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DEDICATION

This monograph is dedicated to students at the University of Maryland
who have rarticipated in the Change Agent Training Program and who thereby
enriched my understanding of change agentry while working from below.



FOREWORD

When six years ago, in the fall of 1971, Dr. Knowl-
ton W. Johnson came to the University of Maryland,
he had just completed his dissertation and his Ph.D.
degree. As a young scholar, with boundless energy,
he delved into teaching and research at this begin-
ning of his independent academic career. From his
previous mentors he seemed to place Professor
Fairweather on the highest pedestal and spoke about
social change and experimental social innovation,
The first straws in the wind foreshadowing the ex-
perimental educational program, which is the topic
of this monograph, were already discernible, al-
though the form in which it appears here did not
crystalize until about two years later. The present
monograph is the result of six years of absolute
dedication and uninterrupted work on a model of an
educational program which has as its task the groom-
ing of change agents for entry-level positions in the
agencies of the criminal justice system.

The experimental educational model which Dr.
Johnson undertook to develop and test has a very
specific purpose, in a way a quite narrow objective.
lts goal is not education of the students enrolled in
the Criminal Justice and Criminology Program in the
knowledge available in this field. Neither is its goal
the development of generic research skills applicable
to any problem in the field. Rather it is exactly what
its name implies: education of workers in the field
of criminal justice who are being prepared from the
very beginning of their professional career to usher
in changes which their mentor and they themselves
believe to be desirable. The emphasis is on the fact
that they are supposed to be working on this task
while still on the lowest rungs of the career ladder
and as rookies are lacking the power, the earned
respect and confidence of their superiors and of the
agency as a whole. In order to accomplish their task,
their academic preparation must imbue them with a
general perspective on the field of criminal justice,
understanding of the agency in which they are to
work, and a command of strategies and tactics for
accomplishing their goals based on a thorough
understanding of their position, their role, their
function, and their limitations. Their academic course
of study leading 1o a Bachelor's or a graduate degree
must thus comprise two basic elements: classroom
preparation, and contacts with operational agencies,
especially the agency in which they are to work. Thus
it evolves that, although, as | said, general education
in the field of criminal justice and the appropriate
generic research methodologies are not the purpose

of Dr. Johnson's program, a considerable sophistica- -

tion in both of these to the extent to which they are
needed for the performance of the change-agent
function is necessary. And Dr. Johnson always saw
to it that only students who demonstrated their ability
to grasp the theory and the methodology of the field
enrolled in this program and carefully husbanded the
further development of these attributes.

From this description the reader can readily see
that Dr. Johnson’s educational model implies tutorial
handling of a very close personal nature of a rela-
tively small group of students, not exceeding 12 or
14 at a time. It is several such groups of students
that Dr. Johnson carefully selected, taught and
tutored, and when they became employed in some
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agency in the field, further observed and guided.
This intensely personal relationship between the
“master and his disciples’ is very clearly illustrated
by Dr. Johnson’s description, in Part 4 of this
monograph, of the “Postgraduate Reinforcement’.
This refers to the practice of inviting all previous
graduates of the program to become involved in the
process. of educating the new groups of beginners
who are just starting. in these gatherings the grad-
uates relate and analyze their experiences for the
benefit of the neophites and their own. About 50%
of all graduates have so far responded to such an
invitation.

I would be remiss not to refer to the concept of
change which underpins the change agent educa-
tional program. From my direct contacts with Dr.
Johnson and his students ! understand that the
change which the program has in mind is not neces-
sarily a change motivated by some political, social
or economic ideology, but rather a change in terms
of professional improvement of the operational crim-
inal justice agencies; perhaps the simple formula,
that in a rapidly changing society, institutions must
continuously adjust to the new needs, technologies
and capabilities of that society is the basis of the
entire project. To mind come the observations of
the pioneers in the study of social change, such as
William Fielding Ogburn in his early work under this
title, and Harry Elmer Barnes in his well-known text
books. Both spoke of culture lag and frequently used
the law and legal system institutions as star ex-
amples of resistanze to social change and most con-
spicious lagging behind the rest of the fabric of the
given society. In terms of such analysis, efforts to
identify the particularly damaging lags in the func-
tioning of the criminal justice agencies and direct at
least some of the educational programs explicitly
toward eliminating such lags would appear to be
a logical and extremely appropriate and important
undertaking.

