is [prison officers’] conceyaion of the regime as a whole and in
particular their view of education in relation to other work. Many view
prisons as places for punishment and regard education as a pretext for
avoiding work .... The second reason is one which we do not dismiss out
of hand: the feeling of prison officers that it is inequitable that prisoners
should have access to education while opportunities are denied to them
and their children .... There is a third reason, however, ... the attitude of
the public and other prison staff towards prison officers and the increas-
ing encroachment as they see it of specialists on their work.

If, in face of this, outside educationalists are to move more to the heart
of the prison, then a range of strategies mustbe considered. Oneisalong
the lines suggested by Professor J. E. Thomas in his submission to the
Committee:
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Ifitis not too late ... there is one possible way to redress the balance. This
is for the Home Office to consider whether it could give formal respon-
sibilities to the prison education service for non-professional staff educa-
tion.

This idea of prison education being concerned with staff as well as

Inmates was one strongly supported by the Ma Committee. A second
By suppo y y

approach is to increase the involvement of prison officers as staff

members of the Prison Education Department. The Report itself said:

e >\\

Prison officers must bez.2ouraged to become involved in prison educa-
tion. In doing so they must be regarded-as-toachers and the distinction
between teachers teaching and prison officers instructing .uust he elimi-
nated. Not only can they help with the teaching of specialised subjects, in
which they happen to be experts, but also they should be strongly

encouraged to take part in Social Skills, Literacy and Numeracy teaching,

To these ways of integrating the prison officer in the educational
function of the prison may be added the possibilities of redefining and
enlarging the roles of, for example, the class officer and librarian. Buta
third method of moving education from the periphery of the prison to
a more central position may be to examine whether, like Probation,
more teachers could /should work on the wings as well as or instead of
froma separate education department. There are already precedents to
this in the form of teachers in the prison hospitals, in Rule 43 Units, and
of peripatetic teachers stimulating and supporting prisoners’ hobbies
in their cells.

But %o conclude, I do not want to imply that the outsider must
necessarily move from the periphery of the prison to be most effective,
but rather that if the outsider s going significantly to breach the walls,
itis necessary to be clear about the nature of his or her objectives and of
their structural implications.

A recent educational experiment in Canadian penitentiaries beauti-
fully illustrates this point, coming down, as it s0 happens, on the side
of education remaining on the periphery. The experiment should, |
think, be viewed within the context of the third possible objective of
prison education—should the educational program be related to the
roleof theindividual as a breaker of the criminal law? This s the starting

point of the Canadian experiment, in which a university sought to

introduceintoa penitentiarya program of study, based on the humani-
ties, which aimed not at reforming the prisonerbutratherat challenging
the framework within which he makes decisions. It seeks to provide
him or her with the opportunity to look at and react to situations in a

°3
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variety of frameworks rather than exclusively within the framework to
which he has been accustomed. Let me quote from the writings of a
Canadian professor who took a leading part in developing this kind of
provision (Duguid 1981; 1983). Fragmented though these quotations
may be, I hope they indicate the challenge whichI thinkis implicitinthe

experiment:

The search for the origins of the decision to become criminal is a noble
quest but one likely to give only individualized answers. I am less
concerned with the origins of the decision than the fact of the decision
itself, the element of consciousness involved in choosing a criminal

career.

It is how he thinks through, rather than what he may think at any given
instant, that becomestheimportant issue in understanding thelikelihood

of long-range success or failure.

on must have two essential

Atwhatever academic level ... prison educati
nd the encouragement of

elements ... concern with ethics or morality ... a
logical argumentation.

A program offering a neutral service rather than an overtly therapeutic
or rehabilitative program.

So much, then, for the objectives which are translated through the
medium of the teaching of subjects such as history and literature. But
these objectives have, according to the writer, st uctural implications,
oneof whichis that the outsiders should remain on the periphery of the
rison system. He writes, for example, that education staff “must walk
the thin line between staffand prisoners,” and that “teaching staff must
remain outsiders in the constant disputes between prison and prison-
ers.” But,and in some senses most challengingofall, healsoargues that,
if the objective is for prisoners to re-examine and rethink through the
manner in which they arriveat decisions and if it is hoped that that will
influence their decision-making process, theeducation programcannot
take place in the context of an ~rganization in which prisoners are
deprived of the opportunity to make decisions. If the prison as a whole
does notafford thatopportunity, then the Education Department must,
and must perforce, remain outside the mainstream of the prison.
Thus, as with Probation so with Education the challenge is not only

concerned with breaching the walls, withbreakingdown the barriersof
ed with the degree to which the outsiders

isolation. It is also concern
become involved in and sgek to influenck the dynamics of the whole

institution. The deeper they go into the prison the more sensitive they

53




Stone Walls Do Not A Prison Make 49

must be to the interactions of those who make up the prison commu-
nity. The deeper they go, however, the more imperative it becomes to
retain and develop thelinks with those outside who are concerned with
their professional integrity.
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Correctional Education
and At-Risk Programs

Ted A. Hofferth, Westville Correctional Center, Indiana

Educational issues are very much a part of the ebb and flow of
America’s concern for its citizenry. If ever there was a time in our
educational history for correctional educators to unite with their public
school counterparts in attacking an educational problem, it is the
present. Few discussions concerning our public school systems occur
today without some mention of at-risk education. The nation’s interest in
it seems to be at its pinnacle. But why? We’ve certainly had at-risk
students before this surge of interest. Why now? This article explores
the educational timeline that evolved into the pendulum swing phe-
nomenon we call at-risk education, while also looking at what Indiana
is doingin at-risk programming and the role correctional education can
play.

Inevaluating theevolution of today’s interest in at-risk students,one
needs to realize that the concern society shows towards its own educa-
tion system is mirrored by the courts and their decisions involving
education in this country. By studying that parallel we can monitor
society’s educational pulse and better appreciate the situation in which
we now find ourselves.

The scales of justice seem to be a fitting analogy for the application
of laws in education. Just as scales tip back and forth before being
balanced, so too have the rights between individuals and states in the
educational arena. At its inception in this country, education began as
an individual concern. Soon economic concerns forced us to acknow-
ledge anexpandingneed foran educated worker. Beyond that, men like
Horace Mann, Thomas Jefferson, and George Washington sav; a much
more critical need evolving—that of an enlightened citizenry. Wash-
ington said:

Promote, then, as an object of primary importance, institutions for the

general diffusion of knowledge. In proportion as the structure of a

THE YEARBOOK OF CORRECTIONAL EDUCATION (1989): 53-60
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government gives force to public opinion, it is essential that public
opinion be enlightened. (Cubberley 1922, 283)

Horace Mann called a citizen’s right to an education “absolute” and that
this right was part of a “natural law” (Mann 1849). Men like these gave
rise to the notion that the development and continuation of a nation
rested upon the education of its masses. From this genesis public
education evolved.

Many legal cases associated wiih education at this time revolved
around theinterestof the state or federal government. That interest was
stated nicely in the case County of McLean v. Humphrey. Here the court
said:

It is the unquestioned right and imperative duty of every enlightened
government ... to protect and provide for the comfort and well-being of
such of its citizens as by reason of infancy ... were unable to take care of
themselves. The performance of these duties is justly regarded as one of
the most important of governmental functions, and all constitutional
limitations must be so understood and construed as not to interfere with
its proper and legitimate exercise. (County of McLean v. Humphrey 104 111.
37811882])

As a result, cases were decided in which the compelling interest of the
government outweighed the individual’s interest. In education, com-
pulsory school attendance laws 1-ere enacted to ensure that the state’s
interests in a minimal secular education were met. Also, in the court’s
view, the states could impose restrictions on individuals who were
required to go tc school aslong as the restriction was reasonablyrelated
to a valid state purpose. Examples of this view include vaccination and
residency requirements. It is evident that the court’s opinion in these
instances recognized a compelling state interest and, thus, the
individual’s rights were superseded by the state’s.

Jn summary, early US law concerned itself with operations. Little
was said about students except that they were subject to reasonable
rules and regulations imposed by statutes and by rulesand regulations
of boards of education (Nygaard 1973, 24).

As times change so do the opinions of the courts. New justices bring
new ideas and interpretations. However, more 50 than new justices,
society itself must accept resporsibility for changes in legal doctrines.
The influence of a society’s values and mores at any specific time in
history affect the legal system. The most notable example in education
was the Brown v. Board of Education case in which the separate but equal
doctrine was abrogated. Before this the Equal Protection Clause of the
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Fourteenth Amendment in Plessy v. Ferguson was interpreted to be
“subject to customand traditionin accordance with legislative interpre-
totion” (Alexander and Alexander 1985, 407). In 1954, however, the
court concluded in Brown that, in the field of public education, the
doctrine of separate but equal has no place. Separate educational
facilities are inherently unequal (Brown v. Board of Education, 346 US 483,
74 5.Ct. 686 [1954]). With this ruling came a watershed of cases involv-
ing civil rights. These cases, and the court rulings resulting from them,
developed through the years by taking into account not only the black
minority, but other minorities as well, including more recently the
handicapped.

Into this climate, in 1983, came a report that again would affect the
scales. A Nation At Risk, a study by the National Commission on
Excellence in Education that was highly critical of the nation’s schools,
focussed our attention away from individual concerns and more to-
ward "us” as a society. The report painted a dismal picture of our
educational system. It found our nation’s schools declining and our
satisfaction with educational mediocrity rising. It focussed our atten-
tion on SAT scores, literacy, and dropout rates instead of corporal
punishment, free speech, and dress code violations. Thus began a
movement for educational reform. And from this movement statistics
about dropout rates became a method of comparison. A term was soon
coined to identify students in our schools who were in jeopardy of
failing or dropping out—the at-risk student.

Suddenly, the interestof the states and the nation in at-riskeducation
began to take a leading role in the discussion of emerging educational
issues. The basis of this national concern for dealing with these at-risk
students befere they drop out can be explained by examining the impact
those students have upon our society:

* Fifty-two percent of dropouts are unemployed or receiving welfare.

