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ABSTRACT

teaching methods appropriate to meet the needs of
ted youtha in correctional aettings? This study
correctional educatora incorporate traditional

s nontraditional teaching methods to address the
problems associated with juvenile offénders.
author identifies charactaristics of

nal educators, and describes problems that

ted youth face. Based on research of educational

and correctional literature and practices, a list of

thirty-three successful instructional strategies are

identified and described.

Twenty-six correctional educators were interviewed

and observed. Based upon these investigative procedures,

the prevalence of identified strategies was recorded and

presented.

The

participant researcher concluded that teachers in

the study combined approaches and strategies. Charts have

been included to summarize findings.
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lCHAPTER ONE
INTRODUCTTON
General Statement;Qf
the Problem
erenf appreaches and‘strategies ere neceSsary to
needs of juveﬁile offenders;vThe purpose of‘this
to illustrate~how'a variety of.strétegiee'can
udents and.pfevide.meaningful oppOrtunities'forf
on of knowledge. Methods used by'correctienai
benefit juvenile offenders and:faciliﬁate their
communities. As a result,,Students Will be able

lifetime learning opportunities.

Significance of Project
ectional educators in the Alternative, Charter,
ctional Educatien‘Schoole and Services (ACCESS)
n Orange County, Ceiifefnia.ﬁse a vafiefy of
al approaches; Teachers wofking iﬁ'court.schools
CESS»Program ineeft besie literacy skills into
culum through_different methods. Mahy‘juveﬁiie
’have already failed in‘traeitional Sehool

Therefore, combining many approaches and

s can be beneficial to incarcerated youth.



Varying methods expose students to many learning

opportunities. Teachers in court schools in the ACCESS |

Program combine traditional and nontraditional methods to

accelerate learning fot incarcerated youth. Alternating

methods 4llows correctional educators the leeway to

"change gears" in response to the needs of this

population.

A variety of approaches and strategies are

successft

1lly uéed_in correctional settings, to address the

individual needs of students and prepare them for success

in communities by developing a desire for continuous

learning!

The
combinin
success.
Educatio
graduati
programs

reenter

In

and educ

purpose of this project is to illustrate that by :
y strategies, students'gain new opportunities for.
While incarcefatéd, they prepare for the General
N Diploma (GED) or earn credits toward high school
on. In addition, many students transition into

at the junior college level and successfully

society.

Research Questions
this study research questions guided the process

ational pursuit. The primary question was: Did a




variety of instructional approaches meet the needs of

incarcerated youths?

In pursuit of this question an understanding of the

following associated questions needed to be considered:

1.

The
combined
accelera
Furtherm
insights
educator
Program.
quantita

‘Qua
regardin

educatio

'How were historic patterns of correctional
education and‘reforﬁ reflected in local schools?
What approaehes and strategies' did educators
successfully use historieally?

What strategies and approaches are correctional
educators using today in court schools in the

ACCESS Program?

"Limitations and Delimitations
purpose of this research was to discover if
strategies and approaches engaged students and
ted learning in cofrectional environments. |
ore, the study of educationai history provided
to successful approaches used by correctional
s in Orange County, California in the ACCESS
Research questions incorporating qualitative and
tive methods guided the proeess.
litativevmethode were used to study. questions
g how teaching strategies in correctional

n addressed the needs of'incareerated students and




prepared

them for lifetime learning. The applied research

method was suitable for the purpose of writing about -

patterns

of educational practices and teaching methodé,

Site visitations provided opportunities;for obServation,

data gathering, and personal interviews. In addition, the

participant observer provided insights and experience to

the research.

‘The

strength of this method was its ability to

observe first-hand patterns of educational practices at

Otto A. I
Schools,
an inabil
Otto A. I
and teaclk

A ni

questions.

philosop!
local én
studied I
_ was -gathe

Databasé

"ischer School, Joplin High and Los Pinos High

and Rib Contiguo S¢ﬁool. In contrast, there was
ity to interview and observe all the teachers at
"ischer and Rio Contiguo Schools. Time constraints
1er availability weakened the study.

imber of techniques were used for researching

S

First, works of many authors of educatiOnal

D

1ies and methods were studied for public schools,
1 correctional. Next, research questions were
oy means of observations and interviews. Raw data

~red, recorded, and.categorized in Appleworks

Program. Strategies were identified. Then, tables

were developed and conclusions were drawn.

Vis

. includin

its were made to 10 sites in Southern California

g prison and jail facilities, Jjuvenile court




schools, |and alternative settings; Data was gathered
between August and December 1999.

Teachers were surveyed and obsefved at Los Pinos and
Joplin nghchhools. ACCESS Program independent studies
and day c¢enters were also visited and teachers were
‘interviewed.ﬂAfter numerousvdifferences wefe observed
between day schoole, indebendent.study sites; and:prison)'
facilities, tne‘study was limited to court sehools in the
ACCESS Program.

Investigation and data collection preduced too much
information to organize meaningfully. Therefore, the scope
of the study was narrowed to include three coUrt‘schools
and Juvenile Hall in the ACCESS Program,  Orange County
Depaﬁtment of Education. Twenty-six teachers from Otto A.:
Fischer School, Joplin and Los Pinos High’Schools, and Rie
Contiguo| School participated in this investigation.

Diffferent naturalistic environments and safety
restrictions were piaced on the teacheis a£ different
locations. In addition, life experiencesband anecdotal
information»influenced teaching strategies. As a result,
teachers| altered their strategies according to
circumstiances. Identified fraditional and nontraditional
strategies nsed by teachers in ACCESS“Program court

schools lbecame the focus of this investigation.
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Assumptions
féllowing éséumptiéns apply to this thesis:
All students can learn,
They learn inva‘variety of ways, and héve
difﬁerent‘learning preférences)
They proéeés_informatibn sequentially énd'
globally( |
They tetéin khoWledge wﬁen thé learning;pr0cess

activates spatial memory of the brain,

- They can focus on direct-learning.and learn from

peripheral stimulation,

They learn from concréte structuré as well as
creative experimentation, and

They learn in‘safe‘envirénments where a_sénséiOf
well'béing includes physical safety as well as
absencé éf fear for’risks_téken in the

educational process.

hal assumptions help correctional’educators
1 obstacles while working with juvenile offenders.

ce educational goals and life skills.

4Definition of Terms -

understand the practices of educatibn being

familiar and unfamiliar terms related to



educational philosophies ahd identified strategies have

been defined.‘Terms related to juvenile[éffenders,

Probation, and court schools have also been included.

Modernism is a philosophy based on the metaphor~

"world as perfect machine." For this stﬁdy, modern

education is defined as traditional or "factory model."

This systematic approach to education is characterized by

rigid control of students' learning and behavior. On the

contrary

postmodernism is the collective philosophy

associated with the interconnectiveness ‘and

interdependency of all phenomena. Postmodérn'education is

characterized by interdisciplinary treatment of curricula.

Interaction between teacher and student promotes mutual

learning

situations in this model.

"Correctional education is structured

learning
nonsocial
learning
educatior
'that have
edﬁcatior
conflict

Corz

attempte

teaching strategies that interrupt asocial,

|, or antisocial behavior and foster social

and gr0wth" (Gehfing, 1997, p. 6). "Correétional
1‘repfésents the social aspirations of popﬁlatiohs
> traditionally not had or used equal access to
nal Qpportunity, and of people who have lived in
with their community"” (Gehring, 1997, p. 6).
rectional educators are defined as peqple who

1 to reform prisoners through instruction. Dell'



http:educati.on
http:based.on
http:Probati.on

Apa found that successful correctional educators possessed
_neceésary personal qualities:

These included maturity, stability,
self-control, respect for individuals and
cultural differences, patience, creativity, a
desire to experiment, flexibility, empathy,
firmness and fairness, a variety of real-world
experience, a desire to help people, and an
accepting and open mind. (Dell' Apa, as cited in
Gehring, 1984, p. 1lol)

Correctional educators in juvenile facilities deal
with problems associated with incarcerated youth and
delinquent populations.

In the ACCESS Program in Orange County, court schools
were primarily populated by repeat offenders with similar
backgrounds, who comprised eight percent of incarcerated
juveniles. Most failed in traditional education settings
and their educational development was several grade levels
below students of the same age in traditional schools.
Repeat offenders were transient by nature and repeatedly
entered and exited correctional institutions.
Consequently, court schools implemented. open-ended
enrollments, assessments, and lesson plans accordingly.
Eventually, juvenile offenders returned to alternative
settings|, but many repeat offenders continued violating

laws and returned to correctional institutions

(Schumacher, 1994).




- Ano

risk" or

ther group of incarcerated youth were the "at

delinquent population. Brendtro, Brokénleg, and

Van Bochern (1990) classified these children asihungry for

-love, unable to trust, and rejected by society. They

defined
~characte

indiffer

this population to be generally self-centered; often

feeling
‘experién
Often,.a
‘1were als
other_re
gaﬁg act

Rep
filtered
juveniié
correcti
was to p
opportun

Env
"hostile
with riv

governan

delinguents as broken children with similar
ristics including defiance, irresponsibility,

ence; rebelliousness, and insecdrity.AThey found

powerless and inadequate. These children

ced loss of purpose as wéll as fear of failure.

o rejected and hungry for love. Relationshipé Qitp
Jected children can lead to drug abuse, negative
ivities, or negléctedreducaﬁional opportunities.’
eat offenders, at risk; orfdelinquent populatiéﬁs
fhrough the correctionél institutions.'Preparing
s to reeﬁter.sécietybwas‘one focus for
onal institutions. The éurpose of court schools
rovide theée offendérs-with:edﬁcational

ities similar those found in free communities.

ironments in court schools were often considered

|
'
!

" for several reasons--students were incarcerated
|

|
al gang members and subject to two sets of
ce--school and Probation. Staff,members who workeﬁ

i
i
b

|
i
i
o
|
i
i

t risk children made associations with others whoj



as custo
institut
function
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general,
schools
| Ora
ACCESS P
Hall and
Tea
innovati
ﬁethods

this stu

dians and counselors in juvenile correctional
ions were referred to as Propation. The primary
of Probation was to provide security and safety

yone. The secondary function was reform. In

were concerned with_education.'
nge'County juvenile court schools were pért of the

rogram. Strategies used by teachers at Juvenile

Probation was involved with incarceration while

court schools will be the focus of this study.

chers working in the ACCESS Program used
ve and creative'instructional strategies. Teaching
had been refined to accommodate student needs. For

dy a number of strategies were defined.

Identified Educational Méthodsv

Art - Integrating visual art is a strategy by

“which art is‘orchestrated to compliment lessons

(Caine & Caine, 1991).

Block-scheduling - Block—scheduling is a type of

- school scheduling in which more than one hour 1is
allotted for claéses (Goodlad, 1984).

Brainstorming - Brainstorming is a way to

encourage‘divergent‘thinking——listing or naming

all the relevant ideas or solutions to a topic

10



§r pfobléﬁ‘withQut evaluating them (Seifeftk
'1985{;‘ |
_.Cdnéepté - Conceptual‘Learning is.the process of
leafning fhroughwekamplés. "Coﬁcepts ére defined
“as f0rm of data or form of cdnteht that results
from éafegorizétion of a number éf observations"”
YW(EQgen, Kauchak, &'Harder,‘l979, p. 40).
"ConCépts aré the;abstractbideas that give
 Speciai.meaning‘£b human expériences" (Daniels,

Hyde, & Zemelman, 1993, p. 12).

‘Cooperative LeérningVQ'Cooperative learnihg is a
commuhity leéfning situation.involVing
collaborative grqup activities. A collective
?érformancé‘score is used for assessment.
Participants are instructed to listen, make eye
QOntact; and encéurage otﬁers:(Kohn} 1996) .
‘Debate - A débafe'is a form of éCtive iearning
in Whiéh_the:affirméfiVe and negatiVé'sides.of -
iSsues éfe advqcatediby opposing speakers

_(baniels, Hyde,v&‘Zemelman, 1993);

Direct Instruction - Direct instruction is
. "...the one-way presentation of information in

whichgthé‘teacher tells, shows, models,

11



demonstratés, and teaches skills to be learned"

(Cramer—-Brooks & White, 1998, p. 5H14).

Discovery Learning - Discovery learning relies

~on the“sﬁudeht's motivation to learn and their
ability to formulaﬁe questidns of study aﬁd‘to:
pursue thém‘(Seifert, 1983) . Discovery learning
ié egperimehtél‘learning thch ...combines
»coﬁtent, thinking skills, and
éﬁeativity..‘experimenﬁal learning increases the
complexity of‘the instructional'proCesS" (Caine,

Caine, & Crowell, 1994, p. 204).

Diséuséion - Discussion is a common method of
group facilitation to pﬁomote critical thinking
skillé throﬁgh verbal interaction betWeen
teachers and»students (Cramer—Brooks &’White;

01998) .

Drill and Practice - Drill and practice is a
teaching Strategy used for memorizing subject
matter) rote "...memorization of facts and

details" (Daniels, Hyde, & Zemélman,.l993,'p. 5) .

Field Trips - Field trips are active learning
situations in which students "...participate in
an activity..." and ";.Qphysically experience

»thé concept"’(Cramer—Bréoks;'1998, p. 5H10) .

12



Guided Reading - Guided reading is the method by

which thefteachér directs reading by aSking
questioﬁs as reading proCeeds, to "...facilitate

the work..." (Daniels, Hyde, &vZemelman, 1993,

p. 23).