The reader’s attention should be called especially
to the section presenting the ‘Operating Principles
for University-Based Change Agent Training'', which
appears in Part 4 of the monograph. This is the sum-
mary of the wisdom regarding his experiment which
Dr. Johnson has distilled on the basis of the years
of experience with it. And, indeed, these principles
are quite essential and very well formulated.

Now that the work is published, what is needed
are the comments, evaluations, criticisms and sug-
gestions of others who have pursued similar ob-
jectives, and who concern themselves with educa-
tional policies in the field of criminal justice. If we
remember the phenomenal growth of university pro-
grams in criminal justice education in the last
decade, then it becomes more than obvious that the
amalysis, experimentation with and evaluation of
what we are offering our students should be one of
our main concerns. Dr. Johnson's commitment to
one of the aspects of this task is well placed.

Peter P. Lejins

Professor of Sociology
Director, Institute of Criminal
Justice and Criminology



PREFACE

Historically, college students have expressed a
need for job-related curricula, a fact which is espec-
ially true of students in the field of criminal justice.
On the other hand, most criminal justice educators
of four years and graduate programs argue that an
emphasis on job requirements of such roles &s
police officers, child care workers and the like,
forces curricula to resemble that of training
academies rather than educational institutions.

In light of the unsuitability of a training approach
in the University, criminal justice educators current-
ly emphasize varying combinations of professional
and -academic programs. Curricula that refiect a pro-
fessional perspective emphasize broadening the
background knowledge needed for personnel to make
pragmatic decisions. Academic-oriented curricula,
unlike training or professional curricula, are not
designed to prepare students for field careers, but
rather assume that the university should -prepare
young men and women for life rather than a particu-
lar ‘occupation.

Contrary to current directions of most criminal
justice educational programs, the experiment being
presented entails testing an innovative training
model which is designed to prepare college students
for the difficult role of change agent in entry level
positions. This change agent program (CAT) should
not be viewed as merely a series of job-related
courses, for its content also includes a professional
and academic orientation. Its central focus 1i5 on
training in areas of program development, evalua-
tion research, and interpersonal skill development,
all of which are linked to improving inadequacies
in the field of criminal justice. The first goal of this
experiment is to discover if a training model can be

_ constructed which complements gxisting educational

models. Second, this study is intended to stimulate
other academicians to initiate new directions in crim-
inal justice education.

It is not sufficierit to create a totally new educa-
tional model which can be introduced in other aca-
demic communities. It must be a program of demon-
strated effectiveness before it can be considered
realistically by others. So, in addition to creating
and implanting the CAT program, which consists of
ar entirely new set of educational experiences for
college students, every dimension of the model has
been carefully evaluated. A thorough presentation of

the conceptual basis for the model, the evaluation
strategy, and results are presented in four parts of
this monograph.

Part 1 presents a conceputal framework and
description of the study. Included in this discussion
are the rationale for the program, the breadth of
the training objectives, the scope and design of the
experiment, and the evaluation strategy.

Part 2 presents the internal dynamics of the CAT
program. Its three major components - formal
course work, the classroom environment, and field
research experiences - ‘are described in  detail.
The uniqueness of these educational experiences is
demonstrated by comparative data on participants

of the CAT program and matched groups of students
who are enrolled in the regular criminal justice pro-
gram at the University of Marylind. Moreover, these
data describe the dynamics of the program from the
points of view of participating students and decision
makers with whom students worked in varying crim-
inal justice agencies.

The evaluation results are presented in Part 3.
First, the development of the outcome measures
is discussed to demonstrate the validity and relia-
bility of the indicators which are being used to
determine program impact. Second, multivariate
data analysis techniques were used to uncover pro-
gram elements which were found to be associated
with program outcomes.

Part 4 presents the aftermath of the experimental
stage. The postgraduation reinforcement component
of the model is discussed, though it was not eval-
uated. Further, the status of the CAT program at
the University of Maryland is discussed. Finally, a
set of operative principles for change agent train-
ing and implications for further research are pre-
sented to illustrate the significance of experimen-
tation in the search for new directions for criminal
justice educators.

The change agent training experiment described
in this monograph has been conducted at the Uni-
versity of Maryland within the Institute of Criminal
Justice and Criminology. Its completion was made
possible by support from various sources. The
project received assistance and advice from the
faculty and staff of the Institute. Collectively, these
personnel made it possible to test the model under
controlled conditions. Specific thanks are due Dr.
Peter P. Lejins, director of the Institute, who assisted
in obtaining funds for the experiment and also in
overcoming numerous bureaucratic obstacles. More-
over, he has disseminated knowledge of the ex-
periment to colleagues throughout the nation.

