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Abstract
This study explored the scheia-prison pipeline phenomenam NL through the K12 school
experiences of people wlaoeincarcerated, a population of peopdom heard from in this
area ofresearchDrawing upon the theoretical frameworks of phenomenology and narrative
inquiry, indepth, semstructured interviews were conducted with five participants to gain
insight into the impact their school experienaad experiences with exclusionahgciplinehad
on their lives, the connections between the education and criminal justice systems, and their
advice for education systeffhis study explored the research questions: What are the school
experiences of people who are incarceratadi residig within the schoato-prison pipelin@
What are their experiences with exclusionary discipline practices in school? What do these
individuals feel that they would have ‘needed
prevention of them becoming prisoners? Is the school experience cahtrettte prison
experience? What advice do these individuals have for educators and the education system?
Through the lerssof labeling theoryand seworth theory the employed framework
underscores the understargliof human beings as worthy and interconnectée findings
illuminatethe mechanisms of pathologization within the school systenteficit discourses
embedded within institutional soft structussdexplores theheme of containmenamong
others,asunderpinning thessence of the schetd-prisonpipeline metaphoiT he st udy’ s
implications for educatorpolicymakers, and humans implore the neediferfostering of

authentic relationships through relationality and a deeper understanding of the self.
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Inside Looking Out: The K-12 School Experiences of People Who Are Incarcerated in NL

Chapter 1: Researcher Positionality and Introduction

“Whilst remaining itself what it is, we set it as it wéoet of action, we*disconnect it
‘bracket it. It still remains there like the bracketed in the bracke”

- Edmund Husserldeas, 1931

1.1. Researcher Positionality

| was raised on the shoulders of ‘inmates’
memories | have as a little kid riding high on their shoulders while touring the Sand River prison
forestry camps in the late 19864 was a parole officer for the Correctional Service of Canada,
and in the early days of his career, he supervised offenders out on day parole from Springhill
Institution and Dorchester Penitentiary in Nova Scotia. There the inmates learned to be tree
harwesters throughout the course ofear, which led to their eventual release from parole to the
community. | was about three to four years old at the tielived in tiny communities situated
around the penitentiaries, and moved around quite a bit depending on where my father was
stationed. There was a bus stop just outside our little house in Parrsboro, and the parolees would
often be welcomed inside ouit¢hen to get out of the cold while they waited for their Qe
unwavering, innocent trust and connection | had with my parents always guided me. As a child,

it was an unconscious thing; | existed as an extension of them. The things they normalized
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became my universe. It is only now, when | look back on my life and my positionality for this
research, | am beginning to realize how deeply their relationships with incarcerated and
marginalized people influenced me. It is through this research thabégimning the untangling
of that phenomenon.

As an only child, a large portion of my early years was spent surrounded by adults,
unknowingly absorbing their conversations. As | grew, | began to understand the nature of my
father’s work; he would say thaterde'wasHissiradaw:
spent visiting the prisons, checking in on pa
worked together to shape my present and my future.

Finally, in 1988, the Correctional Service

parents homet own. I't was a tpltwashere Ddidbeganhad al
implementing restorative justice practices in his own work as a parole officer and more notably
through the establishment of his organization, TurniRigscareer as a parole officer

highlighted for him the major systemic gaps in support for incarcerated people reintegrating into

the community. Upon retiring from the CSC and owtaftinuing efforts to help fill these gaps

and reduce recidivism, Turnings was born. A former Catholic priest, Dad began the organization

as the Metro Community Chaplaincy, offering Circles of Support programs to incarcerated and
formerly incarcerated indiduals in and out of the prison, to aid in their transition from

incarceration to community. Throughout the evolution of the organization, | watched him face
countless institutional barriers through his efforts to help move this foostard andelt the

rage and frustration they brought. I felt his

addiction and mental health issues. His office walls are still alive with their faces. Each barrier
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and loss took something from him, and subsequently from my mother and rBetoehowhe
kept going.

A year after we movneoth aforerkPN; beecaBd a.studerd hn’ s,
assistant, providing oren-one support for students struggling in the classroom. So it began in
1989 the beginning of a career that would not only profoundly influence the lives of her students,
but my own life as well. Shapproaches her work with a certain authenticity that | have spent
my life (and the course of this research) trying to pin down and describe. It is a rare mix of
tenacity, selflessness, empathy, and hunmuairytou wish you could bottle and distribute widely.
Many of her students would continue to come to her for support, years after they passed through
the doors of the classroom. | watched her, and | learned that a student was not just a body in a
desk; | wached dad, and | learned that an inmate was not just a body in Bhesllare
individuals; human beings with stories woven together by lived experiences. | have learned that
sometimes we wear our stories on the outshit@ld-faced and shiny, cleaut. Unmistakable.

Like armour. Other times, our stories are written on stained pages. Set aside or misplaced

somewhere along the way yet composed of wisdom so deeply etched; on the inside looking out.

All of this contributed to a personal unco
grappling with the meaning of *‘knowing’; to u
them and contributed to the essence of who they are as human beings. | attempted f e-e | it

work the job, live in the community, become a part of the subcultalteo try and truly
understandwh at it 1 s | i ke’ to be someone el se. The

the process. Upon reflection, the discovery ofth need t o know’ was t he

for interconnectedness and its meaning.
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As a dance teacher for the pagghteenyears and a dancer my entire life, | have been
fortunate enough to witness the vulnerability of others through music and movement and further

experiment with my own vulnerabilitythere is a certain privilege that comes along with not
only witnessing and experiencing this vulnerability, but also with physically being able to exist
within that artistic space. | was a dance teacher before | became a high school teacher, and | am
realizing the extent to which my liveekperiences and relationships formed within that artistic
space shaped my experiences as a classroom teacher and approach to relationships and
pedagogy. Armed with these experiences so far and a B.Sc., | became a high school teacher in
2014. | began workimas a substitute and replacement teacher in large Metro schools and
alternative schools. | am forever changed from these experiences and bearing witness to the
experiences of others.

Many of my teaching experiences exist in juxtaposition on multiple levels. | taught in
large (oftert semesterizeéd high school math and science classrooms with over thirty students

wher e getting through t he Thacoursexranbedfrom s e e med

Basi c’ t avarcedwPaaermentdAPyernational Baccalaureate (IBvels. In

physical contrast to this, | taught in small group settings in an alternative school (for students

who were deemed u n a b lagsroamg moktly due to behaviouraltissues),” r e g

where Priority One shifted from getting thro

guestion or oftenti mes managing to open the
half a day and were stetimes living in group home settings or in open custbdgnany cases
they would only attend for a few months before returning to their original school or going into

custody at a youth correctional facility. | also taught at ailiyelosed facility fo youth with



5

mental health and addictions issuBlse youth were under the care of doctors, healthcare and
youth workers, and would attend school for varied lengths of time during the day based on
individually assessed needs. The facility could only accommodate a small group of youth at a
tme.Dependi ng on the individual, the | evel of f
curriculum’ varied. The programming at the fa
overall health and wellness, behaviourarépy, and if necessary, treatment for addiction and
mental health issues so that they could return to their communities and lives. For many of these
young people, their prior experiences of school as a place of frustration and isolation shifted to
one of elonging and success during their time at the facility. This shift can be largely attributed
to the connections and relationships that thrived authentically in an environment where they were
deemed to be ‘“all owed’ t o deapsonrectionsvithyoahd t he p
who had lived experience far beyond their ye@heir perseverance and resilience through
unspeakable adversity humbled and inspired me, and | began to wonder how the same could
happen for the education system as a whole.

Rewisiting my teaching experiences and observations throughout the course of the
research journey opened the door for perspective and andlyisgrocess allowed for the
placing of these experiences and observations
contitauunmn'cal e’ of sorts depicting the relatio
environment and the level at which relatsbips were given the chance to foster within that
environment.

Putting my math teacher hat back on for a moment, | will say that class size and

composition and the degree to which authentic relationships are allowed to foster are akin to



6

inverse functions; they can serve to “undo” e
consisted of upwards of thiyi ve r egi stered stLevdldint s. This wa
‘semesterizédmath course with a high degree of student needs, including a range of
exceptionalities, language and cultural differences, ages, abilities, attendance (and lack thereof),
and living situations. As a teacher, | felt like | was up against the odds abtbtrieach every
single student in that class and get to krilegm and provide them with the individualized
instruction they deserved while simultaneously delivering the curriculum. For many, graduation
and moving on with their lives was contingent on success in this course. The pressure they felt
was the pressurefélt, and we navigated this together the best we c@ddpite many
breakthroughs and successes, there are still a few that slipped through the cracks. | kept
wondering, “If only the situation the system
with.” Perhaps a reflection of the exhaustion and frustration | felt at that time, | still wonder
about the young people who | saw slipping and felt powerless to catch. | also wonder how fast
this number would have increased if | had not put in the level of enadtand mental effort that
| did, every single day. | fagorward in my mind to the voices tie participants when they say,
“School wy antht becante anather place to run frért is possible thathis
sentiment can ring true for bastudents and teachers.

Generally, and perhaps counterintuitively to some, the more advanced the course, the less
the student needs overall, due to a variety of confounding factussis especially notable here,
as it further highlights the disproportionalities within the system and responses to these
di sproportionalities i n terms of the differen

it comes to determining class si8pecial attentions requiredn determining the size,



composition, and needs studentsn* basi c’ | evel required courses
they can often be an exceedingly critical turning point for vulnerable stutlentge you to
listen deeplyvi t h * ttowhe voecesrofdhe participants are they share openly their school
experienceand their advice for educators and the system as a wksigudo this,| also
invite you to consider theast implications of their stories and advice, as well as the implications
and questions that arose throughghenomenological procgefor the researcher.

My teaching experiences and observations at an alternative school can be placed slightly
further along the connection continuuiihe smaller class sizes and shift of focus to individual
student needs allowed a greater space for the fostering of connection and relatibosimasy

of these students who were deemed unabl e to
removed from school for behavioural issues or in open police custody), the alternative school
provided a space to enable learningtiyh the establishment of trust between student and

teacher. For others, however, simply attending the school brought with it a certain level of
stigma; they recounted being | abeled as a ‘ba
school. Sometadents embraced this label. It was a rare case that a student who was placed in

this alternative school attended until completion. Instead, many students spent much of their

junior high and high school years transitioning back and fontho m r eog to altarmative s ¢ h
school, to open or closed custody, and back again due to recurring incidences of behavioural or
learning difficulties.This cycle contributed to an unsettled, transient school experience
interspersed with fragmented moments of connectedness.

Even further along the connection continuum, are the teaching experiences and

observations from the closed youth facility for mental health and addictions. The school



environment here consists of a series of small classrooms in a hallway in tdmeféig#ity.
Students referred to this facility have been
junior high or high schodetting andnust commit to a liven treatment program that is tailored

to their needs. The vast majority of the youth have been diagnosed with exceptionalities and are
struggling with mental health and addictions issues. Under the direction of doctors, nurses,
thergists, youth workersgnd teachers, students take part in structured programming. In terms of
teaching and learning, a student may complete a regular curriculum or modified curriCiam.

class sizes are very small, sometimesa@mene, and for many students the school hours

became the highlight of theirdafhee nvi r onment , t hough clinical
aspects, was conducive to the formation of deeper connection through the hopeful interactions
between students and teachers. It is an environment where the most successful relationships
between adults w&ing at the facility and the youth entrusted to their care are based on honesty,
trust, and accountability and set to be held in utmost importahoee chooses to rise to the
challenge.

Students experience the c¢onsEdyaaterprojecs of t e
ontostudents what thelyave learned, including the realities of working within a systemnsthat
oftenfails at honoring the individuals upon which it is buithe same individuals for whom it is
supposedly built. If educators and policymakers fail to recognize these realities and subsequent
projections, the cracks in the system will further widen. Tleseks turn into crevasses,

consuming the most vulnerable andatieg an insurmountable division among teachers and

students alike; among the human beings at theeehit all.



Clearly, division is the antithesis of interconnectedniésscertain educators, | have
noticed that this often includes an idealized and sometimes unconscious separation or division of
‘selves’: the *teacherTha detngadhyerandi ddmtuiet ys ei
that iIs perceived as a protective barrier for
teaching and working under the pressures of the educational sy¢bather we want to
contend with it or not, | believinat these constructed identities are preventing teachers from
understanding what It means to be in true ‘re
of interconnectedness within the sefifentrickle down to our relationships. As educators, we
are privileged to bear witness to the vulnerabilities of the students in our care; yet we are often
fearful of those same students bearing witness to our own vulnerabiWgesncourage students

to live their truths, yet we hesitate to live our own.

1.2. Introduction

My positionality as a researcher and experiences as an ecu@atguidedme
authentically to this researcWithin thequalitativeframework of phenomenology and narrative
inquiry, this study explored the school experiences ofificarceratedndividualsat Her
Maj esty’ s (HM@nint eSrtt.i alroyh n’, €anadére thé impact thésa n d
experiences had on their livésdividual, semistructured interviews took place-gite within
the prisorwith human beings living in confinement and containtn€hrough guided, open
ended questing, the interview structure encouraged participants to share their experiences
openly Through the lenses of labeling theory and-seifth theory, he study explomthe

research questiongvhat are the school experiences of people who are incarcerated and residing



10

within the schoacto-prison pipeline? What are their experiences with exclusionary discipline
practices in school? What do these indivi

school experiences to aid in the prevention of them becoming pisSolseihe school experience

dual

connected to the prison experience? What advice do these individuals have for educators and the

education system?

Via theindividual stories otheirlived experiences with school and incarcerattoe,
participantslluminate the connections between the two and the profound impact these
experiences had on their livasd offer advice for educators and the education syStken
phenomenon of the schet-prison pipeline is synthesized through the examination of their

lived experiences, truths, and stories. Listening to the human beings at the center of the

phenomenon seeks to strengthen the body of research thatemasdmpleted in this area, which
to date has been mostly carried out wusing

directionality andattempts to describe the relationship between the educational and criminal

justice systems; a movement froRoint A to Point Bin the form of school exclusion to
juvenile and adult criminal i nvol vement .
disciplinary practices within schodails which the student is removed from the learning

environmentincluding expul®n and suspension. It may also include chraisenteeism and

qua

Sch

|l eaving schoolfh(bobdgbpphegpauti i pants’ storie

of school ‘“exclusion i's a complicated o

that extend beyond reactionary policies and punishments within the walls of the sclyool. Irb

t h

(2017) would refer to some of theseprisomctors a

pipeline is built” The following chapters document the synthed the schoeto-prison pipeline
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phenomenon through the lived experience of the participants and reseaest®aling at its

core the need to explore the dimensionsofe | at i onshi ps’

interconnectedness with others and within the self.

and

t hei

r

m
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Chapter 2: Literature Review

| have given much time to reflect on the connection between the sgfsbein and the
criminal justice system. There has been a dearth of Canuiased qualitative
phenomenological research on the phenomenon of the sichpieson pipeline. According to
Pesta (2018), t hw®pt apbdh ydestrfpasithd nelétisnehip beiween the
educational and criminal justice syst@m 1491) At the core of this relationship is the construct
of exclusionary discipline in schools, or “sc

exclusionary discipline in schoalse f er s t o t he actions that r em
classroom instruction for disciplinary reason
on a continuum from less to greater levels of exclusion, the most common forms of the practice
include inschool suspension, eof-school suspension, and expulsidhe use of the term
‘pipeling implies directionality, and therefore it is important to assert that it is unlikely that
suspension or expulsion alone is directly linked to criminal offending (Cameron & Sheppard,
2006; Vanderhaar, Munoz & Petrosko, 2014, as cited in Pesta, 2018)., Rasherore probable
that the effect of school exclusion is mediated by negative-sfrontoutcomes, such as
delinquent behaviour and dropping out of school, that funnel students toward the criminal justice
system (Cameron & Sheppard, 2006; Vanderhaandd & Petrosko, 2014, as cited in Pesta,
2018).

The consequences of excluding students from school by means of suspension or
expulsion should not be underestimated. Nance (2016) supports this claim by pointing out that

not only do students lose valuable instructional time, but exclusion isi@ssbwith lower

achievement levels. The effects of exclusion go beyond academic performance. In the article
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“Out of School Suspension and Expulsion” (201
t hat “ st udent s-of-school suspepsm anceerptlgion are ds much as ten times
more likely to ultimately drop out of high school than are those thatadd ~ (p. 1001) . A

snowball effect reaching into adulthood is descriag@ student who does not complete high
school can expect to earn considerably less over a working career and to have fewer educational
and employment opportunities than a high sclgoatluate (American Academy of Pediatrics,
2013). Further, if parent(s) working away from the home leave the excluded student
unsupervised, the likelihood for engaging in more inappropriate behaviour is increased
(American Academy of Pediatrics, 2013). Gaelnd Markowitz (2015) evaluated whether-out
of-school suspension increases referrals to the juvenile justice system among youth with a
history of offendingoehaviours angoint to the conclusion that it does. More specifically, the
results demonstratbdt among this population, being suspendeebfsthool on a school day is
associated with a more than doubling of the probability of offense. The analysis has direct
implications for theschootto-prison pipelingp henomenon i n that “school
designed to handle problem behaviour in school may contribute to overall crime rates out of
school, highlighting a significant potential disadvantage of usingbsthool suspension as
part of aschooldiscp |l i nary pol i cy” hérpsultsafthé&study pdidet not ab
evidence for thechootto-prison pipelinevhere the likely mechanism is that suspension leads to
days spent in the community with reduced supervision and increased opportunities to commit
crimes (Cuellar & Markowitz, 2015).

The vast majority of existing research on slsdootto-prisonphenomenon has been

completed using quantitative methodologies and based in the United States. Several articles of
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this nature, includingvo | f and K u pSchodl Suspsensign? ahd Atlyerse Experiences

in Adulthood test their hypotheses through the analysis of data from the National Longitudinal
Survey of Adolescent to Adult Health. This su
survey conducted by the Univer sit yKupshik, Nort h C
2017, p. 415). The findings suggest that “stu
they are in grades-12 are at significantly gater risk of criminal victimization, criminal

activity, and incarceration years later as adults, even when controlling for dozens of relevant
studentlevel and schoel evel variables” (p. 423). The arti
Risk of Adultinca cer ati on (Arum & Beattie, 1999) descr
assessment of high school educational experiences on the risk of incarceration for young men

aged 1936 using event history analysis and National Longitudinal Survey of Youthnda

Uni ted States. I n this case, the findings indi

on an individual’'s risk of incarceration” (Ar
specul ate that this ef fueatidnon the propersity folycrindnale t o
behaviour, which would increase the overall r
to Punish: An Examination of the School to Prison Pipeline for Marginalized Y2015),

authors Salole and Abdulle gent their research from a Canadian perspective. Based in the

Greater Toronto Area, the research employs a qualitative methodology through interviews

collecting personal narratives (Salole & Abdulle, 2015). Interested in the perceptions of fairness
andjus i ce of marginalized yout h, i nfor mal I nt er
front | ine workers

" (p. 140) ( s oweiecadkedovor ker ,

relay their experiences related to: education, discipline in school, andrthieal justice system.



15

For the research participants, the findings s
enforcement of rules around minor infractionsinscleoalh anced youth particirg
“detachment and exclusion from school” (p. 14
research focused on “just how disruptive scho
(p. 149). Most importangl and most relevant to the research at hand, is the finding that
“di scipline, ativesapeatiorscanoundermiaerie learreng experience of even
the strongest students, can diminish the trust students have in teachers and adults, and can
per manently alter their commitment to educat.
assertion of Hirschfield (2008) that alludes to gwhootto-prison pipelingghenomenon:

Just as the success of a ‘College Prep’ tr

track who attend college, the reliability of penal and exclusionary practioeseding

outt hose students on the ‘fast track’ to jai

these practices. (p. 92)

2.1. Labeling Theory

In the article Juvenile Delinquency and Ss#ntiments: Exploring a Labelling Theory
Proposition(2016), authors Kroska, Lee, and Carr suggest that the goal of the [juvenile] justice
system is to treat and rehabilitate delinquent ytaffrevent future violations. They go further
to shed light on numerous studies that suggest encounters with this system have the opposite
effect on teens, | eading them to “reoffend at
This reaffirms the suggstion d Hirschfield (2008) as previously discussed, that the system is in

essence perversely feeding Huhootto-prison pipeline
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Labeling theory draws strongly on symbolic interactionism (Triplett & Upton, 2015).
Upon its rise in 1960s, theorists asked cri mi
constructions that r esul oringtheanportancepfsocale ss of i
reactions in shaping the behaviour of those who are reacted to, or labeled as, deviant (Triplett &
Upton, 2015, p. 297). Tannenbaum (1938) offered an early yet vital contribution to labeling
theory, beginning with the simpé&gument that people view youths who break the law as
somehow different, or worse, than those who do not break the law (as cited in Triplett & Upton,
2015, p. 299). Further, labeling such youth in turn affects both the way society reacts to them and

the wgy they reactto societft he parti ci pant s accounts of the
into the effects of labeling, in turn contributing to the synthesis of the sthvpoison pipeline
phenomenon that this research seeks to explore.
It follows that increasing recidivism and labeling youth can be viewed as contributors to
the schootto-prison pipeline According to labeling theory, this unintended outcome of

increasing recidivism stems from two interrelated processes that unfold after a delinquency label

is officially applied (Kroska, Lee & Carr, 2016). The first process suggests that a delinquency

label changes yout hs opportunity structures [
conventional routes to socioeconomic sscee” ( Kr os k a, L e eTh&sed®radr r , 20 1
process builds on the first in the sense that a delinquency label leads others to treat the labeled

youth in ways that promote the adoption of deviantseénings (Kroska, Lee & Carr, 2016).