* Theannual cumulative cost of dropouts to American taxpayers is $75
billion in welfare benefits and lost tax revenues.

* Sixty percent of prison inmates are high school dropouts. (Note that
theannual cost for housing each inmate is $15,000, which is roughly
the annual tuition for Harvard, Yale, or Stanford.)

* Eighty-seven percent of pregnant teenagers are high school dropouts.

¢ Eliminating the costs of dropouts by 1988 would have enabled the Us
to wipe out the entire national debt by 1990. (Kunisawa 1988, 61)

David T. Kearns, chairman of Xerox Corporation, inanopenletter to
X presidential candidates said, “The public schools are the suppliers of
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our work force. But they’re suppliers with a fifty percent defect rate. A
fourth of ourkids drop out;another fourth graduate barely able toread
their own diplomas” (Kearns 1987).

InIndiana theimpact of at-risk students who drop outof school may
be even more devastating than for the rest of the US. Brian Bosworth,
director of the Indiana Economic Development Council (the planning
and evaluative organization for state economic programs), said:

The percentage of school-age children which are drawn from what we've
called the at-risk family or the at-risk age groups is increasing. That
increase is as dramatic here in Indiana as it is for the rest of the nation.
Interestingly enough, however, the numberof new entrants into the work
force in Indiana, as a percentage of those already out there, looks to be
over the next twenty years well below the national average. So, that
suggests that the percentage of at-risk youngsters going through the
education system now and ultimately into the work force is actually a
higher percentage here in Indiana that for the rest of the nation.
(Bosworth 1987)

The Indiana Department of Education in response to these types of
statistics, and more so to the movement of educational reform, devel-
oped a plan entitled “A+ Program for Educational Excellence.” The
initiatives included an extended school year, Indiana statewide testing
for educational progress, school accreditation, teacher internships, a
committee on attitudes towards education, and a special focus on at-
risk children. Indiana’s at-risk component allocated twenty million
dollars in state grants beginning in 1963-89 to assist local school
corporations in creating programs for children who are at risk of
dropping out of school (Indiana Code 20-10.1-18).

As schools began to developat-risk programs they initially searched
for guidelines to help set the parameters. Indiana’s Department of
Education recognized the need for gu idance and established a work-
able definition of an at-risk student which states:

Any studentwho runs the riskof notacquiring theknowledge, skillsand
attitudes needed to becomea productiveadult.... is at-risk. Therefore, the
term “studentat-risk” refers toany child who has been adversely affected
by one, or more, of the factors associated with poor health, social
maladjustment, and community change/upheaval. It is the inability to
cope with these adversities (whether they be short- or longterm) that
negatively affects school performance and attendance. Indicators of risk
may include: underdeveloped language skills, drug and alcohol abuse,
disruptive and/or delinquent behavior, inattentiveness, excessive
school absence, low academic achievement and dropping out of school.
(Indiana Department of Education 1987, 7)
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The Department of Education also developed alist of proposals eligible
for allocation. These proposals included the following: pre-school
programs, full-day kindergartens, parental and community involve-
ment programs, transitional programs, tutoring, remediation, broader
use of school counsellors, and model alternative education programs
(Indiana Code 20-10.1-18-3).

However, as statutes may do, they set the minimum not the maxi-
mum. These were merely examples of programsand the languageof the
law did notexclude others. Many schools have begun to develop at-risk
programs utilizing their ownresources and personnel. They have taken
areactive approach and dealt with the older student who exhibited at-
risk tendencies which were within the realmof the schoolenvironment.
Other schools realized that at-risk indicators such as poor health,
economic status, and family conditions fell outside the control of the
school. They have decided not to react to the effects of at-risk tendencies
in older students but to think pro-actively and attempt to identify the
causes as early aspossible. Theinitial step for these schools inattacking
the at-risk problem is identification. What is needed is anidentification
process that creatively uses all of the community resources. This
approach has led to inter-agency models that allow a clearer picture of
the problem, an opportunity to match programs with needs, and more
informed decision making in program development. By interlocking
with other community agencies (e.g., welfare, social services, police)
schools may be better able to identify those at-riskindicators outside the
realm of the school that potentially cause students to drop out. How-
ever, the one component that is frequently missing from this inter-
agency model may very well be the most significant to it: correctional
education.

Historically, correctional education has existed as a disconnected
and often undefined educational effort within the prison systems. It has
not been viewed as a significant force in the mainstream of public
educational efforts. As aresult, the role and importance of correctional
educators have been diminished in the total educational process. Cor-
rectional educators need to take advantage of the emergence of at-risk
programmingin the public eye. Failing to capitalize on thisopportunity
sentences us to maintaining the disconnection and perpetuating the
basicpremise of prisons themselves: separating those inside from those
outside.

Correctional educators have for many years taken the teaching
theories and strategies of public schools and adapted them to theirown
unique situation. In the arena of at-risk programming, we need to
realize that we are the ones who have something to offer. The problem
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for many is that we don’t realize what we have to offer. If we reflect on
what we do in our schools and classrooms, we can certainly see some
things that work and work very well. Publicschool educators know that
we address similar problems with students who represent a spectrum
of learning, personal, and social needs. Also, ourenvironments are very
often not conducive to our educational purpose. Yet many programs
succeed and do well according to traditional measures of learning
improvement. Why? What theories do we follow? How have we
adapted those theories? These kinds of questions prompted, in 1980, a
CEA proposal to the US Education Department which said, in part:

(Plrograms which can succeed in this most difficult setting can be
replicable in less restrictive environments. Toward this end, correctionai
education should be viewed as a laboratory for testing relevant models
which can be disseminated to other contexts. This approach can be
meaningfullyapplied to inner city public schools servicing large student
populations which parallel those of corrections. (Gehring 1980, 5)

Many teachers’ unions have fought long, hard battles to get wording
into contracts which allow certain public school districts—in the name
of educational reform—to become experimental. Correctional educa-
tion could be one of the best resources they have. We are in the unique
position of being able to look back on individual case studies of what
others would call at-risk students with 20-20 hindsight. Correctional
educators could have significant inputinto answering the pedagogical
versus androgogical questions surrounding at-risk education.

Initially that means expanding the awareness of what we do in
corrections. One way to do this might be to contact local school
administrators who are trying new programs relating to at-risk educa-
tion and invite their teachers and correctional educators to discuss the
commonalities that both face in working with at-risk students. A panel
composed of a select group of teachers witha moderator could respond
to questions and comments from the entire group. This could be
enlightening for both sides.

Another option might be to allow staff to speak and provide in-
service programs addressingat-risk issues to interested public schools
and agencies. For example, there is a movement in today’s education
toward a more competency-based curriculum. More and more, the
word accountability has entered into the discussion of public school
education. To establish accountability, regular testing programs along
with minimum competency tests for graduates navebeen developed to
ensure certain academic levels. If correctional educators do nothing
else, they should remind pgque that there are offenders that do not
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show the slightest academic defect; their crimes were “perfectiy ra-
tional, well planned, and profitable” (Ross and Fabiano 1985, 8). Social
literacy then, becomes just as important as academic literacy; the
affective domain just as important as the cognitive one. The awareness
of this social/academic aspect and the development of active and
passive teaching responses to it, are significant parts of any good cor-
rectional program and should not be lost in the academicrace in public
schools to produce good test scores. The sharing of this kind of informa-
tion can be of enormous benefit during the initial stages of an at-risk
program. Also, as well as opening up lines of communication, the job
satisfaction correctional educators feel by sharing with others the
techniques and methods they have worked so hard to perfect in their
classes is an excellent by-product. Whatever the case may be, we need
to have a dialogue with our public school counterparts.

Finally, the recidivism rates of our prisons suggest to us a recurring
theme: it may be easier to build chiidren than to repair adults. Correc-
tional educators are at the opposite end of the educational continuum.
However, by bringing that 20-20 hindsight into focus for the public
schools, we can begin to sift through what works and what doesn’t.
And, maybe, we can begin todevelopand provide a pro-active attitude
and an environment that encourages students to stay in school. We
envision and hope for a future in which at-risk projects not only keep
peopleoutof our prisonsinitially, butalso facilitate current correctional
students’ re-entry into the public academic setting, thus providing an
opportunity for all to further the resl goal of education—lifelong
learning.




60 PART 11. MISSION AND PERSPECTIVE

References

Alexander, Kern, and M. David Alexander. 1985, American Public School Law.
2nd edition. St. Paul, Minn.: West Publishing.

Bosworth, Brian. 1987. “Is Indiana Ready for Year 20007” ISTA Advocate (De-
cember).

Cubberley, Ellwood P. 1922. A Brief History of Education. Boston: Houghton
Mifflin.

Gehring, Thomas. 1980. »Correctional Education and the US Department of
Education.” Journal of Correctional Education (September).

Indiana Department of Education. 1987. A+ Action Plan Newsletter (October).

Kearns, David T. 1987. “Schools Said To Produce Workers with ‘Defect Rate.””
Gary Post Tribune (October 2D.

Kunisawa, Bryon. 1988. A Nation in Crisis: The Dropout Dilemma. NEA Today
Special Edition (January).

Mann, Horace. 1849. Tenth Annual Report to the Massachusetts Board of Education.
Boston: William B. Fowle.

Nygaard, Joseph M. 1973. The Counselor and Student Legal Rights. Boston:
Houghton Mifflin.

Ross, Robert R,, and Elizabeth A. TFabiano. 1985. Time to Think: A Cognitive Model

of Delinquency Prevention and Offender Rehabilitation. Johnson City, Tenn.:
Institute of Social Sciences and Arts.

ERIC 64

i
i




Culture in the Bureaucracy

THE UNIVERSITY IN PRISON

Wayne Knights, University of Victoria

Ina number of articles and interventions written over the past decade,
the Québec educator Lucien Morin has directly confronted the main
contradiction of educating in prison: the pursuit of autonomy and
freedom through education in the least free and most dependent of
contexts, the modern prison. This confrontation has yielded philo-
sophical clarity on issues which have often been sidestepped by prac-
titioners who, while having put education before punishment in their
personal philosophies, havenevertheless failed to add ress the extent to
which they remain within the “carceral archipelago.” Morin, drawing
oi:the workof therevisionist historiansand philosophers of thelast two
decades, has demonstrated how educationin prison remains tied to the
theoretical and practical apparatus of punishment in spite of its liberal
claims.