‘-Guest‘Sﬁeakers - Guest speékers are speakers
invitéd‘inﬁo Classrooms to leétdre on a
particular subject. This teaching stratégy‘is a
fofm thdiréct instruction (Cramer-Broéks,.
1998) . |

‘Hands-on - Hands-on activities invoke "active .
modes of learningf (Gonlad} 1984,‘p; 105).
Studentrprojects that involvé construCting
sométhing with the handsrare'examples of

handsfon,learning.‘.

Integrated‘Learning —»integrated learning 1is

basedfon‘the idea‘that "...every subject déepiy
vinterpeﬁetfgfesvevery étherisubject. Eaéh isfa
part of another subject, and eééh'is a Whole‘df
whiCh other subjécts are part":(Caine,.Caine, é

Crowell, 1994, p. 127).

Large Group - Large'groupiinstruction is a
method of instructing the class as a wholef

"total cléSSf'instruction (Gonlad,‘1984);'

13



vLectﬁring,—‘A téaching-Stratéjybby which a
tééCher;is ";,;§tandin§ or sitting iﬁ front of a
.class impartiné kanledge té"a group bf ”
’sﬁuaents"’(Goodlad, 1984,'105f.The'léctﬁré.
format is a‘common form of diréct ipstfuction
and 1is typicélly the téchniquéVQSedvfor delivéry
of content information‘(CramerfBrooks &"White,

1998) .

Maétery Learnihg - Mastery learniﬁg is the
instructional method developéd byjﬁenjamin
Bloom's reseérch-prOmoting 80-90 pércent_
f,achievéﬁeﬁt; Mastery learﬁing "...empﬁasizes a
combination of lérgéfgroup instruction and

- small-group peer tutoring. The class méves aiong
together,,With quizZesf..to identify the’neéd
for mofe time and with‘the téacher and peers who'
have achievgd the sﬁeéifiéd level of ﬁastefy
workingAWithvthoée-who héve ﬁot until mastery
bhas beenvachieﬁedf (GoOdlad} 1984, p. 2965}
~fMatchinq'%‘Matchihgfis‘a "coﬁplétion form" of
test;pg*ﬁqr*ODejright'answer choosing items from
Vsevéral lists (Seifert,.1983);

Memorization - Memorization, "human

" thinking...for information proceésing" (Seifert,

14



l983f p. 181), is avlearningjstrategy whiCh
inVolves repetitioh‘of facts.

Multicultural —‘Multicultural_leérning

strategies incorporate'leséons which integraté
' divefse cultural experiences into the
'zcurriCulum. Multicultural approachés orchestrété
',iﬁfégéonnééted’egpériences (Cdine & Caine,

1991) .

Multiple—chqiéé —'ﬁMu;tiplé;choice itemsihave
two ?arts: a steﬁ; or bit of initial
information('and_Severalvoptions from which the:
student seleétsvthe best orbiight one"'[Italics
used in original]y(seifert, 1983, p. 374). |
Mggig —_Music‘ié.used as avteaching_strategy>
:that deveiéps'ﬁsenéory awareness" (Caine,'Cainef’
&»Crowell; 19947 p. 1085 and is integrated into
thé curriCulum.by @aséive and,acfive techniques.
Nature —'Nature'is.ﬁsed~as é'téaching strategy.
»that promotés "sénsory awareness" (Caine, Caine/
- & Crowell, 1994,>p. iO8) and incorporates
',natural gurroundings directly into lessons. For

, exampie,-art,Students paint landscapes outside

the classroom.

15
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‘ 'Ndh+routine Problems - Non-rdutine.problems are

‘ ﬁ‘fprbblemévih‘which teachers ask penetrating

fqﬁestionsiand encdurage étudents to formuléte
ideés} Studeﬁté shift'from large group
aéti&iﬁies to cooperative groups. A:numberjof.
‘iﬁterdiééiplinary actiﬁities.are emphasiied;
Students‘take‘céhtrol ofitheir learning( |
ekﬁériménting, andipersisting until'solﬁtions
are fbund (Lbndon, i995). Example questions afe:
Wouldvthé world3s pépulation fit into the state
of Téan? If'so} How many feet would each person
'occupy?- > |

Phonics f'Phonicsiisﬁa method'of teéching
"subSkilis"yéf'reading and spélling based on
sounds‘of speech;(baniels, Hyde, & Zemelman,
1993) .

Portfolio = betfolio‘is an'authéntic assessment

. method of collecting student projécts énd

assignments for evéluation. The'collection of -

work demonstrates students'vprogress (Daniels,

Hyde, & Zemelman,.l993);

Round Robin - Round robin is defined as oral
reading for groups in which students take turns

(Daniels, Hyde,'&‘Zemelman, 1993) .

16



_RowASeating - Row seating is a strategy used to

promote individual learning and controlled

fenvironments-(GdodIad/ 1984) .

Sequéntial Lessons - Sequéntial lessons are
"séquences-of courses,‘to be given in order..."
(Goodlad, 1984, p. 144); they are linear in

focus.

Socratic Method - Socratic method is teaching by

asking quéstions of students. These quéstions
iead "...them toward logical analysis and a
realizétion of‘ideal truth. Through question and
answer, teacher»and student would educate
themsélves" (Romig} 2000, p. 3)f

Stép by step - Step by step ihstruction is a

- teaching strategy, "assembly line routine"

(Caine & Caine, 1991, p. 14) that divides

lessons into manageable parts. Teacher gives

directions by verbally guiding the student

through the steps or listing the steps

(Cramer—Brboks, 19989 .

Team—teaching.; Team-teaching evolves the
collaboration of tWo teachers in separate
diSciples. It is "a cooperative endeavor, in

which teachers demonstrate the ways in which the

- 17



“subjects‘are integrated" (Caine & Caine, 1991,

p. 127).

- Testing - Testing is a means of evaluating

students' progress. A teacher-made test is "A -
test constructed by a teacher, based on content
that the teacher knows the students have

covered" (Seifert, 1983, p. 434).

Thematic Learning - Thematic learning is an

instructional method based on‘histpfical events
bleﬁding all disciplinesf Teachers ideally .
"...identify a few big subjecté of
significahée;..and build extended units around
these topics" (Danielé,bHyde, & Zemelman, 1993,

p. 141).

True and False - True and false "...items are"

sentences or statements that students must mark

“as either true or false, right or wrong, correct

or iﬁcCrrect" (Seifert, 1983, p. 272).

-Whole Language - Whole language learﬁing is a

system in which English grammar patterns emerge
through reading. Teachers promote "...a

scaffolded language—léarning environment that

~parallels the natural, efficient learning of

18



homé and comnunity" (Daniels, Hyde, & Zemelman,

1993, p. 198).

19
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CHAPTER TWO

LITERATURE REVIEW .

Review of the Related
Literature

lay the groundwork for this study's research

1s, an outline of the history of education and 

correct%onal education was‘includéd. Educational

philOsoéhies and theOries_about learning was examined.

Edu

1cation wés tréditionally coﬁsidered learning of

basic skills and accumulated knowledge. From the’béginning

- of histc

ry groups of people'trained their youth by péssing

on traditions,'myths, history/ stories,,and skills.

Educatic

society.
A
|

paradigm

evqlved

Che
worldvie
éhahges
modern ¢

paradign

Caxg

began‘tc

Christie

n.-was the Véhicle for change and progress‘in

» Knowledge franSformed individuals. Edﬁcational

s were based on the predomiﬁant worldview, and
‘tovreflect qhangiﬁg worldviews; |

nging human pefceptibns and felétionships altered‘
WS . Reactioné to théée paradigm shifts resulted in
in styles and bhiloséphiéé of education. The
3ducatiohal.paradigm.was based on a mechanistic

1 and the metaphor of "Qorld as machine."

ra (1982) explainea that perception of the Qoémos
change between 1500 and 1700. Aristotle and the

n Church were two authoritiesvwho held views which
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|
 chérdcterizéd ihﬁefdépeﬁdence‘of spiritualvana material
 l§£ehomena, ahd'thé sﬁbbrdiﬁétidn of individual needs to
those o% COmmunities; In the thirteenth céﬁtury Thomas
: Aquinasldeveloped a comprehéhsive system of Christian
theology,and‘ethics} Throughouﬁ the Middle Ages,‘this'

| , .
conceptual framework became standard. In addition,

medieVa% scientistsvwerechncerned with "...the
understéﬁding of things ;athér than pfedictiOn and
' control"'(p; 53)..Béforé and during thé'Middle'Ages, the
medieval worldview was of aﬁ ofganié,-living, and |
spiritual universe;‘The dominant metaphbr Qf
vihtérconnectiveneés" was subsequently replacéd‘by-world
as macthéQ This modern idea was developed by ﬁhe
mechanistic concéption of Descartes and Newton.
During the Séiéntific Revélutioh, Copérnicué viewed
~earth aé a ﬁianet ehcircling‘a minqr star at'the edge of
~ the galaxy..Kepler formulated'"empirical>lawé;of planetary
motion.“’éalileo disco&éred laws of faliihg objects, andb
_used a teleSchévtb observe thé.cosmos.‘He was able to
'disciedlt prior ﬁiews of cosﬁology,‘thereby vélidating tﬁe
Coperni:an scientific:theory.'Bacon formulated the theory
v._of indu:ti§e prbéédurés‘in which experiments were made and
Conciu51ons Were’draWﬁf Deséartes believed that "all
' naturé is certain;tevidént'knqwledge." This belief in fhe

L

21




certaint

CarteSic

was achieved through "intuition_and deduction.”

(1982) Ne

“ "D6

framework——the view of nature as perfect machine,

. by exact

Newtonic

y of all science derived,directly'from the

Sel belief in SCientific truth

"Certain knowledge"

- Capra

,oncluded that

overemphaSis on the Cartesian method has led
to fragmentation that is characteristic of both
our general thinking and our academic
disciplines, ‘and to widespread attitudes of
reductionism in science-the belief that all
aspects of complex phenomena can be understood
by reducing them to their constituent parts.

(p- 59)

|
|
=scartes gave sc1entific thought 1ts general

governed

- mathematical laws"™ (Capra, 1982, p. 60).

an- physics provided "a mathematical theory of the

world" that remained the foundation of scientific thought '

Cwell into»the twentieth century

way: for

explainge

" EI

 to defir
to 'kno
come to

to Hind

world £

(p. 62).

Fragmentation and reductionism in science paved the

the. modern paradigm in education Several theories

>d these . concepts
bistemology is the-branch_ofbphilosophy that“seeks

1e 'knowledge,' that seeks to explain what it means

N something, that seeks to understand how humans

Yknow' things" (Hinchey, 1998, p. 38).‘Aocording

1ey’(1998),“oertain facts and truths are.in‘the‘

>r us to discover:
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- Po

-~ Positivists conceptualize knowledge as a thing-
essentially, as verifiable information born of -
scientific information. Certain facts, truths,
relationships exist in the world; if we apply
ourselves to explore the world methodically, we -
‘can discover them. Knowledge is there, waiting
for us to find it. [Italics in original quote]
(p. 39) ' :

sitivists considered that knowledge acquisition .

could only be based on Verifiable scientific evidence.

Hinchey

(1998) noted, UPositivism assumes...that knowledge

is an objective, quantifiable thing. As .such, the whole’

can be broken down into parts, and the parts can be

.grouped
educati
“parts.
writing
befere
p:actic
Th
passed
conside
informa
The ass
intelle

1998) .

and'sequenced:legically" (p.63); In traditional
JnvaubjeCt matter was therefore broken dewn into
For‘example/ in‘Engiish subsets incladed reading,
,:grammar,fand phoniceitSubsets were masferea

_dvancement to new levels. Traditional education

cs organized curriculum around distinct subjects.

-}

modern view of education assumed that informatiohi'
throqghiteachere‘to‘students. Teachers‘were
red expertslin subject mattereand'delivered
tion. Tesfing'was the primary means’ofievaluation.
umption wae ﬁﬁat'teachers helped.studentsvdevelop

ctually, as they'became literate citizens (Hinchey,
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traditi
bcontrar

approac

positiv

‘somethi
constru
The obs

- observe

emerged

ot

Pos

éitivist"epiétémélégylwaévdéfinéd as the

Jnalnapproach to kndwledge and educaﬁion. On the
y,.construcfiﬁiét'epiStemology was a nontraditional'
h tn knowledéé and educatign. Conﬁrafynto

ists, ConstructiVists defined "knowledge" as.

ng very &ifférent'from &erifiable facts. For
étivists, "meaning_isvassigned to factsf'(p; 43);
srver was part Qf‘thé”knowledge, for without the
r.tnere‘would bé‘no knowledge; Understanding
from."factuai knowledgeﬁ (p. 45).

her theories dévéloped, which dontrasted modern and

postmodern,philOsophies. Oliver and Gershman - (1989)

describ
‘pbstmod
implica
,setting
knowled
cosmolo

~matter.