In turn, subsequent deviance motivates the affionaif those selfmeanings.
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2.2. Self-Worth Theory

According to Covingtin (1984), selworth theory focuses attention on the pervasive need
to approach success and to avoid failure, causing a sense of worthlessness and social disapproval.
Since society generally recognizes that perso
ac ompli shments, i1t follows that ability is a
“prime cause of failure” (-feoceptiomgofimabilityard 984, p.
direct contributors to selivorth. Theat hor goes on +{worthmddelt e t hat *“t
emphasizes feelings of worthlessness arising out of the disclosure of incompetency (shame and
humi | i at il propdsé that this shadng and humiliation may be a consequence of
exclusionary discipline, scheblsed interactions, and lived experiences felt by those individuals
who reside in the schotb-prison pipelineWith the support of tawork of Kroska, Lee, and
Carr (2016), and the emerging themes in this reseendmections betwedabeling anl self
worth will be investigated further.

Sociological approaches to understandingsttfeotto-prison pipelingphenomenon are
ubiquitous, and they offer important insights into the ideological, political, structural, and policy
underpinnings of youth criminalization. In tbkapter“The Indignities on Which the Schet-

Prison Pipeline is Built: Life Stories of Two Formerly Incarcerated Black Male School Léavers

l rby (2017) asserts that the body of work in
research that offers insight#o the lived experiences of Black males and the ways they
personally make meaning of their experiences”’

research akin to those | am attempting to identify and address. Though my research did not
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employ the same racial lens, the focus on the human beings at the centrgchbtito-prison
pipelinephenomenon remains consistent.

Irby reference®eing Bad: My Baby Brother and the SchtmPrison PipelinglLaura,

2014), describing it as a close example of the qualitative research that is needed. In this work, the
aut hor presents the story of her brother’s tr
being diagnosed with a learning disability, n@khving in school, and his eventual brushes with

the criminal justice system and incarceration
transition, Laura points to the ssied opportunities of school leaders and teachers to engage her
brother and support his difficultieBurther, this account places other human beirigmilies,

school leaders, teacherat the centre of the phenomenon alongside the subject in question.

l rby (2017) pr esedradcaunts oitbe schamsedexpdriences that
predated each of their eepthmohenane iniemieva usimgar at i on
per sonal narrati ve appr oa théifdividuplsundelOthe. Accor di
pseudonym§ D e amd“"Aaro’"“ r epr esent a population of peopl
but seldom heard frominschemp r i son pi peline research” (p. 1

Throughout the work, Irby (2017) places his primary focus on the concept-of non
inherent dignity, “worabqpreedsedndpbnoa eokrs
circumstance, and behaviour” ( p.nectiors)irectyf hi s f o
with selfworth theory as described by Covington (1984). Thompson (1997) also offers support
for this connection asser t-worthgaretthbse which aralikelyat i on
to reveal low ability, and low ability is mbsvident when poor performance occurs despite

expending effort” (p. 50) . Il rby (2017) descr.i
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experiences that Wertwthedl édasvi s@gnisiemoT’ dedeép do\
27). Aaron recounts his experiences growing wu
corporal punishment was often enacted by his mother who struggledrag and alcohol
addiction (Irby, 2017). He regarded the lack of a meaningful male role model as a major factor
that shaped his | ack of school success, and nh
toenhance hisseltor t h” ( pte theBe8¥perieroes,sApron stated in his interview that
he faced little difficulty meeting the academic demands in his early years of schooling (Irby,

2017). However, this enthusiasm and giftedness was not reciprocated by adults in his household

(Irby, 2017). Rather, it was the low grades that would elicit a response (Irby, 2017). By high

school, Aaron was “physically present but not
lowselfr egard” (p. 32). Il n hi s hi dystudests, heo o | of app
considered himself a “face in the crowd” (p.

front of me who made me feel like | could deything ” ( p. 3 3suggesthis i s her e |

statement and its underpinnings may hold powerful implications in terms of policy and practice
for educational leaders who acknowledge the existence sthuotto-prison pipeline

phenomenon. Aaron’s sentiments will frequentl
experiences of my participants aggented here in subsequent chapters.

Aaron subsequently experienced a stint of incarceration for six years and shared that
substance abuse and addiction was a prevalent part of his life (Irby, 2017).

D e o n’' -band acaoumnttof his school experience predating his eventual incarceration
of fers another window inttoprtiheorf rpiogel iump® ni swht

2017, p . 23) . Deon’ s st oftschool seford gradiiaging,eamdtsoomn n t h
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after entered a “vicious cycle of incarcerati.i
reveals frequent experiences with exclusionar
of outspokenness and def inmn({pc2é).’He foundhimseafhaviagt er r a
an identity crisis at a very early age, and h
frequent fighting at school (p. 24). In early junior high, Deon was sent to a reform school where
he remained for the next twegrs of his life (Irby, 2017}e described this experience as

l'iving in fear of both other students and ma

Upon his return to high school, Deon’ s disreg

and invol vineg ahii meel fi fiestyl e” (p. 26)M" Altho
grade, he never finished the year, often going to school intoxicated and ending up involved in
fights (Irby, 2017).

In the discussion section, Irby (2017) refers to the interlocking experiences of Deon and

Aaron as “early indignities of criminalizatio
violence, and | oss of reiagioaksheée pisii fabeipri sme
significantly, l rby goes on to speak of “disp

interested in the “ myri ad-intertionedamakedthénaas peopl e
“pr obl e ms ssért hérptha? tBepe aspects af the discussion are directly connected to the
theories of labeling and selorth, even though Irby does not explicitly state this. Further to, and
succinctly, Irby suggests that a sole focus orstiteotto-prison pipeling without sufficient

accounts of direct experiences, masks the po
and when the current pipeline falters” (p. 37

research as t he sin®theaatydfée exmenencesfof two Bfack menmpose
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containment experiencesid subsequent behaviours might be used to support the sort of
ideological justifications that foster overly punitive school cultures, climates, disciplinary
policies, and practices” (p. 37). | n orfewter <ch
and their own lived experiences of containment as Irby mentionsThieregh this research does
not allow for the application of the same Bl a
themes arose through the lived expnces shared by the participants and via the synthesis of the
schootto-prison pipeline phenomenon.

Int h e c HPatipotogizing the“WhitedUnteachable SouthL ondon’ s-Clags r ki ng
Boys'’ Experiences wi t(B0173 author&tahl invgstigataschowwhite c i p | i
working-class boys experience pathologization and deficit discourses in their schooling as they
negotiate discipline structures within their schools. Drawing upon empirical data from an in
depth sociological stydof twentythree white working class boys, Stahl makes theoretical
connections between how pathologization (within the school and wider society) contributes to
the schocto-prisonppel i ne and how these “young men beco
deficit discourses contributing significantly
aut hor’s discussion of pathologization provid
conceps of labeling theory and selforth theory and how they are connected to the human
beings at the centre of the schtmlprison pipeline. While Pesta (2018) refers to the setwol
prison pipeline as the relationship between the educational and crinsitieg jsiystems, Stahl
of fers an extension on t his idstitbtionalipradtiosoh , refer

funneling school students, who are often from disadvantaged backgrounds, into the criminal

justice system” (Stahl, 2017, p . 92) . Del ving
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Crichton, which posits that particular populations in schools are often subjected to deficit

di scourses of educators “who may construct th
shortfaldl in a student’ s abi flincttsocialbreultdred ar n due
group” (p. 4). I n considering how etoxgisomi ences

pipeline, Stahl theorizes the identity formation of the whiteking class young men in his

study, as const i tverlappidg fdrnmsofgpatiglbgizatiomuinsidea apd oatside o

of schooling”, as they pursue-cdmace snatsa ud o ms tt
94). Further, in constructing their identities as learners, the white weckasg boys in the study

have schooling experiences shaped by the low expectations and deficit discourses of their
educatorsh ecomi ng “ pot ent i-taprisompipeline thneugh theif negatives ¢ h o o |
experiences with “schooling, t Wwhktewokihgiclass, and

in school s (p. 94). Reay (2010) suggests tha
young men, it is important to consider school
raced voices” wh e gdtatestheiusdoahanddearaer ideatitigs {p. 2819. n e

| discovered Stahl’'s work in this area | at
became completely intrigued by the deep connections between his findings and elements of the
participants’ | i ved experi enc e senbchapterdvheeeme s t h
l rby’s unique work provided a profound-insigh
to-prison pipeline and helped to support the validity and chosen methodology of my research,

St a h |-based rgsearch offered connectionsa cultural level.

Newfoundland and Labrador and the United Kingdom, particularly England and Ireland,

possess rich histories that are genetically a
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PenitentiaryorHMP,NL* s | argest and main prison and the
research were incarcerated at the time of their interviews, is the only prison in Canada named in
honour of British royalty, similarly to all prisons throughout the UK. According totatge NL
(2000), upwards of 90% of Newfoundlanders and Labradorians are descendants from people
who came from England and Ireland between the early 17th century and the late 19th century.
This has had a profound impact on the develept ofNe wf ound| and calmrdl Labr ad
identity.

Akin to the UK, there is evidence in NL of the pathologization (labeling) of the white,
lower sociceconomic statumale into social groups with characteristics that are similar to those
as outlined by Stahl. For Stahl, white Britons fromomome backgrounds lacking in cultural
resources to form a respectable identity are frequently associated in popular discirbes w

pejorative ter m, chav” (Stahl, 2017, p. 97).

furthered by a $ScmationondUK sopietypwithcthe intercelatnshipabetween
social c¢class, education, and behaviour” (p. 9

and pathologization via the terfigkeet, as seen through cultural references and colloquialisms,

often made in jest via comedic performances
troupeThe Outhousen YouTube for example).

This pathologization can often manifest in
discourses between teachers and school staff regarding students who may fallprevitusly
mentioneds o c i al groups and the notion of their *ab
p. 100). This contributes heavily to the formation of certain students being considered

”

“unt eachabl e (p. 98). Thr ough mwyitnegssedsimdak per i e
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deficit discourses taking place. Through the

the chapters that lie ahead, echoes of these discourses are also recognizable.

2.3. Policy, the School-to-Prison Pipeline, and NL Schools

It is imperative that school discipline policies be examined irstheotto-prison
pipelinediscussion. The articldet-Deepening of School Disciplingrby, 2012) presents an
ethnographic content analysis of fifteen chronological distvide annual codes of student

conduct from a large urbasnited Stateschool districtThrough the examination of school

policy document s, Il rby (2012) reveals policy
increasingly | ikely” (rpe.d 1t9?7 )b.y tThhde sagn ¢anhoanrngdaesso
school discipline, emphasizing the potenti al

of proactive and restorative forms of school
Irby (2012) asserts that over the past twenty years, school safety and discipline research

has highlighted the tendencies of districts and schools to adopt increasingly harsh discipline

approaches. Punitive and exclusionary discipline practicgcplarly overuse of removal as

puni shment, random drug sweeps, and the use o

Columbine,pos®/ 11" public school settings (Lewis, 2

researchers have also found that iriae schools, the enforcement of dress codes and school

rules takes precedence over teaching and learning (Kupchik, 2009). These findings stand in

contrast to the general consensus among resea

approachestoids ci pl i ne do more to foster student ach

(Sharkey & Fenning, 2012, p. 101). In the arti€testorative Justice: Pedagogy, Practice, and
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Disciplineauthors Morrison and Vaandering (2012) show their support foconisensusThey
take this support a step further, arguing that North American public school districts rely too
heavily on punitive regulatory frameworks to maintain a sense of school order. It is important to
note here that a “sens esthoobdrdersFurther,drby (2012)dpeints d o e s
out that “punitive frameworks are not grounde
198). In fact, some aspectsminitive frameworks, such as random drug searches, prove to be
“cl-cwatr examples of | aw enforcement encroachmer
197). Within a punitive framework, any effectiveness of the exclusionary discipline practice of
sugension can be undermined if it is applied with less discretion to a wider range of students
and behaviours (Irby, 2012). Bear (3)Argues that suspensions can work in the interest of the

child and their peers and are only effective in structured ambsiiyee school environments.

Most I mportantly, Il rby (2012) brings to the f
di sciplinary responses” that many students ge
violent incidents, but becausef acti ons “I|l abel ed by administra

insubordination” (p. 199) .

This discussion takes a natural turn into the acknowledgement of the formation of
“schmporli son tracks” when school di scipline sys
remediating and reintegrating youth who get into trouble back into anteducan al t r ack” (
2003; Christie et al., 2005, as cited in Irby, 2012, p. 199). Further to this, those students who find
themselves in trouble at schpekperience an array of disciplinary phenomena that are a result
of entrenched inequalities (Irb§012). Most relevant is the assertion of Irby (2012) that the

systematic excl usi tomprisbniplrehomenh exacerloateetheidenial®f s c h o
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educational opportunities for the most educationally vulnerable student populations while not
sustainably making schools any safer for the

In theory, a written discipline policy provides guidelines for what should happen when a

student breaks a school rul e. More specifica
Sshould respond with ‘Y’ corycbhandgesreflectvaleet i on (I r
changes, redefinitions and new discourses “gr

(Ilrby, 2012, p. 2@3)epehhing”’r evoaud tdi mg wo rr e“qrue tr e

respond to ‘ X’ b eihvaer i aautri aovri ,t hr é Zui rciomg etchem t c
new cognitive structure that (re)frames hisor herdecisiegnk i ng as i ncorrect at
203). Changes such as these can be referred t

applied bgic of defining and ranking offenses (Whitman, 2005, as cited in Irby, 2012, p. 203).

Since, according to labeling theory, ruteflectvalues, Irby (2012) suggests that school

di scipline policy texts wher e tobleepmogidednsights ced v
into the changing nature of school discipline. Since the power of policy creation and enforcement

is in the hands of adults, it follows that th

behaviours to adult decisianakingins c ho ol s et tMoragpecifically,the 2 0 3) .

framewor k situates adul ts bi ases, opinions,

modi fying rul es (p. 203) and changing correc
behaviours

| turn the focus here to the Student Suspensions polisy. &chools (formerly the
Newfoundland English School Districde ct i on f our of the policy te

Admini strator , outlines five student of fense
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document states that “a school administrator
periods; a course or program; school; the school bus; or, a ssppamm@dored activity where the
student: is a threat to the safety of others; seriously disruptsabtieing and learning process;
deliberately damages the property of the school; deliberately damages the property of others on
school property or during schegponsored events; and refuses to abide by the school code of
conduct and/or other school/districto | 1 ¢ i ®clsobdls, 206).LThe sixth criterion states that
suspension may be enacted if “the school admi
the student is involved in criminal activity and/or is under the influence or in possession of
il egal dr ugs Sxhodd, 206). Aecdrding to DdMitchell Q12 “r egul at i @
or policy violates due process guarantees if a reasonable person would not know what to refrain
from doing or not know what must be done in order to follow thedaw,| e, or regul at.
13). In other words, if it does not meet this standard, it is v&gpsed on the previous
discussion and the discussion that follows, close examination of the language of school district

policies may be warranted.

2.4. Critiques of the School-to-Prison Pipeline Metaphor
In the 2018 articleExamining the Schoeb-Prison Pipeline Metaphpauthors Crawley
and Hirschfield place thechoolto-prison pipelinaunder the proverbial microscope. Their
research begins with a conceptual examination of the phenomenon, and takes the reader through
the political backdrop, timeline, utility, and critiques of the metaphor. It is suggested here that
t h schobito-prison pipelinemetaphor has gained widespread acceptance as a slogan that

critically depicts the relationship between schools and the criminalf i ce system” (Cr
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Hirschfield, 2018, p. 3). Further, sche aut hor
to-prison pipelinenet aphor i s i1ts ability to raise aware
i magery and a simple narrative” (p. 5). The <c
|l egitimization of coalitions oéatseekt@arkdedeo!| der s
exclusionary and criminalizing practices and

justice (p. 5). Morever, the pipeline framework employs a lens that emphasizes the negative

i mpact of excl usi onbmasye dicsrciimpilnanle jansdt i“csec hiomotl €
Despite theschootto-pr i son pi p e powerfel sogid justige, lpaitical and

advocacy benefits as presented here, scholars such as McGrew (2016) have suggested that the

met aphor “lacks theoretical elucidation” and

2018, p. 5). McGrew (2016) goes to assert that theories of resistance, social reproduction, and

political economy tend to be conspicuously absent from, or improperly situated within, the

schootto-prison pipelinditerature. Upa close examination, Crawley and Hirschfield (2018)

describe a rhetorical infl ation (p. 6) of t

schools. Additionally, the authors bring to light a failure of leading proponents of the metaphor

todocumenh “exactly how school exclusion facilitat
system” (p. 6). They allude to the previousl
met aphor, contending that “there ishhigp”’"myeh @9

that exists between school exclusion and prison. Skiba, Arrendondo, and Williams (2014)
offered the simplest model of the schomiprison pipelingFigure 1) explicitly displaying the

pipeline” directionality metaphor.
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Figure 1

Simplest Model of the SchetolPrison Pipeline

School Exclusion ————p

Note.FromSkiba, R. J., Arredondo, M. I., & Williams, N. T. (2014). More than a metaphor: The
contribution of exclusionary discipline to a schomiprison pipelineEquity & Excellence

in Education47(4), 546-564.

Following from this, Crawley and Hirschfield (201@&fert o a “pr ob-abi | i st i c
directional and often muHli e v e | mo d e |séhooftogprison/pipeliradfefingd bye
Hirschfield in 2012 (Fig. 2). This model emphasizes macro processes that shape the course to
prison, while acknowledging the “unique exper
potenti al di versions or dseesnultidpectionalitysarid ( p . 7) .

confounding factors

Figure 2

Probabilistic, MultiDirectional, MultiLevel Model of the Schoetb-Prison Pipeline
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School
Arrest

School Juvenile
Exclusion Confinement

Alternative ‘ -
school Juvenile
choo Court/
Probation

L\

Avoidance
/ Dropout
Delinquency

Jail /
Prison

Note.Adapted fromHirschfield, P. J. (2012). A critical assessment of theory and research on the

‘“scheaoli stom AmencenlSocrety of Criminology 2012 Meeti@dicago, IL.

This mention of the acknowledgement of the unique experiences of individuals residing
within the pipeline alludes to the importance of research focusing on the human beings at the

centre of the phenomendgsee Figure 3).

Figure 3

Schooito-Prison Pipeline Model Highlighting Lived Experiences at Its Core

What is Missing?

/ School \
\ I

AT

Exclusion

- il TR
( Alternative ™ e w

Lived Experience
of the
Human Beings at the Center of the STPP
Phenomenon
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Note.Adapted fromHirschfield, P. J. (2012). A critical assessment of theory and research on the

‘“scheoli stom AmencenSocrety of Criminology 2012 Meeti@dicago, IL.

Figure3pr ovi des a vi sual representation of '~ Wr
mentioned models, emphasizing the importance of providing a space in this area of research to
hear from the human beings at the centre of the phenomenon so that we may learaifrom th
lived experiences.
The following chapter delves infthenomenological methodology, explorithg
philosophical underpinnings and shares the experiential journey of the researcher through the

process of its undertaking.
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Chapter 3: Methodology

Utilizing a qualitative phenomenological methodology,-oneone, semstructured, in
depth interviews were conducted with a group
Penitentiary (HMP) to gain insight into their school experiences. Theieteprocess explored
the school experiences of the participants and the existence of theteehosbn pipeline
phenomenon in Newfoundland. The ogamded questions proposed to the participants
throughout the interviews provided insight into the follogy What are the school experiences
of incarcerated individualsesiding within the Pipeline? What are the experiences with
exclusionary discipline of those swethplayi ng wit
into this Pipeline? How do these individuals view their ownselith? What do they feel they

would ha v e needed’ from their school experiences
Pipeline? Is the prison experience connected to the school expeNghatadvice do these
individuals havdor educators and the school system?

Phenomenol ogi cal research methods are used

explore sensitive content (Donal ek, 2004, p.
they are living within the phenomenon of the schogbrison pipelingsince they were once in

school and are now incarcerated. This tactic is consistent with the suggestion of Donalek (2004)
that the phenomenol ogi cal researcher recruits

phenomenon in question and are willingahdae t o descri be their exper

(2001)st at es that “unl ess we -andowedoehtioasdigsevithaher al r
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topics of our research, we are deluded about
Il n other words, research is not truly phenome
incorporated into the data analysis (Donalek, 2004, p. 516). My dixeeriences within the
framework of restorate justiceand as a high school teacher have fueled my beliefs in the
concept that simply by being human, you are worth something. These beliefs have guided me
authentically to a phenomenological approach tarieet hod ol ogy . 't is impor
order for phenomenological research to be credible, documentation of the process must exist
from the selection of the topic to all phases of the collection and analysis of the data and creation
oftheessentta descri ption of the phenomenon” (p. 51¢€

entire process, from conception of the topic to the analysis of the data.

3.1. Phenomenology as a Qualitative Research Method
Phenomenology is essentially the study of lieegerience or the life world (van Manen,

1990) . It involves the use of thick descripti
understand how meaning is created thr7opugh emb
1373). Phenomenology contributes to deeper understanding of lived experiences by exposing

“t aforegr anted assumptions about The primanetargeteolf s of Kk
phenomenol ogi cal knowl edge is “the understand
theorigind description of experience in the contex

p. 11). Throughout this research, there was a commitment to keeping this primary target as a

guiding principle.
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Simply put, phenomena are the building blocks of human science and the basis of alll
knowledge (Moustakas, 1994). It then follows logically from this that any phenomenon serves as
a suitable starting point for an investigation. Because all knowledge padence are
connected to phenomena, things in consciousness that appear in the surrounding world,
inevitably a unity must exist between ourselves as knowers and the things or objects that we
come to know and depend upon (Moustakas, 1994). For furtharatiph of this claim, one
must look at the roots of the phenomenological research method. Thehtememenologwas
used as early as 1765 in philosophy and the writings of Immanuel Kant (Moustakas, 1994). The
origin of the wordohenomenors in the Greek worghaenesthai meaning “to fl are

itself, to appear ( Moustakas, 1994, p. 23).
generating new knowledge through experience.