For Morin, the term “correctional education” is itself indicative.
Within this phrase lies buried the failure to disting uish between educa-
tion and education in a correctional perspective. Correctional educa-
tion draws the educator into the apparatus of normalizing, social
scientificdiscipline with its categorization and labelling of the criminal-
to-be-reformed. But as Morin wittily points out, one does not define art
by defining sculpture or shoe-making; similarly, education cannot be
defined by education in correctional settings. Stressing that we must
agree on the nature and mission of education before we define correc-
tional education, Morin proposes an “educative model” based on a
reconciliatory philosophy of education cleanly divorced from the
apparatus of criminology and justice systems. This model avoids, in
principle, the instrumental appropriation of education by prison serv-
ices. He describes this ideal in his paper “After Foucault: The Educative
Model” asamodel of a “reconciliatory pedagogy” which is "gratuitous,
spontaneous, non-motivated education” (Morin 1981a, 149). In the
tradition of reform-minded social catholicism, this educative model is

THE YEARBOOK OF CORRECTIONAL EDUCATIQN (1989)- 61-78
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based on “giving and sharing” in the course of educating men and
women to “judge and judge well.” By stressing the common humanity
of the prisoner and the universal core of education, Morin hopes tofree
education in prison from the corrupting influence of its context. In its
independence from the logic of rehabilitation and correction, it is
comparable to the ideal notion of a liberal arts education. This impor-
tant critique, which should be collected inan accessible work, cannotbe
summarized here. I have isolated a single aspect in order to raise the
issue of the conditions of good educational practice in prison. Morin’s
discussion forms a useful starting point because it is acutely aware of
the contradiction of liberal education in the panoptic prison and be-
cause it formulates this at the level of principles.

That administrators of correctional services remain befuddled and
diffident in the wake of Morin’s critique is no criticism of Morin. For
some time Morin has been oneof the very few educators associated with
corrections in Canada to address persistently these issues from the
perspective of recent radical social thought and philosophy—always
from within his unique perspective. But his call fora “radical reversal
.. a sort of one-dimensional leap involving the destructuration of our
most profound existential habits” (Morin 1984) strikes the sympathetic
reader as idealistic, as does the call for a reconciliation of education and
the prison. Even when addressing the problem of implementation,
Morin strikes an ideatistic note by calling for the forceful declaration of
“human growth as the major aim of penitentiary education” and “by
helping teachers see themsclvesas philanthropists” (Morin1981b, 179).
But surely the problem of implementation is a more concrete problem
than suggested by a leap of faithor commitmenttoa sharing pedagogy.
Howaver, much is to be gained by taking theresistance of the prison to
such a philosophy more seriously. After all, the problem does notlie in
the philosophical inadequacies of bureaucrats and politicians butin the
very structure of the bureaucracy in this society and its legitimating
discourse. The historical critique of the birth of the prison, which is
crucial to understanding Morin’s ideas, leaves little hope for utopian
reform. (Morin is guided by Foucault 1977.) Indeed, humanist reform
of the prison has been deeply implicated in the structure of coercion as
it developed. Jeremy Bentham's panoptic scheme and John Howard's
moral argument for solitary confinement are but two notorious ex-
amples, Morin’s critique understands this, but can there be any hopeof
implementing it without implicating it?

This is difficult to answer because Morin fails to raise the question of
why a bureaucracy would even entertain his proposal for aneducative
model; particularly when it is so inconsistent with the model of educa-
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tion he identifies as consistent with the criminal justice system itself—
indeed, justiceitself. Hisappeal toa changeof heartand understanding
is finally an idealist one. It also masks the problem of under what
conditions an educative model that refuses the carceral network might
realize itself in the prison. This paper is an attempt to explore this
problem, for if the radical critique of correctional education is to have
practical consequences, the exploration of the practical and theoretical
terrain must be undertaken simultaneously.

Fortunately, this exploration is not without a base in corrections
itself—at least this is true in Canada. Over the past seventeen years the
University of Victoria, and now Simon Fraser University, has operated
a liberal arts university program in four Canadian prisons at all levels
of security. This progrem has succeeded in creating a relative oasis of
institutional space within the confines of these prisons. At times it has
achieved substantial autonomy from the routinc of the prison, in part
because of a purposively “naive” approach which make-believes iiic
ideal university is both practical and has a right to exist. The liberal arts
bias and the general pedagogy of the program is reasonably consistent
with Morin’s point of view. Circumstances and the prudentialactivities
of studenis and staff have allowed it to survive well beyond the
expected life-span of the progressive-but-doomed -project so typical of
the early seventies. Indeed, Morin holds up this program as a re-
searched project which demonstrates that education in prison does not
have to be corvectional. Speaking of the prime movers behind the
project he writes:

And if it is true that the measure of their success is not to be found in
employability, deterrence from criminal activity or in a contribution to
the security of the prison, the reason is that they have met the demand-
ing objective of fundamental education; that is, educating persons with
the ability to judgeand judge well.(Morin 1984, 8)

Infact the university program, like the liberal arts in all universities,
has appealed to the logic of achieving social goals through indirect
means. It would not be tolerated unless the argument that social goals,
however defined, were being met; and it would not be tolerated if it
attempted to address them by directly challenging the administrative
order of the prison. As Morin would undoubtedly agree, however, this
is not all of the thrust of liberal education philosc phy or his educative
model; the form and content of such an education may be quite
subversivein relation to its context—many counton it. Inany case, it is
not an exaggeration to represent the program as embodying a notion of
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education based on the liberal arts and theideal of the university. Most
academic visitors to the program are attracted by the collegial atmos-
phereand visibly pine for that lost ideal it seems to represent. In fact, to
the extent this has been achieved, it is a product of a very cautious
institutional practice and certain gaps provided by the particular dis-
course and structure of this particular bureaucratic subsystem. In other
words, the institutional space that has been carved out of the neat
hierarchy of the prison is the dominant means by which the pursuit of
our educational ideal is possible—not the reverse. To demonstrate this
it would be necessary to reconstruct the history of this project. (See
Duguid 1979; 1980.) That cannot be attempted here. Instead, this paper
will discuss some of the more abstract conditions of possibility of such
a program’s existence; in particular, by analyzing an aspect of the
ideological discourseof the Correctional Service of Canada (CSC) with
respect to operating educational programs in prison. Practical consid-
erations will emerge from this critique which, hopefully, will give
added substance to Morin’s educative model. Necessarily, the follow-
ing question must also be raised: do these conditions of possibility only
create an "artificial negativity” that undercutsany substantial claim to
actually subvert the detrimental effects of the carceral—avec Foucault,

not aprés Foucault?

Morin's analysis centres on the statement of purpose produced by
the CSC regarding prison education. He summarizes it as follows:

Thus the purpose of correctional education is to deter from future
criminalactivity, toimprove employabilityand literacy and to contribute
to the security of the prison ... (The CsC] supposes that to educate in
prison is identical with ihe end of corrections. (Morin 1984, 3)

AsMorin pointsout, thisnotionof cducationisrovted in “normalizing”
disciplines like psychology, sociology, ar:d criminology. All education
in prison becomes correctional for it is subordinated to the extra-
educational ends and methodologies of these disciplines and their
particular approaches to rehabilitation and correction. Not surpris-
ingly, then, these guidelines are well-suited to the administration of
prisons. They help fulfill the more general goals of corrections—to
incarcerate, rchabilitate, and keep secure—and appear to do so in a
perfectly functional way. Viewed this way, it would appear that it is
categorically impossible for these functions to adopt the educative
model presented by Morin. As Morin’s analysis shows, correctional
education as defined by these principles is deeply imbricated in the
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processes of categorization and accusation that continue well after the
sentenceof the prisoner has been assigned. The trial continues through-
out the length of the sentence and often beyond—and not always in
conditions of fairness and impartiality.

Education, in Morin's sense, cannot take place; rather it is the
“inversion of education,” for no other reason (and there are many) than
the criminal has been reified in his “personality” or pathology by the
objectifying approach brought to corrections by a certain kind of social
science. Morin has exposed the assumptions about education underly-
ing the correctional model of education by appealing to a new, anthro-
pological understanding of justiceas a discourse on violence. In under-
standing the deep connections between justice and violence, categori-
zation and accusation, Morin asks the prison system to make a leap of
faithin favour of an opposed pedagogy. But surely the concrete source
of these assumptions, whatever is the relationship of justice and vio-
lence, is the bureaucratic necessity to integrate education within the
rationally pursued goals of the criminal justice system in one subsys-
tem—the prison. From this point of v.ew the statement of purpose and
itsimplementation s a very functional one because itassists in preserv-
ing the carceral archipelago itself; not because certain careers and
personal interests bend the goals of education to their will, as many
prisoners are wont to describe it, but because the imperatives of
bureaucratic management demand it. Form and function, ends and
means, are integrated in a manner capable of being legitimated by
socially acceptable norms emanating from the political domain. Educa-
tion is reconciled by fiat to the function of the administration of prison;
it simply becomes correctional. Why is this s0? Practically and theoreti-
cally this can be usefully illuminated by briefly turning to contempo-
rary theories of bureaucracy in the Weberian tradition.

Modern state bureaucracies are based on the administration of
official business under the rule of law. Since Webser, it is well known that
bureaucratic decision making tendsto be’ ::1exible, subjectas itis to the
principle of formal or instrumental rationality. Weber saw the latter as
a form of rationality divorced from all norms and values, resting on
strategies of quantification and calculability that allow for universal
applicability regardless of the context of action. (A good, short discus-
sion of Weber’s theory of bureaucracy can be found in Polan 1984.) In
administrative systems and subsystems like the prison, the concrete
~tivity and qualities of the subject individual are subsumed by the

+inciples of operation. The wider cultural and social implications of
Webher’s theory have been drawn out by certain traditions within
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"Western Marxism,” notably the School of Critical Theory associated
with Max Horkheimer and Theodor Adorno.