"~ lessons

" student
- In
stay on

teacher

cd modern education»as‘ﬁfracﬁured méaning" and
ernfeduCationvasi"process educatidn."vThe

tion wés'thatin thé modernnVLéw educational
S“weré se?arated’info‘";..teacher,.students,
ge,‘materials,bf instruction" (b. 16ifr In mpdern
gy, sfudénts were‘mOtivated to learn subject’. ”
Teachers managéd~cur:iculUmsvin‘which continué of
wefe*manﬁfacturéd; Cbnsequentiy, schOOlS viewed

s aS,peruCté‘ﬁo befdéveloped;

modern educationfstudents néeded‘to‘pay attention,'
task, sfay séated, étop,télking,‘listen'to the |

as the authority and diséiplinarian,‘and follow
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|
directions. Teachers were controlled by outside forces,

requireavto follow the recommendations of a "syllabus,

lesson blan, or set of instructions" (Oliver & Gershman,

1989, p} 163) and were required to transfer knowledge to

g | L . ,
students. Modernists, therefore, viewed education as
| )

linear and sequential in nature. .

';Inithis model'léarning teéhniques emphasized basic
krniowledge and certain. facts. Repetition, memorization, and

sequential lessons from simple to complex were
impleme¢ted. Information was broken into increments, then

Spliced§togetherfiStudents learned‘ih'developmental

stages,?often_using sequential lessons and step by step
instrucﬁions; Concepts were formulated from repetition of

R . i . . X . B . . . ‘ .
- examples. For convenience, testing was often based on
! o : C S

vfactualiknowledge; True and false, multiple choice, and
matching were examples of testing for one right answer.

Essay qﬁestibns or,debates tested higher level thinking}
Furthermore, student interaction was discouraged in
factoryumodels. In. conclusion, traditional education'

emphasized systematic schooling, hierarchical

administration, sequential and segmented curriculum, and
1 | } . e ,
controlled discipline.
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Reﬁélﬁt
'schools
instruc

~ 1862, [

Instruc

‘»Education
ncefthe tiﬁé of Newton and the Industrial
ion the factory style of modern education in éommon

VsurVived. In 1838, Barnard started to divide

tion according to grade levels (Gehring, 1984) . "Tn

William Harvey] Wells published A Graded Course of
\

tion with Instructions to Teaéhérs, which not only

outline
 bﬁt alé
as cite
' fi:st's
uniform

‘typical

- In

5 specific‘items to be covered in each_grade'level,
§ ?rescribed.thé‘propét féaching méthéds" (Tyack,
i in Gehring, 1984,‘p. 475. Tn 1874, S. King became.
upefintendénflof public SChools‘and to develop a .

curriculum; in Portland, Oregon. Iﬁ 1890, a

student‘spent fime in recitation, Spelling,
reading) géography; physiology,-"morals and manners,"
éinging,‘and phyéiéal'education{ Oral leSsons were the
sténdar& fo: moétfsubjects. The public school curriculum
‘expandéi to inélﬁdé”vodal music, bhysicai:training,
"drawinég.physiqlogy, éﬁd_sciencé;,Textbooksfwere
conSidetéd theéﬁthprity in7the‘curriculum.

thé-l9lOé'the”ProgresSivé'Road to Reading series,b

1‘waé adopted by,the California StatevDepartment of

Educati
~tales.

desire

Oon . Graded readerS-wererbased on legends and folk
The purpose was "...to inspire thevchild with a

to read) by opening up to him the story-world, and
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througb,

readf‘(
believe
languag
same ti
:subﬁlét
literar
Co
textboo
(1923)
accompa
was arr

of arti

~adverbs

recomme
English

‘Th
 pattérn
to "who
 ¢5£rect
habit o
(Buehle

organiz

hisflove;of reading, to give him the poWer to 
Burchill, 1917, p. 3). Consequently, the author
d thét ﬁ;..the_masfety.of‘thé visible form of

a)

e 1is mQét‘éatiSféctorily acédmplished, andvat the
me diction is enriched in the naturél way, the
ieé of idiom are unconsciously acﬁuired,‘and:true.
y'taste is deVelopéd" (p. 3).

nsistent With.the ﬁodern view éf.educatiOn)

ks often exemplified a systematic style. Buehler

designed Practical Exercises in EhgliSh to

ny literature books of thevperiod;lThisvtextboék
anged iﬁ‘sequentiai lessons which included‘good_use
Eles;‘nouns, pronouns, Verbé, adjectives and

{ prepositions, and conjunctions;‘Buehler,
nded using practice'exercisés to teach‘pétterns of
gfaﬁmar; |

e pupil used this textbook to memorize correct

é of English.v"Though a pﬁéil may change from 'who'
m' without kﬁQwing th,‘he cannot repeatedly choose.
ly betwéénlthese forms withOut‘s£rengthening his

£ correct‘expfession" [Italics‘in original qUoté]

r, 1923, p. iV). Modern textbooks were séquentially

ed to teach curriculum systematically.
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IniPractical Exercise in English teachers were

instruc%ed to use'this grammar textbook for practice
exefciégs'and récitations. ﬁOne successful teacher
éonduct% the recitation with boqks open, requiriﬁg her
pupils io cover the correct sentence with a strip of paper
while-tﬁey correct the faults in the incorrect sentenceé"“
(Buehler, 1923, p. 152).

‘Tektbooks were designed to facilitate the process of
learning, The basal readers featuring Dick, Jane, and Spot
| ‘ ,

and Puff were examples'of téxtbooks designed to
systemakicallyftéach readihg._In the 1950s students were

separatéd into reading groups by ability levels with

names,'$uch as "Chickadees," "Bluebirds," and "Buzzards,"
"...but even first-graders...could always crack whatever
code caﬁouflaged the'winners_and losers group" (Daniels,

Hyde,&&%Zemelman, 1993, p.'21). In reading groups a method
called iound robin was used. Students were required to
read out loud téking turns while the teacher liétened and
¢orrected mistakes.

Consistent with the modern view of education, common

schools reflected the factory model of education. In 1899,

‘ ol - S . ‘ : o

schoolrboms were described as having fifty seats bolted to
a : - | “ |

the flobr. The teacher's desk was elevated in front of the

classroom (Tyack, as‘cited in Gehring, 1984). By 1913,

j
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1
schools in Portland} Orcgcn-repcrted "a rigidly
presciiﬁed, mechanical syateﬁ. The curridaium was
:‘ViviseLted,with mechanicai accuracy iﬁto'fifty—foui dead
pieces" (p. 58)3 A rigidaYStethad cvclved. |
-Inithe factory modelvofieducation systematic-methcds'

of tracking students were implemented. By 1918,
traditipnal grades were categcrized as elementary schools

“and juniOr high schools. Secondary’schools were organized
into se%ior high schools, vocational schools, and junior
collegea.‘Students had opportaaities to acquirebskiils and
knowledge.according to ability. ConSequently? a number‘of
tests wcre devised for categorizing individuals. Multiple-
tracks‘%ere‘offered"atvsénior"high'schools. Detailed
recordsiwere képt reflecting intelligénce test scores,
physicaivhistories, andlvocaticﬁal and recreationalv
:‘interesis. Students were scientifically tested and then
‘g;oupedraccording to ability and aptitudeb(Tyack,'as‘Cited
in Gehr%ng;‘1984). -

In|the 19lOs'schcoling refiected this factory ﬁodei
of educ;tion;;At;ComthnvElcﬁentaryiﬁ California
'Classrocms_ware,ar;anged7in.rows.of.desks for 20 to 30
,._atudent%..Each deak‘hadfa‘holc cut for‘iak bottle and

’desks,Wcre bolted to the floor. Students were required to
sit quiétly unless they raised their hands to recite.
, | v - o ,

N |
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Former Ftudent,>Wilsoh'recalled "Teachers carried;rulers
and crdcked you on the knuckles if»you‘misbéhaved;" In
. | o o e S
school teachers lectured and used the blackboard most of
i _ : _ ,

the time. At Cdmpton High School boys were allowed to take -
- vocational training in mechanics and woodshop (Wilson,,C},
personall communication, January 6, 2001).

' AtjUinta Elementary, in Salt Lake City, Utah, in the
- semenEaEy A e , e .
1920's, students sat in rows in alphabetical order.

Andersdh'fémemberedl“lt didn't matter how dumb or smart

_ | , . _ | o
you were, you were separated." At Roosevelt Junior High

- boys tobkvelectrical shop or woodshbp'and girls took home
economibs. Other classes included English, mathematics,
and hisﬁory. In junior high school students were required

to do hpmework.'"One teacher there would take a wooden rod

|

about 1/2 inch in diameter and rap YOu on the hands 1f you

didn't Eurn in yoqr'homework." iﬁ the 1930s at East High’
Scthl Elgebra’énd trigdnometry weré offered,’"I remember
ASOlVingéa lot of ptoblems oﬁ tﬁe blackboard" (Anderson,
K., per%onal éommunication, januéryvl5, 2001) .

Ch%ldren of the 1950s and 1960s rememberéd-studying

i

phonics|. "In Harvey Daniels' elementary school in suburban
Minﬁeapblis; for example,'phdniCS'was taught right after
lunch e%ery day, using special books and worksheets, and

never coordinated in any way with reading, which was done

I .
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in the @orning" (Daniels, Hyde, & Zemelman,:1993, p.- 271) .
. | _ -
Test sc?res from this period reflected subskills of
readingj ﬁMost childreﬁ learned how to decode simple
priht" ép. 22). Back then,‘studenfs Spent muéh of~their
day doiﬁg silent seatwork, studying reading skills and
phOnics%

Ingwriting Zemelman remembered a geology project for

which he copied an article from the World Book
: w , ‘

Encycloéedia. He recalled that he was not given specific
directiénsQ "We were shown no models‘éf what a good report
might l&ok like, had no audience for our work, generated
no partﬂcular questions that we waﬁted our research to
answer,jand received no help getting started. It is no
surprisé we cdpied from encyclopedias" (Daniels, Hyde, &
Zemelmaé, 1993, p. 46){ To Steven writing often meant
exercises in handwriting, spelling tests, and book
reportsj | .

AtﬁNot?é‘DameTAéadémy, in«Ldé Angeles, California, in
the 197Qs LozanO‘déscribédfhis traditional grade schooi
experiences. He explained that students were seated by
roWé iniassigned placesf.The teachers disciplined students
by sending them tq_the principél'sioffice. "No one wanted

|

to sit 4dll day in the principal's office." The teacher

lecture& and then students usually completed assignments
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using their workbooks.>Lozano re¢éll§d.thét phOﬁics wés .
used to helpkstudenté lea£n tO read and épell; When
sﬁudehts Weré required tovfead Oﬁt.loﬁd, thére Qeré‘no‘
 di$ciple problems. |

We would read out loud a lot. Everyone would be
reading the same passage. You would pay
attention because you didn't want to feel
embarrassed. The teacher would say Edward and
you would pick up on the next sentence. I
remember kids didn't talk during that type of
reading, but during silent reading they would be
talking and getting in trouble. (Lozano, E.,
personal. communication, January 7, 2001)

" In | this example, traditional and~nontraditional

strategies were blended. Arentz described his speech and
. \ : ' :

debate at Judge Memorial School, Salt Lake City, Utah.

_ The teacher did not rely on textbooks. In speech
| and debate class we learned through provoking

' research projects, rebuttals, cross
examinations, ‘and debates. The teacher would
instruct us in debate techniques and give us
feedback on class presentations. In German the
teacher would use a lot of high pressure oral
quizzes. (Arentz, N., personal communication,
January 6, 2001)

In|1987, in the computer sciehée.class at San

Cleménte High School, teams of students wbrked on

developing and programming games,onto the computers

Y(ArentzJ_N., personal communication,'January 6, 2001).

As |educators recognized the»need for reforming school

systemSA teaching methods developed to meet students'
'

needs. hroughdut‘history studies were made to promote
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ﬁemo:iz
ébnsist
teachin
Th

the Ref

;nal change}»ﬁduéatiQnal praétices,evglved to‘
;these reforms. | |

Ea résﬁit of the Industrial'Revolutién;‘factory
chools existéd; Thére,’téachers.relied on rote
atidﬁ‘fOr educational instrﬁction. Educators had
€

ently recognized the need for reform. As a result

g methods began to improve.

e New York C

ity Department of Education publishéd
| : ‘

and pun

lessons;

brm of NYC Publi¢>Schools, 1896. The report stated

i : “ ,

. There has been a.Very decided improvement in
methods of teaching during the past few years.
There has been a constant tendency away from
'rote work' and getting by heart' things that
ought not to be learned in that manner, and
toward more intelligent ways of learning on the
part of the pupil and on the part of the
teacher. (Department of Education,,City‘of New
York, 1896, p. 80-1) '

The object of schpolingbwasvthe "...to train good .
citizens." The main purpose of school was to focus ” . .the
life ofl| the nation and bring its best elements--its,
language, religion, ethics, art, literature, history—--to
bear on| the youhg" (p. 80—1).