Often referred to as the father of phenome
1938) initial work focused on mathematics (Laverty, 2003). As a mathematics teacher, | found
this to be especially intriguing, and sought to examine the connectitmsdnethe scientific
method, the philosophical underpinnings of phenomenology and how it relates to human science

inqguiry. Husserl’'s work changed over time, mo

mat hematics to view phenodeswobjogyt ave™ egual 23%)

having subjectivity dominat e Hhranscendantals ui t s. Hu
phenomenology as it “adheres to what can be discove
and their objective correlates” (Moustakas, 1

know for certain is that which appears before us in consciousnessydiettguarantees its

objectivity (Moustakas, 1994Hu s s e r | (1965) concluded that “ph
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science’ since it alone investigates that whi
ignore), the very essence of their own object

Moustakas (1994) speaks of phenomenology as the first method of knowledge, since it
begins with the “things t hems elystepsattemptpto 35) .
eliminate everything that represents a prejudgment, setting aside prgoppon order to
reach “a transcendental state of freshness an

Husserl described this ‘' gmthéaGregkwardi de of p
meaning to stay away from, or abstain (Moustakas, 12@&¢prding to Schmitt (1968)t is a
process that is fundamental to transcendental phenomenology, requiring the researcher to
“inval i dat e, i ndscitedintMoustkas 1984l commuitenénis with”  (
reference to previous knowledge and experience. Within the Epoché process, is the process of
bracketin g enacted by the r es edr cuhnebri atsce dh eampd ear cshtiaer
Manen, 201% . Previous beliefs regarding the phenom
while remaining bracketedror this process to be successful, Moustakas (1994) asserts that the
researcher must recollect and suspend their own experiences in adtarémd understand the
lived experiences of others residing within the phenomenon.

Prior to the interviews, existing predictions, or preconceptions regarding how the
participants would respond to interview questiaesedocumented in the journal. The
predictions were analyzed. Throughout this bracketing process, it emerged that these predictions
had been shaped by my own personal encounters with people who have experienced

incarceration, as well as my experiences workiitf youth as a high school teacher
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Given that | confronted the preconceptionsporkedto put them asie bymoving them
from the unconscious to the consgpwi t h t he purpose of becoming
memories of the participants as they recounted them in the interviews

Besides Epoché and bracketing, Husserl (1913) developed sstahgeeapproach called
free imaginative variatioifas cited in Moustakas, 1994). Stage @axemplary intuition,
involves the researcher attempting to think of every instance of the phenomenon in order to look
at and understand the range of possibilities (Moustakas, 1994). This provides a model to shape
new images of the phenomenon in stage two of the approacth ioadiginative repetition
(Moustakas, 1994Jt is important to note here thatetihange of possibilities is endless, but at
some point the researcher must stop since the essence of the phenomenon is present in all these

instances (Moustakas, 1994). This stopping’
(2002) offers an adaptadefinition of data saturation fphenomenologicanalyses, defining it
in terms of the “emergence of themes from the
views expressed” (p. 298) by synthesiofghecommoaoi pant s
themes or instances into one reality or description of the phenomenon (Moustakas, 1994).

Based on the phenomenological method, I did not propose a hypothesis to be supported
by the evidence. Instead, the structure of the phenomenon is described so that it can be
understood in a holistic and compthehensive wa

participants experiences are of interest rat
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3.2. Existential and Hermeneutic Phenomenology

Hermeneutic, or interpretive, phenomenology is another of the three types of Western

phenomenology, the other two being transcendental and existential phenomenology (Kafle,

2011). Asdiscussed, an essential premise underlying transcendental phenomenology is that to

reach an understanding of reality, we can suspend our personal opinions@nge®ed

notions. Existenti al phenomenol ogywpleteej ect s Hu
reduction and the firm att e mp-achieving atdircetarmde sear c
primitive contact with the world” (Kafle, 201
phenomenologists have the philosophy that phenomenological researkthreitdae conducted

from a detached, objective or seemingly disengaged standpoint. Hermeneutic phenomenology

takes this idea a step further, as it involves a process in which the researcher and participants

work together to explore and develop their undeding of the phenomenon being studied.

Martin Heidegger, Husserl’'s student, exten
decl are that nothing can be encountered witho
understanding’, and that every eerceontser enta
background (Hei degger, 1 96mRgder Hted dkigrge’'r tus ede s
organization and meaning of a culture which are already in the world before we understand
(Koch, 1995). 4umdetrbé¢mranwdond3$aqfusdtpsa étnuctuee dfyourwi t h
being as we exist in this world, and therefore not something that we can entirely elironate

bracket.
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3.3. The Phenomenon of the Journey Through the Process(ing)

Hei degger ' s -ucnodnecresptta nodfi ngp'r eemer ged as a Vvit
deeper into my own journey through the research process and developing a higher level of
understanding of phenomenological methodology. When the concept for this regasrch
initially conceived, a phenomenological approach to the methodology was a natural fit, as the
main intention of this research is to give voice to the human beings at the centre of the
phenomenon and shed light on their lived experiences. As previmutityed, my first
encounter with phenomenol ogy as research meth
phenomenol ogy, which puts a strong emphasis o
The research pattern based on this school of thoughvéeglikat it is indeed possible to suspend
personal opinion; that it is possible to arrive at a single, essential and descriptive presentation of
a phenomenon (Kafle, 2011).

So, |l did my due diligence and attempted t
going into the prison to interview my participants. | began by journaling about my own
positionality as a researcher. | attempted to predict how my participants avesuler the
interview questions, and then analyze why | thought they would answer this way. This process
allowed for a more conscious awareness of my own biases and preconceptions of the
phenomenon in question before heading into the participant intervdetv&c or di ng t o Hu s s
transcendental phenomenological process, these biases and preconceptions must be recollected
and then suspended in order to successfully enter into the lived world of others and understand

their meaning of the world and the phenomen bei ng studi ed. |l dug dee
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writing and discovered his first mention of t
“suspension of the thesis”:

It is not a transformation of the thesis into its antithesis, of positive into negative; it is

also not a transformation into presumption, suggestion, indecision, doubt (in one or

another sense of the word); such shifting indeed is not at our free pleRativert is

something quite unique. We do not abandon the thesis we have adopted, we make no

change in our conviction, which remains in itself what it is so long as we do not introduce

new motives of judgment, which we precisely refrain from doing. yatdhe thesis

undergoes a modificationwhilst remaining itself what it is, we set it as it were "out of

action”, we "disconnect it", "bracket it". It still remains there like the bracketed in the

bracket, like the disconnected outside the connexiostésy(Husserl, 1931p. 10§

Reuvisiting these words from Husserl during the analysis paved the way for a deeper
understanding of ‘bracketing’” and my own atte
participant interviews that took place within the prison walls. It is hemnlthe focus to the last
two lines of the passag®And yet the thesis undergoes a modificatiarhilst remaining itself
what it is, we set it as it weteut of action; we‘bracket it. It still remains there like the
bracketed in the bracket, likee di sconnected out sf{d@)the conne
Refl ecting upon these |Iines | began to realiz
approached with the intent of garnering a dis
preconceived notions about the phenomenon in question, or alycoftthe lived experiences
that help to synthesize the phenomenon being studied. If we look closer, it is evident that Husserl

is stating that we, and our preconceived notions and presuppositioasj rem bracketed w
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the bracket’; that i1s, they cannot purely be
our experiences which helped shape the idea o
researching the phenomenon in the first place. From this it escol@ar how Heidegger,
Husserl’'s student, arnrdiewved aatditnlgé a@anrdc ehptw nfo t
encountered without reference to the person’s
encounter entails an interpretation based on the personbackgr ound ( Hei degge!
‘pre-understanding- what our own lived experiences bring to the understanding of the
phenomenonr are alive and well, inside the brack8tmilarly, as the participants in this research
have been effectively removed from societythi@a processesf marginalization and
incarceration, they still remain

The following section outlines thepecific methods utilized in this study, including
participant selection, data collection througfdepth interviews, and the comprehensive data
analysis process. Sorkey challenges that can arisephenomenological research will also be

discussed.
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Chapter 4: Method

4.1. Participants
Utilizing purposeful sampling and criteridrased selection the participants for this
research were selected from an exclupwpulation of Newfoundlanders and Labradorians
whose voices are seldom heartiese were individuals who currently reside withingtieoot
to-prisonpipeline in the Province, simply by having a history of attending school and
experiencing subsequent incarceration. Since this research focused on thécsptisoh
pipeline phenomenon in Newfoundland and Labrador, participants were screened to meet the
following criteria:
a) they are residents of the province of Newfoundland and Labrador;
b) attended the majority of their schooling in NL;
c) have been convicted of a criminal offense at the provincial and/or federal level,
d) are individuals who are currently incarcer
My personal and vocational contaetho weresupportive of the researettted as
facilitating gatekeeperto gain access to participants. These contacts include parole officers
employed by the Correctional Service of Canada in NL, as well as the founders and executive
directors of an establishednrpnr o f i t organi zation i n SdndersJohn’ s
and exoffenders on community reintegration and mental health efforts. My contacts were
thoroughly informed of my research interests and they subsequently provided direct access to a

pool of potential participants who matched the above criteriarsréd interested in participating.
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In an initial meeting ossite at HMP, the potential participants were provided with a prepared
statement describing the nature and purpose of the 3rdyen permission from the HMP
assistant superintendent was obtained to gain access to HMP and conduct interviews, as well as a
security clearance to enter the prison as a civikaior to written permission, the research
proposal was provided for independent review to the HMP superintendent and then discussed
with the researcher in a subsequent meeting

Out of the pool of approximately sixty potential participants, five peoplewdre
incarcerated came forward and expressed their desire to become participants in the study, making
their individual intention to participate known in confidence to the facilitator of the prison
council meetings. The facilitator then passed their intentiolhn@ames along privately to me in
order to schedule the preliminary meeting and individual interviews.
According to Cohen and Arieli (2011), snowball sampling or cheferral

sampling is a distinct method of convenience
usef ul i n conducting research in marginali zed
be viewed as a marginalized society in and of itse¥ad ready tautilize, if necessary, this
sampling method for additional participant recruitment. Cohen and Arieli (2011) provide support
for this plan, as they suggest that the snowb
strategy to increase research efficiency and
427) in the event of challenging circumstances in the research environment. Atkinson and Flint
(2001) describe the snowball sampling method as a means of reaching a target population by
creating contacts with a respondent’s <circle

I n ot her words, it i s a method that uses the

researcher’s potenti al contacts” (Cohen & Ari
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or hard to reach populations, as | am, the research sample is usually small and the option of
conducting a survey will be limited.

Snowball sampling allows the researcher to
research subjects in order to gain access to
& Arieli, p. 428). This is especially significantinestablislg cont act with “rel at
popul ations such as societal elites, gangs an
incarcerated participating in my research are members of the relatively closed population of Her
Maj esty’ s P e rportareaof trust in gainingfabcess to and enlisting the cooperation
of the participants cannot be underestimated. Cohen and Arieli (2011) state that trust is a central
factor in the establishment of a working relationship with the research participameovdr,
trust can facilitate and enhance cooperation
to popul ations who fear exposure” (p. 428). I
was referred by a tr ustferttustmedrcaoperatioh in pravidirga s e st
data” (p. 428).

In terms of sample size, my goal to have at least three participants up to a maximum of
five was met without incident, as five willing participants came forward and expressed their
desire to take part in the resear8howball sampling did not have to be utilized. The decigon
involve a maximum of five participants held true to the suggestion of Starks and Trinidad (2007)
that typical sample sizes for a phenomenological study range from one to ten participants.
Although diverse samples mightpro de a br oader range from whi ch
phenomenon”, data from only a few-anddhovahdual s
provide a detailed account of their experientemi ght suffi ce to uncover

(Starks& Trinidad, 2007, p. 1375).
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4.2. Data Collection

In the textResearching Lived Experiencean Manen (1990) states that the point of
phenomenol ogical research is to “’ " borrow’” oth
their experiences in order to better be able to come to an understanding of the deeper meaning or
significance ofan@apect of human experience, in the conf
(p- 62). In this phenomenological investigation of the experiences of those residing within the
schootto-prison pipeline in NL, | soght to understand what it is like for those who reside there
and the effect it has had on their lives. Through the lenses afiggh theory and labeling
theory, | sought to explore their school experiences and the existence of thetggrsun
pipeline phenomenon iNLL. It is important here to rstate the@esearch questiong/hat are the
school experiences of incarcerated individuals residing within the Pipeline? What are the
experiences with exclusionadyi s ci pl i ne of those residing with
selfworth play into this Pipeline? How do these individuals view their owravaaith? What do
they feel they would have ‘needed’ from their-r
from the Pipeline? Is the prison experience connected to the school experience? What advice do
these individuals have for educators and the school system?

Prior to indepth, semstructured interviews with each participant, a preliminary meeting
was arranged with the participants to review the purpose of the research and the research
questions. Englander (2012) suggests that this preliminary meeting ip@munity to establish

trust with the participants, review ethical considerations, complete consent forms, and review the

research questions. My goal for this meeting aligned with Englander (2012) when he states that
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the initial meeting “gives the participant ti
the phenomenon under study and can aid the researcher in obtaining a richer description during
the interview. Similarly to the method of Fraelich (1989),aswonveyed to the participants that

all identifying information will be removed, and that they may withdraw from the study at any
time (as cited in Moustakas, 1994, p. 88).ensure ethical research, Informed Consent forms
approved by the Ti€Councilwere carefully created, presented, explained, confirmed to be
understood, and signed by each participargample of the form is included AppendixC (p.

143). The participants were informed that no personally identifying information would be used

and their legal names would be replaced with pseudonifies.reaching a mutual agreement, a
future date and time for the-ohepth, semstructured, ossite interview was arranged with the
understanding that due to the nature of the prison environment, the interview date and time was
subject to change.

The participant interviews took place within the prison; human beings living in
confinement and containment. | entered as a civilian, requiring repeated security checks and
clearance, and experiencing seemingly endless stints of sitting in the smait, eaitiag area
just behind the main doors of the prison waiting for my escort to arrive to take me deeper into the
narrow passages dfé¢one hundred and sixty five year didilding. | was subject to the rules for
civilians entering the facility: No cefihones, no cameras, no physical contact, no items besides
the approved basic digital audio recorder. There was never a guarantee that ghgtimed
would actually happen on the day or time initimbheduledan inherent chaos lurking beneath a
system of ostensiblerder.Two of the interviews had to be rescheduled due to the prison going

into lockdown after an incident occurred that resulted in the death of an incarcerated person.
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Semistructured, irdepth interviews were conducted with each participant individually
ranging from approximately thirty minutes to sixty minutes. These interviews took place in a
small interview room in the prison situated near the prison guard postp&dicipant was
escorted from their ward to the interview room individually. | followed the suggestion of
Moustakas (1994) and engaged in an informal, interactive interview process utilizingrajesh
comments and questions characteristic of phenomealagsearch. Prior to the interview, |
engaged in the previously described methogpob c hé so t hat, to a signif
associations, understandings, ‘facts’, biases
(Moustakas, 1994, p. 96). That is, | attempted to set aside preconceptions regarding the
participants and thelived experience within thechootto-prison pipelingphenomenon. Broad
guestions, as suggested by Moustakas (1994),
substantive desesieptrichbes s’ oexpeeieoace of the
the raw data for this study (Moustakas, 1994, p. 96n Manen (1990) supports the importance
of paying attention to silence, the absence of speaking, the silence of the unspeakable and the
silence of being or life itself, as it is herein that one may find the taken for granted or-the self
evident. Examms of the interview questions | asked are givef\ppendixD of this document
(p. 148). It should also be noted here that the phenomenological researcher is not as concerned
with the factual accuracy of the participant’
an early emotional memory (Moustakas, 1994). In this case, thesematipnal memories may
be the school experiences as described by the participants throughout the interview. Each

interview, with the permission of the participant, wasorded using a digital audio recorder

capturing the raw data for the future transcription and analysis. The digital recording files for
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each interview were transferred from the audio recorder to a secure hard drive for storage and
were only accessible tayself as the research and my supervisor.

Immediately after each intervieand acting as a primary step in the analysis process
reflective notes were written in an attempt to capture the overall sense of the interview, the
atmosphere, the impression of the openness of the participant, as well as any significant points
and observations that would be important for future refergnite analysis procesghe
transcription and coding process is outlined in detail in the next subsection. Since member
checking is an important part of data collectibms important to mention here that | employed
memberchecking by returning to the participants with the transcripts of which they approved.
Short, followrup, oneon-one meetings took place in the same interview room inside the prison

so that the particgnts had the opportunity to review and approve the interview transcripts.

4.3. Data Analysis

Englander (2012) suggests tifiat phenomenological research to achieve the same
rigorous quality as natural scientific resear
analysis are both seen as part of a single, u
data was anafed by following the phenomenological reduction procedure as outlined by
Moustakas (1994) and Hycner (1985). Phenomenological reduction is not only a way of seeing,
“but a way of I|istening with a conscious and
phenomena as phenomena, in their own right, wi

(Moustakas, 1994, p. 76).
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An obvious first and vital step in the data analysis is the transcription of the interview

recordings. Hycner (1985) suggests that the
and as much as possible the notation of significantvedral and pardinguistic
communications” (p. 280). Additionally, 1t wi
transcription “so that the researcher wil| | a
gener al (pn28@).nThenrgrview transcription process began almost immediately in the
days that followed the completion of the finalsite participant interview. The promptness of
beginning the transcription process provided the important opportunity to have the memories of

thei nt er vi ews fresh’ in the mind for effective
recordings were listened through in their entirety before any transcription occurred. During this
listening process, the peistterview notes were revisited allow for the best opportunity for

rich context. The interviews were then transcribed verbatim and manually using Microsoft Word.
The transcriptions (research data) were approached with openness to whatever meanings that
emerged, bracketing as much as possibletees e ar cher’ s meanings and i
Essentially, at this stage, | entered the world of the unique individual who was interviewed in

order to understand the meaning of what that person is saying, rather than what | expected that
person to saylo check whether | have been able to bracket my presuppositions, | followed the
suggestion of Hycner (1985) and listed those presuppositions of which | am consciously aware.

The recordings were listened to multiple times and the transcriptions read ntirtigdéo get a

[

sense of the whole interview and provide a ¢c
meani ngs and t he me s Follopikgytrasrwasrproceds 8f$drizonapzation2 8 1 ) .

very rigorous process enacted to delineate units afrgemeaning, themes, or horizons
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( Moustakas, 1994) . Hycner (1985) suggests tha
sentence, paragraph and noted nonverbal communication in the transcript in order to elicit the
participant’s meanings” (p. Wththgadofthee codi ng
gualitative data analysis computer software, QDA Miner Lite. This software simply acts as an
organizational tool for the data, providing a sense of structure for the researcher during the data
analysis process. The five interview tramgtion files were imported into the program. The
transcription data for each participant interview was read and analyzed by the researcher, and
memo notes were kept during this analysis to keep track of the codes generated and any other
related notes. gh quality, thorough memo writing acts as data exploration and enhances the
continuity of conception, enabling contemplation and facilitating communication during the
analysis process (Birks, Chapman, & Francis, 2008).

Keeping the research questions at the forefront, | combed through the data in multiple
iterations, identifying emerging patternmarelationshipsOne hundred and nine (109) codes
werecreatedsee Appendix E, p. B). QDA Miner allows for the simultaneous comparison of
the transcript files, and the passages in the texts related to a code were highlighted and labeled
with the corresponding code name.

Next, Moustakas (1994) suggests a thematic
core themes. Hycner (1985) offers an elaboration on this action, stating that it is the beginning of

a very critical phase i n ssthge, | r@aodpdsedechat i on of
research questions to the units of general meaning or codes and began to group the codes into

categories. | also followed the suggestion of Hycner (1985) that states if there is ambiguity or
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uncertainty at this time as to whether a general unit of meaning is relevant to the research
guestions, it is always better to be on safe side and include it.

Van Manen (1990) suggests that making something of a text or of a lived experience by
interpreting its meaning is “more accurately
disclosuregrasping and formulating a thematic understanding is not daouled process but a
free act of ‘seeing’”” (p. 79). Further, he pr
understood as the “structures of experiences”’
experience (p. 79X hus, through the analysis process oflied experiences, we must come to
the realization that phenomenological themes are not objects or generalizations. Metaphorically
speaking, they are more | i ke “ kThianaogyhalped he we
provide clarity and allowed for a deeper understanding throughout my process of thematic
analysis.