Critical Theory developed out of the appropriation of Weber's
theory of rationalization (the implementation ofinstrumental reason in
various social domains) by Georg Lukécs. He took it one step further by
associating it with Marx’s commodity fetishism in the theory of
reification (Lukécs 1971). Here relationships between people are
treated as relationships between things in the process of capitalist
development. This radical version implied the complete victory of
formal rationality and “the end of reason,” as Max Horkheimer would
later putit. As bureaucracy inexorably spread its wings, theindividuals
standing in their shade became ever more alienated in theartificial and
standardized dawn of man. This strain of thought would ultimately
culminate in a radical version of convergence theory, in which all
modern and modernizing states are succumbing to an wholly admini-
stered existence. In anticipation of many of the themes of Foucault’s
work, the School of Critical Theory, adapting the work of Weber and
Lukécs, proposed a vision of modernity in which the prison could be
presented as the mirror of contemporary societies. In this image, those
who fail to accept freely the internal moral constraints of bourgeois
society are forcibly constrained ina panoptic architecture which mod-
els this relationship of man to his conscience.

Man in prison is the virtual image of the bourgeois type he still has to
become in reality. Those who cannot manage outside are forcibly held in
a terrible state of purity in prison. (Horkheimer and Adorno 1973, 226)

Thisironic view of the internal connections between society and impris-
onment seems to lead, through a process of inversion, to the inevitable
conclusion that the prison is a metaphor for our increasingly admini-
stered existence on the outside. Theintellectually popular thesis of “the
end of man” and the populistrageof Ramboare twocommonresponses
to this dialectic.

Criticisms that have been levelled at the thesis of absolute bureaucra-
tization, most notably from within the tradition of Critical Theory
(Habermas 1984; Polan 1984,98-112), have soughtto explore contradic-
tions in the process of rationalization in ¢ ‘er to thematize possible
openings in this inexorable process. An interesting example develops
out of Western Marxism’s linking of instrumental rationality to the
processes of commodificationina capitalist society (Offe 1984). Accord-
ing to Claus Offe, although the following is quite a simplification of his
thesis, the state is of ten forced intocontradictions by its precise function
in capitalist society. Where goods and services are distributed through
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the mechanism of a market (the process which realizes them as com-
modities), the state has historically taken an ever larger role in correct-
ing the subsequent imbalances and revealed contradictions. In re-
sponding to these crises, the state is caught between offering services
which “try to maintain and to restore exchange opportunities” where
the market has “failed,” and structuring these services so that they
function as “supportive mechanisms of the commodity form” (Offe
1984, 143). In the former it meets certain needs which fall outside the
imperatives of commodity production, whereas in the latter case it
attempts to “improve” the ability of capital or labour to participate in
the commodity sphere.

A dualand inconsistent standard of “goodness” of policy-making results
from this structure. Policies will be measured both by theexchangeability
they produce for labour and capitaland by their promise to satisfy needs
of people through alternative, non-market means of social production.
The very concepts of health (the ability to work versus physical well-
being), education (the marketability of labour power Versus personality
development) and all the other social services are characterized by this
dual reference to the commodity form and to need. (Offe 1984, 144)

A major problem for the state in this situation is to legitimate its
policies in sucha way thatit meets theinterests of both types of concern
(Offe 1984,268). The statement of purposeofeducationin prison clearly
subordinates education tothe needs of the institution (security)and the
notuncommonstate policy of increasing the saleability of labour power
through education and training. But as Offe points out, the administra-
tive form of settling an education policy and the norms which guideit,
is far more problematical than the commodity form of social organiza-
tion (Offe 1984, 140-41). In the latter case the market settles the issue
automatically, as it were, whereas in the jormer case policy must be
subjected to “discursive will-formation”—conflict over norms and
values inpolitical and community debate (Polan 1984, 65). And because
there is no accepted formula (or communicative as opposed to instru-
mental rationality) by which it could be decided what s to be learned
at school or which region gets the new prison, it is not unusual for the
very commodity form itself to be at issue. One need only think of
current debates over university funding, welfare funds, transition
houses, and so on, to see key questions raised. Should standards of
efficiency implied by the marketplace be served or alternative needs
and social purposes? Should social policy be subordinated to the logic
of the marketplace? Whose interests are thus served? The local debate
over university in prison, whether or not student-prisoners should pay
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fees, or whether literacy and vocational training are more fundamental

needs, is only another example of this. For practical purposes, the

instrumental rationality characteristicof both the commodity formand

the bureaucratic function is the real terrain of the struggle over educa-
tion in prison; it is towards the questions of needs and their interpreta-
tion that controversy and reform will gravitate. Unfortunately, the
issue of education in prison is pulled in other directions by the constant
debate over punishment, clouding public perception of the issues.
Nevertheless, statements of purpose, however functional and rational
in this narrow sense, are subject to policy changes, the difficulty of
meeting the ambiguous requirements of rehabilitation, and the need to
legitimate the day-to-day operation of the prison. In policy statements
and operational codes the attempt by correctional systems to mediate
these pressures can be clearly seen.

Of course statements of policy tend to functionas overarching guide-
lines. Their implementation is another matter. It is at the operational
level that the theory and practice of integrating policy and performance
is carried out. Certain operative ideals, ormodels, mediate the relations
amongst the prison, prisoner, and community by giving direction to
policy. (See the discussion of models in Canadian and American
corrections in Griffiths and Ekstedt 1984,66-75.) These models embody
recognizable philosophies of corrections that legitimate as well as
orient the practice of corrections. These legitimations are as much “in-
service” as they are meant for the general population; also, they
undoubtedly represent the balanceof forces within the state itself—but
this cannot be addressed here.

Of the plethora of models found in the theory and practice of
incarceration, none has ever achieved complcte hegemony. Within the
prison the dominant model, or operative ideal, is called the opportuni-
ties model °  Role of Federal Corrections in Canada for the initial
elaboratio _model.) It was preceded by the medical model or
therapeutic u: treatment model), which viewed the prisoner as sick nut
capable of being cured—usually by “experts.” The medical model -
most enduring legacy is the euphernism “correctional” itself and the
lesson, albeit a negative one, that a cure cannot be coerced. Its decline
does not imply its disappearance, however, any more than the early
modern preference for punishing the body has disappeared. Neverthe-
less, the impact of the medical model’s decline can be measured by the
decline of the rehabilitative ideal which accompanied it. The rehabilita-
tive ideal, although it still remains as one of the basic directives of
corrections in Canada, had been mortally wounded by linking pro-
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grams $0 punitive measures; that is, to prison itself. Parole and various
privileges were often contingent on participation in these programs,
irredeemably compromising them. Robert Martinson, surveying the
state of the rehabiliwative art in 1973 concluded by coining the new
incantation: “Nothing works” (Martinson 1974). This was always al-
ready known, but a scientific judgement certified it once and for all,
neglecting altogether the question of the kind of science involved in
these problems. For if the scientific gaze was a labelling and accusatory
one, then it helped create and perpetuate the carceral; it couldn’t
possibly be rehabilitative—as Morin, following Foucault and Girard,
has shown.

In1974abook influential with professionals in the field and prisoner
reform groups was published: Norval Morris’,, The Future of Imprison-
ment (1974). It attempted to separate rehabilitation from the medical
model. His essential point was simply that if change cannot Le coerced
it must nevertheless be facilitated through the provision of opportuni-
ties to the volunteer participant. Basic principles of fair play and justice
demanded that the possibility of rehabilitation must not be withdrawn
from the prisoner even if “prison behaviour is not a predictor of
community behaviour.” All the prison can do is offer programs and
confine the individua!. Leaving aside the observation that nothing in
prison can ever be entirely voluntary, this proposed solution to the
dilemmas of treatment in a coercive setting had its strengths. Coercion
is less overt from the point of view of the prisoner and the pro-active
claims of the prison service are reduced to manageable proportions.
Liberal forces were mollified too—they were losing the rehabilitative
mission but they were gaining the rhetoric of rights and liberality itself,
for these opportunities were offered in a “humane and fair” spirit.

In Canada “A Report of the Task Force on the Creation of an
Integrated Canadian Corrections Service” took up the theme of the
opportunities model in The Role of Federal Corrections in Canada (1977).
It was proposedin this report, and largely accepted in practice, that the
CSC would provide opportunities via education, counselling, voca-
tional training, psychological services, and so on; the prisoner would
choosetoavail himself of them. Nothing could be moreliberal, rational,
or realistic. Although reality never fully approximated the model it
became the rationalizing principlebehind policy. The principles behind
it seemed so benign that hardly anyone noticed the fact that it too
secretly refused to put itself in context, just like the medical model
before it. Whereas the latter had ignored the basic structure of impris-
onmentandits share in it, the former would ignore its deep ideological
and social roots in society. It would also uncouple itself from the

73




70 PA®T II. MISSION AND PERSPECTIVE

demand to provide successful rehabilitation, making the legitimation
of its activities far easier. Listing a few of the components is almost
sufficient to expose its basic assumptions:

o The opportunities principle is based on the assumption that the of-
fenderis ultimately responsible for his behaviour ... {and is not based
on} ... some underlying personality disorder or deprived socioeco-
nomic condition. (Role, 31)

« Federal Corrections should ... strivefora relationship with offenders
based on a system of incentives and rewards proportionate to the
expressed desire, demonstrated effort and achievement of the inmaie.
(Role, 51)

o Theopportunities must be diversified and relevant in today’s society.
(Role, 76)

e TheProgram Opportunities Model makesthe offender responsible for
changing his conduct; provides Federal Corrections with a realistic
goalratherthanan unattainable goal of changing offenderbehaviour;
and, does not lead the public to believe that Tederal Corrections can
resolve the problem of crime. (Role, 77)

e The great majority of offenders are held to know and appreciate the
natureand quality oftheir actions;that is, they possess a full apprecia-
tion of the consequences of their actions, the ability to choose alterna-
tive courses of action, and the capacity to formulate an intent when
considering whether or not to commit a criminal offence. (Role, 32)

« [A]noffendershould retainall therights of an ordinary citizen, except
those that are expressly taken away from him by statute, or that he
loses as a necessary consequence of incarceration. (Role, 49)

These components are not comprehensive, but they suggest a classic
social model guiding the design of the whole edifice: a picture of man
and society as envisaged by the social contract tradition, a tradition
deeply embedded intherise of themiddle classin a marketsociety. Men
areviewed as egoistic,autonomous,and rational individuals whocome
freely together to create civil society (the sphere of self-regulation). In
this setting, the individual is responsible for his actions and is equal
before the law, regardless of his or her socioeconomic status or charac-
ter. The function of punishment, of course, is to preserve these arrange-
ments. Strictly speaking, any punishment which violates the consensus
of values established in civil society by pursuing ends which contradict
these values (for example, an imposed ncure”) is illegitimate. This
partakes of the language of rights. Although the extension of even
residual rights to prisoners is contrc versial, threatening as it does the

7 4!4:




Culture in the Bureaucracy 71

discretion of the administration over the prisoner. Still, residual rights
were granted in principle, even if they sometimes lacked precision, as
evidenced by the establishment of inmate committees and grievance
procedures introduced on the heels of the report.