The report described order and discipline in common
schools| in the 1900s. Studehts."fell into lines" before
entering school buildings quietly. Habits of promptness

ctuality were highly valued. Students recited

when ackﬁowledged‘by the teacher. Moreover, it was
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the jobyof thé.school»tQ perote;Vobedien¢e, punctuéliﬁy,
regularity of attendanceﬁbordé:ly‘movements} pefsonal' '

'cleanlihess, réspect for and kindﬁess for'othefs; the
représéﬁon of crﬁelty, the ihculcation of truthfulnéés;
the use!of proper language, and manly habits"’(p; 113);
The rep@rt recommended1raising'teéching standard byfil.
requiripg teachérs to hold licenses. -

| Ed%cational reform was.the fécﬁé of many edu¢at0rs‘ 
~and psyghologistsduring the twentieth‘céntury.‘The
philoso%hies of Whitehead, Dewey}'Piaget,rBlopm, ahd
others %elpéd change éducatiOnal»praCtices. |

.'Whﬁtehead (1929) in The Aims of,Education'étated:.**

"The st@dents are alive, énd the purpose of edgcation is
to éti@ﬁlate and guide‘théir self—dé&elopment" (p.'vf.
Whiteh%ad felt that wé should guard‘against teaéhing
"dryrot:, ". "dead knOwledge,"‘and "inérﬁ ideasf" "Whaflwe,
shOuld?aim'at producing is men Who possess bofh cUltﬁre-

» and exgert”knowledge in some special direction" (p' 1X' To
achiev% this goal hebrééommended the limitationbof

cﬁrricdlar subjects_and suggestéd that "Whatvyou teach,

“teach ﬂhoroughly.... The result of teaching smallvparts of

a largé'number of‘subjects‘is the passive reqeptibn bf
discOnAected‘ideas, not iliuminated with'any sbark of
vitaliéyﬁ (p. 2) . Whitehead defined edﬁcatioﬁ as "...the
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tion of the art of the utilization of knowlédge"

1896 Dewey startedvan'experiméntal school to test
losophy at the University‘of Chicago}fHeabelieved
ing'problems‘thfbugh'éctivities, At the same time

dVocated'éﬁmore_trqditioﬁal approach, the

tfic_‘methodb,',_'fo'r_.,p‘roblem»solving.'He was concerned.

|
udents'

‘interaction»Wiﬁh‘their enfirohment as thei

rk for practiée. The précticeSabased on the .

éhy'of‘Deweyfwould'bééome'khOWn aé’progressiVe

on (Dewey, 1994, p. 1) . |

méfous effortsWere;madevtq'improVe traditionél

ng in the 19005. In thé 1930s Dewe?'s_active»
of»prdblem solVing encoﬁragéd students'ﬁoipursue

wn interest éndvapplyvtﬁis khéwledge to.léérn

s of ﬁath,;réadiﬁq, writing} and é@elling. Series

lemélWere organized fd'téaéh skiil§ that student‘
qﬁired'#o knbw iﬂ.éll subjecté.‘ 

.née the_iﬁvehtion,Qf-syétématic.learning;veducators‘
chologiéts héve.attempfedrto'reforﬁ'edﬁcatibh. In
0s, Piaget's fﬁéories‘of education‘explained¥how
s develdpedlinteiléétually[ His theQriés emphasized

hild's aﬁtempt_ﬁo-undgfstand ﬁ;sfehvirohment..."

wed ".,;cdgnitiVe growth as the interaction of two




‘elemenﬂs, the énvirdnmentbaﬁdbthe child's cogﬁitiVe
struct@re...the sum_total of orgaﬁizedkknowledge that‘ah
indivi%ual posSesses‘at one.time"b(Piaget, as cited in
Eggéﬁ,éKauchak, & Harder,‘1979,-p. 5). |

Bﬁoom aﬁd his associates (1956) developed‘his"
taxono@y‘or claSsification system-whicﬁ pertained to the

I

‘cognitﬁvé objectives of instruction'(Bloom, 19506,

‘p; 192@). Blbom's taxonomy»divided these bbjectives into
sevéraﬁ fypes:’ |

L. Knowledge——the‘abiiity,bon request, to”remember;
o | to recall, or reCégnize facts or ideas.

24‘ Comprehgnsion——the‘abilitylto use knowledge that
; is fememberéd mofe of léSS'as'it was originally

j “presented and intended to be used.

3 Application——the abiLity to use geﬁeral‘ideas or
E principles in particular situations.v'
4f AﬁélySis—~the”ébility to Separate‘the élements
i'Of?éh;idéé}orfpaSSagé’éhd,to examine each one

individually.

5. Syﬂthésis——ability to combine elements into
greater structureSf

6. Evaluatibﬁ——ﬁhé‘ability_to'judge how well ideas

and materials-satisfy certain criteria (Bloom,

o 1956) .
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In,thel19605aandbl9705( educators attempted to

organize learning strategies and promote active learning.

As. a result‘models of teaching and'learnihg were

develoﬁed. for example, Infoimation«Pfocessing Modelszere
bappfoa%hes'used by teachers "...whoSeiprimary emphasesiwas”'
on tea%hiﬁg contentvthroagh an activeitransacﬁionlbeﬁween

L . v o ] -
the ledrner ahd his envi:onment" (Eggen, Kauchak(‘&

Harder,_l979, p- 346)._In these models'"students aref
taught process skills as well as content” (p. 346).

t ' , _ - - ‘
Information processing outcomes included process skills,

observation and inference, and content, observable facts

and inferential, concepts and generalizations.

! The processes are used by students to generate
|©  the different content forms..facts were described
1 as the end product of observation, while ' '
concepts and generalizations were defined as
“being formed by inferential processes. (p. 346)
Information Processing teaching strategies were based

"

.upcnaa relatively new mevemeﬁt in‘pSychologieal

fhinking which vlewsvthe:lea;ner as an active'lnvestigater

l'efvhis.or her environment rather than a passlve-recipient
‘df stimuli‘aad rewardsV (Eggen, Kauchak,-&‘Ha;der; 1979,
vp; 5). |These models emphasized three’interﬁelated

_ sequential stepe efteachiﬁg:.plaﬁnihg, implementation,

and evaluation. This approach to learniﬁg stressed ".the
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‘ impo:tanCe of méahinéfﬁl; pﬁ;éoseful‘léarhing versus
‘mémorigétion of contentﬁ (p; 5).

 f'Iq thé»late,l96os and'19705 thg‘égperimentai "open
élassroém" was condeived,foben»education was defined as

...an informal way of organizing a classroom for
} pre school and elementary school children... '
T Typically, children in an open classroom choose
] from a variety of materials or activities made
~available to them in centers around the room...
 (Marshall, in Seifert, 1983, p. 332) v '

Teaching'and gtading became more ihdividualizedt

’ConséqUently,’students'devéloped,at'individual paces. By

: the 1970s, schooling was a blend of the factory model and

prdgre#sive methods .

T%achers still féliéd_ﬁéavily on traditional
strategiés‘into the‘1980$. Goédléd (1984) reseérched o&éri
l,OOO %1assrooms throughout the Untied States representing
urban,ﬁsuburban, énd rﬁral areas. With the-exception of
the arts and voéatiénal education, teaéhefs'in Goodladfs
sﬁudy relied‘on traditional approaches like"drill,and.rote
iearhiﬁg; lécturing,‘and monitofing seat-work. In
.additicn) lafée'group learning wés standardvpracfiée; In

‘fifty ?er cent of all schools Goodlad obsérvéd students

listening "passively doing seatwork,“ and. described the
atmospﬂere as "emotionally flat" (p. 93). In many
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oms GOodlad"ObsefvédicOnsisteﬂtvénd repetitiVe

on to basiéifactsii:-' |

fferenceé ih'Studéﬁts' iearniﬁg wére observed in .
of ability grouping and traéking; Goodladzélaimed
grouping cauéed students on lower tracks to be
low‘achievers.-Higher achievers weré involved in
ful'activities whiie‘low achiévefs'répeated basic

nd -skills (Gobdladfjl984). TeachersvexpECted more
udents in higher tracks and;used better,pedagogicai
In high lével.gréups, studentsiwere involvéd in a

of acﬁivities withouf relying on téxtboéks.
é,suggested sﬁudents who weie in upper tracks‘

nced a "richer body of curricuium" thén students’in
racks (p; 158).

odlad made a nhumber of recommendétions for

on.VOne was the elimination éf ébility grouping and
g. Instead, he suggésﬁed theluse"of mastery

g, which combined large.grog?liﬁstruction with'
roup,peer tutoring. He believed thét’students

take more.control of their education by setting

wn goals. In addition, teachers needed ﬁo relate
matter to étUdents"intérest:and make it relévént.'
éved'tﬁat teaching strategieé éhould»be varied;

rating all the senses, and relating experiences
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appiication; Géod;ad»reqqmﬁehdéd é bélahce’in 
s'.pro§£ams; inn§vati§n in curﬁicula/'ahd |
rative teaching. Conseqﬁently, imprd§ing tﬁe“ 

y requiréd.a combinatiQh“of traditiénal and
itionél methods. |
hovative approaChes réflécted‘the postmodern
m in edﬁcation; Moreover, scienﬁific adVéncements

uted to the evolutiOn_of‘educational‘

lentation and reforms.

ieﬁtific‘theories helped to form thebpostmodérn
onal View..For‘examplé,_ﬁQﬁahtum theory has chahged‘
ssical view of éciéncejéOnsiderably by‘révealing
cial View_of the'obéerver's cénéciousness in the
of»observationiand thus invalidating the‘idea of
ctive descriptioﬁ of ﬁature"‘(Capra, 1982, p. 376).

theories questioned the validity of material

swami believed that material realism was thwarted
tum mechanics.

Whenever we ask 1f there is some kind of reality
beyond the material reality, we are putting
material realism on the spot. Similarly, a
genuine discontinuity points to a transcendent
order of reality and thus a bredkdown of
material realism. (Goswami, 1993, p. 138)
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.the Bié
materig

idealis

".pione

lber (1995) integrated‘different psychological
of thought, materialism and idealism. He believed
Bang theory "...dealt a lethal’blow to

lism" (p. 107). Wilbér concluded that the
tic trend in'modefh physics went back:to the
relativity and quantum_theories. He recognized that

ering'physicists were united in the belief that the

universe does not make sense...without the inclusion in

some pI

worldvi
could r
educati

student

ofouhd way, of conscidusness itself" (p. 107).

As the result of evolving'Scientific thought,

ews changed._Paradigms shifted, and scientiéts
o longer rely that knowledge would be certain. In
oh‘thedries and strategies were devised to increase

s' interest and involvement. Constructivism,

critical theory, and other strategies reflected the

interca
té'be'c

| - Ma
- idea th
.intercc
‘was spi

insteac

educati

educati

nnectedness of all phenomena. These theories came
élleétiﬁély:calied poétmédéinLSm. |
nyipdétmodérn:educationél theories addressed the
Lat learning was an orchestréted series of
>nne§ted e&ents. The process of lifelong learning
-raiihg,vcontinuoﬁs,yét overlapping ih direction,
| ofrlinearAas in traditioﬁal or Néwﬁonian—based'
on. The linear, sequentiél style Qf modern

on contrasted with postmodern‘education by
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our wor

ing»knoWledge thaf'everlapped.vExamplee ef some
ernleduQatiQn included‘cooperative learning,

ge groupihg, integrated‘eurrieula,
seiplinery'pregraﬁs, theﬁatic teaching, team
g,»and bloek‘seheduling.'Learning was ahalyzed

ng to brain-based reseaﬁch. Furthermore,

ting the arts inte cﬁrricula‘was believed

ial to studente learning and retentioﬂ (Crowell.&
1997) . The ares played a prominent role in the

ment of ihnovative.strategies (Crowell & London,

As a result, multiple assessments were used for

g and evaluetion.

t was ueed aS’a'vehicle to transform education
ereativity. Tﬁe arts developed imagination,
-solving abilities, and expressive skills. The
nessltovtake'rieks.without fear of failure could
hroﬁgh'theearte._They‘enriehed academic skills,
d‘insights'fer learners;,and_enhaneed "right-brain"
g. Crowell fl989)_stated, "Embedded in art is

ue, imagination, philosophy}'function, perspective,
lity{“experimentatien, awareness, and’the"innere
:the_artieﬁ"i(p. 63) . The'arts helped pe reereate

1d and redefine our vision.
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The arts reyealed thé'iAterrélétedness of all
phenomena. Historically, the arts had been used to
communicate universal'ideas and perceptibﬁs, thus
connecting artists to their environment and cémmunities..
As é result).many teachers transférmed-éﬁrricula by
integrating the arté;

v One example éf‘an interdisciplinary arts program, thé
Tribal Rhythms Program, helped scthls solve social
prbblens that were reflected in their schools. In thé
progran artists worked to promote the arts from
", ..vanious cultural perépectives, experiences, and
artisti¢ expertise" (Beckwith, Garfield, Holley, Jones, &
Porter, 1991, p. 67). One goal was to "...creaté socially
inclusive learning environments in which each person was
respecped..." (p..67); Another was to promote community
and shared vaiues, thus changing behavior and transforming
lives. |[Integrating the arts not only promotedvappropriate
social |skills, they also transformed ";..the learning of
‘basic‘skills as well" (p. 76).