The next stage involved the construction of individual textural descriptions, or narratives

t hat explain the participants p dhisdéseapt i on of

procedure which requires the phenomenol ogi ca
acknowl edgment of existenti al i ndividual di f f
participant narratives were constructed based on the accduh&srdived experienced he

creation of these narratives was a transfoional endeavour that proved to be a profoundly

revealing process in terms of themes and my own understanding of the phenomenon as a
researcher. Il ntricacies and subtleties of the

elucidation of these narrativeBhey are presented as written and without interpretation in the

following chapter.
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4.4. Issues in Phenomenological Research
Hycner (1985) offers a discussion of issues in phenomenological research that every
researcher must be able to respond to and address. Throtigdaistussion so far, | have
addressed and acknowledged many of these issues, including validity. | will present some of
these issues in further detail here as the proposal would not be complete without this discussion.
The first issue involves the randomness of the sarRpkenomenological research is
often subject to frequent criticism froexperimentally orientetesearchers due to the fact that
the sample is not tr ulthysreSearehntidsdsmah acdurdtg statement, 1 9 8
since | intend to recruit participants who reside withingtigootto-prison pipelingphenomenon
andare able to articulate their experience. However, it should be remembered that as a
phenomenological researcher lamkséen g t o i |l |l umi nate human pheno
strictest sense generalize the findings” (Hyc
made clear that my intention is to recognize and give voice to the human beings that lie at the
centre of heschoolto-prison pipelingphenomenon in NL. Further, randomness of the sample in
the form of participants who are unable to articulate their experience may have kept me from
fully researching the phenomenon to the depth that is required.
Following this, it is appropriate here to specifically respond to the issues of
generalizability that often arise in phenomenological research due to the limited number of
participants. | will state here that my intention is to illuminate thellmeperiences of my
participants; if successfully accomplishéudsin and of itself extremely valuable. Hycner (1985)

provides support for this statement when he s
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experience of one unique individual we can learn much about the phenomenology of human

being in general” (p. 295) .
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Chapter 5: Participant Narratives

What follows in this section are simply the narratives of the participants, presented in the
order they were interviewed. It is important to empower and honour these individuals by
acknowledging the agency and ownership of their stofiesir stories speak for themselves
created from the interview transcripts without interpretation from the researcher, allowing for
transparency and authenticity. The interviews began with thempedl e d questi on, “ D
your earliest memories of scHod , wi tnthto atlotv tor aifredtowing, semistructured
interview with guiding questions throughout. As you read, | invite you to consider the collective
experience of the participants, how their school experiences were intertwined with their lives,
and the waysni which their stories and advice can inform educational policies, pedagogy, and
practice while providing a starting point for the synthesis of the s¢bguison pipeline

phenomenon.

5.1. Thomas

At the time of interview; Thoma$ was in his miethirties and an inmate at Her
Majesty’s Penitentiary in St. John’ s, Newf oun
was there on remand for a crime that, if convicted, could result in a six year sentence. He spent
the majoriy of his life in Newfoundland, with his formative years spent in a small community
|l ocated approxi mately one hour outside of the

grandparents in a household with eight other clildiThomas described incidences of feeling
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negatively judged by others in the community
their family name. After incidents with teachers and administrators, early brushes with the law
and time spent in juvenile detention, he dropped out of schootlgri Grade 8 So followed a

history of anger, substance abuse, and criminal behaviour.

51.1Thomasd Story

During the initial group meeting and introductions, Thomas expressed a particular

interest in “telling his story’, and this sen

elicit Thomas’' school experiencRl,eddhe dead@rmrivb e

me your earliest memories of school and what
Thomas began his school years in a small e

hisg r a n d plouse, where he was raised along witfhtother children, including three of
his cousins whom he considered to be his brothers. His grandfather was an ironworker in the
offshore industry, a trade Thomas would later learn for himself. With regards to his grandparents
raising hesechildren, Thomas recounted a lack of structure in the home, but stated that they
“tried . tHaaiited that a&s oiis current time he did not know the identity of his
bi ol ogical father. He simply described his bi
reason why he was raised by his grandparents. He spoke of being sure that he was loved by his
grandparentyut “t hat t he tdldf"ference was being

The size of the school reflected the size of the town, with a population of just over six
hundred. He admitted from the outset that he started smoking marijuana and haStasle@t

and thattheteachert udent r el ationship was . ‘Abksionsgt@aa of f t
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prominent incident of physical assault by an administrator came after this admission, with
Thomas stating that even though he was only b
were somewhat abusive, you could say, right? | mean violently and Stuff

Thomas stated early in the i nt Eisegantement “ 1 a
of a marked sense grecociousnesgproved to be one of several themes interwoven throughout
his story, along with feelings of being judged by teachers, administrators, and local police in the
small community. When pressed on the source of these feelings, Thomas referenced his late
oldeothler’”, who grew up with hihmsat'ibhriog hgerrdnd

actually his first cousin. Referringtotisr ot her s cr i mi nal activity i
area, he elaborated:
All the shitthathecaused cause he was -putalthéshitheeadsedand t h
goin’ through s comounities, withipaliae,alythabskitatndas soen
as | was old enoughnot evenold enough, | should sayto come into the picture, it was
like, right from him, straight to me. Guilty by association, ya know what | mean?

This ‘“guilt by association serves as an unde

per meated Thomas school experience, further
male teachers. In sixth grade gym class, he recounted kickirlgaamtb@ccidentally hitting the

gym teacher in the face. After returning to the classroom, the teacher followed, yelling in

Thomas'’ face demanding an apology, eventually
wal | " . He admitt ed ebemMarsg Gradetahtrytesgpomtly t hi s, as
Admittedly, school for Thomas was off to a

mentioned as a complicating factor. At the ou
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same page as the rest of the students” while
“Umt’s not that | just c-opuwltdnmupt wda ht heh ewd rukc,k |
basically ”

Thomas’ initial description of the transit

was marked by a sense of hopefulness. His twgbagold self believed that it would mean a
fresh start; leaving the elementary school and the relationsmpsied therein behind. As he
began grade seven in a new building, he discovered that some of the elementary school staff,
including the administration and several teachers, had moved into positions at the junior high
school. Thomas admittetleyd dtihdant’ t“ thheilsp"dehfi s tr ans
much held grudgesHe elaborated further:

Simple Ilittle fuckin’” things. Just,[lj ust pi

walk in to class, thirty seconds late. Ok, so, [another] guy can show up five minutes late

andnotanissu¢ wal k in thirty secohngosknbvawhatr , and
mean?
Thomas described his school |l i fe over the nex

effect. Behavioural incidents at school resulted in after school detentions, often involving

cleaning chalkboards and eraserdGtade7, Thomas began dating a girl a few years older, who

was heading int@radel2 He recounted that this caused t he
issues with him, often ending in fights. One fight stood out in his mind, a physical altercation

with one of these older male studefiBis led into a depiction of an incident with his principal

after which Thomas described himseWhenoasthkhee

describe his most memorable experience with discipline in schoacbented:
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Ah, so yeah | got in a fight in school. Um, actually, | pretty much got attacked, right?
And he [the Principal] was kind of witness to it. But he said | had it cominggto
because he was after | ecturing -meichatddut I
him was none of -dndnmnse amduhc bthenguy gbtint emakescation,
it turned into a fight, guy got beat upgot detention for it. His parents came to school,

police, gonna charge me. Ah, in detention class | remembdrhiltne Pr i nci pal ]

and just grabbin’ me by the fuckin’ shoul d
was | i ke fuckin’ 7' 27 an dhefwas; He was’a biggndal, a n d
right?

Immediately after this description during the interview, Thomas reflected on the role of the

principal in that stage of his I|ife, as someo

hard times’ Further, he stated that the incidéntrned hini from those in a position of

aut hority. He posited, “How could you go to s

|l ooking for help or guidance, when the guy pr
Though criminal charges were not pursued for Thomas in relation to that particular fight,

he did receive disciplinary action from the school. The administration determined that Thomas

was not permitted to ride on the school bus, and as a result, woeldohibe brought to school

each day by his grandparents. He reflected on how angry and isolated this made him feel at the

timebutr emar ked that “he shouldn’t have |l et it boc

Disciplinary incidents and subsequent ex@uasiry suspensions continued for Thomas

throughout junior high, and along with those came his first experience with criminal activity.
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Thomas and other youth from the community would hang out and play ball hockey in the
parking lot of the elementary school, adjacent to the church. One particular evening, after a few
“ d r a[masijlanajand alcohol, some of the boys broke windows in the school and the church.
Thomas was among the youth who entered the church, rifling through the sacramental bread and
wine and causing general mischief. Police were called by members of the communiiyl ¢riste
the police showi ng &wokihgofor s bsothey, the tinte phayrwera t s’ h o
looking for him. As a result of the incident, Thomas was charged with Mischief and Damage to
Property, eventually dropped down to the lesser charge of Common Assault, at the age of
thirteen. Upon reexaminatiaf the memory during the interview, Thomas asserted:

Out of the seven or eight of us that got questioned and accused, and all this stuff, | think

the guys just kinda put it all on me. | kinda lived the closest to the place and stuff, too, |

guess. These guys [the police] had no evidence, these guys lest said, whether | did

itornot-t hey had no evidence; you’'re supposed

These guys just said, you done it, you’'re
go’ . And, that’'s it

Thomas was sentenced with community service as punishment for the incident, under the

conditions that he attend school every day, or else risk being sent to the youth correctional

facility in Whitbourne, NL. It was not long after that he got into anothgsjgal altercation at

school with a male student, resulting in criminal charges and a transfer to the Whitbourne

facility. When reflecting on his time there, Thomas described a connectedness between his

prison experience and school experience. Atthetimdhe t hought he was j us
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at school, but the population of other young offenders at Whitbourne gave him a sense of
community and belonging:

When | got to Whitbourne, there was so many other people there, from different places,

doin’ similar things, treated the same way
HMP.
Thomas was in regular communication with his

Whitbourne, and they discussed his prospects of leaving Newfoundland for Ontario upon his
release. Despite being repeatedly told that he was too young at the age oftihioeéaving
school and his family, Thomas was insistent,
| don’t give a fuck’ |l can’t stay here no mor
After his release, so began a cycle of fights with his grandparents due to his attempts at
leaving for Ontario. He would pack a bag, leave the room, and return to find the bag unpacked.
He reflected on this memory with perspective, expressing sympathisfgrandparents and his
own difficulty imagining his reaction if his children tried to leave home in a similar manner. He
stated:
So, between losing faith in school and trust and guidance with teachers, principals,
friends,thepolice getting convicted of stuffthids t i | | don’t think that
possible and, &, groving up in an alcoholic environment, and drug environmént
guess it all played a role in it. | just had to get the fuck out of here. It was too much.
Shortly after arriving on the Mainland, he began to use hard drugs at the age of 14.

Without a Social Insurance Number, Thomas lied about hisoelgel work as he was not
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attending school. He recounted his Aunt’'s boy
fact he was “going through a hard time” in or

Thomas stayed in Ontario for about a year a half, before being convinced to return to
Newfoundland by his then girlfriend. His grandparents pleaded with him to return to high school,
something that he considered. He made it all the way to the parkimgt$éade of the school, but
could not bring himself to get out of the car and go into the building:

[I did it] just for my Grandparents, right? Andt wasn’t fair to them,

| seen it. Kinda felt bad for them, really. And for myself, | should say, bhimyeah,

once | got to that parking | ot, |l just, <co
[ grandfather] shut the car off. He said, *
| opened the door and | got out and starte

Thomas went on to admit that just being in the parking lot, considering going back into the

school building, brought back too mabgd memories of the negative environment he had
previously experienced it to be. He "KBet at ed, “
never went back after that.

From then on, around age 15, he hung around with older people. Drinkirgnideer
smoking marijuana had progressed intda hard |
things started escalatirgguick. Thomas got into more trouble in themmunity andended up
on another stint at the Whitbourne youth correctional facility. Upon release, he returned to
Ontario for a few years, and perpetuated the cycle by eventually returning to Newfoundland

again. It was not long before Thomas became incarcerateckadanl t at Her Maj est
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Pententiaryi n St . John’'s for the first time. After
Ontario. He spoke of the differences between Ontario and Newfoundland. He said:
And you know what? All the time | spent away, | never had a problem. Never had an
isste,legatwi s e . ‘ @aei@nario], pepple never looked at you and judged you.
They didn’t pay to attention to what you s
wearin’
Thomas described Ontario as a “different worl
certain level of anonymity there that was not present on the Island, more specifically in small
communities like the one where he grew up. He spoke of these differeiticeslevel of disdain
and frustration:
| found that, in the smaller communities e
Right? They wanna know every single that w
they’d add their own version t otentiadnin And it
school. So by the time the story gets home, or | gets home, | got in a fight, | got beat up, |
ended up fuckin’ rbievwasjushsg much getiaddedonvto theustuff, o
that, ya know, somethin’iggso small turns in
Thomas made a connection between a dramatization and exacerbation of incidents in his
per sonal I i f e an dtownhlyassip. Heharkereed back & 'the indidensirma | |
school with older boys bullying him in the school hallways over a girl anditfability to just

“1l eb.Tthti sg spurned-id sseri es of *‘what
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|l mean, Il " m j ust ,iffthat;méver had to wWappen, allrthiose grobledis k e
never had to happen, issues with the principal, all that kind of stuff, would | have made
it? The possibility was there. Right?
Thomas eventually got his GHBigh school equivalencyyvent to trades college, and became a

Red Seal Ironworker as several generations of men in his family had been. He spoke of family

members who always had success, went to Unive
school, you go to college, getrade, and a familyt hat ' s t he way | ife’ s su
of what he hoped school would be for him. *“I
early. ”

Thomas offered advice to teachers and administrators working with youth in the school
system today, asserting that they should be t
chiidhoodwher e t hey came fr om, a Basuggdstedthattdachers r e g o
and admin should work with the kids, and “don
life at that early age determines a lot, reallyot just for them, but for society, reallyHe does
not believe tlat ngyelalnidn g hgsd csad Trge distipliseh ment |
for Thomas, means to “sit down with the kid t
because they’re goi ng Othachers aht administrétdrsehmsaidand i s

|l f you chose that path, and you’re in that
do that to help people. If | had to be sat down, and talked to, and things had to have been
worked out properly, and given a bit more guidance and support, | thiakltl have

stuck it out. |l wouldn’t of gave up. I me a
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nothing to believe and have faith in. | mean, there was just no support system there.
Right?

After this reflection, Thomas spokdoutconnections between the school system and criminal

justice system. He once again recalled feelin
Whitbourne and realizing that “there were so
doin’ si mirleart etdhitrhges ,same way, and ah,.bhhere’s

fact, he met the mother of his children during one of his times of incarceration at Whitbourne.

Thomas summarized his belief in the interconnectedness of the two systems with this

statement: “And | mean, tHe dkisdhy liddwi m’ 990D
gonna see them comim’ through here [ HMP]
5.2. Jason

“Jason” was in his | ate twenties at the ti
Penitentiary in St. John’s, NL. Raised in the

physical abuse, foster care, substance abuse, gang, and criminal tHaivibok his life from

the island of Newfoundland to mainland Ontario and back again. His school life paralleled the
instability of his home life, punctuated with incidences of assault, exclusionary disciplinary
action, and moments of loss and connewtsd. Jason described a life of being removed from
and reentering the K12 school system, before ultimately making the decision to leave school in

Grade 10
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521 Jasonbés Story
When asked at the outset of theerview to describe his earliest memories of school,
Jasost arted back at his early beginnings in kin
NL.Selfdescri bed as a “hard case”, he stated that

(Attention Deficit Hyperactive Disorder) at a very young age. He spokes dditilergarten

teacher, remembering her by name, as being ve
most part, but always acted out a hhetwoulde bi t ;
get “hauled out of c¢class” or his mother woul d

behaviour in class.
In Grade 2 Jason moved to Ontario with his parents for a new job prospect for his father.
He recounted school on thainlandas being different from Newfoundland. In Ontario, he was
the “odd person out”, standing out as being o
neighbourhood. Back home in Newfoundland, the population was overwhelmingly Caucasian.
Of his new Ontario righbourhood, he said:
So, ah, my neighbourhoadve lived in low income housing so my neighbourhood was
really culturized, too. And it was cool because in the summertime the community would
come out and everybody would mix their cul
stuff.
Jason spoke highly of another one of his elementary school teachers, a person that stuck with
him throughout his life. He described this teacher as having the ability to see that he was troubled
and having issues at homeanaaxittdhebief oofe at wal

him on the “stAtaitglhd samde ntairme,w Jason started
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guys in the community” and wipdaking btisisctiche ighessn g act
|l ife he stated, “1 wasn’t really getting into
and stuff ”
After a couple of years in Ontario, Jason and his family moved back to Newfoundland
because his grandfather was dying. He had lived with his grandfather for the first five years of
his life, and they had a very close relationship. Returning to Newfoundiahtis original

neighbourhood also meant a return to his former school. This brought with it a certain

familiarity, to which he said, “I think the t
gonna be” wupon his return to that school
After only a short period back home and in

recounted that around the sametesbé i s gr andf at her’s passing, a
neighbourhood had confronted him and stated that they were not actually his friends, but his
biological siblings. This confused him. He stated:
So I"m trying to figure out why these two
that time | find out that my Dad might not
| took on at that period around ten or eleven years old

Jason began “going on the run from school wi
recounted showing up to school in the morning only to leave shortly after, often being gone for

days at a time. This behaviour led to an incident that he describeslfasttime he did

anything t Hsauere miabghaviowpsetivol. Both boys, during the school day,

decided to get up onto the roof of the school building and refused to comeTdwypolice, fire

department, and a local news outlet showedupéd scene as they hung off the edge of the roof
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threatening to jump. They were both suspended from school and taken into foster care that day,
marking the first of several times Jason would be in and out of the foster care system. He
reflected on the incident, stating:

Yeah, so we were on the roof, tMauwelwas a b
guess they thought we were actually gonna jump and stuff but we were more or less, just,
ya know what | mean, kinda justioing it for attention. The thing was, my friend was in
an abusive home; he was getting physically
home too. The more damaging stuff to me was the verbal and mental abuse, right?
The two week oubf-school suspensiocendedand Jason was allowed returnto school. Eleven
years old at the time, Jason finished the school year in foster care before returning home to live
with his mother, who was struggling with mental illnessréfeectedon hi s mot her ' s s
from his perspective as a grown man with his
trying to deal with things the best she could, and sometimes she just did things Jasmy
informed hismother about the neighbourhood baysl their statemetthat they were his
brothersandshe respoted by telling him to ignore them. He described feeling at the time as if
she were trying to keep him away from them, and away from his biological father, whom he
descri bed as “ ndHeekptaiadd that onaonerhand, be upderst@od his.

mot her’s intentions. On the other, he spoke o
neighbourhood and pretend like nothing had happened. Each time he brought questions about his
biological fatrer to his mother, she would respond in anger. Thisirmoeed until one afternoon,

when she brought him to the store to get ice cream and then to sit by the duck pond. It was here

where she admitted, in tear s, the truth behin
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his entire life was his biological father, was not. She admitted to him that his real dad had been
living on the same block as they were this entire time. He spoke about the questions he had at the
time and the feelings surrounding this information helieh given:
And, um, likel wanted to figure outwhy', you know whatImeaith e’ s such a str
and he | ives at the ot hgowcenetenevereveht@ok bl o c k
part in my |ife, you know what | mean? Wha
| east my brothers can’t be a part of my 1|
of questions surrounding that, right, but it was alwags jtialways just shot down. And
then | found a lot of times when she got mad, ah, she would, like ifgdtagslispended
from school, and came home, she would flip

you' ' re gonna be in jail” and this and that
Jason asked his grandmother about his biological father. She told him that when he was a young
child, and too young to remember, his father would come down for a visit, and spend time with

him. He knew where the man lived, and decided one day to go knduk door:

And,umhe told me to come in, come upstairs,
andyou know what | mean, he st ar tfahégr, t el | i n’
right? And | was ki ndé&atlhiekre’,. “AYnodu 'hree wnaost umm

got upset about that, right? And this was like, our first, kinda real interaction, right?

Yeah. And | was very angry at that age. Between 11 and 13, 14, | was a very angry kid,

and um, you know what | mean, the whole worlasvagainst me at that point. Aal, |

just started flippin’ out at hi m.l'sald, was | i

“You don’t comd@adand oturydoannd keme amd try a
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Don’ t ever fathey Anddis fiiends wereykinda like [pauses and inhales].

Yeah, I was faithey , “iffuckod’ feeda bad for a |
mean? “You don’'t get that .you don’t get th
father’ s the guy who raised masssflevergday | was
and he comes home and pays the bills, that

about that. And I just stormed out of there. | left. And, but at this point too, me and my
brothers, his other sons, wedaoan tgopolda yf riite nl

we'  re brothers, we just play as buddies, r
just how it was normal for us. And yso, ahh so yeah | never spoke to him then for a
couple years after that. And every kind of interaction Ikhinl * v e h fatter aftert h my
that, it’s been..most times it’s ended in a
Jason continued on to state that in addition to unanswered questions, he never really felt like he
“bel onged” at home. A year | ater, after enter
home and placed back into foster care. He would never livera¢ again from that point
forward.
This move from home into foster care coupled with impending adolescence brought with
it a different social life for Jason. Though he was énlyd& 13> at ti me, he began
wi t h t H%16"“16yeatadds He was introduced to drugs and alcohol during this time,
causing any interest in school to dwindle:
And um, so I was 12, 13 years old and | was being, you know what | mean, at that age

|l " m starting to hang out-oWidsh khinketthleg’ oled

me to stuff, you know what I mean, that th
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of things at my age that | shouldn’t have
i nterest for school ..t hat just dropped righ
day at school, and | had no interest for the classroom whatsoevemnyaaguist trouble
in there right?
The last time Jason saw his father faeéace was on Halloween when he was sixteen years old.
The interaction ended in a physical altercat@uaring a previous period of incarceration several
years ago, Jason spoke to his father on the phone while he wasHligsolitary
confinementlat HMP. His biological brother, who was also incarcerated, was in the Hole at the

same time. Jason postulated a DNA link between criminality and his father, brothers, and

himself:
Everyoneofmfjat her’ s sons, that are able to be ir
me an? Threeorfe’'uss, we’re i n pri somyothdridtles got t\
brothers, Jacob and James, |’ve never even
So, my two younger brothers, they know | ex
the footstepsand | wasn’t ev e n followedimthesfootsteps,gight?h d | Kk

think it’”s, a bit ofDNAtandsstoffdoohas somet hi ng t

He el aborated further on this point, stating

troubl e” childhood tr auma, and a | ack of str

to his current life situation and being incarcerated.asmt on the run to get away from

family, and ®“if | di d go L&ackofstrachureatlhgme extendeda s a

to a lack of support from his mother when he sat down to complete homework. He recounted
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incidences of his mother responding to him with anger and ridicule if he did not understand the
schoolwork often resulting in physical abuse. He stated:
| felt alienated at home, | di camnévertvekn na be
the time to sit down and do certain things with me, and then, when | got to school that was
kinda | i ke my getaway, but t hejostawbadas | " m at
being at home, right?
Only a short time passed after Jason returned from the two week out of school suspension before
he was *“.kliwvakGradle 7pand Jason was getting into fights at school and drinking
alcohol during the school day. He was often found inebriated at lunch time. He admitted that the

school had given him a coupl e c.hTohedaeheWwas but
expelled, he was involved in an incident that required police intervention. That same day, he was
sent to the juvenile correctional facility in Whitbourne, NL to spend time in closed custody.