A utilitarian element also asserts itself strongly within the report.
Punishment will be proportional to the nature of the crime and the
interests violated. Moreover, “useful” activity must be rewarded and
“destructive” activity punished. This is nothing less than an extrapola-
tion from a certain view of the marketplace, where competing, self-
interested, rational men and women pursue the goals of self-possession
and the possession of things, and where ethical standards are hence-
forth rooted in the legitimate pursuit of property and personal well-
being.(See Hobsbawm 1962 for an historical discussion on the relaton
of utilitarian and “natural rights” traditions in bourgeois social
thought.) The field of opportunities becomes the marketand the distr:-
bution of justice the reward. It also sneaks the psychology behind all the
behavioural modification programs of the medical model back into
practice. Theidea “that virtuous conduct can be made habitual through
the routinization of behaviour,” as historian Michael Ignatieff puts it,
also has its roots in a classic conception—the environmentalism of John
Locke that inspired prison reformers like Bentham and Howard. By
linking this standby to the marketplace of opportunities it is clearly
hoped that rehabilitation will take Place—but “spontaneously” and
without having to claim that the prison can “resolve the problem of
crime.”

By introducing these elements in a controlled environment allows
the CSC to have it both ways. The prisoner is classed as a rational
individual but inducerrients exist to ensure that the functionalist goals
of the administration are not compromised; that is, the instrumental
rationality of the principle of utility is not entirely compromised by
flirting with notions of right. A popular ideological version of social
reaiity (the free market) is introduced which paradoxically legitimates
the intervention of the state (via the prison) as a kind of framework of
activity in the rational distribution of goods (justice). The prisoner is
granted his reason, but of course he is wrong. Having failed in one
market, he is confined to a new one, but his behaviour here may allow
him to re-enter the original at a later date. The entire apparatus of
movement to different security levels, parole, transfer, recommenda-
tion, case management, psychiatric assessment, and obligatory work
remain—but no rehabilitative claims are made for it! The prisoner
simply tries to straighten out his act in a controlled environment which

,isreputedlya map of the larger context;a map which he presumably can
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read. Reality, viewed ideologically, becomes the operative ideal of the
modem prison. The truth in Horkheimer and Adomo’s “A Theory of
Crime,” which represents the prison as a ghastly, embodied form of
“bourgeois purity,” quoted above, leapstotheeye. Inthe opportunities
model, the prison itself becomes a field of opportunities in which useful
and destructive behaviour also gets its just deserts.

Social contract and utilitarian models, and their hybrids, posit a
moral consensus and the natural permanence of existing mechanisms
for the distribution of power and property. This led to the classic
problem for classical theory: a system of justice based on principles of
equality is only consistent witha society in which property and power
are distributed evenly. In this perspective, the problems for the very
liberal opportunities model immediately surface. In spite of the prin-
ciple of equality {of opportu nity and before the law), men and women
might still be imprisoned by virtue of social injustice. Moreover, the
justifcation of imprisonment and the management of the sentence
necessarily participate in that possibility, as Morin showsina diffe-ent
way. The very language of the Task Force Report portrays the correc-
tional institution as a neutral object in the social field. Not only does it
ignore the context of the administration of justice as it has emerged
historically and ideologically, butit duplicates this ignorance by refus-
ing toconsideritself seriously as acontext for the “jrrational” behaviour
of the imprisoned. The result s magnified further when we consider, as
Morris pointed out, that recidivism is a function of imprisonment.

The age of the prisoner, the availability to him on release of reasonably
remunerative employment and of a supportive domestic environment,
are closely related to his avoidance of crime, but these are not circum-
stances over which the prisoner by his own efforts in prison has very
much control. (Morris 1974, 47)

In short, prison separates men and women from the very social ties
which bind them to the lifeworld of society; prison is a condition of its
ownexistence. Theliberal justification of penal policy simply masks the
perpetuation of the same prison. The opportunities model, by partici-
pating in the ideological world of the commodity form of organization,
guar>ntees that its policies are not in conflict with its context.

Although this analysis of the assumptions of the opportunities
model only confirms the suspicion that all levels of the prison bureauc-
racy are functionally dependent on the larger social and ideological
context, it points to an interesting contradiction. Bureaucratic practice
in prison does not rely ona strict theory of instrumental rationality to

Sev s
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justify its operative ideals. It cannot merely appeal to efficiency orother
attributes of the successful bureaucracy, nor canit simply appeal to the
instrumentally-oriented statement of purpose of education in prison.
Its rationalizations donot “consciously” contradict theinstrumental ra-
tionality of the bureaucracy, but they do appealto traditions and values
whichare not easily subsumed by it. The assumption that criminals are
responsible for their behaviour and that they retain some rights even
while incarcerated appeals to a liberal utopia that never melded com-
fortably with the more radical strains of utilitarianism implicit in the
modern penitentiary model. The opportunities model, which emerged
in the wake of the collapse of the medical model, took up a less radical
position, ideologically speaking, but transferred much of the apparent
responsibility onto the individual prisoner. The norms and values
represented by that discourse now possess more than a shadowy
existence, for through this oper-tive ideal they enter the actual
operation of the prison. The opportunities principle, for all its bad faith
in failing to thematizeiis relationship to itsoverall context, nevertheless
justifies its existence on the grounds that the CSC “has adopted a more
praynatic approach that is both fair and humane to the offender and
recognizes the respective responsibilities of Federal Corrections, the
community and the offender.” These are the criteria it must, in part,
legitimate by offering programs that speak to this concern, whatever
practical obstacles it might putin place.

More importantly, the opportunities model leaves an institutional
space at the heart of its discourse. It may make a definite analogy to the
world of the marketplace and thus the commodity form of organiza-
tion, but it must remain an administratively controlled environment
subject to normative interpretations of what constitutes “useful” activ-
ity. Although thisis precisely the element of control, itis also, paradoxi-
cally, the element through which the prison opens up onto the commu-
nity. For instance, thc opportunities model was formulated in the
context of creating “an integrated CSC” which would include the old
Penitentiary Service and the National Parole Service. A curious side-
lightof this was that muchof the coercion residing in the medical model
was concentrated in the Parole Board, for the criteria of release, as
Griffiths and Ekstedt show, remained similar to those employed under
the medical model (Griffiths and Ekstedt 1984, 238). Clearly a prisoner
was better off “volunteering” for a program that could be viewed as
rehabilitative rather than exercising the choice granted him or her by
the opportunities model and “doing his time.” But this also re-intro-
duced the notion of rehabilitation through the backdoor, in slightly new
garb. The claim of the prison to diagnose and treat the criminal was
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undercut by the principles of the opportunities model, and thus the
definition of what constituted rehabilitation or what programs might
offer it was left open to the choices of inmates and historical accident(as
to what programs existed, etc.). Ironically, something like the notion of
equivalent exchange was introduced into the carceral. The illusion of
choice, the right to choice, and relative non-coercion began to assert
itself.

In these circumstances the opportunities for exercising responsible
choice remain structured by administrative policies subject to scrutiny
and the interpretation of needs. This utilitarian element is contradicted
by the argument from rights and responsibility with the opportunities
vision of the free market, albeit in an ambiguous fashion. It grants the
prisoner a certain responsibility, however artificial, and because it does
not radically circumscribe the interpretation of needs, the ideological
content of the opportunities model contradicts a purely instrumental
implementation of policy. In the concrete setting of some British Co-
lumbia prisons, the historical presence of a university program based
on a liberal arts model, is a sign of the contradiction between a pure
instrumental rationality on the one hand, and a passive, almost laissez-
faire support for possible alternative versions of educational practice.
This is a condition of possibility of the educative model a la Morin, but
it works two ways. The opportunities model uncouples programs from
the demand to rehabilitate, while the utilitarian element implicit in
parole structures demands the appearance of rehabilitation. Anempiri-
cal if negative proof of this is the public resistance mounted to overturn
the decision to cancel all post-secondary education in Canadian pris-
ons. Given the reputed rehabilitative success of the program, this
seemed to violate both principles. Once the Solicitor General and his
ministry were forced to defend publicly the cancellation ir terms of
already accepted principles of operation, the political desire to cut ccsts
and the desire of the bureaucracy to impose universally an isomorphic
educational structure in line with the statement of purpose for Cana-
dian prisons was frustrated—for the moment. “The dualand inconsi¢-
tent standard of ‘goodness’ of policy making” has found one path into
the prison through the practical application of the opportunities prin-
ciple and its attendant ideology.