Palmer (1983) recommended integrating the arts tQ
connect| students with their communities. He explored the
value of rédiscovering comﬁﬁnity through spiritual

traditions built on great truths. Palmer believed that
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tingbarts:into_théxCeriCUlUm“linked communities to

ng (p-. X).

irthermore, scientists developed new theories about

learning. Research suggested right-brained children were

holisti

memory .

auditor

Y

Childre

c thinkers, visual learners with amazing powers of
On the contrary, left-brain thinkers, being
% learners, relied on sequential instructions.

n with auditory learning styles could easily learn

spelling rules. These children would "sound out consonants

"and vowels"

i
|

‘Ri
would 1
child#e
to rota
left-bi
handicd
capabil

TH
thst le

left-he

Ca
theory

Current

and form words.

ght-brained. children with spatial learning styles
nvert and reverse letters and words. Right-brained
n Visualized in "three dimensions" ellowing words
te or to see words as mirror images. In the

ained world right-brained children were.considered‘
pped precisely because of the mirror images

ity (Freed & Parsons, 1997) .

e right- and left—brained theory made the point
arners favored eithei the right- or

misphere. The dual hemisphere theories became a
mefaphor for global thinking.

ine, Caine, and Crowell (1994) develeped their

and made a number of assumptions,about iearning.
‘research confirmed‘fhat differences exist between
y
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the‘right;'and left-brain hemispheree. Evidence suggested
brains organized iﬁformation‘as‘a whole, or series ofv |
wholea Brains norioniy learned purboselyrby paying
attenﬁloh,‘but also by peripheral stimuli, Peripheral
infermarien’thereforebfadilitated learning.,"Nataral
acquisrtien ofainformatien“veah‘be enﬂaneed‘by_the use of
visaals,{charts}-maps,vrllaatratiohe;‘music} or
:peripherals. Sbatial memory was asseciated,withbthe,right
hemisphere. Furthermore, rote iearning and memory, which.'
deals with fact and skills; was'associated with rhe‘left
hemisphere. | |

,"Experiﬁental learning"‘created spatial memery; In
this theory, our nativevlanguage‘WaS aa example ef
learningv"through maltiple‘interactiVe experiences:
involving vocabulary and grammar" (p. 26). Classroom _
demonstrations, hands—onybrojeets{ fieldrtripe,aand‘drama.
were examples of interactive exberiences. Similariy; facts
aﬁd skills were embedded in spatial mehory.

| Learners "downshifted" and resOrted‘to primitive
protective.behavier'when a threat‘te safety er fearful
emetien was perceived. Dewnshiftingﬂoccurred'when‘learners
seased danger or antiCipated failure, thﬁsvinhibitingrwhat
could be learned. ConVerSeiy, students learned when.‘

classroom atmosphere was relaxed yet challenging. '




Research suggested thét brainé process information in
a variety of ways. In addition, learning was affected by
emotions and‘depends on maturétion aﬁd natural abilities.
Day dreaming,‘problem solving, critical thinking, énd

‘ creativity weré cbnsidered process patterns. Furfhermore,
emotions affected "patterning," memory, and cégnition.
Therefore, brains were constantly searching for meaning
and formihg patterns.

' Researchers observed that each individual possessed a
unique‘brain. In teaching, the expression of individual
différences allowed stﬁdenté to»incorporate "visual,
tacﬁile, emotional, or auditory preferences" (Caine,
Caine, & CroWell, 1994, p. 27). In conclusion, brains
stored iﬁformation in a variety of ways. Other theories
attémpted'to explain the affect of emotions and
preferences or learning styles.

One theérybéxplained the role?that emotions had on
learning. Goléman (1995) argued that emotibns played
important roles in Iearning processes; They could impede

‘ acﬁs of learﬁing, or be channeled toward a productive end.

%IStudents were motivated by feelihgé and needed the

experlencé of "flowﬁ to be successful. For example,

painters and musicians became fémous because they‘savored

the sheer joy of dreating paintings or music (Goleman,

16




1995) . As avrésuit,'emotioﬁs‘afféctedvéptitudes for
learninﬁ. | | |
Anbthervfheory?iﬁcbiporated'thé idea of learningi

preferenées.énd Classifiedbthem aS'muitiple intelligences.

Gafdner's'médel ofimultiple intelligences recommended

strat?gies identifying "natural competeﬁciesﬁland building
bn "sfrengthS",as well as working on "weaknesses““
(Gardner, 1993) .

Gardnér'é‘(l993), theory focused on the idea‘of
different‘and distiﬁ;t intelligences. Multiple
intelligences provided.uﬁderstanding énd insight_intpla
person'S»ébility to learn. Conséquéntly; the implication
éf this work for edUcation was the understandiﬁg'that
students‘héd‘different natural abilities and preferred
learning‘styles;

- From reséarching diffeﬁeﬁt'cultures around the world, -
Gardner idenfified eight'intelligenCes-including
linguiétic iﬁteliigénée, musiéal ihtelligence/
logical;mafhematical ihtélligence, spatial inteliigence,
ibodily;kiﬁesthetiC; int;apersonaifintelligeqcé,'

interpersonal intelligence}iéndfhatural intelligence.

According to Gardner (1993), intelligence was the

ability to solve problems‘or'difficultiés; and to creaté
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series of interrelated actions and experiences. Therefore,

~curriculum was ‘designed to accelerate learning.

' Cushman (1996).féﬁnd‘every school was different and

~described curriculum as "a dynamic event" which-

'accémmodated students:and their diversity. Cushman

recommended whole school programs, cross-curricular

approaches, integrating courses of study by combining

fiélds,‘and conducfingfassessments based on portfolios. or

open-ended perfo:mance assessments. Essential schools

supported student centered and inquiry—based curricula.

Process teaching" illustrated the postmodern view of

education. Teachers, curriculum, and materials were moving

toward novel occasions. "Teacher and students are

constantly in flow of occasions as they move toward

_fulfillment, are transformed, periéh, and become part of

another occasion" (Oliver & Gershman, 1989, p. 162).

Instead of‘tranéferring'knowledge, teachers and students

shared a "common world" (p. 162). According to Oliver and

Gershman, postmodern education developed more occasions

for exploration and creativity.

»

‘tradit

Daniels, Hyde, and Zemelman (1993) contrasted

1ional approaches and nontraditional methods of

education. In traditional education standard practices

included‘teacher directed,'lecture:format, and large group
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_instruction in which students wereVrequired.torlisten

quiet

ly. Activities involved "seatwork" and teachers

relied on textbooks,'dittos, worksheetSi'baSal readers,

ability,grouping) and standardized testing. In this model

teachers Wére‘the-authbrity, responsible for transferring

knowledge tO'Stﬁd@ntsg,in‘nqntréditional education

exper

in cl

imental, hands-on, and active learning was promoted

assrooms. Teachers transferred responsibility to

studerts:by using cooperative grouping, gdal setting, and

self-evaluations. Students had opportunities,to choose

their

own books, writing topics, and individual

activities. Teachers used descriptive evaluations and

multiple assessments. Daniels,.Hyde, and Zemelman

recommended that teachers should tely less on traditional'

Strategies and more on nontraditional approaches.

force

For local SCthlS“thevcurriculum_was the driving

, the means to accomplish learning. In contrast,

correctional educators viewed the curriculum as means for

reform with content learning as the by-product. In'public

school systems, local and correctional, the style of

- educating students evolved from a controlled system or

facto

continuous process.

ry model to a more open system where learning was a
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Factory model education addressed needs for the

ty of students. Assembly line institutions produced
ts prepared to enter the job market or begin higher

ion. For a mindrity of students thié model failed.

| . )
Some dropped out of school early to enter job markets.

Crimin
pursui

- correcC

B
religil

Period

al activity and incarceration prevented others from
ng educational endeavors. For this population

tional education devéloped.

"Correctional Education
arly themes of the correctional education were
ous and moral reform. During the Sabbath School

, 1789-1875, reform schools were instituted in the‘

United States. Prisoners were allowed to read the Bible,

isolated in their cells, in solitary confinement (Angle,

as cit

eventu

ed in Gehring, 1984). Curriculums were created and

ally courses were added. In 1826, writing and

arithmetic'classeé wefé offered ét New York's Auburn

Prison (Chénault,:asféité&ﬁin Géhrihg, 1984) . The Boston

Farm S

chool offered éOﬁrées'in+spelling, reading,

atithmetic, geometry, singing, and geography in 1837.

Consequently,-rigid’educational methods surfaced during

.the‘Sabbath School Period.
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1870,
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lectur
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1984,

n the Reformaﬁory;Périod of correctional education
S werevmadé.tO’transférﬁfprisons into schools. In
n,.ﬂthe earlies£ d§cumeﬁted arté program in the

an correcgionalginstitution éccurred in Elmira
atory in New York..." (ACA, 1978, p. 3). In 1871, a

e program was started at the Detroit House of

tion when Professor D. b. Mayhew taught a course on
ological topics" (Brockway, as cited in Gehring,
p. 54).

By 1878, at New York's Elmira Reformatory, a variety

\
|

of courses were available. In 1883, Professor N. A. Wells

taught an industrial arts class on terra-cotta modeling

for "dullards" at Elmira (Brockway, as cited in Gehring,

p. 65)

.Y"Grades Were usedvto record student prdgreSS, but

inmates were free to select which courses, if any, they

woﬁld

p. 61).

pursue" (McKelvey, as cited in Gehring, 1984,

During this time courses were taught as Separate

subjects, consistent with the factory model of education.

By 1903, emerging correctional educatidnal'programs;

became systematic in nature. "Four hours of compulsory

school attendance were required each week in Canadian

prisons" Kweir,.as cited‘in.Géhring, 1984, p. 88). In

1915,

standardized_tests and systems of grades were

inventled. Intelligence tests were developed to help solve
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deliﬁquency prObiéms by:téSting'jdVéhiles.and making

mental,diagnoses (Dell'Apa, as cited in Gehring, 1984) ..

'Mandatory»sChool.attendance waS'implemented in Canadian

prisons; standardized curriculum was designed to meet the

needs

of prisén prulations in New York and tests to

measure'intelligencé‘were-developed. Standardized

curriculums were also designed for Federal prisons. A

planned curriculum was used in prisons, high school

diplomas were offered, and social education was emphasized

(Roberts, as cited in Gehring,‘1984)..As schooling‘in

prisons became more structured, curriculums continued to

expand.

‘goal.

In correctional education reform was the primary -

Traditional education evolved to alldw students'

involvement and responsibility. Special education

addressed the needs of individual,learners.vlh addition;

vocational education provided opportunities to learn

~Jjob-related skills. Project—based programs were developed

for a,
vénd Va
‘insth
cited
| In chrectiQnal edﬁéation, teaéhing approachesvbegan

to eva

"hands on" approach to educatién. Speéial»education
cational education dominated as a means of
1ction'during the Reformatory_Period (Brockway,‘as

in Gehring, 1988),
bplve through Vbcational programs. Classes were
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designed‘tb.téach job skillsgneéded‘fér prisoners'

event
sewin
“cane

e:a"

an ed
cited
added
tailo
exper
train
- Agric
indus

(Sned

ual return to communities.~"The most common were .

g, shoemaking,ftailoring, farming? housework, and
seating; no doﬁbt“reflecting'the common trades of the
‘Angle, as’citéd ihiGehringﬁll984). Brockway started
ucationai newspaper Céiied thé Summary (McKelvey, aév7
in Gehring, 1984). Other industrial claSses were

fo the program including plumbing, telegraphy,
ring,,aﬁd pﬁintihg; In this industrial art schéoi
iment; teachers developed their own curricula and’
iﬁg manuals (BrdckWay, as cited in Gehring, 1984).
wltural and domestic educatioﬁ;.and a varietY‘of
trial trades were added in several stafe institutions

ieﬁ;'as cited in‘Gehring/ 1984) . During the

reformatory movement education was described as "a vital

force

cited

in ed
Clear

priso

- educa

democ

in reformation of‘fallen men‘ahd'woﬁén" (Wiﬁes,,as
in Géhring, 1984, p. 52). |
Vocational educatioﬁ broke away from a iecture format-
uéation{»Prisoneré werevengaged making products.

ly, more'responsibility for learning was plécedvbn'
ﬁérsi Several cdireétional‘educatqrsrViéwed the
tion»df‘priséners as‘a deﬁodﬁatic process.
Through‘the works of George,IOsbofhe, and MacCormick

ratic trends emerged in correctional education during
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the 1901-1929 period. In 1895, W. R. George founded the

George Junior Republic in Freeville, New York where he

trained children‘td be good citizens. George built a

community and formed a small republic modeled after the

UnitediStates Government;;After a few years of

experxméntatibn;;Géorge entrusted almost all

responsibilities‘forwgoverning the republic to its young

fcitizens (Erikséon, as cited in Gehring) .

Dsborne facilitated the implementation of the Mutual

Welféye»Leagde, which promoted the ideals. of demdcracy. In

| .
|
|
|

cooperatioﬁ with the warden, adult prisoners managed most

prison activities at Auburn Prison in New York

(Chamberlain,_as.éited in Gehring, 1984). Making men

" "think right" and preparing them to be good citizens were.

central to Osborne'S'beliefs (Osborne, as cited in

Gehring, 1984, p. 101).

In The Education of Adult Prisoners MacCormick

emphasized education‘designéd'for adults,baéed on

"individual diaghosis and preScription""(Manormick, 1931,

Yy

. In assoéiation with his survey of United States

prison education, MacCormick developed recommendations.

"He a

dvocated individualized instruction, an

aptitude-centered approach, broad-based curriculum,

emphasis on student responsibility,'and correctional
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tion as part of fehabilitative programming"
;rmickl.as cited in Gehring, l984);‘

In 1921 and later, Makarenko established Gorky

}es for-juvenilefdelinquents in the Ukraine. Thése
ultural camps focused on»de&elbpingicitizenship and a
|of community. Local blacksmiths, carpenters, and
wrights taught vocatibnal skills (Makarenko, as‘cited
h:ing, 1984).

An increased_emphasis was assigned to social’

tion. Correctional edﬁcators_used modalities such as

nt events, discussion groups, training and

documentary films, lectures, and inmate forums. Specific

socia
activ
- relat
desig

cited

aroun
the n
(Kénd
corre

with

1 classes were structuted to provide leérning

ities iﬁ problems of persbnai adjustment, human
ldnshipé, and post release issues. Curriculum was

ned to meet the needs of adult prisonersv(Kendall, as

in Gehring).