After his release from closed custody, Jason was placed in foster care with a family in a
suburb of St. John’s and was enrolled in a ne
well as a history of behavioural issues, he was assigned a studstainass sit with him during
classes and be present with him throughout the day. He spoke of a negative relationship with his
student assistant, and the embarrassment that came with having an adult following him around

all day. He feltas ifthe studers & i st ant had a “precdnamsdved not

just there to “babysit” and. Jasdndescsined emsdifas “ di d

a wanderer i n school | often bored and idl e,

in the c¢cl assroom. He was aware that his ADHD
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if his teachers and admi ni s tiffhe@wasbeisg djsrupsivieinl oo k e
class, he would have to sit in his desk outside of the classroom in the hallway:
And that made shit so much worse. | felt like the teacher dissed me, you know what |
mean? And everybody inthe classislkdsde e i n’' t hsa twouldjustdjiyve the m
teacher a hard ti me. l't was just more bull s

you know what | mean? And it was just, nobody was understanding what | was going

through, and | didn’ t rundelsthng eitken gowknbwowhatt o ma
| mean?
Being the new kid in the neighbourhood, Jason
classmates and began getting into fights “as

pushed around. This attitude and behaviour trickled back into tb&r@tan, leading to an
altercation with a teacher and disciplinary incident that would become one of his most prominent
memories from school:

So one day | got up to leave the class, and it was only like 20 minutes before school was

over, and he grabbed ahold of me. And | sai
And he said, “You're sitting doswAndiwentt hat s
over and sat down in the seat, right, and I

get up and when you put your hands on me |’
“Yeah, we’l/| see about t hate” .kiAl,d wm,d leer ewg
there | ookin’ at the clock, just waitin’, r
fingers, and five minutes hit. | just jumped up out of the diesialked for the door, he

grabbed ahold of my arm, or he grabbed ahold of thij@emonstrateslyeah, he
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grabbed me, and I turned around and | just clocked him in the face, and, he fell back, and
there was blood and stuff. And I just ran at him, and then like four or five of the male

students, they got wup a@d m idkoewngr.a bAnedd anme a

at him and said, “ told ya”. And | wal ked
hall way and wal ked out of the school. | was
Jason admitted that being physically abused w
and | won’'t touch you” attitude and a theneej er

incident, and though he was not charged for the assault, he was charged with having a weapon.
He was removed from school fotwmo-weekp er i od, and during that tim
the neighbourhood?”:
To me at that point, like, that time in my life was um, it was precious time, and | think
keeping me out was the worst thing that they could do. It pysen you gotwo, three
weeks to play with, you don’ ttwoghoeeweeksig o t o s
up you don’t wanna go back to school
After thetwo-weekperiod, Jason was allowed to return to school. He felt as if the teachers and
staff were avoiding him. He believed that there was two parts to this avoidance; fear of him due
to the assault coupled with an attitude that he would not be in the schamidardle s ai d, *“ I
think they just more or |l ess thought that it
He continued to “act wup” i n class, resul ting
office visits. One particuladay, theprincipal had his last straw and Jason was removed from the
school permanently and enrolled in tlastrict Schooli n St . Néwdohmllans an@ a

Labrador English School Districin (how NL Schoolshglternative school for youth who are
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removed from the regular system for a variety of reasons, including mental health and addictions
issues):
Yeah, they told me | was done thethe and the
‘District School, they called it. | was there, and was around a bunch of kids who were
just | i ke me. |l can’'t remember doing any sc
and | eave. I would just go there and kick i
remember one specific thirdpoutt hat pl ace. | j uasntd rseintetmbre’'r tg
doing nothing. |l woul dn’ t s, goulow what Fmeantily n a me
was just nothin’. Go ttieelecase, wait for smoke
Jason committed offenses that resulted in him returning to closed custody and subsequently was
removed from District School. Instead of returning to the Whitboyongh correctionalacility,
he was sent to a livie group home closed treatment facility for youth in Ottawa, Ontario. The
school experience at tlfiecility was different from the regular system, with more opportunity for
‘“hands on’ | earning that Jason felt he was go
were occurrences of abuse at theility as well. He stated he was sent there to undergo

treatment for his angéssuesbua d mi t t ed t hat his time there mad

anything He felt that his “head wasn’t there”, and
Like my head most of the time was | i ke, “ho
run. A | ot. ‘“Cause | was always a wanderer,

wanna just go and explore, you know what | mean? Like if | had that now, | was lmigh
city by mysel f, |l > d go and explore that big

on the run.
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There was never ever no |li ke set structure,
way’' or you know what | mean, there’s no ot
way that | was supposed t o duo dtnhitn gdso, ilt ,dirdi

And um yeah, at that time too, | just, | never, | never really listened to anybody.

Jason began stealing cars in Ottawa during his time &cHigy. The police tracked him down
and explained that he was under investigation for the thefts. In lieu of being charged, the police
and thefacility staff decided to send him back to Newfoundlaritere, he continued with car
thefts, eventually resulting in charges and was once again sent to the Whitbourne facility. The
cycle continued several times before he was finally released back into the regular school system
in time for the start of highchool at age 15. This was the first time Jason could recall enjoying
school, and spoke of a positive relationship with his grade ten English teacher:

| had this English teacher, and ushe was ah, she always encouraged kids to like get up

out of their seats and stuff, and like, if we were reading likelikmy Romeo & Juliet, or

s o me tLhiikne, |l " m big into music and sltuff,

write and ah, anyt hi ng ,soshe useditd gettolme that , |’

way. ' Cause | ' m always fidgeting and |
|l " m, you know what | mean, somegwhese. Iguest a
she just figured out in her head howyou know what | mean, how to, adjust the
classroom to me.

He continued:

And um..there’s no teacherdindhemorningtoness t hat

m

0

a

gi

b

she’d come i n, and she’'d | ay down a screen
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what we’' r e ¢.0Anchah sorl eseddo get opd ang get on like the class
clown, but | would read the play, right? [laughs] And she loved it! And all the kids loved
it too, right?Ohl woul d go hardcore with it, right?
everything,andght hen | i ke when | was done that, [ ‘
for the rest of the class, you know what | mean? It was like | just got it out of my system.
While in high school, Jason ended up back in Whitbourne for offenses he committed in
community. Upon his release, he became a father for the first time. He returned to high school,
eventually leaving on his own to find work and support his girlfriend awdbaby. His English
teacher remained a positive figure in his |if
the only teacher who s &emdvadiackirowith HiswrAnamother. r e a |
He felt that everything was going goodlatda t poi nt , f or t Basontodkihe st t i
time to elaborate on the qualities he believed sefijgish teacher apart from others:
| think she was the type of person who took more interest in people, who they were as
individuals. And she got to know her student
before and whatever they hear and stuff, and | think she heard a |df tdst@and maybe
she seen past all that and she seen past the front and she seen that, you know what | mean, |

was probably going through stuff and that’'s

5.3. Jonathan
“Jonathan” was in his early twenties at th
participant of the group, and one of the youn

Penitentiary in St. John’ s. Thiland lgetspemt hisearfya mi | y
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years growing up and attending school in Ontario. His story consists of academic and athletic
success in school. However, these successes were cut short by a series of personal losses brought
about by a turbulent home ehvememmenandhhis f @

lifelong struggle with mental iliness.

531Jonathands Story
When recounting his earliest memories of school, Jonathan admitted from the outset that

he was a bit of a b u.lHeyecabled havirg e lotpflfreendgandd und an
enjoying school, despite “having a. rough ti me
Academically, Jonathan never struggled.

Hi s school l'ife and home | i fe 6vuAtthattimepr et ty
his mother started a new relationship with a man ndf@eedg Jonathan admitted that he did
not get along with Greg, and “stuff started ¢
witnessed Greg being abusive to his mother, and he would often get involved to help defend her.
This involvement would often resuit anger and aggression between him and Greg. Eventually,
social services became involved, markingdtaet of a vicious cycle for Jonathan moving back
and forth between his mother’”s home and other

Foster care or whatever it snomscAdodewltetharot i n

she could have me or him in the house, and

friends houses-sudingd st uf f, |l i ke couch
When he first found out he would be placed in foster care, he ran away from home. Eventually,

social services managed to track him down and he was assigned to a foster home in a
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neighbouring town. After a few dagsthe home, he reached out to a friend ofumsle to come
pick him up and take him away from there. He
of another friend of hisncle who got him a job. After a short time, he found himself missing
school and home:
| always kept wanting to go backtormomi s house, so | i ke, um, Db
wanna go to school and stuff, like | enjoyed school, and | got really good grades and
stuff. And | knew to get anywhere |’°d need
[come home], right?
Jonathan explained that his mother suffered from bipolar disorder and gave birth to him when
she was fifteen. He outlined arguments and fighting at home between him, his mother, and
father. He speculated on the reasons why he had certain experiences:at hom
So someti mes, |l > d be | i vimymgomthéddipokatr and t he
[disorder]and stuff,and mgad wasn’t nice to hermymamn | i ke
was only 15 when she had me, so she was used to guys being mean to her and stuff. And
| think she felt like she needed a guy in her life, or something? | dunno, something weird
like that.

He continued on to describe a cycle of accep

life:
I kept trying to go back there [to his mot

and then |’ d be there f &rdwouldgetentoaror t wo, a

argument and then |’ d come home and there

soaht hat’ s how | ended up not, ending up her
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to find different ways, you know what | me

|l > d be working and doing somethinmgpm and th

house, and then |’'d have to start all over
Jonathan longed to be at home to be close to his younger sister. She too was placed in foster care
for several years before being returned by social services to live at home again with his mother.
During the times when he hensttedthathe didggto schoolhi s mo
having al most “perfect attendance”, despite s
attended other classes throughout the day, his frequent absenteeism from homeroom triggered
automated calls home from the schahenhis mother received these calls, Jonathan stated
that she did not believe it was just homeroom he was skipping, and it would often put him back
in the cycle of being ‘kicked out’” of the hou

Before school starts every day, you gotta go to homeroom. Like, to get your stuff together
andstufFbut | neve€auweentl, hatgehd ?2it'. There were a
theclassandt uf f, and |’ d .bedehonoed| puswhdtdmet wa
pointless anyways, you just went in there and sat at the desk and then you went to your class, so,
| > d be in someone’ sbuetargt dtoh e gersd meft hti meg ,d aoy
missed any classes, and homeroom, they called home for that too. So then my Mom started
telling everybody, “Oh he doesn’t go to schoo
| had perfect atindance almost like when | wéving there. She was just always making up
excuses or me, |l i ke she say that | flipped out al

myaunt to come down and stepeadtvauld bebingai or somettang,, ‘ca
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and she’d come down, and there’d be nothing d
was just, | dunno, somethin’ different about
He el aborated further on his observations of
outlining a significant revelation he receive
Greg:
She was al ways maki ng e xQauss lessisteryamdiothkrn ow wh
members of our familysed to call her outonit. Theyusedtobeliktou don’ t t ak e
care of your own son, blah, blah,Blahnd t hen she’ d try to expl
everybody knew the truth, right? And years later, | ended up selling a lot of dope and

stuff and | ended up meeting regpdad atplacesh e’ s dead now, he kil |

Um, but ah, |like |I’'d go to someone’s house

cowple hearto-hearts and stuff, and he informed me, likéou know all those times

yourmom sai d Soci al Services said you coul dn’
blah,blali—-* *#use he’ d be fighting wregneverdielr and s
That was one thing about him, right? He was an honest guy. He spoke a lot, but what he
spoke was the truth. So, um, .that told me

Jonathan reiterated that those times when he would come home to find his bags packed for him

and not allowed back in the home, his mother told him that her reasoning for doing so was to

ensure that social services did not take his sister away. He waswofdbrstanding from his

mother that his very presence in the home was enough toSaeiaéServices to come remove

his sister from the home. He further outlined his thoughts while thinking back to that time in his

life:
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|l thought it was Social Services. | though
my sister might get taken away. So | stayed away, right? | never spokentonrmyor
five years before she died. Well, | came home for the last two months when she was sick,

but | stayed away completely so my little sister could live there, right? Bugedh,

when mymomwas sick and stuff, Greg was at this
telling me, he ended up sayi ngnonsaikyey “ You
couldn’t | ive here ‘cause of SociWél Servic
she just didn’t want you there, right?” 11t
mean? Like |I'd come into the house, and on
and | ’d come in the house and si thatdikewn, an
even when | didn’t I|ive there, | ’'d come ovVv
somet hing, and he’d come ihni ntgo, samodk ewea dj osin
joint in the porch, and then-II""nm Iciowrieng nom
ownatthispointand | i ke she sitmadmt s sa&mrea snee’ich st ar
|l i ke, “Jonathan what are you doing with yo
saying, |ike when | was 12, it was, “Jonat

making choices for ypursewé&s, Adadnaheanlyw

now” and then when | nwygouarmama, man was, nodd
thing”, right?
Jonat han summari zed these feelings and stated

doing good, but | never got the 441 to be able to do it, you know what | mearfPe admitted

that in hindsight, he would have gone voluntarily into foster care. He stated that at the time, he
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just wanted to be close to his friends, and h
he ended up pushing himself furtherawdye descr i bed having a false
that time is his young lifey h e n h &t the &imed figured | could do it all and | had it all
figured out, bunow when it actwually comes to”it, | rea

This admittance took Jonathan back to memories of his biological father, who was in his

life from the time he was an infant until about four years old, and then again at twelve years old.
He described his father as Ilbyeibnagd utnesmpaebrl e tehneot
“everyone to be afraid of him.” His father wa

At the age of twelve and in the years that followed, Jonathan began to hang around the

s ame rough crowd” that his father was a part
bonding with his father, but maooratypiceldatheson a “ bu
relationship. He admitted that he would have never been able to physically share a home with his

fathergrowingup due to his father’s anger and suspec

Like he’d never, | ike ah, I never thbld him
it’s not I|li ke that, you know what | mean?
Like he’s the type of guy, he’ll go outsid

of oil on his shirt and tip the bike upside over and throw the wrench tihnthegvindow,

and pick up the TV and throw it through the coffeeddbli ke he’ s got a r ea

temper, right? Like the dceeg’'glult sharLk kaen d eh e

up, right? Like he’' s definitely bipolar, 0
Jonathan stated that other people around him had similar experiences with his father, and would

t el | him about his father’s outbursts:
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Everybody |’ ve ever met, when they find ou
yourDad’ s nut s, right’. Il " m after introduci ng
they could work things out between them, a
saying ‘Your Dad smacked me in the head with a baseball bat last night man, like what
the fuck right’ and so it’'s just 1|ike, | ¢
as a father, you know what | mean?
He went on to state that though his relationship with his stepfather Greg was also more so a
“buddi es” one, he felt that he always cared a
the times he was trying to stay in school, Greg would often askdrto see if he could find a
place for him to stay. Despite this, he admitted to sensing a juxtaposition in their relationship:
Like he always cared, more than Mom did? But at the same time, at the end of the day, he
was the reason why | was living on the street, like you know what | mean? In the
beginning.
Jonathan turned his recollections back to focus on his later years in school before ultimately
leaving in Grade 11. During his junior high and high school years, he was a promising young
athlete and the captain of hyeass. Irsrefdremeetohis Tr i pl
time as team captain, he statéd, “I1I felt |ike
He reiterated that he did not struggle academically and everifimt go to school
everyday, he would go at the end of the week
continue to play hockey, he had to maintain a certain grade average. This was the driving force

that helped him maintain a connection todgademics and teachers. He stated:
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| was the type of person, even i1 f | didn’t
shower to get in, at the end of the week I
could you please make a folderfoe, of all the work | missed
mean? Because | i ke | didn’t wdsalditwvas f ai |

“Jonathan you gotta do this, you gotta do
man now’ but i n the back ofmomy‘ ' baamadel | wpss

wanted to do good. And | was trying so hard, but it was never good enough, right?

Jonathan’s time in the physical hi gh school c
admitted that there were times when the anger he was feeling often resulted in outbursts,
triggered at times by the behaviour of other classmates:

A couple times, more or less, the times | got in trouble, were like people in the class and

=]

interrupting the teacher while | was tryi
somet hing, and | 'm after | i kedQrikke,beingg a <co
rude to the teacher, eyou know what | mean? Like when | was kid | put all my energy

into picking on other people, but then as | got older it was like | almost picked on people

who deserved it, you know what | mean? People that wetd@ing an idiot. Like, | had

so much stuff going on and these people came from rich families and everything was fine

at home, but they were just being a retard for no reason, you know what | mean? Just

being a nuisance.

The “chair i1 ncident resulted in a five day s
recollection of another incident of which he described his actions as vengeance for another

student,” T y Ithatrwas being bullied in school:
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Like, I had a guy in school, he had a speech impedimeldr Wgs his name, and ah, |
kinda felt bad for him and took him under
‘“cause he was frightened to death of his o
inGrade9' cause that'’' s when yHeoamgto school, ailditheh s c h
guy, he was smokin’ a cigarette down to th
educat i dause he wag @lways so scared to go to school. Like | kimevniz
whole life. Yeah, and he had a speech impediment, and people made fun of him and stuff.
Like, I used to make fun of him myself, but like | said, as | got older, | changed, right?
Anyways,this guy robbed his cigarettes from him and stabbed him with a pencil, right?

And ah, | ended up goin nuts at him, and
right? It’s the same guy. He ended up doin
store him and some other guy, with a samurai sword. Right? [ladgitthat was in
Grade 11, | remember that. But ah, yeah. For no reason whatsoever. And it just pissed me
of f a | ot because | had a reason to be act
you know what | mean?

Despite difficulties in his personal life and struggles with substance abuse, Jonathan maintained

his dedication to his hockey training and the Triple A team, with dreams of playing

professionally poshigh school. As part of ongoing training, he was telieto a hockey family

in a neighbouring city to take part in exhibi
changed” when he suffered a broken | eg. When
incident, he did not elaborate. Insteadshe at e d , “1't was somet.hi ng bac

This took place at the beginning of idsade 11 year
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In the eight months that followed, Jonathan went through physiotherapy with the hopes of
‘getting his |l eg right?’ to play hockey again.
marking the start of the new hockey season. When the time came to try it team, his
doctor made the decision that he was not medically ready to play. He stated:

That kinda broke my h*wkitall, right? Idtoppdd gariigs wh e n

then, right? It was like everything that | ever, everything that | ever tried, ibfdti like

it always came back. I al ways got screwed

matter what, right?
Jonathan made the decision to stop going to school and began to abuse drugs and alcohol. Of this
time, he said:

| stopped going to school. And that’s when

them, and, | dunno, even theople that | could always depend on to give me a place to

stay stopped wanting to deal with me caus
andt hat’ s when my | ife took a 180, right?
He admitted that despite the best efforts of his vice principal to keep him leaving school, his
anger prevented him from going back:
“ Mr . Brampton”, he was the vice principal,

started to screw off in Grade 11, he used to come to my house and everything. | was

staying atthisguy Dave” house, and hegthee andl theh onc@l s howi n
was walking down the road and he kept like pulling the car in front of me and getting out

and tryin’ to make me get in the car. Even

couple of times, you know what | mean? Grabbed me andkshao e |, ‘“cause he k



86
was, I|i ke I was a straight A student, you
what i1 f you can’t play Triple A? Come back
“There’ s other options, Jonathan. yodmu’ re o
a home. Stop being an idiot”, right?
Around the same tim& r e tatheswas hospitalized. Jonathan was asked by his mother and
Greg to come home to live with them and take care of his younger sister while they were
spending time at the hospital. He stated that this invitation lifted his spirits and gave him the
strengthheneked t o try and move forward. He moved b
care of his sister, and went back to schdbis situation proved to be shéited:
| started going back to school, *‘cause | w
stuff, so what if my leg was broken, at least | had that opportunity to be at home. And
Mom and Greg were always gone to the hospital every day, and then one dag, | cam
home and for no reason and there was a not
go. Don’t disturb me about"” Watthe fuckjilneverl eav e’
even did anythingAnd t hat ' s wh €pukhowwlaat® Fyckuts.t Il 'irkenev
gonna be able to finish schod,lyqukrowwhathever
mean?
He took a moment to reflect on this time in his life, its significance to his school experience, and
how they are intertwined:
| was mad at myno m, I was mad at my | eg; |l was just

so hard. No one has tried as hard as me; I

school and get some books for the weekend
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wal kin’ to school to get my books, and the
practice, and then not have anywhere to sleep that night. Walk around for the full night
and then walk back to school, you knmnow wha
about it. Like, Iliterally, without shower.|
|l i ke being dirty, I|ike | can’t even go on
l' i ke | think that’'s gross.d®@dnu’'tt akndwewlhatmet
right word- | was just so committed to doing what | had tolda. k e , |l " m after,
having to sleep at a basketball court and wake up in the morning and then go and have to
walk to school, you know what | mean?