Of course the possibility of establishing programs that embody
significant alternative approaches depends on finding an appropriate
institutional form. This is the great discovery and virtue of the SFU
Humanities Program, because a form must be found which canaccom-
modate the principles of education one wishes to promote. The Task
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Force report which recommended the opportunities model also recom-
mended that efforts be made to draw the community into the prison.
This was consistent with the avowed aim of offering comparable
programs to those found outside the prison (Role of Federal Corrections
in Canada 1977). The university is an ideal institution in this instance. It
embodies the ethic ot liberal arts more than any other, it possesses as
much institutional “weight” as the prison, and it offers tremendous
legitimating potential. Most post-secondary programs, however, have
tended to consist of instructors from campus travelling to the prison,
offerirfg their course under the watchful eye of correctional staff, and
departing. The SFU Humanities Program, however, developed ar
organizational baseoutofan attempttoemulatea campus inthe prison.
An equal advantage, which has not been discussed here, is that this
program had already implanted itself in the prison in the dog days of
the medical model—in fact, it was notable in participating in the attack
on the medical model. As Corrections drifted into the opportunities
model, which the Task Force simply ratified and raised to the level of a
principle, the university program was already an opportunity in wait-
ing. This alternative community (the campus), which is structured as
democratically as possible, is the indispensable precondition for the
realization of any educative model. No discussion concerning the
establishment of alternative educational programs in prisons canavoid
addressing the following components of organization.

* Programs must match a notion of education as described by Morin
with relative institutional autonomy. University programsareideal in
this regard because they carry the standards of accreditation, staffing,
and independent ethics of the university with them into the field of the
prison. The standards of “correctional” education thus remain
external to the actual education offered—in spite of the rhetoric of
agreement. Therefore ...

* The myth of the liberal arts university must be subscribed to and
upheld without qualification as it underwrites the process of educa-
tion sought by Morin and the appropriate organizational form. Thus

* Formal links with parole, case management, and the apparatus of
incentives must be avoided. The community of teachers and students
must attempt to function as a whole in relationship to the institution
wherever possible. Thus ...

¢ Within limits to be determined in each case, a democratic, alternative
community must be established within the program. (See Duguid
1981, 421-38; Nelson and Hoekema 1981, 305-20.)
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To conclude, cultural autonomy within the prison can onlybeachieved
if a degreeof institutional autonomy is created and the opening for such
a venture can be found within the operating principles of the prison.

It would be naive, however, to assume that the opportunities model
is the benign and passive operativeideal it often appears to be. It could
be suggested that it merely creates a more flexible means of incorporat-
ing the felt needs of student-prisoners into the functioning of the prison
by “softening” the coercive experienceof the prison itself. This “repres-
sive tolerance,” ! as Herbert Marcuse would describe it, would accom-
plish the smooth operation of the prison by quelling some of these felt
needs, while assimilating any potential for dissent arising in the alter-
native community by a thoroughgoing liberalism based on the cppor-
tunities model. indeed, the university would become a part of the
carceral itself; not by subscribing to “correctional” education, but by
legitimating prison education in the eyes of “clients” who by definition
are “unwiliing participants, held in the system against their will” (Role
of Federal Corrections in Canada, 108). Within the prison. it could well be
the case that the equivalentexchange ideology jronically implicitin the
opportunities model will have real effect, producing its own reification
of the virtues of the university and individual choice. The n~xt stage of
development lies in confronting this problem; and it will like.y involve
the transition to a new concept of correctional education rather than a
further justification of educative models. The opportunitiesmodel puts
the onuson theindividual prisoner. The educative model and its liberal
arts equivalents puts the onus 01 individual development. In doing so
it avoids, as Morin has shown, the reification of the criminal implicit in
the correctional perspective. But is the result a commitment to a new
kind of “bourgeois purity” which ultimately ratifies the ideologicaland
social context of this particular bureaucratic subsystem, the prison? If
the culture in the bureaucracy is to survive, the turn must be made
towards the collective appropriation of the notion of rehabilitation. In
this way the community of prisoners might break the game of mirrors
played out in the funhouse.
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Note

! This notion, and Piccone’s “artificial negativity” (Piccone 1978), remind
usof the considerable limits on reforming practice within the bureaucratic sys-
tems of modern society. The historical analysis found in Foucault is even less
hopeful.
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PARtIII

A Wider View

THE INTERNATION AL DIMENSION OF CORRECTIONAL EDUCATION

As the education of prisoners becomes more widespread, sophisti-
cated, and integral to the very conception of “corrections,” local and
even national fields of vision will inevitably give way to a global view.
The two papers in this section explore this international dimension via
the Uruted Nations and the Council of Ev-ope.

Following on from the earlier discussion by Wayne Knights of the
possibility of correctional education, Lucien Morin and William
Cosman in “Prison Education: The Need for a Declaration of Basic
Principles for the Treatment of Prisoners,” carry the issue farther into
the realm of international law. The authors makea generalized critique
of current conceptions and practices of correctional education, arguing
that the historical link with treatment, training, and prison manage-
ment is fundamentally contradictory to generally accepted notions of
education. Basing their argument on the United Mations definition of
educationas the “ful' developraent of the humar. personality,” Morin
and Cosman urge a re-drafting of the United Nations Strandard Mini-
mum Rules for the Treatment of Prisoners which w1l bring those Rules
in line with the UN’s Universal Declaration of Human Rights. The
proposed changes are appended.

Kenneth Neale offers a review of the history of prison education in
Western Europe since the Second World War and, in the process of so
doing, returns to the dilemma raised in earlier papers: the conflict
between inherently coercive prisons and an education which is, or
should be, inherently iiberating. “International and Comparative
Approaches to Zducation in Prison Regimes” reviews the intersectior:
between matters of policy, management, and design. At the same time,
it asserts the creative tension or balance in European thinking about
prisons and justice between the needs and aspirations of society and the
rights and dignity of individuals. In Britain, Neale sees a shift from a
focus on rehabilitation in prison to a new stress on re-socialization ”in
the contextof normalization” or,as NormanJepson putsit,anend to the
isolation of prison from society. In a postscript to his paper, Neale
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describes the new Standard Minimum Rules for the Treatment of
Prisoners, adopted by the Council of Europein1987, which includes an
entirely new section on education.
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Prison Education

THE NEED FOR A DECLARATION OF BASIC PRINCIPLES
FOR THE TREATMENT OF PRISONERS

Lucien Morin, Université Laval
J.W. Cosman, International Council for Adult Education

Educational programs in most prisons tend to be inadequate and of
inferior quality, except for rare programs of good quality whick are the
result of individual initiative and extraordinary commitment, rather
than the product of institutional policy and planning. The basic reason
for the inadequacy and inferiority of most prison education programs
is not, however, primarily aneducationalmatter. The underlying cause
of their shortcomings is rather a matter of prison policy and criminal
justice policy. Education does not flourish in the prison milieu because
of the prevailing notions about the purposes of prisons and the nature
of criminal justice.

Mostcriminal law is based partly on theassumption that it should be
essentially punitive and retributive. Neither in theory nor in practiceis
it possible to reconcile those objectives with the objective of education
as human development. They are not only incompatible; they are also
contradictory. The result is that most prison education tends to be a
marginal activity and not well done. Thus, in order to improve educa-
tion in prisons, and in many cases even to ensure access to education in
prisons, it is going to be necessary first to bring about changes in prison
policy and criminal justice policy.

Unfortunately, the United Nations Standard Minimura Rules for the
Treatment of Prisoners do not provide an adequate basis for education
in prisons. In fact, thev do not include a complete statement of prin-
ciples for the treatment of prisoners, althoughit can be argued that they
areimplie-. There is thereforea great need in the field of penal admini-
stration for a statement of the basic principles for the treatment of
prisoners which would, first of all, recognize the inherent dignity and
value of the prisoner as a buman being and thereby provide, inter alia,
anadequate basis for the practice of education in prisons conceived of

s oL
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in terms of human development. Such an expiicit statement would
servealsoasan overall guide to theinterpretation of the Rules. It would
minimize the possibilities of their misinterpretation and thereby con-
tribute very effectively to their implementation and to their incorpora-
tion into national legislation and practice.

The original version of the Standard Minimum Rules for the Treat-
ment of Prisoners was prepared by the former International Penal and
Penitentiary Commission and was endorsed by the League of Nations
in1934. A revised version was adopted by the First UN Congress on the
Prevention of Crime and the Treatment of Offenders in 1955 and was
approved by the Economic and Social Council in 1957.

The Rules did not pretend to be a systematic body of principle and
precept. On the contrary, they made up a codeof what was, at the time,
generally accepted and considered desirable, a rather detailed consen-
sus of the opinion of the day concerning good practice in the treatment
of prisoners and the management of prisons. As such, they werea major
advance, and without doubt they have been influential in bringing
about many important penal reforms.

The Standard Minimum Rules are influential, not because they are
binding on member states, but because they exercise a moral influence
onnational authorities. Representing, as theydo, what theinternational
community considers minimum standards of respectability and de-
cency in the treatment of prisoners, most national authorities would
like to be in conformity with them. The Rules, consequently, tend to
become reflected in state legislation ard in state prison policy. Their
evolution is therefore of great importance. For it is a matter of much
consequence to prisons and prisoners around the world, and to the
people in whose name they are administered and who are ultimately
responsible for them, that the Rules are adequate and appropriate,and
that they are expressed with the necessary accuracy and intelligibility
to achieve their desired effects through the laws and policies of states.
In addition, because of the basic principles upon which they rest, the
Rules can serve as a constant reminder of the meaning and purpose not
only of penal practice and administration butof criminal justiceas well.

Over thirty years have passed since the First UN Congress on the
Prevention of Crime and the Treatment of Offenders adopted the
Standard Minimum Rules for the Treatment of Prisoners. The authors
of the Rules did not intend that they should be immutable. They
foresaw the need for their further develo}. nent on the basis of experi-
ence and new insight. This need has been recognized by several
congresses since 1955. In addition, there have been expressions of
concern by recent congres. :s about thz implementation of the Rules;
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and following the Sixth Congress there wasan expression of concern by
the Economicand Social Council about the existerce of obstacles to their
implementation. Moreover, since 1955, other international instruments
for the protection of human rights have given expression to concepts
not fully reflected in the Rules. It is not surprising, therefore, that in
1984, by Resolution 1984/47, the Economic and Social Council ap-
proved a set of Procedures for the Effective Implementation of the
Rules, one of which procedures (No. 11) requires the UN Committee on
Crime Prevention and Control to “keep under review, from time to
time, the Standard Minimum Rules, with a view to the elaboration of

new rules, standards and procedures applicable to the treatment of
persons deprived of liberty ....”