-Sociél‘andrcultural.trendsuwere emerging in education:

d the United‘States. In 1939 Dr. Kendall wrote about
eed of courses ﬁo improve inﬁates‘ attitudes

all, as cited iﬁ Géhring, 1984, p. 137). As a result,
cfional reform»addresséd prisonefs as’human beings

individual needs.
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Themes of‘Kendalle work extended those of MacCormick

(Eggleston &pGehring, 1995). In The Organization and

Teaching of Social and Economic Studies in Correctional

Institutions, Kendall (1939) recommended courses in

~addition to reading'and writing that would "improve the
inmate's attitude's.toward society, broaden his concepts,

and deepen his insight." Kendall noted, "Unless desirable

socialqattitndesvare developed, facts and skills wili be

vuseless tolthe individual and may even be used against
society" (Kendall, as oited'in Gehring, 1984, p. 137).
‘"Kendall recommended that social education should be
organized around selected problems" (p. 137). Therefore,
individuals and relationships shonid be the focus of
social education. |

.Eetween 1941-1945 World War II interrupted the
efforts of correctional educators. Prisons became war
support‘factories (Eggleston & Gehring, 1995) .
Postsecondary education gained recognition for reform
'in the iast half of'the century. In 1954, Maryland 

7 Penitentiary_provided college—level courses. By the 1970s,
121 junior:colleges-collaborated with prisons to provide
occupational>currionlums (Adams &«Connelly} as cited ‘in
Gehring,‘1984)."ln 1973( "Dr. Gaddis,,author of»the'

Birdmgn from Alcatraz, reported on the Newgate
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Project...an experimental program for inmates who had

potential for college education” (Gehring, 1984, p. 158).
The project combined pre-release and’pre—college training.

"It was designed to demonstrate the value of postsecondary

education es a»rehabilifatiVe program" - (Gehring, i984,
P 15-2%3) .
Historically(dart clesses in prison settings have
gained recodniticn»as Veluable tools in corrections. In
1940, c. T. buffy, wardeHVCfisen Queniin_prison, spohsored
aihobby sbcp; California State legislators allowed a hobby
shop'aﬁd art class for prisoners; ihese projecte were sold
to visitors. In addition, Warden Dﬁffy also sponsored an
art and sign class, where convicts created posters for the
Red Cross and the WeetcCoast Defense Auxiliaries; He
concluded that San‘Quentin’s hobby association

. demonstrated "...the value of occupetional therapy in
moderﬁ‘penel admiﬁistration" (Peek, 1991, p. 23). Clearly,
evidence suggested the arts were vaiued as therapeutic in
- corrections. |
Vocational courses including commercial art were
planned by the Federal Bureau of Prisons and offered in
prieens.vIn 1977, project Creative dse ovaeisure Time
Undeﬁ Restrictive EﬁVirOnmente (CULTURE) Qas sﬁpported by

a grant from the Law Enforcement Assistance
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Administratidn, a unit of the United States Department of

-Justi:e. This was the first Federally funded artsvprogram

designed to serve adult offenders in long—termvstate

correctional facilities. The American Correctional

|
l

Association (ACA) designed the program with a number of

quality activities. Travisono, former ACA executive

'director,vbelieved that art activities reduced tension

levels in the institutions and created a greater public

awareness about prisons (ACA,Vl978). Soon, art classes

were

instituted at a number of prisons. "In 1980, art

classes were allowed at the California Institute for Men

(CIM)

and the California Inatitute for Women (CIW)"

(Scully, personal communication, August 17, 1995) .

Research demonstrated that providing art programs

benefited prisoners and prison communities.

Educators recommended access to the arts for

prisoners. In 1995, the National Educational Association

(NEA)

adopted resolutions regarding fine arts education

for incarcerated persons. The NEA believed "...artistic

expreslsion is basic to an individual's intellectual,

aesthe

tic, and emotional development...fine arts transcend

cultural barriers and quter multicultural

undersitanding..." (p. 34). Fine Arts curricula were viewed

as beneficial to education.
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Many‘correctional educators falued the arts as vital
to individual success. Warner, eoetdinator ef prison
education in Ireland, (1991} wrote that educational needs
of whole persons should stress ereatiVe activities
including art, dfema,\end'Writind.iCoakley (1990) stated,
"It has been ardued that'art-énd,Wiiting are the most
powerful and underntilized therapeutic and developmental
tools a?ailable to prison‘educators" (p. 105). Intedrated
into curriculums the arts proved instrumental‘in prison »
reforms. |

The Council of Europe considered the right to
education for prisoners as fundamentel. Edueation provided
a link to development dt individuals and how individuals
reiated to their communities after release from prisons.
European sjstems‘tried to dupiicate the Same'
educational opportunities that were‘evailable in free
communities (Ceuncil of Europe, 1990). Education
emphasized literacy skills, ereatinity, social and
vocational skills,\and,technelogydt"Where education nas to
take place inside prison, the outside community should be
involved as fully as'possible" (p7'9);

‘Pealizing that many prisoners had little if any
success in school situations, the Council of Europe‘madel

recommendations (1990).. "All prisoners shall have access
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to education, envisaged as consisting of classroom
| | o -
subjects, vocational education, creative and cultural

pactivities, physical education and sports, social

education and library facilities..." (p. 7). The Council

considered education "...an important way to facilitating
| .

the r%turn of the prisoner té the community" (p. 7).

Since 1989, the trend in correctional education has
emphasized culture(s) and the humaﬁities. The Center for
the Study of Correctional Educatioﬁ opened in 1992} ét
California State University, San Bernardino. The Center
provided access to infbrmation for‘Correctional educators,
on their hiétory and literature, and promoted professional
networking. The rise in international cooperation was

- demonstrated during’tﬁis period (Eggl?ston & Gehring,

1995) | - |
| ‘Correctional educators were driven by reform.bAs a
result, teaching strategies’were devised tobmeet the needs
éf-prisonersﬁ»Many:approachés were?ﬁsed for remedial
learning.‘A variety oflgtratégies’provided opportunitieé
fOr integrating life skills aﬁd culture into curricula.

| | In summary, during the 1900s educators experimented
with nontraditional approaches. Similaﬁl&,»cOrrectionél
educators were devélopihg and implgmen£ing new strategies

for reform and continuouS‘learning. Yepson wrote that
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"education is a continuous process.... Education within

the_prison is not different, basically, from education any

place
p. 13

often

chang
spiri
inves
devel
and a
all n
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facto
Chara
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mecha

of ed

and t

else...“ (Wallack, as cited in Géhring, 1984,
9). In juvenile facilities educational strategies
parallels those bffered in communities,

Sumﬁary’of Literature_RevieQ

Educatibn waé baséd on dqminant worldviewsiwhich

ed throughout the ages.’Thé:view Qf.an Qrganic andv'
tualvﬁniverse changed its focus with thé Séiéntific
tigation of the'Cosmoé. Scientific theories were

bped which led to fragmentation of general thought
rademic disciplines.‘Therefore, it was believed that
atural phenomena“could be ‘understood by reduéing them

eir smallest parts (Capra, 1982).

Based on the metaphor of the world as machine, the

ry'model'of modern education developed.
¢teristics of this model included fragmented
edge and a reductionist view of learning. Rigid,

nical methods persisted into the 1980s and 1990s.

'-EXpanded curricula reflected the postmddern.paradigm

ucation. Quantum theory changed educational thought

he classical view of science. Furthermore, brain
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resea

theor

a var
left-

child

rch coﬁtfibutedito thé'developmeht of postmodern

ies and practices.

Research suggested thaﬁ brains process‘information in
iety of ways. Children favored their right- or
iemisphereé of the brain. Dominant right—brain

ren were holistic thinkers, while visual learners and

leftfbrain children were auditory learners (Freed &

|

Parsons, 1997).‘Spatial learning and memory were

assoc
was a

resea

iated with the right-hemisphere, whereas rote memory
ssociated with the left-hemisphere. Finally,

rchers concluded that brains constantly search for

meaning.

In the twentieth century educators and psychologists

focused on reform. For example, Dewey's progressive

education promoted the idea of "learning by doing" (DeWey,

1944,

curri

p. 1). Whitehead (1929) suggested limiting the

cular subjects. In 1956 Bloom developed his

classification of cognitive objectives for education

(Bloor
intell

(1995)

n, as cited in Seifert, 1983). Gardner explored human
Ligeﬁcesiand learning preferences. Moreover, London

encouraged the uUse of nonroutine problems for math

and other disciplines.

and a

soodlad (1984)'recomménded,le35'reliance on textbooks

richer body of curriculum to involve students in a
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ivariety of‘meéningful.éctivitiésa CUShman (1996) suggested

whole| school programs, orOSs4Cericular approaches, and

multiple assessments. Daniels, Hyde, and Zemelman (1993)

recommended less traditional methods, teacher directed

formats, and more experimental, hands on, activity

learning.
!'.

Paradigms in correctional education were based on

methods for reforming prisoners. Early themes were

religious ‘and moral reform. Prisoners were allowed to read

their
to th
éduca

commu

trans
curri

(Robe
addre
educa

skill

Bibleé in isolation. Gradually, courses were added

e curriculum (Gehring, 1984). However, correctional
tion reflected the rigid style of schooling in free
nities. |

During the Reformatory Period, efforts were made to
form prisons into schools (Gehring, 1984). Planned
cula and high school diplomas were offered in prisons
rts, as cited in Gehring, 1984). Special education
ssed individual needs of the learner and vocational
tion provided opportunities to‘learn job-relatéd

s. Special and vocational education dominated during

this period.

betwe

to in

Democratic trends emerged in correctional education
en 1901-1929. George entrusted all responsibilities

carcerated youth at the George Junior Republic.
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Warde

n Osborne allowed prisoners to manage most activities

at Sing Sing Prison, New York. MacCormick advocated

individualized instruction and broad based curriculum.

Conse

refor

effor

suppo

conti

(Egge

quently, responsibility was emphasized as part of the

m‘program (Géhfing, 1984).v

Pétween 1941-1945 World War II interrupted the reform 

ts of correctional edgcétors. Prisons became war
%t factories. After the war, social education
nued through the influence of Kendall's work
lston & Gehring, 1995). |

S5ocial education emphasized‘life skills for

individuals. Cultural education provided opportunities to

explo
corre

as ve

Educa
parad
strat

meet

re individual talents. Since the late 1980s

~tional education stressed éulture and the hﬁﬁénities
hicles for reform (Eggelstén’& Gehring, 1995) .
}n'education; a vafiety of methods were implemented.
tional practices evolved to refiect'séientifié

igms and changes in society. Researchers foundbthat

egies used in local and correctional education should
’ - :

|
individual needs.

Foreshadowed Problems

In this study foreéhadowéd problems included:
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- massiv
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°

Identifying and observiﬁg-educatienal approaches
and strategies, H

Recognizing safety concernstwhich affect
students and teachers,

Assessing students' needs and school
environments,

Understanding transient and offender
pepulations, |

Realizing that . the accessibility of schools
could affect research, and

Using substitute teachers wOuld chaﬁge or hamper

research efforts.

In institutions safety and security were primary

concerns for teachers and Probation staffers. Teachers

worked in tandem with Probation staffers to provide

opport

Incarc

unities for successful community reentry.

erated youths were housed and schooled with gang

rivals. Therefore, safety issues varied according to site.

Otto A.

for Jju
As off
camps,

S

Fischertsehool weswthefﬁostvrestrfctive atmosphere

veniles;Aas Well as staff members,vin Orange County.

enders progressed.through Juvenile Hall and the
security restrictions were reduced.

chool ehvironments were redefiﬁed each day. A

e amount of paper work was required to meet the
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needs| of transient populations. Staff members were

continuously involved in assessment, scheduling,.and

rescheduling Students according to needs and requirements{'

Court'schools classes accommodated all levels and

_ abilities.

court

‘stude

ransient pdpulations posed numerous problemsbfor
schools. Enrollments were open-ended. Upon arrival

nts were assessed and assigned classes according to

individual needs. For teaéhing, major learning themes were

incor
lesso
radia
estab
monit

‘and cC

prima
share
. faile

devel

porated as central aspects of curricuia. Although

ns must stand on their mérit, one or two-day lessons
ted from'central themes. Classrbom culture Was

lished daily.-As.a result, students and ﬁeachers

ored aCCeptable behavior through continuous dialogs
ompliance with institutional,rules.

fn Orange‘County, populations in‘court schools were
rily composed of repeat offenders.‘Othér delinquents-
d similér characﬁeristics.,For‘instahce, most already
cbin‘traditional SCthls. Theiraéducational

oprient was several grade levels below standard

(Schumacher, 1994).

schoo

Location, as well as accessibility, separated court

ls in the ACCESS Program. Otto A. Fischer and Rio

Contiguo Schools were situated near interstate freeways.
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Joplin High'Schooi'dnd LbsiPihos’were located in remote
aféas of Orange County, California.
Court schoois operated 245 days.each year. Contract
workdays and non-workdays overlapped. Since school was in
sessian;-substitute-teachérs were employed. Security
concerns seemed to differ according to location and were
compolnded because of frequent substitute teacher service.
Twenty-sixty full time teachers were observed and
interviewed in court schools throughout the ACCESS
Program. Identifying teacﬁing strategies that reflected
saﬁety concerns, individual needs, and the probleﬁs
associated wiﬁh restrictive environments was the primary-

foresHadowed problem.
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' CHAPTER THREE.
DESIGN AND METHODOLOGY
In the ACCESS Program juvenile offender populations
pportunities to accelerate learning. Curriculum was
hed_to>meet"the needs of incarcerated youth.
Tt is the aim of ACCESS that teachers foster
learning connected to life experiences in a safe
environment.... Innovative instructional
strategies and creative lessons were constantly
‘utilized...and often overlap and compliment each
other. (ACCESS, 1999, p. 40)
Curriculum development was based on three essential
nts: engagemeﬁt, accelerated learning, and
ition. Caring fo:'the'student, teaching and inspiring
\ts were the most importént characteristics of the
S Program. The guided process of developing critical

ing skills enabled students to test, assess, and

Zte collected information.

vSubjects

- According to the ACCESS Strategic Plan, teachers Were

responéible,for developing interaétive teacher and student

relationships, maintaining assessments, and addressing

student needs. Setting criteria for success, utilizing

motivational techniques, and establishing high

expectations were also teaching priorities. In addition,

teachers focused students on future community success.
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Teachers in this sample were émployees bf OréngevCounty
Department of Education, ACCESS Diyiéion. Teacher
réspondents taught in court schools: Otto A;'Fischer'
Schooll, Joplin and Los Pinos High Schools, and Rio
Cbntiquo School. Of.thé*60“teéchers wo;king’in court
schools} 26 were»avaiLable‘fqp classroom»observation and
interviews.