Jonathan outlined what he believed was driving him to keep moving forward during this time in

his life:
| think it was just the, thel just knew in my heart that | deserved to not suffer. | knew if
| kept on goin’ to a certain point, | woul
what | mean? | f | could | ust tuffmakteataree t o ‘ h
playing on the under teams for the NHL and stuff, you know what | mean? And |
remember playing hockey with them or again
just |l ike, it really sucks. ntymd it’ s just

Over the several years that followed, Jonathan travelled to another province, trained as a

scaffolder, and landed a job. During this time, his mother becamwitickancer and died. He

returned to her small hometown for the funeral. During the service, he was intoxicated and got

into an altercation with family members when

closed casket were not being honoured:
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My mom said she wanted to have a closed casket, and | went in and the casket was
opened, and mgrandfather said something to me. And umclepushed me, so | popped
him in the head. And they called the cops on me so | put a pew against the door and
locked myself in there and threw a couple pews through the window, and picked up
fourteenassaults on police officers, and a bunch of death threats. So | pled guilty to that
and they gave me ten months and | did my time.

Jonathan stated that the relationships in his life, particularly his relationship with his mother, as

an overarching theme in his |ife that | ed him
Definitely my relationship with my Mom, right? It was just the way | got treated. It was
the way | was always put last in her eyes. It,veaen right up to her death, right? And
then | got stuck here and the next thing you kaelve wanted a closed casket, and | was
the only one who stood up for her, and closed the casket, but still | was wrong, for
everyone el se, “Ohagtee’'id deaed,c asstkeetd cse somp’etn
No. She asked for the casket ¢so0i bk fdoackint
right thing, somehow | was wrong, do you know what | mean? | was always just fuckin
it was |li ke everybody was always | ooking f
b’y, he needs t.dBugett hhei swhsoHiet ttiameetlhHhenr j ust

-not even just what | believetrwh at s ri ght. You know what |

asks ya fuckin’, “ Oh wh begaude she loakedlrealsicknt a ¢
My Mom was a beautiful girl wheeshe was, you know, before she got sick. She was one

of the prettiest women | know. And when she got sick with cancer she wésrtike

pounds, she |l ost all of her teeth, she was
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hundreds of people at her funeral, all she
if you and your sister and my parents | ook
So | wal k i nto the fuckin’ funer al , and |’
wi shes”, you know | mean? And all of a sud
that this is the way it shoul dthébadguyAnd, ev
The discussion surrounding ‘relationships’ pr

time in school, and he offered his thoughts on his own relationship with the school system

overall:

What's the way to make things right? Just

place. [I1f |1 were the principal of a schoo
going on, and |I’'d talk to the twa sstudent s
problem here?” and |’'d explain to them, “H
back Noobut honestl vy, ld try to figure out wh
mean? Like, some guy might step, Hendcamdhkod
keepaplacetolive,hmom’ s sick, his sister’”s out doin

mean? Nine times out of ten there

S a reas

guy wal ks past you in the hallway and he g
gonnaturnaroundandant k hi m over the head with a cup
to it, right? Your woman’s pissin’ ya of f.
of fice, and |’ d ask hi m wlingrmeawaodengughi n’ on,
answer | 'd call his par enlt waulgdm'rtdijamnmp atnc

conclusions| ' d just say, “Listen your son’'s not
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things were going on at home”, you know wh
make things worse. Call home and you say,
thing you know he goes home and he’s kicke
knowwha was going on in the first place. And
comes back and he stabs the guy because he got him kicked out of school, you know
what | mean?

He offered advice for teachers and administrators, to help better their relationships with the
students under their care:
| dunno, probably just like, get to know your students, and figure out what stuff people
got going on, you know what | mean? Sometimes everything is not on the surface, and
one guy might just be being a nuisance and an asshole for no reason, but the tuy ne
him when he hits him over the head with a
mont hs.. There’s always wusually a reason fo
nothing. Like | said, | definitely had a good school experience, | apprecithiag
teacher s’ hel p and guidance and stuff. |t
couldn’t keep up with the bull shit.
Reflecting on his I|Iife and his school experie
Just don’t give up. Keep going. Everybody,
you. Just one day it can get better. No matter how hard it is now, if you keep going

t hrough school and stuff, there’s always a
walk to school in the mornings, is, just the idea that a couple more years and | can get a

student | oan and go to university. A coupl
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you don’t need anyone, right? And then you
12, you need support, you know what | mean
out . Li ke, I had money. You know what | me
mon ey . I couldn’t go to school and pay rent
mean? So, no matter how hard it is, just Kk
itself out. And then one day whelookpacku’ r e g
at it and say, “Fuck you”, right? Basical/l
5.4. Paul

At the time of interview; Paul was in his early thirties, heading into the final year of
servingawo-years ent ence. This was not his first sent e
Growing up in a low income, centre city area
environment and parents who struggled with alcoholism and instances of physiealBddase
ultimately leaving school in the ninth grade, Paul conveyed therein his academic and behavioral

difficulties related to his struggles with ADHD.

541Paul 6s Story

When asked to describe how he felt teachers and administrators viewed him as a
per son, Paul respondedHwi ehabbeatedm, exphiatnd
sorts in opinions about him as a student and person; two opposing camps so to speak. According
to Paul, some of his junior high teachers wou

disrupt the class He spoke of attempts to expel him from school, on the grounds that he was
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“totally disruptive t Ontheloteer tandnhe descgbedafcoupldod | n s
“good teachers” who said, “Man, the youngfel!]l
attention; he needelp. ”

This discussion led to the question of if, and how, these opinions affected his view of

hi msel f. Paul began by stating that he was th
of his time in school asking himself the questidiWhy do | even bother to tryHe internalized
the negative opinions of his teachers, and fe

that it did nothing to help his confidence in himself:

|l > d show up on the day of a test, and []jun
and said, “Paul, what ar e y-dactualwswdedtboi ng h
thistoday And it came to the point where [my te:;

8mesong and dance, mManr* Yu’ re only here cause your
to come and write the test and they’d give

Paul had much to say about his school experiences and the effect they had on his life. He spoke

with a certain candor; an eagerness that <caus

memories came flooding back. When asked to speak about his earliestiesenfi school, he

stated that his elementary school experience was mostly a positive one in terms of academics and

experience with teachers. Diagnosed with ADHD at&de was prescribed medication for the

condition that he still takes today. With laiescription of elementary school, came admissions of

often being the victim of bullying while in school:

| was always a fighter and stuff I ike that

a lot of people | went to school with knew my parents and knew that they were
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alcoholics, and stuff like that. As soon as someone would say something about that, and

my little sister, she used to be overweight, and a lot of people, and if anyone would say

anything about her it would just trigger me to go off. And, especially, énedottor

says nowthatlwasundare di cat ed. | shoul d’”ve been on e

was, back then.
Paul el aborated further on the effect his par
throughout his school age years. His parents were bar owners, and his mother tended the bar for
overforty-fivey e ar s . Paul stated that because of this
admitted that he was always around alcohol, people abusing alcohol, and the resulting volatile
behaviour that often came along with its abuse:

All the other kids woulbeout havin’ fun and doing stuff

to have be home refauseeiinf met ptahmeyntd , prbod ly:

Right? It’s shockin’” to say, but |ike, tha
And they were always hard on me, |ike tell
used to hold stuffovermyhead | i ke, oh, you know what | me

weekend..you’re not do i marksandrstidf ke that. dndthisat , y o
just come to a point that | i keCaudelhHaditet st o
al ways be home takin’ care of my mother al
she justlikess he’ d be drunk from the time she woke
and bring her to school.

Heading into junior high, Paul ' s parents fell

family home, after which “everything went to
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not having lunch money for school most days, which prompted him to begin selling his ADHD
pills to obtain money for food and other things they needed. He stated:
Like, by rights, Child Services should have really stepped in years ago when we were
kids, |Iike the way | sees them s[ldgegngi nt o p
with)Chi I d Services and stuff | i ke that, but
we did man, in housing, in poverty and stuff like that, like, you know what | mean?
Due to Paul’'s ADHD diagnosis and records from
student assistant for the first time that would be at his side in class throughout the school day.
This triggered instances of bullying by other students. Paul ded¢hibanegative attention he
felt was brought by the presence of the student assistant:

They would say, “Man, you’'re |ike 15 years
around But, | had that bad of [a case of] ADHD they assigned me a student assistant
because they had to follow me around, and the criticism | got for that, there was a lot of
times | didn’t want to go to schoel, you Kk
[namg - he really did help me, but the way | was singled out, you know what | mean, |
couldn”t, Ilike, go hang around kadda h my f ri
student assistant.

Despite this, Paul stated that behaviorally and academically, he did very @edlde Avith the

hel p of his student assistant. Then, due to w

student assistant just as he was heading into grade 8, resulting in an exacerbation of his

behavioural and academic issues:
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And ah, that was it, after that it was |iKk
al ways out just hangin’ out doin’ stupid s
And like, we spent a lot of time, it was just me going to school‘Wash, who wanted
to buy my meds?and theri Oh, | got some money for lunch, | got some money for a
draw and smoke.T"hat ' s t he way it was. After the s
did keep me in line, like | got deadly grades in Grade 7 when he was there.
Academically, Paul admitted to struggling especially with math in school, while being more
successful at science and subjects that he held interest in. This continu@dhaed and
brought with it frustration when he would ask for help in class, often speaking out of turn:
But | i ke, math and stuff, I was constantly
“Paul, you’'re disruptingAndel icke,s sl,” ngoornloy tahsel
with my work, | know ya gohineteerot her students to tend with
know what | mean? Like, constantly. | needed theamene help, you know what |
mean? And | couldn’t get it back then, you
frustrated and thbey’ dnsehdwmel dod th@® ood tbi ttl

back door.

He continued describing how a then classmatand nowprison mate- was often sitting in the

principal’s office with him after they woul d
Me and [friend], |l i ke the other fella that
than-most math cl asses we’'d be there. Al most
|l > d be askin’ him about the mdth nstcdfafs,s an

“Well , you’re not gonna hel’p me, Teach. May
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When describing his experiences with being disciplined in school, he spoke of a time
when he was suspended, along with two of his friends, for pulling the fire alarm during exam
time. The suspension meant that he was not to attend school for two weekshé&\feturned
after the suspensionefelt overwhelmed by the amount of missed work and wondered how and
if he would ever catch up to the rest of the class:
And after that two weesuspension timeje went back to class and it was liked,
well, we missed all this, so how am | sposedto pickup? don’t know none o
like the formulas, the fractions, likit never helped me. And yes, they had to discipline
me, but it never helped me. You know what | mean? Like it just put me further behind.
And made me more frustrated with it, that | basically just gave up, you know what |
mean?
As time went on after returning from the suspension, Paul found himself finding excuses to leave
the classroom to avoid having to deal with the frustration of the academic struggles he was
experiencing. He descri bed f enéhedlassgppom,over whel m
exacerbated by his ADHD and his lack of student assistant. This avoidance turned cyclical, and
he would ask to go to the washroom during each class only to spend the time wandering the

hallways or leaving the building entirely. At the agel5 and in the ninth grade, Paul attended

only fifteen days of school:

And |’ d go to school |l i ke every now and th
Just so | wouldn’t | ose me spot. Like they
call, and be like; @ you gottacome intomorrdw and | ' d go i n, and r

You know what | mean? Just to be there.
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Paul provided some insight as to his thought processes during the time he spent roaming
the halls of the school. He spoke of a lack of understanding of the value of school at the time:
Well, a lot of people, like the older crowd that we grew up with, man, everybody, back
t hen, we wer e [dic]l. The only way you hatl money was tpeople that
sold weed and sold st uf@& ylouwkedadn’att .n eSeod eavne
come work for me ”
At the beginning of the tenth grade, Paul was
father. He accepted the job and never returned to school. Comparing his frustration with school
to the idea of a steady income, it made for an easy decisiontahéhe
Like it was either, why am | gonna go to s
a job, and I 'm makin’ pr ob-ahbWwagpagimgme 25t han w
dollars an hour back then, so like, | just give it up.
After | eaving high school, Paul stated that *
help. His aunt set him up with a tutor as an attempt to encourage him to return to school. The
tutor completed an academic assessment and informed him that dutlackf academic
foundatiori, he was better offdropping out and completing an adult basic education program
when he turadeighteen. In his words:
|l needed the foundation, and | didn’t have
impossible. Like but all the time in the world, evenamo ne hel p, I still
never gotten my high school [diploma] like that. | was too far behind. Tinagawas

already done, right?
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For the next ten years, Paul would continue working in the roofing job he accepted before
leaving high school. In 2013, he attended a credit recovery progralocal @eommunity centre
where he successfully obtained credit for high school Level I. Around the same time, he took
advantage of an apprentice ironworker’s cours
industry. He set his sights on a local GED progwéth aspirations to become a journeyman
ironworker. Before he was able to enter pnegram, Paul was arrested and charged with driving
offenses and sentenced to time at HMP. After he was released, he reoffended and was sentenced
to another year in prison.

Paul was asked the question, “What do you
you being where you arsanetnedrafiectalnadt sHMR]e?d” .t hHaet
|l ot of problems at home”, exacerbated by his
his life path. Paul hesitated to place the blame on the teachers, instead speaking with hindsight
and understanding of a lack of resces and stress he believed his teachers were facing at the
ti me. He pinpointed an academic ‘breaking poi
school:

They [teachers] had such a high caseload even back then, they were just, they pushed ya

through, ya know what | mean? And it |just
|l d get | ike a 10% or 15% on tylastekamst, and
and stuff | graded so | ow that that was it

like it was impossible, you know what | mean? Like this one math test | done like that, |
studied- | remember spending the whole weekend studygugd| still only got a 33%

on it. And it was that test| remembers exacthy it was that test that pretty much broke
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me, yeah. Iwas lik¢éMan, | ' m tryin’ har destllneaverdothar der
nowhere with it I'think that was the breaking point, yeah. That was the eulaafe 9.
And it even seemed |i ke, the teacher, it e
on was harder than everybody el se’ s. But |
was so far behind.
He described further how his school struggles impacted his perception of himself:
And it may it seem [to me] I|ike they [teac
want me, like they were purposely trying to make me fail. But when | looks back on it
now, doin’ the same math and statfiMP] t hat |’
now, i1It’s the same stuff, you know what |
me, and stuff like that. By the time | started to put my foot down, like between Grade 7
and Grade 9, man, ther e’ s aundaton Thatfisyeut uf f |
foundation for high school, yeah. And | realize that now.
Paul spoke highly of two teachdleth e bel i eved made a “memorabl e
When asked to describe their characteristics, he elaborated:
He [his art teacher] | ike always, |ike eve
anything | needed help to, man, he’d helop
|l i ke that, he’d always help me. Applushe’ d a
out of troubl e. Like he used to have hocke
everybody’'d just grab their gear and go sh
camping outings, and stuff | i ke,thehwof. Il > m

em made a memorabl e i mpression on me.
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Paul’'s gym teacher, whom he kept i1 n contac

suddenly several years ago. He reflected:
| used to work out with him after school a
weights, and, eventually into the Ironwork@gsion. He' s t he one who to
“ Isten go do this coursgyou know what | mean? So, yeah. | misses him all the time.
He was a really good friend of mine. It al
he died. It was never expected; came right out of left field.

Reflecting on his own experience in schoolcbatinuedo offer insight into the behaviours of

students who experience difficulties in the classroom:
Like if a kid is acting out and stuff 1ike
trying to give you a hard time or he’s a |
probably how, the way he shelters himself from being so far behindnmwv what |
mean? Like, he’s acting out, Ilike it’”s alm
how ot her way to act. Li ke he’'s that far b
sit there and get frustrated with that.

Following this, Paul offered some advice for teachers and administrators on how to support and

cope with thesstudentehaviours:
Tryy, Take the kid aside and do | i ke, |l know
and build an education plan that is actually suited for tAest the different levels and
stuff that they’'re at. [y@de ayoutkmow tvhatd mean?h e m a
Maybe that’'s the probl em. Do some other te

only knows the Grade 5 stuffyeah, find out where they are, like how educated they
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actually are. More individual case management is the only way | can think of. And the
kids that are given a hard time, like mostly probably the kids in District School, maybe

like do a certain evaluation on them to see where they stand.

Paul ' s advice for students coming up through
gives tohis own son“And, l justs a yB’,y ,* al | you can do is try, vy
give up. Just never.give wup”, is what | tells

Reflecting on what he needed from school and how he ended up where he is today, Paul
continued:

| just wanted my Grade 12 to be able to go do a trade. You know what | mean? To like

prepare ya for the real world, and stuff like that. But | looks back on it now man, like |

missed a lot of stuff, | never had no graduation, | never went to no proml. Likewa s n’ t ,

like, | never even had a girlfriend til | was like-e@d[yearsoldor s omet hin’ , ‘¢

was just so flabut working. You know what | mean? And then | started working in bars

downt own, same way my Mot hermysondogbthaat di d,

route, you know what | mean? cause It bra
drugs, and beinkehkereealbhy ywasts to take m
here, to be Chusethigdate iswgoirtg ko thg @ogs, man. With the opioid

epidemic, and the way people are on pills
and stuff gets here. | t° s her e [Britishv, but it

Columbia]and stuff like. You take a walk through downtoj@ha city in] BC and that

ma n , it owi || scare the shit of ya. Like zo
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and my daughter to grow up here. Like | 'm

with a shotgun. You know what | mean?

5.5. Joshua
At the time of interview; Joshua was in his early thirties and serving the last few
mont hs of his sentence at Her Majesty’s Penit
interview, Joshua articulated an isolating school experience exacerbated by a learning disability
and Attention Defidi Disorder (ADD), resulting in his abandonment of school inetrdy
months of grade ten. He recounted a lack of structure in his home life, personal struggles with

addiction, and a history of physical abuse sufferadeahand of his father.

551Joshuads Story
When asked to think back to his earliest memory of school, Joshua adnoitteithe
outsetthat the simple act was a difficult thing for him to do, and that this was the first time he
had thought about it in a very long time. He went on to state that he never really enjoyed school
and reasoned from the outset that this was partially due tesihes he was having at home. In
his recollection, he speculated: “I1 probably
Foll owing this, Joshua’s recollections mov
detailed an incident of physical abuse he suffered at the hands of his grade four teacher. He
admitted to swearing in the classroom dagwhen the teacher was in earshidie teacher, not
being able to pinpoint the culprit, held Joshua and three other students back after class and made

the accusation while pointing at them individ
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the only ones that would dao itJloshua got up to leave the classroom in response to the
allegations. The teacher physically prevented him from fully walking out of the classroom by
“grabbing and slammirichim. Joshua did not tell anyone about the incidentaaimiitted that
“he kept .i"t to himself

Due to his “learning disabilities and beha
Disorder, Joshua stated that he was placed in a special needs class for the entirety of junior high.
During this time, he attended school for two hours a day only and hdletiane student
assistant. According to Joshua, he was on a r
other kids from learning ”

Joshua admitted t hat hneschgowuringth@mrsor higpnf hi s e
years (Grade 7, 8 and 9). He spoke of a positive relationship with his art teacher and stated that it
was the only class he truly enjoyed. &lso stated that he had a good relationsliip his
student assistant. During those two hours a d

wor ksheet and the rest of the time would be
And then for the rest of the time we would go to the computer room and play on the
computers, or we could go to the gym and s
Ec [Economics] room and wehat nkaikred caafk esst wfrf
|l eave the school and we’ d g-olikddd. & Wwas bettert he w
than sitting in the classroom and doing a lot of work.

Throughout junior high, Joshua recalled being sent out of class or suspended for behaviour issues

related to his ADD. He was aware of being the subject of many administrator meetings and had a

sense that he was being ‘talked about’
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They [school administrators] had a lot of meetings where they would bring every teacher

that | had, and guidance counsellors, and principad®rybody would be there. They

would go into the library, set up the tables, and every teacher | had woulddyeatick

my motherwoul d be there, right? And | would be

itandtoldtogoomandwai t i n the computer room or what

meetings all the time on me, right?
Coupled with the meetings, he recalledind they sent me for psychiatric assessments in the
Janeway Hospital t oackifs nwr mmud Wwiitklke ,hi" whatl ithe,
kinda thing, right?”

Heading into high school in Grade 10, Joshua noted a sudden and significant change to
his daily school routine. The reduced time and special education class was no more, and he found

himself in the regular high school classroom on atfoike basis with bvious gaps in his

learning:
Then when | go to Grade 10, |l " m threw righ
doin’” stuff that | don’t know no-fikejinng abou
Grade 7, 8 and 9; Grade 9 |’ miwemtfsomabl y doi

going two hours a day, doing one worksheet of times talaled this is like, easy times

tables, right? Like, 5 times 7, stuff like that, you know what | mean? Like most kids are

l earning |like “x times y’' howvtodovthagtight¥ er t hat
He further outlined this increasing frustration to his student assistant:

And | said, “I don’t know how tAndohd'hs s w

i ke, “What do you meahliybe havengeéet diomg t |
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me and mad at me and everytnbotknowgthis?Everg ht ? He
other kid in the class knows. Like, you're
Grade 9, obviously you know this, Joshua.
Joshua stated that he lasted about a month longer in that classroom before explaining to his
parents that he was planning on qgtemadateg scho
deci sion to | eave school and not | ook back. H
quit school, you bettergetajoR'ef | ecti ng on this turning point

was terrible after t hat ; it was a downward s

Soon after ‘“dropping out and in the years th
time in jail. Though he did not provide details of the situations that led to these incarcerations, he

recounted that the atmosphere of his living situationavasntributor:

Ah, just that, at the housd guess,ahi t was just horrible | ivin
It was | ivin’ i n a g, ara evergthing abeut iewad justehorribe. j u st
Right?