Some Limitations of the Standard Minimum Rules

Itisa weakness of the Rules that they are vague in their rationale and
express no guiding or explanatory philosophy. Thisisa major obstacle
to interpretation and to implementation. The most general basic prin-
ciple of the Rules is formulated as follows:

PART ], Rule 5

1. Thefollowing rules sh.dl beapplied impartially. There shall be no dis-
crimination on the ground of race, colour, sex, language, religion,

political or other opinion, national or social origin, property, birth or
other status.

2. On the other hand, it is necessary to respect the religious beliefs and
moral precepts of the group to which a prisoner belongs.

Assuredly, these principles are not wiong, but they do not go very
far. Whileby their nature written rules need to be concise, they needalso
to express their ideas adequately.

Another basic principle, applicable to prisoners under sentence, is
stated as follows:

PART 11, Rule 58

The purpose and justification of a sentence of imprisonment or a similar

measure deprivative of liberty is ultimately to protect society against
crime.

Altiough there is some truth in that principle, it is not the whole truth.
One particular role of the state cannot logically be isolated and ex-
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pressed out of context and perspective in that way. While one of the
functions of the state is surely to protect society against crime, the state
hasother functions as well, more positive functions essentially. Itis held
by many that the role of the state is to promote the welfare and
development of the individual members of society in terms of the
fulfillment of their basic human needs, needs that are universal, that are
shared by all human beings in all ages, for example, life, friendship,
knowledge, reasonableness, etc. Amongst such needs it is extremely
difficult, if notimpossible, to discover any objective priority. They seem
to be all very basic. The responsibility of the state for protecting society
against crime, therefore, is one that should be discharged in keeping
with the state’s responsibilities for contributing to the fulfillment of
other basic human r<eds as well, for promoting many if nnt all of the
conditions of human flourishing. In defining the objectives of govern-
ment or any branch of government, it is an error to focus exclusively on
one particular need, such as the protection of society. To conceive of thc
role of the criminal justice system in terms solely of protecting society
against crime is to define it in terms of its differentia, completely
ignoring the fact that it has other objectives in common with other
branches of government. This is not a question of political ideology; it
is a question of logic.

An unfortunate implication of Rule 58 is that prisoners are not just
prisoners, that is, persons who have been sentenced and confineci to
prison, butindividuals to be considered offenders or criminals. And, as
offenders or criminals commit crimes, the protection of society has to
mean prediction and preventior. But what is this right to keep on
stigmatizing prisoners as criminals or offenders? Who can say for sure
thatoneisa “born” criminal oran “habitual” criminal? Who is to know?
Where is it written that justice has the right to transform itself into a
science of predicting behaviour, a kind of anticipatory biography of
crime before the fact? Who is to judge? What is justice when it en-
deavours to judge of the possible further crimes of an individual,
judging not only what this individual has done butalso what he is, will
be, and can be? When justice is transformed into prophecy, its appetite
for power may become insatiable. What it yearns for, or says it needs,
always seems beyond not only thelimit of what it actuallyis but of what
it can and should be. It ends up by ambushing itself in twisted impera-
tives of self-regulation, self-justification, and self-gratification.

The Standard Minimum Rules do, of course, reflect other principles
which are occasionally alluded to or implied or, in the absence of
principles to the contrary, are simply accepted because they are part of
the conventional wisdom. Such principles, however, need to be stated
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to make possible their critical examination and the elucidation of their
relationships to other principles.

One principle which is not well expressed in the Rulesisa concept of
the greatest importance to the United Nations: the concept of the
inherent dignity of the individual human person. This concept does not
appear at all in the Rules of General Application, and it appears only
once in the Rules Applicable to Special Categories. Even there it is not
projected as a fundamental principle but in a rather secondary way.

PART 11, Rule 60

1. The régimeof the institution should seek to minimize any differences
between prison life and lifeat liberty which tend to lessen the respon-
sibility of the prisoners or the respect due to their dignity as human
beings.

This is not to suggest that the requirements of human dignity are not to
some extent provided for by the Rules. It is to suggest, rather, that the
principle is not well stated and given appropriate prominance and that
it therefore does not have the influence it should have. The effects, or
rather the lack of effects, are considerable. We shall return to this basic
question of human dignity later.

Whatis also missing from the Rules is a view of justice. They simply
do not say much about justice, a concept that is used in various ways.
For example, people speak of a just person, just redress, a just share, a
just reward or punishment, a just agreement, a just cause, a justlaw,a
just society, and so on. The idea of justice is also used ina justificatory
way, as a warrant for other ideas, programs of action, legislation, and
even legal systems. In the name of justice, with justice as the end,
activities are organized and conducted in such areas as health care,
economic development, environmental protection, education, the
status of women, care of the old and disabled, rights of native peoples,
and so on. Yet rarely do people say what their idea of justice is, tending
instead to use it in this way and that, vsithout precision and without
consistency. Theidea s, censequently, a confusing and shifting ground
for legi.lation, policy and programs, which is somehow unconvincing
and lacking in motive power asa basis of human action and allegiance.

Itis the same in the case of criminal justice and with the Rules. What
is criminal justice? What is the basis of criminal law? What is the
relationship between the legal and the moral? What is the basis of
obligation? What is law itself? While it would be manifestly impossible
for the Rules to include a thorough philosophy of criminal justice, it
would be helpful if they at least identified the main philosophical
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principles that do in fact, whether they are stated or not, underlie and
determine the details of the Rules. The existence of unstated presuppo-
sitions is acknowledged in the Rules as follows:

PRELIMINARY OBSERVATIONS, Rule 3

On the other hand, the rules covera field in which thought is constantly
developing. They are not intended to preclude experiment and practices,
provided thesearein harmony with the principles and seek to furtherthe
purposes which derive from the text of the rules asa whole ....

Some of these principles arid purposes may be questionable and even
unsound, thus giving rise to distortion and error in interpretation and
implementation.

One such principle is that a justificatory purpose of a sentence of
imprisonment is rehabilitation, by which is meant moensure, So far as
possible, that upon his return to society the offender isnot only willing
but able to lead a law-abiding and self-supporting life” (Ruie 58).
Unfortunately, the concept of rehabilitation is laden with misconcep-
tions and ambiguous connotations, especially whenitis identified with
#treatment” and when the emphasis is on producing #Jaw-abiding”
citizens. There is something fundamentally wrong with the concept of
treatment—a medical concept—when applied to prisoners; and the
notion of a law-abiding citizen is not very help ful either. To illustrate,
many Nazis were law-abiding citizens who nevertheless tortured and
killed Jews.

There is something negative about the idea of rehabilitation. It is
somehow estranged from the idea of person, from the positive notion
of human promotion and development. In fact, rehabilitation may
amount to no more than an updated process of scapegoating, albeit
moresophisticated than the ancient processes ofimmolation. Certainly,
mostapproaches to rehabilitation have beenineffective. And the reason
for the ineffectiveness has nothing to do with insufficient research ir
causality or etiology, or with taxonomies of measurable objectives. The
problem is with an inadequate philosophy of human conduct. Many
techniques of rehabilitation reflecta philosophy of human behaviour as
the product of a solitary will and reason. According to this view, the
individual exists by himself alone, as an autonomous and atomic self,
and notasa selfthatisachieved througha complex of relations, through
its interaction with the world. Modern approaches to rehabilitation
simply do not address the fundamental question of huma - celations.

A sceond unstated and questionable principle underlyir.g the Rules
is that criminal justice is and should be fundamentally punitive. By
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definition, punishment is the infliction of suffering. While penal ~anc-
tions may sometimes happen to be painful, should they necessarily be
50? On the contrary, it can be argued with some force that they should
be reparative and reconciliatory. In the Rules, however, there is an
acceptance of criminal law as a kind of penal magic, as if violence can
produce non-violence, or as if reconciliation can be theaim and effect of
punishment. Hence, the impotence of inuch criminal law in the face of
whatit does not change but which it nevertheless tries toannul through
punishment. Here again, as with the principle of rehabilitation, the
accepted wisdom concerning the punitive nature of criminal justice
reflects the status quo and does not address the underlying question of
human relations, of reciprocal human need, mutual obligation, and
esteem.

A third questionable principle that is generally part of the accepted
wisdomand undoubtedly underlies the Rules is that one of the funda-
mental aims of criminal justice is retribution. This principle affirms that
justice requires a f.ting response to wrongdoing, a response that is
appropriate and adequate. This reveals a kind of justice as violence. It
assumes a notion of the violence of justice as an inevitable response or
reply to an earlier violence, and on and on. It confirms, without being
able to acknowledge, that there is little difference between the violent
actwhich the violence of justice is intended to prevent or punishand the
violenceitself. Itis difficult to avoid observing that, as aresponse toand
repnisal against violence, justice as violence or retribution is symmetri-
cal with vengeance, howeverlegal and “due processed” this retribution
may be. In the accepted wisdom, criminal justice seems inseparable
from violence. This inherent violence within the system forces it to
accept the principle of retribution.

Another unstated principle but nevertheless present in the Rules is
that one of the aims of criminal justice is deterrence. This principle is
often used to justify punishment in general and a sentence of imprison-
ment in particular. The argument lacks force, however, in the absence
of much evidence tosupport it, and in view of the accepted fact that, not
only do prisons not deter crime, they are criminogenic. It is maintained
by some that prisons could be freed of a large proportion of their
populations without danger to society or increase in the rate of crime.
Moreover, this principle of deterrence reflects a very pessimistic view
of human nature, a rejection in fact of the hope of human development.