Most teachers held multiple subject crédentialsvahd
their assignments_varied accord;ng tovnecessiﬁy; Those
with single subject Credeﬁﬁials integrated content aréasﬂ
Most jf thé respondénts in the Samplé taught mére than one

subject. In many cases discipliheé were blended.

At Otto A. Fiséher; classroom ébServatioﬁS and
teacher ihterviews wérellimitéd to 30—minutes.>Students '
there were déing seatwork‘or projects during the:
interjiews and observaﬁions. Of the 40 teachers, eight
were AVailable.f

At Jéplin High Schooi‘one.day was‘devotéd to interviewihg
foﬁr teachers and obseiving theif claésroomé.'TQo hours
were spent ‘interviewing téachers,'énd another‘four hours
observing'teaching>styles. |

At Loé Piﬁoé nine teachers participated in the
‘sampling and pilot impleméntation. There, teachers

responded to questions during 30-minute'interviews; The
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'parti

cipant observer took longhaﬁd notes. Later, reco:déd

responses were transcribed. Classroom visitationsfoccurred

during two days, spending 40 minutes‘observing each

teacher. Teacher reSpondents at Los Pinos‘integrated

curri

their
Teach

avail

V int
throu
in se

integ

éppro
Hall
Fisch
were

Proba
Break
sﬁaff
Opcup

Techn

culum and,taughtsmoré than one discipline;

At Rio'Céntigub five féachers were interviewed and
classroomsbébéérvedl The sﬁbstitute*teécher for

er 7 was observédviniartﬂiLéter Teacher 7 was

jble for an_ihterview.

In the Breakthrough drug.prevention program, Teacher
égréted electiveé and core curricula. Typically,
ghout Rio Contiguo Schooi core curricula‘were taught
parate subjects.‘Electivés were occasionally

rated into che sﬁbjects.

Safety and security issues seemed to affect teaching
aches. These concerns were more apparent at Juvenile
than at the other court school locatiéns. At Otto A.
er School, located at'Juvenile Hall, Probatioﬁ staff
stationed in two classfooms.‘At Rio Contiguo School
tion staff assisted in‘the iife skiils_and

ﬁhroﬁgh Programs. At Los Pinos High Schooi Probation
assisted with suéervision in one class; the Regional
ational Program (ROP), Computer and Business

ology class. Students and teachers at Los Pinos and
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Joplin Camps seemed to have more freedom bécaﬁsé of fewer
safety concerns and the transitional nature bf those
progfams. |

In court schools ﬁeachers expénded the disciplines of
learningbby ihtegrating‘curricula. Art was taught as a
separite subjeét and it was also ihtégrated across the
curriculum at all locations. Computer skills were
integrated into all discipiines. Los Pinos offered an ROP
computer and business technology class. English was taught
as a,geparate subject at all locations. English skills
were also integrated into life skilis énd sécial studies
programs; Math was integrated into art at Jopiin and Los
Pinos| High Schools. Heélth was integﬁated into physical

‘education at Los Pinos High School.

Data:Treatment‘Procedures

A variety of teaching apprqachés was observed at
Juvenile Hall® and three. court Séhools in Orange County,
Calif>rnia. Data identification was baséd on the reviewed
Literature, obServétions, and interviews. In the
interviews;‘teachers were asked to identify methods and
techniques used to teach inca;cerated youths.

faw data was coliécted from interviews based on‘

questions, notes, and observations. Longhand field notes

12




were

transcribed ‘and converted to word processing files.

' The data was collected and strategies were defined.

Instructional strategies were organized in a computer

databaseﬂprogram and arfanged by the following categories:

school, teacher‘by name, teacher by’alphabetical symbol,

subje

were

ct taught, and strategiés used. Primary conclusions

thrapolated'frdm the number of,participants in each

category. From raw data, a descriptive narrative was -

writt
treat
summa

follo

for d
who £
for 1

tradi

en. Preliminary conclusions were advanced through
ed data and research analysis. Data gathering was
rized in the Findings section of this study, which

‘NS.

Findings

Court schools Were an important link to commuﬁities
eliﬁquénts and repeat offendérs. Juvenilevoffenders
ail in locai schools were,imﬁersed-in opportunities
earning. Skills and knowledge were acquiied'thrOUgh
tionaliand néﬁtradifional apprﬁaéhesh

While incarcerated, students earned high school

~diplomas or General Education Develépment (GED)

certi

Fisch

ficates. Transition programs were in place at Otto A.

er School, Joplin and Los Pinos High Schools, and Rio
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Conti

CO‘DVé

guo School for students who expect to return to

ntional or alternative educational settings.

Otto A. Fischer School

used

Direc

At Otto A. Fischer School traditional strategies were

in art, English, math, science, and social studies.

t instruction and large group activities were

incorporated in classroom‘management‘and teaching styles.

Nontrbditional integrated curriculum and thematic

appro

studi

struc

aches were used in art, English, science, and social
es .
Teacher A taught core and elective subjects in a

tured setting supervised by Probation. Consequently,

students were arranged in rows of sihgle desks. Teacher A
| . K : .

noted

"Basic skills are emphasized and practiced daily."

Drawings or clay sculptures illustrated books students had

read.

Teacher A nOted,'"Art expression connects to written

expression."

In Social'studies, Teacher B required students to

1 ‘ |
read ''Thomas Jefferson and the Civil War" out loud and

respond to questions using a "round robin" method. Teacher

'B commented, "Everyone has a chance to participate." Life

skills were integrated into the curriculum emphasizing

tolerance, values, virtues, and morals in "How My Mother
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Got ﬁooked.f.Teachér B stated,dfThé?[students] expérienée
gonnedtiohsvbepweén‘valdég dnddliférature."‘

Teacheﬁ C empﬁaéizéd‘condeptual learning in art.
Anamdrphosis, the process of making distOrted.imageé, was
introduced with the vided, "Masters.of Illusion."
Structured, Sequential drawing lessons.folldwed the video.
Teacher C reflected, "Art is the most impdrtaht,dubjéct.
Young| people learn how to express themselves and improve
their self worth. Dfawings and pailntings are displayed in
theaters, public buildings} and at the Orange County
Depar%ment of Educétion on_a’regular basis." Teacher C
combined conceptual leafning»with thematic approaches.

At the middle school level Teacher D concentrated on
vocabulafy, grammdr, and writing skills. Traditional
strategies targeted learning deficiencies common to
delin;uent and repeat offehders.

In English, Teacher E noted'"Cléssical music helps
students'cdncentrate, which enhances classroom ambiance
and transforms the harsh enVi?onment." Music was playing
as StLdentd brainstormed and clustered ideas, before
étarting to write.

Teadher F integrated writing skills in thematic
lessons based on creating‘utopias.‘Studedts‘expressed

themselves writing stories, poetry or making clay utopias.
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used a
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English

Inl Science, Teacher G demonstrated how volcanoes

Ftudents construct models of VOlcanoeS,and mix
and baking soda to make simulated lava flows."
students were arranged in groups of three or four

~
D .

Inpegrated curricula and thematic approaches were

roﬁghoﬁt programs at QttoiA. FiSCher,School. In
school programs Teacher Dvénd Teacher G taught core-
la by combining strategies. Teacher‘G Stated;‘"Life
are intégrated into the middle schéol curriculum."

s worked tégether iﬁ cooperatiVe_learning Qroups or
roup settiﬁgs. Teacheré'used multiplé‘assessments
luation;

thods were combined across curricula. In English,

H taught low level reading, incorporating phonics
le language teaching strategies. Teacher H believed
s| "need a background in phoﬁics as well as

hrties to read literature ihcorporating whole
e‘techhiqﬁes." Teachers at Otto A. Fischer School
variety of innovative étrategies.

achéré at Otto A..Fischer Schébl'combined

ies for évaluatidh. Esséys:and testing were used in

, scilence, and social studies. Authentic
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asses
life

Joplil

sments including portfolios used in art, English,
skills, science, and social studies.

n High School

incor
instr
Art,.

math,

perfo
Forvr
creat

"Hand

Teachers in ali disciplines at Joplin High>Schdol
porated traditional strategies such as direct
uction; lecture format, and large groﬁpvinstruction.
computer, and technology skills were integrated into
Engiish, science, and social studies.

In English,iTeachér’I used guided reading to improve
rmance. "I ask questions as Ehevreading:préceeds."
éflection, Teacher T provided studenté with clay to

e figurines representing characters from The Hobbit.

s on projects allow students to exﬁress themselves

and d
thumb

then

taugh

examp

évelop manual skills:" For Halloween students made
nail sketchés of creatures, animals, and monsters,
constructed paper mache' masks.

?éaéhef J réiied on‘lectureé-iﬁ:social studies and
t "one hiétoficél t@pic evéry two weeks." For

le, "The origins of Islam" were explored. Lessons and

reading selections were structured with outlines and

teach
ideas
peopl

fill-

er-made handouts including previews of chapters, main
, concepts, dates, maps, identification of famous
e, vocabulary, and definitions. Teacher J used

in—the—blanks, multiplé choice, true and false, and
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essay questions for‘testing.iThis teacher collected maps
to»dembnstrate understanding. of Geography and used them
. for evaluation.

In math, Teacher K used the step by step prdgram[

Réal Math for Kids; This teacher believed.thap "studénts_
learn basics skills in avsequential:manner." Teacherukl
integrated art into‘math curriculﬁm; Thebteacher
réflected, "Art beﬁefits students in many ways.vThey‘learn
:to copperate with each‘other and'reiéfe to their
,environment."'Quilting pfojects, string-art, fréctal,
“tanagramsv(two—dimensidnal cutouts), geometric-shapes;
tetrahedrons,-and four- and fiVe—sided three-dimensional
sphergs wefé produced. This teacher explained»that
"memberé from a local ;hurch grouﬁ‘volunteer to teach
quiiting’skills." Teacher.K bélieved "the boysipractice
valuable social skills when interacting with aduits from
the community."

In Driver Educatidn, Teacher I used séquential‘
lessons and testédffbr practice. Students used computers
fof graphic arts, ﬁath tutdriais, word processing,rand
research. Teacher L inﬁegrated art, English, science, and
,computer skills creating graphic presentations about
"Wolverines" aﬁd‘"The;Unifed States Navy Seals"™ using

Power Point, a computer program. Another student checked
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http:understanding.of

his imaginary stock pOrtfolio on the Internet, read

‘newspapers, and kept daily records of stocks. Teacher L

expléined, "Students at Joplin High School have

_bppdrtunities to research information using the Internet."”

High

Life skills were'integrated,into curriculum at Joplin

School. Teacher L integrated life skills through

community projects. According to this teacher, "The

Highway Improvement Program helped neighborhoods clear

properties to prevent flood disasters." Teacher L also‘”

‘supervised the Project Move program, in which "Joplin

students helped children at elementary schools and

volunteers helped severely handicapped children."

Il

vompletion of daily assignments and testing were the

primary means of assessment in math, driver education, and

sociall studies. Essay completion was an assessment in

English and social studies. Portfolios and authentic

assessment of student projects were used for evaluation in

|
|
|

all disciplines.

Los Pinos High‘Séthl

At Los Pinos High School traditional'methods and

techniques were responses to individualized needs.

Textbooks were assigned according to reading level and

subject matter. Teachers combined direct instruction with

individual attention.
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The Socratic Methed>was ineerporated in math,

ce, andssoeial>stadies;iTeaCher’M stated, "The

tic method is,adeeaehing approach by which teachers
problems for diseussions.vStudents afe guided.throughvv
cess using a series of questions which enables them
scovei meaning." Indﬁath;'TeaCher M helped‘students
h‘and‘build»model'bridges and'houses;.