Despite the subsequent years of difficulties in and out of the prison system after leaving school,
Joshua described having no regrets about that

t h e Heeoffered a metaphor as he reflected

‘“Cause like, it’s |like um.picture now if vy
wall ...and you don’t know how to paint. And
it 2! You gonna do the work?!” Ri gWwto? And vy
paint, right?” And everybody’' s |1 ke, “C’ mo

And then everyone around me is paintin’ on
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don’'t kthowddhowt”. That’'s just the way | f el
on with the work, right?
From his perspective, Joshua offered some insight into how his life took him from school to a
cycle of incarceration. He outlined how he was physically surrounded in his neighbourhood by
drugs and alcohol and inevitably fell into substance abuse anddlie# the habit. He stated
that he “wasn’t educated about getting ahead
knowing what he was supposed to be doiftte emphasized that for him, it was this complete

lack of guidance in his personal and@ahlife that ultimately led him to a cycle of

incarceration:
Like | can’t blame on it nobody, but 1i ke,
guidance is a huge thing, right? | f you’' re
you the importance of certainthingg or i nst ance, | i ke you hear
growing up, they absorb everything. They |
if you’re a |ittle kid and all you’'re | ear

anger, fuckmnn’hatagethéupgp&opl e you’' re suppo:

| mean? That's all you |l earn, right?
Hecontinuedon t o explain how this ‘“complete | ack of
experience of his personal life and community at that time:

You’ re not |l earning nothin’ about | i ke see

don't see them |ike even drivin’ with a 1|1

chasin’ me again today!” You knowyiwwhat I m

right? And ah, pretty much just that, righ
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a good thing for them to teach that in schools. The statiybe not for most kidsbut
for the kids who are actin’ up and shit, r
Even like a summer school program, right? For them kind of kids. Teepust them
about that. Right?
Joshua elaborated further, offering his advice for teachers and administrators about how to
interact with their students, especially those who may be struggling. He spoke of a collaborative
approach:
Iwoudsywor k with them rather than try and pur
being suspended” and stuff I|ike that, 1ike
do har m. Don’t be |ike tryin’ to take them
phoning Child Welfare right away, and like, trying to do total harm right away. Instead,

just try and wor k with em, and just |I|i ke,
schooling and stuff. Some kids might not even know that.

He recalled an inability to understand the value in the curriculum he was being taught at that

ti me. As an adult, he wondered how his |ife w

of paper that said Grade 12 on toshua thought about the things he would say to his younger

self if he could travel back in time, offering insight into some of the things he believed he needed

from school but did not receive:

|l would’  ve told mysel f, |l woul d’ ve said,

road. And you' re gonna have a |l ot of miser

and get the education that you need to find good work to keep your life. statle
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know what | mean? Like, you pay your rent, and like, mortgage a home and do all those
things, right? Yeah, |l guess a | ot of youn
On how to get students to see the value in being in school:
| think a good way to do that is show them what could be, the negative. Show them how
shitty life can be. Show them like the repercussions of not doing it all, right? | think that
would be an awesomewa&.nd show ‘em some statistics. T
stats on stuff, say liké90% of kids who fuck up in school they end up on welfare with
nothin”, afdftteseirsggbtng be some stats on t
actual odds of wh'the aeddstark &gginstryewifgw i cho n” tLi ke, t |
kind of thing, right?
Joshua perceived a connection between his school experience as a youth and his prison
experience as an adult. He spoke of parallels between exclusionary discipline practices in school
and the prison system:
They are connected, definitely. Um..l i ke, d
way of a form of punishment, like punishment in life for breaking the rules on the streets.
|l nstead of daédltpentRiigm,t ?i tl'ts sL asdiketbest | i ke, i
principals and stuff is |ike *“holdin’ cour
Joshua offered advice to aid in the dismantling of the parallels between these two systems:
| think there should be instead of detention and suspension, | think there should be

somet hin where they reward the kid, the Kk
to lift himself up, and make himself feel better about himself. Like give hinlepiece

of paper that says, “You won an award for
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know what | mean? Like, kind of lift him up a little bit, and think better of himself. Make

him do an extra class or somethin’, but do
do this”, right? Come at hi m itwoulddbegeatod way
for you to do this class, Iike 1it’s better
benefits to come out of it foryouRi ght ? And 1| i ke, talk to him
beneficial to you. |t  #ndreachhim inthatralboutbféd. puni

Like, the way it could be, right? For acti
——
As an expression of gratitude for the participants and to honor their openness in the
sharing of their experiences, |l invite you
stories. Allow yourself to reflect on their words and the implications anstiqus that
may arise for you during this process.
—
The following chapter presents a thematic analysis of the participants' narratives, weaving
together the threads of their individual experiences to illuminate the broader phenomenon of the

schootto-prison pipeline.
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Chapter 6: Discussion

Accordingtovan Manen (1990), *“ [ Réparates osdranowhatge c a |l |
know and yet it unites us with what we know”
connections as they emerged as themes via the
the schocto-prison pipeline. Througthe thoughtful discussion of these themes, the essence of

phenomenon can be synthesized.

6.1. Theme A: School Experiences and Life Experiences are Inextricably Intertwined
At the outset of each interview, the participants were asked to describe their earliest
memories of school. This opemded question allowed for a frewing interview process,
providing space for probing questions in order to gain insight into tHemosexperiences.
Throughout the course of the interviews about their school experiences and as evidenced in the
narratives, the participants inherently offered stories of their lives. In beginning with their school
experience, each participant offereceimivining life experiences that seemed to deepen in
connection throughout the course of the interviews. Thomas demonstrates this process perfectly;
he wouldsay;, Sc hiosolsomet hi ng that everybody gotta do
Thomas'’ uni que experiences of growing up a
further accentuated the connections between his experiences inside and outside of the school
walls. In rural areas, the school is often the centre of the communityddvgffamiliar faces

who make that community their home. In other words; ghapeviné can be shorter in a small
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town, contributing to incidents occurring at school becoming common knowledge among the
residents beyond the school walls.

For Thomas, the collective memories regard
town contributed to a further deepening of the connections between his school experiences and
|l ife experiences. Early in tédsochnhatronewthabho
over from his personal life into his school life:

As soon as | was old enoughot even old enough, | should sap come into the

picture, it was like, right from him [brother], straight to me. Guilty by association, ya

know what | mean?
As evidenced in narratives, prompting the par
school at the outset of the interview set the foundation for the sharing of the inseparable
connections between their school and life experiences. Regardigksrefthe participants grew
up, similar processes rang true. Jason, for example, grew up in an urban, centre city environment
that stood in contrast to that of Thomas. Fro
experiences was alive with rickescription of his neighbourhood and home environments. He
would often switch quickly between the two as he recalled them in his memories:

So, ah, my neighbourhopde lived in low income housing so my neighbourhood was

really culturized, too. And it was cool because in the summertime the community would

come out and everybody would mix their cultures, gt d we’ d have summer

and stuff. But, like um, the school situation, like um, | remember the teacher | had there,

he' s one of the teachers that” sticked with

Positive recollections of life experiences outside of school were often associated with positive
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recollections of school experiences. A similar phenomenon was noted for negative experiences,

as can be observed throughout the participant narratives.

6.2. Theme B: Implicit and Explicit Labeling of Students by School Staff

Thisresearch sought to explore labeling theory as it relates to the school experiences of
those within the schodb-prison pipeline phenomenon and the connections labeling has to their
selfworth. Revisiting the concept of labeling theory through the worKdska, Lee, & Carr
(2016), an “official deviance | aneaihgs. pr omot es
Moreover, the authors refer to the triggering

explain the individuta’l ’’ ¢gr anop/,e mesntwad Inlt ot hae ‘idsol
groups from mainstream social life (p. 82). This description offers an interesting insight into the
mechanisms upon which the schémiprison pipeline is built. Further, we can imagine the
af or ememrtviimamad grdobup’ as the ‘pipeline’ i tself
All the participants shared experiences of being labeled in school, both implicitly and
explicitly. | use the termimplicitly’ here to refer to instances of labeling that are not necessarily
direct comments from a teacher or school staff member, but instead reactionary measures
enacted based on deficit discourses or past behaviours.
Joshua outlined explicit incidences of labeling in school starting as early as4Grade
Another student had cussed in the classroom, but Joshua described being the one who was
bl amed, yelled at, hel d back, physically kept

into a desk” by his cl assr oo maskeeitJoshuaeveritold r e s p

anyone el se about the incident, he stated tha
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Admittedly, Joshua “didn’t I|ike school a w
that caused him to go to school with “stuff o
and behavioural issues, the school decided that he was only petmétéehd school for two
hours per day with a student assistant at his side throughout most of junior high. Once he reached
high school in Grade Ten, he found himself suddenly attending schetihfalland was placed
in the *‘regul armxperienck,&essaid: o om. Of t hi s e
| went from going two hours a day, doing one worksheet of times tabtesthis is like,
easy times tables, right? Like, 5 times 7, stuff like that, you know what | mean? Like
most kids are |l earning |ike x taowrnoeds y or w
that, right?
Joshua stated that interactions occurred with the teacher in almost every clas®ed him
being singled out due to hisustratonswith his lack of academic foundation. He did not feel
supported; instead, he described just repeatedly being called out by the teacher in a dismissive
manner with, “Oh do your work, you’'re not doi
completing Grad 10.
| argue that these experiences outlined by Josfegling unsupported, unprepared
academically, and dismissed in schoate examples of the results of collective implicit and
explicit labeling practices enacted by school staff that compounded t& apgegh school.
Joshua outlined a history of struggles throughout his life and school experience, and it is likely
that he was subjected to, what Stahl (2017) would refer to as, a pathologization of the
‘“unteachabl e’ . An as mbeaeassingpfe astthe implicitdaddling practcg i z a t

of an educator maintaining low expectations for a certain student, based on past experiences,
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deficit discourses, and/or a lack of understanding asedvea | uat i on of the st ude
process can be viewed as a ‘pipeline’” in and
system through ‘“pushing st eg@mrsonietmesabaschg’ wit ho
understanding of needs/gaps in their learning, coupled with insufficient supports for the future
teachers who will receive these students under the guise that they are prepared for their grade
level. Further, students are more likatyintentionally disengage from schoolwork rather than
engage in a struggle and confirm educators’
low expectations become normative for both academic achievement and behaviour. Brown
(1991) putsitlucdl'y when he says, “[these youdow men] |
reductive basic curriculum turn out as we could have predicted: uninterested in reading and

writing, resistant to, or woefully unprepared for, the intellectual work of the highea d e s (p.
223). Essentially, there is a deficit of relationship (more on this later). Joshua, having
experienced similar to what Stahl and Brown are discussing, analogizes this ptrfeatij his

mural metaphor

Picture now if you’'re hired on to a job to
how to paint. And everybody’'s sayin’ I i ke,
wor k?!” Right? And you’'re |like, “Jeez b’'y,
everybody’'s I|ike, “C’"mon! Get with it, man
around me is paintin’ on the walls tand |’ m
do it”. That’s just the way | fewdk, Like I
right?

When asked about how he was viewed by his teachers and administrators, Paul quickly replied,



115
“shit dihset’usr bneort here to | earn, he’s here to d
label affected his selivorth via a sense of apathy, as he found himself exasperated and
wondering, “ Why doThdugh®aukadmittedlythddelifficulties in $chogl,’his
story was marked by struggles at home that crossed over into his school life. Both of his parents
suffered from alcohol addiction, and his mother was relatively-kvidivn in the community due
to her pb. He attributed mucbf the bullying he experienced in school to labeling by others
based on judgements of his poor wupbringing an
he says:
People used to pick on me ‘cause |ike, a I
parents and knew that they were alcohoWsssoon as someone would say something
about that, and my little sister, she used to be overwegyid if anyone would say
anything about her it would just trigger me to ga off
Paulwasasefpr ocl ai med “fighter”; attempting to
struggles. Though he recounted being vocal in school in his attempts to obtainame
academic help, he experienced a lack of consistent support in return. Despgbavioural
issues and exceptionality, he was assigned a student assistant in seventh grade only to have them
removed the following yeaiThe consistent lack of support led to a sense of frustration and
apathy, akin to Joshzuaat'iso ne xopfe rtiheen c' eu.n tAe apcahtahbd le
But like, [in] math [class] and stuff, | was constantly asking teachers [for help], and
they' d get “Pawilstryaowedr el diker upt.iAndliket he <cl| a:
> m only asking for help with my wor k, I k

wi t h, but | i ke “Miss!” you know wdinane I me a
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hel p, and |I couldn’t get it back then, you
frustrated and they’  d send me to the offic
back door.
This mechanism so succinctly described by Paul is labeling theory and pathologization in action,
as we can clearly see a deviancy label being applied, and eventually adopted, by the individual
being subjected to it. Labeling theory broadens the pointesi of this research in a similar way
it does for Stahl’'s work by pointing out that
as well as providing collective rationalizations, definitions, peer pressure, and opportunities that
encourage and faciéitt e devi ant behaviour” (Stahl, 2017,
offered evidence of this s o c i al s hshdretl expefriendeekclusiogand belonging.

This concept will be explored further as the theme discussion proceeds in this chapter.

For Jason, the pathologization of the ‘“unt
‘“untouchabl e’ . Hervaonpabashsevwehe feltvhie wds labeled by teachers
and school staff when he stated, “1I think the

major traumatic life events before the age of ten, he turned to drugs and alcohol that further
impacted his school experiences. The severity of disciplinary incidents increased, leading to
police involvement and exclusionary disciplin
in an attempt to get away from his troubles at hor8ehool was a placof escape, until it

became another placetorunffodason’ s experiences with | abeldi

the humiliation and anger he felt in being S
combined with a lack of meaningful relationship with his teachers and assigned student assistant.

According to Jason, there was a lack of trust in his relationship with the student assistant whom
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he felt passed judgment on him every day. Via his narrative, he provided evidence for deficit

discourses within the school that helped provide the foundation for a collective attitude of

| abeling from school staff thheat oludaf t. ISipm afka enlg

student assistant in particular, hesad t was | i ke she already had a

Iwas,andshevasj ust there to just babysit and make s
Further, I argue that these deficit discou

mechanism of physical and emotional isolation for Jason that would continue into his adult life; a

pat hol ogi zation of the ‘“unteachabl e’ i nto the
Well, at that time, like everybody knew ' m sur e the teachers had
there fightingand stufs o | 1 k e, I never | iked anybody e
and um, when | was younger | was abused and stuff right, 9oe, ‘ don’t t ouch
won’'t touch you’

This discussion deepens in the next subsection as the discussion flows from the

exclusionary process of labeling to the practice of exclusionary discipline and the related

t hematic phenomena that arose across the part

6.3. Theme C: Exclusionary Discipline Practices in Schools Contribute to an Environment
of Student Distrust and Apathy by Weakening Vulnerable Relationships and Exacerbating
Feelings of Isolation and Abandonment

It is helpful here to revisit the 2015 work of Salole and Addulle, who examined, from a
Canadian perspective, connections between education, discipline in school, and the criminal

justice system. Via discussions with marginalized youth, teachers, anbveodiers, they
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determined that exclusionary discipline pract

rules in school “enhanced the youths’® feeld]
144). Further, themes emerged in their research that highligbveddpecially disruptive school
discipline can be to the lives of marginalized youth.

Exclusionary discipline practices enacted by educational institutions are not just limited
to outof-school suspensions and expulsions, but extend to all disciplinary measures that involve
removing students from their learning environment as a consedieernheir behaviour.

Similarly to the participants of Salole and Abdulle (2018), Irby (2017), Stahl (2017), a multitude
of other research studies on the scHogbrison pipeline, and students whom | have encountered
in my teaching practice, the partiaifts in this research shared experiences with exclusionary
discipline that had a significant impact on their lives and commitment to their education.

The participarg experiences with labeling as previously discussed flow naturally into
this present discussion. Jason shared some particularly succinct insights when discussing his
experiences with exclusionary discipline. As his struggles in his personal life magniied a
affected his school life, his experiences with exclusionary discipline became increasingly
alienating. His teachers would often place his desk outside the classroom, a practice that he felt
made everyt hi ndgledescibedmaelhi wgrast t he ti me as
him in front of everyone in the class, and he felt that he needed to protect himself by fighting
back. He spoke of feeling dismissed and isoldtelfrequent disciplinary incidents causing a
further disconnect between him and his teachers.

After being suspended multiple times, eventually expelled, and moved to a new school,

he described feeling “shuffled”; a stranger

ng
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exacerbating behavioural incidents at school, reaching a boiling point when he was arrested for
assault. In response, he was given a two weebkfesithool suspension. Similar to the

participants in Salole and Abdthddetachnentivoonr k, Ja

school and increased feelings of isolation. D
the neighborhood”, often getting into more tr
back on that *“precitodadatti h&k’eeipm nigi snel iofue, [loé
thing they could do”, stating that it just ef

school, leading to apathy and making the return to school that much more difficult
Upon his return to schoalfter a lengthy suspensidme felt as if there was an unspoken
distance between him and his teachers; a further deficit of relationship. It was as if his teachers
had too become apathetic.
Paul ' s description of his experiences with
feelings of being ignored and dismissed as he was asking for help in clastesgelied as

of t en aggravated” and feeling bengsenwduteofi med i n
class f or b eStrugging‘widhiADHDuapdtailackeof orarone help, Paul felt that
his calls for help and asking those around them for help with work were viewed as disrespectful
and disruptive by the teacher.

Paul ' s time spent avoiding classroom frust
proved to lead to escalating levels of disciplinary action. After a two weesf-@ehool
suspension, he described a similar deepening sense of detachment and apatityals Jason

did, coupled with an inflamed frustration at the academics. All these factors combined with his

personal struggles and worked to effectively fuel the pathologization he was experiencing,
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pushing him further away from school and leading to eventual drop out:
And after that two weeks we went back to c
this, so how am | s’ posed to pick up?’ And
helped me. You know what | mean? Like it just put me further behind. And made me
more frustrated with it, that | basically just gave up, you know what | mean?
As previously evidenced in his narrative, Thomas left school in the eighth grade after
experiencing a series of eaf-school suspensions. His experiences feeling judged and labeled
by teachers and community members contributed to his decision to leasdesttibed school as
a “bad environmenmntn'd,u‘iflutlyl boyf aascscoucsiaattiioonns” att i
support or guidanceWhenhe was returning to school from his final suspension, he made the
decision to walk away and never look batke school had become a symbol of trauma for him

with “too many bad memori es coupled with fea
The participants shared experiences of abandonment, containment, and isolation in their

home and personal lives. School was a place to provide them with a sanctuary; a second chance

at ‘social shelter’. |l nst ead,onf”orwhmarey ,adidti th e

experiences of abandonment and isolation led to disempowerment, disengagement and eventual

indifference; indeed, the opposite of what a sanctuary should be. In the next subsection, the

thematic phenomena of containment as it relatéise@onnections between the school

experience and prison experience will be examined.

6.4. Theme D: Containment Experiences - Connections between Life, School, and Prison

l rby (2017) highlighteidnhédreentel chitgmintay’' cwhi
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discussion surrounding youth criminalization and the setmptison pipeline. The
criminalization process, akin to the pathologization process as previously discussed, is one that
initiates the production of *“ csgessionohharhanot her s”
rights but more importantly their potential to learn and grow (p. 17). Through his research, Irby
learned that his participants had been subjected to a certain criminalization that effectively
worked to diminish their sense of rotheret di gni ty, an “a-wathired con
based upon a person’s condition, circumstance
concept comes from the fact that it can be supported and eroded in the context of social relations
and reflectghe nature of relationships and what it means to be human. The greater the erosion,
the greater the deterioration of the individu
other words, notfinherent dignity is a sense of selbrth that can benfluenced, positively or
negatively, through interactions with others.

Thomas, Paul, Joshua, Jason, and Jonathan shared experiences in their personal and home
lives that had already significantly diminished their-sadiith outside of the walls of the school.
When the education system subsequently failed to understand ahtheieneeds, their ability
to see their own potential in relation to others was degraded. Even in these times of degradation
and within the failure of the system as a whole, positive relationships formed in school were able
to provide moments of hope@a regeneration of the sense of self.

Underpinning this phenomenon were the part
containment, a thematic thread among their stories that offered insight into the connections
between their lives, school experiences, and prison experiences. The coding psicagstéd

the theme of containment, which was assigned
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of experiences and circumstances i n which the
Oftentimes these experiences and circumstances were coupled with feelings of abandonment and
isolation.

Jonathan’s experiences are an i mportant pl
His story stood out from the other participants in the sense that he did not share experiences that
included reports of academic struggles in school. Though hdesedfc r i bed as a “bit
his school experiences were also not marked by significant involvement with exclusionary

discipline in school. Mechanisms of exclusion and isolation that Jonathan was subjected to

occurred significantly in hishome lifeac y c | e o f push and pull due
tumultuous relationship with his mother, stepfather and other adult male figures in his life around
that time. Near the outset of the interview,
going unti | reached Grad6” , when he started “getting kickect

with his mother’s boyfriend Greg (stepfather)
in their arguments in defense of hiwther andend up in direct conttit with Greg. Foster care

eventually got involved and his mother faced

chose Greg”, and so began this push and pul

“couch sur fi nghouse. ldemabuldioftes comeohbrhedorpacked bags with a note
on the door from his mother stating that he was no longer allowed to stay there.

Jonathan shared that besides being close to his little sister, his motivation to be at home
was driven by his desire to be in school. Of this, he said:

“1 al ways kept wamotmhosge becausq like, bdal svdnnatgoto my

school and stuff, like | enjoyed school, and | got really good grades and stuff. And | knew to get
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anywhere |I°d need to go to school, but she ju
Jonathan outlined how he kept trying to go
sense of security and attend school. Oftentimes he would be accepted back into the home, only to
find himself in another conflict with Greg, perpetuating the cydhes €ycle provided the
framework for the containment Jonathan was experiencing, which continued through his
adolescence and into his adult life. This containment eventually manifested itself in the physical

form via incarceration. He alluded to this ditgathen he stated:

So, that’'s how I ended up here [prison], I
di fferent ways, you know what | mean? Like
working and doing something, andshoasen |1’ d
and then I’ d have to start all over from s

Jonathan succinctly outlines the essence of containment here through the experiences of
rejection, abandonment, isolation and the cyc
time. Similarly to experiences outlined by the other participantstian also viewed school as
an escape; an opportunity to break the cycl e.
school were driven by his dedication to his school hockey team and the successes he associated
with that aspect of his life. He sk@highly of his teachers, and felt that they respected his
perseverance despite his home situation and did their best to help him.