To return to the star.ing pointand without prolonging this analysis
further, although it could be extended, it is evident that the Standard
Minimum Rules would benefit from a statement of their underlying
rationale, from a systematic presentation of the principles on which
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they are based and of which they are the operational implications,
+hich would make possible a critical examination of their foundations.
Suchan examination might reveal, for example, that the principle of the
dignity of the human person is in conflict with principles such as
rehabilitation, punishment, and retribution, that the Rules in fact seek
to achieve contradictory objectives, possibly as the result of political
compromise in order to find consensus. But contradiction in attempts
to justify or explain objectives is one thing (different theoretical
justifications of human rights, for example, may be contradictory), but
contradictory objectives are something else altogether. One cannot at
oneand the same timeacton the contradictory imperatives to walk and
stand still, to speak and remain silent. Contradictory objectivescan lead
only to stalemate or paralysis. And here again, this is not a problem of
opinion or consensus; it is a question of logic.

Human Dignity: The Basic Principle

The principle of human dignity, which as ind icated earlier is more or
less missing from the Rules, is expressed in the Charter of the United
Nations and in the Universal Declaration of Human Rights. It is
recognized also in subsequent instruments, for example 4in the Interna-
tional Covenant on Economic, Social and Cultural Rights, and in the
International Covenant on Civil and Political Rights, and it is a basic
concept of the Helsinki Accords. The concept is to be found also in
various resolutions and declarations of a number of international
bodies. The dignity of the individual human person has come to be
recognized as a universal principle underlying the relationships be-
tween peoples, individuals, and cultures. And the reason is simple:
human dignity is a value which all human beings share in common
precisely because they are persons. Allhuman beings, however repug-
nant and depraved, whatever their sex, their age, their language, their
state of health, their religious beliefs or their social situation, have an
inviolable dignity as persons. This is far-reaching. The prisoner who is
a rapist or murderer, the deformed child broken by the constant
suffering of illness, the withered old man deteriorated by wearand tear
or self-sacrifice, the mentally deranged person dispossessed of his
faculties, each one has a sacred dignity. Respecting human dignity
means accepting that a person isa person no matter what. If bioethics,
forexample, is preoccupied with the value and status of the foetu§and
of the ambryo, if it is concerned about genetic manipulation, euthana-
sia, and mn vitro fertilization, it is because of the binding respect com-
manded by the principle of human dignity.
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Individuals can philosophize about human dignity, but the
affirmation here of the fact without the proof is not a methodological
blunder to be avoided, for it signifies nothing less than the advent of
humanity. So that human dignity is neither the product of some
arbitrary choice nor the result of some mental caprice or fancy. Human
dignity is a fundamental and sacred value which imposes itself upon
man’s faculties and to which he can only respond. Human dignity is
more than a right. It is the basis of all rights.

What then are theimplications of this concept for prison ad ministra-
tions, crimin~ljustice systems, and in fact for all social programs? Atthe
most fundamental level, there is the injunction to respect the intrinsic
worth of the human being per se, to attach a sacred value to the
individual person and to treat him accordingly, in the fullness of his
nature and not just in one of his special aspects, for example, as a worker,
a consumer, a prisoner, and so on, and not limited either by the
interpretative concepts of any particular science.

Thedignity of thehuman personimplies such fundamental thingsas
treating every humanbeing asan end in himself and not justasameans.
“Soactas totreat humarity,” enjoins Immanuel Kant, “whether in thine
own person or that of another, in every case as an end withal, never as
a means only” (Groundwork of the Metaphysics of Morals). It implies
acknowledging the freedom of individual choice in such matters as
social arrangements and family life, avoiding coercion and other
demeaning or humiliating acts. It implies such things and more.

There are human needs—love, friendship, a sense of solidarity,
etc—which belong to “another order,” as Hegel would say, the order
of personhood, of human development. Criminal law tends to look
backwards, so to speak, responding to the need for protection, which is
important of course when human survival is 1t stake. The need to
surviveand the need to develop, however, are two very different needs.
Criminal law tends also to be directed against injustice, which is also
useful when kuman rights are at issue. Again, however, basic human
rights and basic human needs are not identical. Even when human
needsgivebirth to humanrights, thelatter do notsuffice, as they cannot
guarantee the generosity and brotherhood which nourish the need and
the spirit of fraternal obligation. Love, friendship, fraternal obligation
are needs which belong to this higher order, the order of human
promotion, which is over and above the order of protection ard
prevention. This higher order is the order of human dignity.
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Does Prison Education Reflect the Basic Principle?

Human life is not static; it is dynamic, a process of becoming. Itisa
process of becoming what it is a human being’s nature to become, a
process of realization, of fulfillment. The concept of the dignity of the
human person thus implies respect for the individual notonly in hisac-
tuality but also in his potentiality. It implies respect for the human
person as he can become. This isa fundamental principle of education,
as education in its essence is aimed at human development, at guiding
the process whereby people become what they have the possibility of
becoming as human persons. On the principle of human dignity,
therefore, education, which is uniquely and pre-eminently concerned
with learning and human development, education conceived of in
genuinely human ternis, should be a fundamental concern of the
prison. In practice, however, education is rarely more than a marginal
activity of most prisons. According tomost studies, fromofficialreports
to informal first-hand accounts by professional educators, prison edu-
cation programs are mostly of inferior quality. The manifestations are
many: low expectations, poor educational achievement, weak curric-
ula, and so on. Moreover, there isa lack of a profound and articulated
philosophy of education—not uncommon in the field of education
when an express recognition of the inherent dignity of the human
person is absent.

Article 26 of the Universal Declaration of Human Rights and Article
13 of the International Covenant on Economic, Social and Cultural
Rights prescribe that “education shall be directed to the full develop-
ment of the human personality ....” On the basis of that prescription,
education is not just the teaching of facts and skillsand rules of conduct.
It is not just a matter of training. Education aimed at the development
of the human personality is a matter of developing human capacities for
dynamicintellectual activityand active moral judgement. This requires
a method and an environment which will stimulate and enable the
student to fashion the instruments of logical thought and of moral
reasoning and in the formation of which the student must collaborate.
Such collaboration cannot take place in an authoritarian atmosphere of
intellectual and moral restraint where learning is conceived of as
simply receiving an intellectual heritage or professional training. Nor
can it take place in a totally relativistic atmosphere as if there were no
reality outside the self, as if it were possible for the self to develop and
find meaning except through community with an objective order.

Moreover, education directed to the development of the human
personality does not proceed very farina fragmented way. As Piaget
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pointed out in “The Right to Education in the Modern World” (Freedom
and Culture, 1971), such education presupposes certain conditions,
including “the existence of a collective environment simultaneously
developing the moral personality and representing a systematic source
of intellectual exchanges.”

Real intellectual activity in the form of experiment and spontaneous
inquiry cannot, in fact, develop without the free collaboratior of indi-
viduals, thatis,amongst the students themselves and not merely collabo-
ration between the individual student and the teacher. Intellectual activ-
ity requires not only constant mutnal stimulation, but also, and in
particular, mutual ~ontrol and the exercise of the critical spirit.... Logical
operations are, in fact, always cooperative operations, and they imply a
whole series of intellectual reciprocal relationships, and cooperation
which is simultaneously moral and rational.

Education directed to the full development of the human personality
thus involves the intellectual, emotional, social, and moral domains.
Such a concept of education is quite foreign to contemporary ap-
proaches to prison administration.

There hasbeen much confusion surrounding the natureand therole
of education in prisons. In practice, prison education is most often seen
primarily as a way of operating the prison, as one of the muny tools of
incarcerational technology. While its institutional presence is more
thansporadic,its traces, interms of human development, are sediments
with no evident persistence in the stratum of the various serious
attempts at reform, moments of no lasting impact in the discontinuous
efforts atchange. Asa result, attempts to speak of the practice of prison
educationamount, in fact, to speaking of incarcerational practice. And
therearea numiser of prevailing concepts of the role of prison education
which illustrate the correctional ideclogy. For example, prison educa-
tion is seen as an obligatory classification of deviation and  gradation
of differences, a training of tendencies and discipline of attitudes, an
identification of lacunae and isolation of their causes, a privileged
technique of moral correction, a studied pretext for establishing criteria
of normality, panoptic surveillance and control, exculpatory compen-
sation, economic strategy, and so on. All of these, obviously, are linked
to the prirary orientation of the correctional ideology from which they
can be separated only as extensions and variants.

Most correctional or penal ideology in modern times has been based
on some combination of four approaches: discipline and control, isola-
tion, training for work, ard treatment. The modern prison has usually
governed in detail ali aspects of individual life. It has had almost total
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power over prisoners, with its own mechanisms of repression and
punishment. It has sought to achieve reformation through enforce-
ment, through restraint, through imposing new ways of thinking and
feeling and acting.

The modern prison hasalso resorted to the technigque of isolation, of
isolating prisoners not only from the external world but also from each
other. Solitude has been used both as a means of submission and as an
instrument of reform, sometimes to habituate prisoners to prescribed
rules of conduct, sometimes toevoke stirrings of conscience, but almost
always it has involved the coercive eradication of the prisoner’s rela-
tionships to others, except such as may be imposed by the prison.

The modern prison has also attempted to train prisoners in certain
skills and in habits of work, order and obedience, to the end of
preparing them for paid employment. That purely utilitarian aim has
determined the nature of most training and education available to
prisoners.

Finally, the modern prison has used a method of treatment, some-
times called correctional training, which has been essentially a me-
chanical process. Most treatment programs have been based on the
assumption that criminal behaviour can be explained in terms of some
psychopathological condition requiring cure through various forms of
therapy. The results are well known. There is little evidence of the
effectiveness of such programs.

It is clear that the concept of education as directed to the full
developm~nt of the human personality goes much beyond the prevail-
ing concepts and practices of prison education. It is clear also that the
air. of human development inherent in the basic principle of human
dignity, and expressed in the Universal Declaration of Human Rights
and in the International Covenant on Economic, Social and Cultural
Rights, has not been seriously attempted in the modern prison. To the
limited extent to which it has occasionally been tried, it has suffered
frombeing conceived of as only a means of serving what is assumed to
be the “ultimate” purposeofa sentence of imprisonment: the protection
of society against crime. Human development, however, cannot with-
outdistortion be considered a means subordinate to the end of protect-
ing society, or even be defined exclusively in terms of social reintegra-
tion.Human develo