InvDriver Education, Teacher N used Department,of‘
Vehicle handbooks as»the primary authority‘ In math,
teacher reQuired‘sfudents to followﬂa sequential
culum. "Sequential problems are assigned from

ion;te calculus.". |

Essays and‘researeh ﬁechﬁidues were based on

ntial patterns'in social‘studies.-Teacher O_used
t}instruction,‘lectures, and "oral presentations with
tal." Written reports Were,tequired for each‘student.
er O stated, "These reports are sequeﬁtially' |
ted." Secial problems‘were often debated. "Our,geal
tackle topics like abortion issues;'Parole BQard

s, and current events." This.teacher incOrporated

- for reinforcing lessons. In social studies, "A

scavenger hunt process is used in which students are

regqui

clue.

red to follow a path. A sentence is provided as a

Eventually, the appropriate article is found in the
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news;aper,"'Teacher 0O adjusted teaching,strategies’to
perCeived'learning styles; "Students view videos. related

.to hjstorical events," The teacher incorporated "graphs,

;ﬁaps;vdrawings, andvvideo clips."‘Teacher 0 recégnized
Stud%ntg‘haa different»léarniﬂg styles. As a result this
teacﬁéfvimplémenpédié variéfy“bf strategies and‘
appréaches.'. o

Teachers 0 and‘P team-taught sdcial,stﬁdiés and
‘English; pricstére selected fromvhistory, current

. évents, iaw, ecoﬁbmics, crime, and'justice,bTeachers 0 and
P encouraged cooperative iearning and‘role—playing in
court cases. Theyvintegrated English‘and social étudies.

| "In English, Teacher P required students "to answer
"questions using.study guides for reading comprehension."
Phonics reinforéed speliing and.reading skills. Teacher P
required\writtenvéssays for evaluation. "Essays are Qeared
toward GED standards: introduction, three paragraph body,
and canciusion. Writing skills are based on completion of
five—paragraph'éssays." The writing process was emphasized
and used as the evalﬁation tool.

Teacher Q taught GED skills énd preparation in all
disciglines'using‘drill and practiée methods. According to

this teacher, "An average of 200 students at Los Pinos

pass the GED each year." Instruction was geared toward GED




testing. Teachef‘Q_taught health-related topics includiﬁg
drug jand alcohol abuse}vAiDS prevention, nutrition,
health,bphyéiéal education, and‘science.>During physical
‘eduéetidn, students were required‘to run laps, peerrm:

cardiovascular exercises, and 1lift weights. Teachér Q

believed, "Physical fitness and grooming builds positive
selfJesﬁeem.ﬁ The teacher initiated'field‘trips to Sea
World as part of»science curriculum;

Teachers R and S used.step by step instruqtions to
“accellerate learning in art and woodshop. Hyperétﬁdio and
Power Point presentations were develbped:fér introducing
lessons and graphic arts. Teacher R ététed, "In woodshop
students advance through a series of projecﬁs based on
skill levels.f Téacher S explained that "contdur iines,
"shading and value studies, and perspective are examples of
coﬁcebts taughﬁ iﬁ sequéntial Ordér using step‘by step
instrpctioﬁébﬁ,Abébrding to TeéCHérfS, "Art students had
oppOrtunitieS'té expfeSS theﬁselves; advanced art students
- have more freedom of choice and materiélé; During
exploration Qreativity émerges. Students oftén take-
control of their learning."

In English, Teécher S used Grammar and Composition by

Gary

Forlini for a back-to-basics approach to grammar,
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spelling, and:writing. "In English, skills are reinforced
by concrete grammar lessons."
In life skills, Teacher T required students'"to read

motivational stories for discussions." Field trips were

l

- escorted students on visitations to local community

also |an intricate part of life skills. This teacher

‘colleges and'youth.busiheSSYCOnferences. In life skills,
Teacher T mentioned,i"Guest speékers,diScusséd topics,A
sucﬁvas, AIDS, drug abuse, ViolenCe;‘aﬁd‘preventiQn

~issues." The teacher'used Cohputerized programé to
réséarch careers. "Videos int;oduced careér'options and
helped reinfofce concepts taught during class‘
discussions." According to Teacher T former prisoner, Pete

Reedy, taiked to incarcerated youth about "realifieSIOf

prisén‘life."

Art expression was integrated into curricula.

Students read The Legend of Sleepy Hollow'and drew
illustrations from verbal descriptions. Using the National

Geographic video, The Killer Wave, students painted

‘representations-bf tsuhamis. In math, Teacher S required

Studérts to construct twenty-sided figures, icosahédrons,

from'equilateral triangles and cylinders or boxes from

clay dsing math formulas. In social studies, Teacher O

requined students to draw maps and illustrate historical
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events. Opportunities for art expression were assessable
in all disciplines.

The arts benefited students in the Los Pinos Program.

Theatrical groups from Kaiser Permanente presented plays

about AIDSFprevention'in life skills. MUréls depicting
Juanﬁnoé Indians and an Aztec warrior mascot incorporated
nonrgutlne problem solv1ng technlqﬁesbfor art students.
Teacﬂer S reported "In 1998, students created a murai
'depi%ting the Juanenos Indians who lived on the present
site pf Los Pinostamp. Students reseérched history of the
Indian culture and participated in field trips to nearby
sites! where nativeé left artifacté."

Teacher U usedisequential computer lessons based on
drill and practice through direct instruction.and
practical application. In addition, the Internet waé used
- for research in art, English, science, and social studies.
Muitiple approaches engaged students and addreésed
learning styles. Block scheduling promotedvintégration of
‘disciplines in art, English,'social studies, health,
spience,,and physical education. Innovétive approaches
enhanced basic traditional strétegies.at Los Pinos High

“School.

A number of approaches were combined for evaluation.

Testing and essays were traditional assessments utilized.

|

-
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in coré curricgla. Téachersvused.authentic assessmehts to-
~evaluate projects:in‘art, compﬁtér aﬁd business
technology, English, Social‘studies; and woodshop. Teacher
U also applied peer coaching for assessments! Teachers M,
0, Q) and S assessed student progress by keeping daily
grades and compiling porffolios.;Final assessments were
"judged on applied‘knowiedge and demOnstration of'acquired
skills. |

Rio Contiguo School

A variety of teaching strategies was combinedvat Rio

Contiquo School. Traditional ap?roaches,were observed in

Breakthrough, a drug intervention program, math, and iife

skillls. Students were arranged in rows working

- independently fﬁom packets or textbooks. ..

Direct instruction and sequential lessons, were

incorporated. For example, Teacher V taught GED skills

using fextbooksiand éequentiai lessons, and tested for

- content. In English, grammar lessons were also sequential
and‘suppleménted the program.‘Studénts were required to

write journals,”éséays, and compositions based on

knowledge, content, and critical thinking skills. In

social studies, Teacher V integrated Engliéh and art.
Teacher V introduéed'"multicultural ahd thematic lessons

including Africah,stories) histories of the Day of the
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Dead

and All Hallows Eve."‘Art,‘rele_playing, thematic and

seasonal approaches, field trips, multicultural themes,

and guest speakers were.incorporated. In the Breakthrough

- Progr

State
seats
delih
class
persa
math.
Skill
packe
Teach
manag
kept
class
and p

stude

time,
" ‘numbe
" conte

San D

am approaches were blended.

Traditional Strategies dominated in math. Teacher W

d, "Students are notdellowedito leave their assigned
withbut'permiSSioh;":Teacher W stated, "I make a
erate effort to greet students as they enter the

room. It'e important to make a‘connection with eaeh

n and de%ise an individualized plan for learning‘

" Entering'studentsiWereirequired to take the Basic

S Inventory (BSI) and assigned apprepriate books or
te from basic eOmputational skills to Trigonometry.
er W fostered responsibility, "They [students]

ed their progress by checking teacher—made charts and
their work‘in”folders." Studente were_inVolved.in |
room‘menageﬁent and were‘"reeponsible for taking”role
assing eut‘paper'aﬁd penciis;":Teachef W prepared'

nts for GED teeting.

Teacher X taught sequential math skills for telling.

making calendars, using weights, measurements, whole
rs, decimals, and fractions. This teacher used
mporary music and computer games, such as Carmen in

iego Math Detective and Game Boys in math. Teacher X
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stated, "I use games to moﬁivate sﬁudents;‘after they
[stujents]‘complete each chapter, points are earned fér
.free time activitiésf" Testing was the pfimaryvassessment.
Teacher Y taught fesponsibility ihvlifevskills. ﬁTwo
hundred different life,skiils‘including.cooking, hygieﬁe,
anger management, addictivé substance education,
communication, relationships, and vocational education are
incorporated into the program." Alternating fﬁOm large
grouf to small group settings, students used checking
accotnts and had opportunitiesito buy snacks. Field trips‘
and guest speakers were paft of life skills.

An atmosphere’of coqperation was apparent in art.
Simultaneously, students were involved in a number of
acﬁivitieé, including drawing, painting, ééulpture, and
knitting.‘Teachefvz believed, "Art is therapeutic by |
ﬁature.ﬁ Tﬁis Eééchér raiséd‘rabgits in art class as
therapy féf:incaréérated‘étudéhts,fWWhen someone comes
into class aﬁgry,‘i hand them a rabbit ﬁo hold." According
to Te@cher Z, "No one can stay angry holding a baby
rabbit." Teachers at Rio.Coﬁtiquo School combined a
variety of strétegies;

In arf,.life skills, and sciencevauthentic
dsséssments_ﬁeie used. TeSting was used in core‘SubjeCts,

'In English portfolios,were compiled. In science, English,
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and social studies, essays were used for evaluation.
Multiple methods were for assessment at Rio Contiguo
School.

At Otto A. Fischer School, Joplin and Los Pinos High
Schools, and Rio Contiguo School, teachers used a wide
variety of strategies. In core subjects teachers used more
traditional methods for remediation and GED preparation.
Elective subjects were taught as single subjects, and art,
computers, and life skills were integrated throughout
curricula. Teachers in the ACCESS Program used a variety
of innovative approaches to meet the needs of incarcerated

youth.
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CHAPTER FOUR

CONCLUSIONS AND RECOMMENDATIONS

Conclusions

From its inception the correctional education

movement incorporated themes of religious and moral

‘reform. Education was expanded to include basic academic,

vocat
speci

needs

for p
_vocat
basic

~resul

‘was t
produ

oppor

" varie

nontr

ional, cultural, and social themes. Eventually,
al eduCatién deVeloped in résponse to.educational
‘of prisoners. Similafly, traditional adult education
risoners stressed acquisiﬁion of basic literacy and
ional skills. In additién,vjuvenile offenders lécked
skills and desire td further their education. As a
t, correctional educatofs motivated offeﬁders to

nue educational purSuits;

historically, the main gbal‘of’Correctional education
O feform prisonérs and to prebare'them to function as
:tive‘aﬁd.responsiblé memberé of Society. Educational
tunities pro&ided avenues fof indi&idualé' succesé.
Zorrectional‘educaﬁor$ in the ACCESS Program used a
ty of strategies, combining traditional and

aditional instructional approaches. Clearly, these

methods and practices were based on teacher experiences,

educa

tional trends, the new sciences, brain research, and

89'




|

perso

wera

werel
N
creat

assoc

nal learnlng experlences Consequently, strategies
de51gned to match student needs and goals.

This study demonstrated how basic literacy skills
integrated into curricula and how innovative and
ivefapproaches addressed educational problems

iated with incarcerated youth. Examples from this

study showed how correctional educators combined

tradi

tional and nontraditional methods in court schools in

the ACCESS Program at Otto A. Fischer School,'Joplin High

and I

indiv
needs
Furth
integ

varie

youth|.

nontr

os Pinos High Schools, and Rio Contiguo School.
Approaches .and strategies were cnstomized and
iduaiized to meet‘edncational,;emotional, and safety
of incarCerated juveniles in hostile environments.
ermore, correctional educators in the ACCESS Program
rated basic literacy skills into curricula through a
ty of methods to meet thevneeds of incarcerated
Consequently, teachers‘inccrporated traditional and

aditional instructional strategies to reduce failure

for t

ransient populations in court schools.

In the ACCESS Program teachers assessed and

reass

.educa

abili

oppor

essed students, according to students' needs and
tional requirements. In court schools all levels and
ties were accommodated. For instance, students had

tunities to earn their GED or high school diploma

290




while incarcerated. In addition, students learned to be
responsible in their future lives and to become productive
members of their communities. This occurred in large part
because teachers understood the educational benefits of
combining approaches and strategies.

Teachers working in court schools illustrated how
basic literacy skills can be successfully integrated into
curricula through a variety of methods. Similarly,
different teaching goals required matching and alignment
of a variety of teaching strategies.

Traditionally, the goal of schools was to transfer
knowledge from teacher to students, primarily a one way
communication. Nontraditional methods exposed students to
a variety of learning opportunities to accommodate
different learning styles and ability levels. As a result,
teachers responded to the needs of incarcerated youth by
blending approaches and strategies.

Correctional educators focused on leveraging
students' strengths, to develop intervention strategies
that facilitate and accelerate learning. Traditional
methods--based on linear, sequential, and incremental
lessons, as well as nontraditional methods including
spiraling, interdisciplinary, thematic, and holistic

approaches--were implemented to meet identified needs of

9



juv%nile‘offenders. Teachers in court schools used varied

techniques to mediate and teach basic skills. Therefore,
e .

appreoaches were used to accelerate learning and to promote

. l : : ' :
interaction and personal transformation.

i
H» Recommendations
iTeachers in the ACCESS Program provided appropriate
stra%egies so all students could increése their knowledge.
‘Corr%ctional educafors understood that students learned in
a Variety of ways aﬁd had‘different'learning preferences.
’To eﬁgage stﬁdents iﬁ active participatory learnin<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>