I n the beginning of high school, Jonathan’
team allowed him the opportunity to be selected for the Triple A team. In the midst of this

incredible opportunity, Jonathan had his leg broken. After the healing$s, he was unable to

be medically cleared to continue, a fact that
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breaking of his | eg “was not an accident” and
involvement with drugelated activities connected to his biological father. He offered further
insight into the containment he felt surrounding his father and Greg:

Like he [Greg] always cared, more than Mom did? But at the same time, at the end of the

day, he was the reason why | was living on the street, like you know what | mean? And

my dadandhisbr ot her s are jailbirds, agodknbvhey’ r e
what | mean? So, Il just didn’t have any op
everything

Jonat han’s poignant story offers support for
perseverance that a sense of belonging in school can offer to empower young people to see
beyond the containment they are experiencing and provide the motivatiownl heedeve
forward. Thomas, Paul, Jason, and Joshua, through their stories, also highlighted the existence of
this seed while simultaneously pointing to school as a hopeful second chance to escape this
containment. As has been revealed through their stamgsubsequent discussion, their
hopefulness for school to be a place of belonging and growth was diminished along with their
selfworth through various mechanisms of pathologization. This pathologization process
effectively acted as a catalyst for theemsion of their containment experiences into their adult
lives.

The participants were invited to share the
experience connected to the school experience

grounded in their own individual experiences. Joshua approached the mbgsti@awing

similarities between schoblased exclusionary discipline practicetetention, for exampleto
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‘Lo’ . He el aborated, stating that “detenti or
the same way incarceration is “puni$dment in
continued on to say that in school, ®*“it’”s 1li§k
the kids ”

Thomas offered comments on the connections between the school and prison experiences
that echoed his experiences with isolation and labeling in school.

Somewhat, yeah, for sure, for a | ot of peo

many guys that even when | met [them] in Whitbourne [youth detention cehtre]

t hought it was | wbuttwhemkgotihoéNhitbourns, therggwasesd o ut

many other people there, from different pl

-and there’s a couple of em stil] here at

His perspective suggests that a sense of belonging that was lacking throughout his school
experiences was found during his periods of incarceration, referencing the aforementioned

concept of social shelter’ anedthédpeaplbarougdht s t h

him. The insights he offered regarding the people he was surrounded by during times of
incarceration provides a direct connection to
school to pri s oWhepschpadarepieasamelacaspihdwiduals dften

search for spaces where they feel valued, such as the street whichjnodave neighborhoods,
contributes to a high risk of associating wit

107). Itisimportantheredi t hi s di scussion to recall Jason’ s

School” after he was removed from the regul a

Yeah, they told me | was done there [at th
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“District Sc h.aaoldvas atolnd § burecladf Ride thhat wete just like me.

|l would just go there and kick it with the

me. Just to say, ‘Hey, he’s bein’ school ed
Their perspectives speak to the power structures that exist within large institutions and the
connections between these structures within the education and criminal justice systems. More
importantly, they offer deep insight into the mechanisms of patteaitign that drive the school
to-prison pipeline. Continuing with the process of elucidation of the essence of thetsehool
prison pipeline metaphor, | argue that the no
literal and figurative sense.

I n the following final chapter, the partic
presented and discussed, along with implications for the educational and criminal justice

systems.
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Chapter 7: Recommendations and Implications

Keeping with the nature of phenomenological inquiry, this research seeks to honour the
lived experiences of thearticipants at the centre of the schtmprison pipeline phenomenon.
Their narratives as presented in Chapter Four speak for themselves, as they provide us with the
invaluable opportunity to reflect and learn. Presented with the intention of refeackgdotheir
narratives in Chapter Four and the discussion in its entirety, this Recommendations chapter

of fers the participants advice for teacher s,
system holistically. Their recommendations came at nideoé their individual interviews, with

the purpose of providing space for reflection and contemplation within the flow of the

recollection of their experiences. The participants were asked theeopged questions: What

advice do you have for teachers aatininistrators, and the education system as a whole? What
advice do you have for students coming up through the school system?

For many of the participants, positive experiences during their time in school came via
moments of hopefulness and connection with a particular teacher or administrator. The
participants were offered the space to share what they believed were the deicached
practices of that person that allowed for an authentic relationship to foster. Coupled with the
nature of their advice for the education system, the emergence of this shared phenomenon speaks
to the concept of relationality and the importantaughentic relationships in education.

Through his advice, Thomas urged educators to engage in relational practices by taking

the time to truly ' kitfowh'erteh & hsetyu dceamtes firm nt,h eih
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their childhood, and-wwhtaht tthhee yu nrdee rgsotianngd itnhgr otuh
turns to go in |Iife at an early age deter mine
“there needs to be di sci patorsmake whencasyndiomto !l s, t h
disciplinary action should be based upon decisions made afteefetftion as to why they
became educators in t.he first place; “to help
Paul pointed out the need for a similar awareness in educators, advising them to
understand that i f a “kid is acting out” it i
“shelter himself” from .t Heelawratedrorethisy ddvotabngforn g s o
educatorgoenaci n r el ati onship building by taking “th

plan that is actually suited for thenHis advice was rooted not only in his personal experiences

with school and life, but in his expences as a father too. Thinking of his own son and his

chall enges in ‘“opening up’ about iIissues he wa
with their students to “find out just how edu
forwardtogether.

Jason’s advice focused on the deep need fo

for theirstudentsand eal i ze t hat “that’s just a kid and t

way he' Blebasesgrted that educators need to be
to work with them instead of being against thekte spoke of a mutual respect that can evolve

from authentic relationships, and instead of singling a student out, educators should work to
“figure out ways t o Hedtategthatthréughrthis procass,sanooldvillt h e m

{3

per haps become t h ebeipgaylace where they gan coemé and bes t ead o

negative because of everything else they have going on in their lives
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Joshua suggested that the most effective way for educators to connect with their students
on a deeper | evel Il's to practice openness, an
consequences of how a life without education can look. Coupled with tlesgbested that
di scipline could be reframed in a waigsteadp t hat
they could see it as a way to better themselves in their lives and benefit their class and
community as a whole.

The participants collectively urged students in the system today to try and find it within

themsel ves to never give up i n ¢ hlénathaa c e o f

]

reminded them to “keep going” because somebo

day it can get betterJason extended this notion by suggesting that students try to adopt a sense

of “"openness” by not being afraid to share th

reach out, you never .Know what you’'re gonna f
It is vital at this point in the discussion to revisit and contemplate the statement of Irby

(2017) when he discusses the “dispossession o

politics of disposability and containment that accompany it (p. 18) kBye#o the previous
discussion of the mechanisms of pathologization and criminalization that drive thetgehool
prison pipeline, Irby suggests that these mechanisms occur through the creation of categories of

ot herness” t hat efotidal pewepteactpnlways that dinpiniskant i ons o

oppressed person’s autonomy.. relational conne
strips away at his or her sense of self” (p.
stateof unknowing’. This state of existence often

within the self that gives rise to a | ack of
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relationship with others. Through this research, determining my positionality as researcher, and
my own experiences as an educator, | have realized the sheer importance of recognizing the
power held withi stt lueanhdimprsfoundunfluemce these strustards t
have on the lives of the human beings who exist within them, students and educators alike.

So what does this all mean for us as educators? As humans? Framed and driven by
containment, is the pipeline a collection of people experiencing abandonment, forced together by
failed relationships? As educators, we need to ask ourseliat is preventing us from being
in authentic relationship with people who are experiencing marginalizattond* How do we
contend with the notion that schools can be places of trauma carried out in the name of
educatior? ”

The education system needs -totposon pipdinedy up'’
uncovering and truly acknowledging the ways in which deficit discourses within institutional soft
structures organizational culture, communication processes, lehigepsactices, knowledge
and expertise, and most importantly, relationshiggn become weapons of trauma for those
which they are supposed to serve. While these structures exist with the formal hierarchical
components of the institution, they are thepfeilundation upon which the institution is built.

They can becomas Irby (2017) would say, tHandignities on which the schotb-prison
pipeline is built orthey can becomtie honors on which authentic relationships are built.

Relational pedagogies are educational approaches that prioritize the cultivation of
positive relationships as a fundamental element of the learning prdbessitentional practice
of caring teachers interacting with their students to build and sysisitive relationships that

cognitively and emotionally support them throughout their journeys together (Su and Wood,

t

0
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2023). These approaches, such as restorastieepractices, traumaformed practices, and
sociatemotional learning, are gaining increasing recognition in educational research. However,
they can be copted by educational institutions with the expectations placed on the shoulders of
educators to put tie into practice without the required institutional supports in pla@an be
particularly difficult for educators experiencing the stress and financial insecurity of a precarious
job contract, exacbated by factors such as lack of access to suitable places to meet with
students to discuss their work, insufficient time for marking and feedback, and heavy teaching
loads (Su and Wood, 2023, p. 232). The reality of circumstances such as these can make it
difficult for educators to connect meaningfully and build learning relationships with their
students.

Most importantly, practices not clearly grounded in a view of humanity as worthy and
interconnected can be rudderless, so that even the most diligent attempts at developing
relationships can be sideacked (Vaandering, 20115or educators to effectively enact
relational practices in their classrooms, these conditions of groundedness need to exist at the

institutional |l evel if these institutions ar
experience astheyhavkai med” ( Su 3,pmd2).Wood, 202

Through this research, professional practice, and the planning and engagement of
professional learning alongside school districts and government stakeholders, | have observed a
general lack of deep understanding of the concept of relationality that tithgs a certain
sense of confusion and hesitancy when it comes to moving it forward on an institutional level. It

is my suggestion here that this hesitancy may stem from a similar process as mentioned

previously, a certain stagnancy of ignorance thatasae from a fear of what we will find when
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doing the required work of “looking inward’ f
refl exive praxis researcher EIllyn Lyle articu
face uncomfortable renderings of the self that leave us feeliogfrar ed, our i dentit
(2019).

For those facing these ‘uncomfortable rend
way out is through’ by recognizing and hol din
process also holds true f or eddhtehappenringperr * br eak

educational system, criminal justice system, and communities to reveal the interconnectedness
that exists therein.

| am deeply grateful to the participants who entrusted me with their stories, hoping that
sharing them woultienefitothers | emphasize the importance of hearing, understanding, and
valuing their wisdom and insight withsgnse of urgency. The implications for trésearctare
vast, and this thesis serves as a springboard for further exploration into the multitude of themes

and their significancaultimatelyserving toinform and inspie meaningful systems change.
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attachments. Except where properly supported with required and authorized documents, no legal or financial obligation will be incurred by Memorial University as a result of this
communication.


http://www.mun.ca/research/ethics/humans/icehr
https://rpresources.mun.ca/

143

Appendix C

Sample Informed Consent Form

]HI!HI’I:'IAll

UNIVERSITY

Faculty of Education
www.mun.ca

Informed Consent Form

Title: Impact of K-12 Schooling on Incarcerated People in
Newfoundland and Labrador

Researcher: Danielle McGettigan, Graduate Student in the Faculty of Education, Memorial
University, pl6dgm@mun.ca, (709)693-0466
Supervisor: Dr. Dorothy Vaandering, Faculty of Education, dvaandering@mun.ca

You are invited to take part in a research project entitled: Impact of K-12 Schooling on Incarcerated People in
Newfoundland and Labrador

This form is part of the process of informed consent. It should give you the basic idea of what the research is
about and what your participation will involve. It also describes your right to withdraw from the study. In order to
decide whether you wish to patrticipate in this research study, you should understand enough about its risks and
benefits to be able to make an informed decision. This is the informed consent process. Take time to read this
carefully and to understand the information given to you. Please contact the researcher, Danielle McGettigan, if
you have any questions about the study or for more information not included here before you consent.

It is entirely up to you to decide whether to take part in this research. If you choose not to take part in this
research or if you decide to withdraw from the research once it has started, there will be no negative
consequences for you, now or in the future.

Introduction

| am Danielle McGettigan, a Masters student in the Faculty of Education at Memorial University. As part of my
thesis, | am conducting research under the supervision of Dr. Dorothy Vaandering, associate professor in the
Faculty of Education.

As a high school teacher and current graduate student, | am experienced in working with people from a variety
of backgrounds including those who have experienced challenges in their lives. | also have significant
experience in the handling of sensitive information.


mailto:p16dgm@mun.ca
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As a Masters student | am gaining experience in applying ethical research skills under the supervision of Dr.
Vaandering who is an accomplished educator/researcher with experience and research interests in the areas of
peacebuilding and conflict resolution in the educational context.

In this research | hope to give you the opportunity to share your experiences with school and how they might
have impacted your adult life.

Purpose of study:

To my knowledge, there has been little to no research completed on the school experiences of incarcerated
persons. | propose to help fill this gap as these experiences are extremely important to informing research in this
area.

My plan is to conduct in-depth, one-on-one interviews with people who have experience with incarceration to gain
insight into their school experiences. | am hoping to find out how your school experience impacted your life.

What you will do in this study:
You will participate in a one-on-one interview during which you will be asked a series of guided, open-ended
guestions to guide our conversation. | will invite you to speak openly and candidly about your experiences with

school wusi ng q WDessribdyounhigh sshoa dxpedesce. HOw di d this experience a

You will be able to skip any questions that you do not wish to answer. You will be reminded of this at the start of
the interview.

Length of time:

Approximately 30 minutes for preliminary/introductory meeting followed by approximately 60 minutes per
interview.

Withdrawal from the study:

At any point before, during, or after the interview if you decide to withdraw, you can let me know. This will have
no consequences. | can be contacted directly by phone at 709-693-0466 or you may inform the prison council
facilitator who will then communicate this to me.

Once the interview data has been transcribed and you have had the opportunity to read and approve it, your
participation can no longer be withdrawn. One week after the interview ends, you will be contacted to discuss
any potential questions you may have.

Possible benefits:

This research study could be beneficial to you as it seeks to give voice to your school experience and any
impacts this experience has had on your adult life.



145

There has been little to no research completed in this way, in this field, in NL. The focus will be on shedding light
on your authentic, lived school experiences.

Possible risks:

You may find describing your school experience and subsequent experiences with incarceration to be
emotionally triggering. Due to this, counselling, in the form of the HMP psychologist, will be available on-site
during and after the interviews.

You will be able to make a specific appointment time with the HMP psychologist if desired. You will be reminded
of counselling services available to you before the start of your interview.

Confidentiality

It is my ethical duty to safeguard your identity, personal information, and data from unauthorized access, use, or
disclosure. The data from the research project may be published in a journal or presented at a conference, but
the data will be reported in aggregate form which means | share what | have learned from you, not specific
details about you. Protecting your privacy and confidentiality is extremely important and will be maintained
throughout the research project.

Anonymity:

Anonymity refers to not disclosing your identifying characteristics, such as name or description of physical
appearance.

Your identity and personal information will be safeguarded and not discussed with any persons outside of the
investigation team. Pseudonyms (fake names) will be used in the release of findings, and no other personally
identifiable information will be discussed. While your participation will not be directly reported, prison guards or
other staff may know who participates in the study, due to the confined, secure and routine nature of the
environment.

Birth names will NOT be used and pseudonyms (fake names) will be used instead. Birth dates (except the year)
will not be collected, nor descriptions of physical appearances.

You will be interviewed individually, thus increasing anonymity.

Every reasonable effort will be made to ensure your anonymity, and that you will not be identified in any reports
and publications without your explicit permission.

Recording of Data:
Each interview, with your permission, will be recorded using a digital audio recorder capturing the raw data for
future transcription and analysis by me. The recordings will be held on a password protected, encrypted hard

drive and will be used solely for transcription purposes.

Storage of Data:
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I, the principal investigator, and my supervisor Dr. Vaandering will have access to and supervision of the data.
Data will be stored on a password protected, encrypted hard drive and deleted after the required retention

period. | will have a copy, and Dr. Vaandering will have a copy.

Data will be kept for a minimum of five years, as required by Memorial University policy on Integrity in Scholarly
Research.

Reporting of Results:
Transcription, Thesis, direct quotations, no personally identifying information

The data will be used in a thesis and reported in a summarized form. Any direct quotations used will not contain
any personally identifying information.

What | learn from the research project may be published in a journal or presented at a conference, but the data
will be reported in aggregate form which will mean that you cannot be personally identified from the data
presented in the study.

Once complete, the thesis will be available online via the QEII Thesis Collection:
https://research.library.mun.ca/view/theses dept/

Sharing of Results with Participants:

After interviews are transcribed, | will employ member-checking. This means that once | transcribe the interview,
I will return to you with the printed transcription in order to validate your responses and check for accuracy. | will
provide you with a copy to read yourself, or if you wish, | will read the transcription of your interview aloud to you.
At that time, you can change or clarify anything you said in your interview. The transcription copy will be
destroyed once you have finished reviewing it. Once the project is complete, copies of the final thesis document
will be made available to you if requested. | will make copies of a summary of the results and deliver them to
HMP to be distributed to you.

Questions:

You are welcome to ask questions at any time during your participation in this research. If you would like more
information about this study, please contact: Danielle McGettigan, pl6dgm@mun.ca (709) 693-0466, Dr.
Dorothy Vaandering, dvaandering@mun.ca

The proposal for this research has been reviewed by the Interdisciplinary Committee on Ethics in Human
Research and found to be in compliance with Memori al
about the research, such as the way you have been treated or your rights as a participant, you may contact the
Chairperson of the ICEHR at icehr@mun.ca or by telephone at 709-864-2861.

Consent:

Your signature on this form means that:
1 You have reador listened to) and understatiee information about the research.
1 You have been able to ask questions about this study.

Uni


https://research.library.mun.ca/view/theses_dept/
mailto:icehr@mun.ca
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You are satisfied with the answers to all your questions.

You understand what the study is about and whatwjthie doing.

You understand that you are free to withdraw from the study without having to give a
reason and that doing so will not affect you now or in the future.

1 You understand that any data collected from you up to the point of your withdrawal will
be destroyed.

1 If you sign this form, you do not give up your legal rights and do not release the researchers
from their professional responsibilities.

= =4 =4

Your signature:

] I have read/listened to what this study is about and understood the risks and benefits. | have had
adequate time to think about this and had the opportunity to ask questions and my questions have been
answered.

] | agree to participate in the research project understanding the risks and contributions of my
participation, that my participation is voluntary, and that | may end my participation.

| agree to be audio-recorded during the interview. [ ] Yes []No

| agree to the use of quotations that contain no personally identifiable information. [1Yes []No

A copy of this Informed Consent Form has been given to me for my records.

Signature of participant Date
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Appendix D

Sample Interview Questions

Note: Italicized questionare follow-up probing questions to the initial prompt.

Describe your earliest memories of schétdw did theseexperienceaffect you? What
dimensions, incidents and people connected with the experience stand out for you?

Tell me in as much detail as possible about the first experience you can remember with being
disciplined(by a teacher or administrator) in schdebw did this experience affect you? What
dimensions, incidents and people connected with the experience stand out for you?

Tell me about your overall expence with discipline irschool.What feelings were generated by
the experience?

Tell me about your most memorable experience with discipline in sdhooi did this affect

your opinions of yoursétf

Describe how you think your teachers and administrators felt about their students.

Describe how you think your teachers and administrators felt aboutipaudid their

perceptions of yoaffectyour view of yourse¥

From your perspective, what happened that resulted in you experiencing incarceration?
What do you feel you needed from school?

What did you hope school would be for you?

What advice do you have for teachers and administrators? For the school system as a whole?
What advice do you have for students coming up through the school system?

Is the prison experience connected to the school experience?



Appendix E

Code List

@ Attitude Towards School

Frustration
Hopefulness
Hopelessness
Anger
Abandonment
Embarassment
Isolation
Apathetic
Reckless/Acting Out
School as Sanctuary / Escape
Belonging
Understood
Bullying Others
Being Bullied
Overwhelmed
Worthless
Betrayal

Waluable

School as Prison
Fear

Enjoyment
Academic Success
Athletic Success

OO0 00000 OCOOROOPOCOOOROPOOD OO

o Attitude Towards Self

Paositive

MNegative
Self-Aware
Confusion
Disposable
Feelings of Anger
Precocious

Guilt

Doubt

Persistent

@& Exceptionality

@ ADHD

@ LD

@ Behaviour
@ ADD

&% SES

@ general SES
@ Poverty

oy Attitude Towards Teacher

Respectful

Appreciative

Frustrated

Angry

Lack of Respect

Distrustful

Student Assistant - Negative
Student Assistant - Positive
Feeling judged

Assault

Connected

Apathy

Worthy

Misunderstood

Contempt

0000 OCOOOOODOEOOO

&% Criminal Activity

@ Early CA
@ General CA

@& Disciplined in School

@ Suspension
@ Expulsion
& Calls home

Leaving
In-School Suspension
Sent out of Class
District School
Whitbourne
Detention
Community Service
& Major Life Events

@ MLE - misc

@ Alcohol/Drug Abuse

@ Death of Family Member or F
#s Home Life
Maternal - Positive
Maternal - Negative
Paternal - Positive
Paternal - Negative
Foster Care
Siblings
Left Home
Abuse
Maternal - Mental Iliness
Paternal - Mental Iliness
Containment
Disposability
Isolated
Lack of Structure
Group Home
Treatment Facility
Acceptance
Security
Loss
Small Community/Rural
Urban
vice for Teachers/Ad
Empathy
Varied Approach
Compassion
Kindness
Open-mindedness
Awareness
Respect
Connectedness
Sedulity
@ Advice for Students

@ Persistence

@ Connection

@ Perspective

@ Diligence
&% What School Should Be
Future Prep
Life Success
Life Skills
Safe Haven
Non-Punitive Discipline
Reality Check

=N
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