Financial support for the evaluation component
was provided by the Law Enforcement Assistance
Administration, through an Educational Consortium
Grant, and the University of Maryland's Graduate
School, throt'gh a Graduate Research Award. The
University of Maryland Computer Science Center
also provided computer time to &nalyze the evalua-
tion data.

A number of students also provided invaluable
assistance in the areas of research instrument con-
struction, data collection, and data analysis. They
were Jerry Larson, Bob Mendoza, William Saylor,
Linda Smola, Bonnie Wood, and Karen Zuspan.
Special recognition is given Bonnie Wood for her
role in the evaluation. She was involved for two
semesters. as a research assistant in processing and
analyzing the voluminous amount of data and pre-
paring this monograph. Her efforts enhanced the
quality of the research sufficiently to warrant being
recognized as a collaborating author. Editorial as-
sistance which was provided by Alvin Cohn, Michael
Courlander and Ruth Haas is also appreciated.

Knowlton W. Johnson
September 12, 1977
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PART I

The Need For Change Agent Training

Recently Havelock and Havelock (1973:2) pro-
posed, "'We are slowly moving toward a new con-
ception of g professional discipline concerned pri-
marily with the process of change. It rests on the
assumption that social progress can be planned
and engineered sa that it is more reliable and more
beneficial to people.” Partial evidence of this fact
has been presented by Havelock (1973a), who
synthesized and summarized relevant literature deal-
ing with planned change from nearly 4000 sources.
This work, together with such summaries by Rogers
and Shoemaker (1971), Watson (1969), Lippitt
(1973), and the warks of Fairweather (1964, 1967,
1969, 1972) give ample testimony to the increased
emphasis on change.

The field of criminal justice has not been over-
looked by this development. Since the mid-sixties,
federal, state, and local governments have allocated
millions of dollars to be used in the quest for new
solutions regarding crime problems in this country.
During this time there has also been a substantial
increase in the dissemination of knowledge which
deals with change, either directly or indirectly. This
rise in the amount of attention being given to the
planning of change by government officials and
policy makers has resulted primarily from society's
concern with crime, from increased importance
being given to protecting the constitutional rights of
individuals, and from the development of skills in
communication between criminal justice personnel
and citizens.®

Not all changes are initiated from above. Crimi-
nal justice personnel with little authority to formu-
late policy are becoming more active in trying to
alter organizational policies that affect operations
and working conditions. Change activity from below
can be best illustrated in police organizations where
Jower level officers have organized into fraternal
organizations or unjons. Thé intent of this action
ijs to release organizational tension created by in-
competent supervisors, rigid regulations, low sal-
aries, etc. There are alsoc numerous occasions where
individuals such as patrolmen, counselors, or crim-
inal justice planners attempt to persuade admin-
istrators to implement ideas directed toward im-
proved services for clients and citizens.?

Although little attention has focused on the in-
volvement of low-level personnel in change, we see
them as a valuable source of innovative ideas which
may contribute to the improved effectiveness of
criminal justice agencies. As operational personnel,
they are in a strategic position ‘to diagnose and
develop viable solutions which can be incorporated
into the general organizational plan. Moreover, many
ot these personnel are participating or have partici-
pated in higher education programs; hence they are
aware of new methods and techniques for solving
criminal justice problems.? ‘

A UNIVERSITY-BASED CHANGE AGENT EXPERIMENT

Unfortunately, exposure to new ideas is a neces-
sary but not a sufficient ingredient for initiating
change, especially when personnel are trying to
initiate changes while working in grassroots posi-
tions, ie., positions with no or limited authority
to affect policy. Problems arise when grassroots
personnel who are interested in initiating change
are confronted with administrative obstacles. Failure
can often force them out of the organization. In
some instances, a few low-level employees may
decide to remain and challenge personnel in higher
positions of authority; this can benefit both the or-
ganization and the individual. However, the
lack of knowledge and skills in a conflict strategy
often results in excessive energy being channeled
into unconstructive activities. We contend that the
university should, but does not, prepare students
to deal with these and other problems associated
with initiating changes from below.

While educators tend to agree that they enjoy
seeing their graduates become involved in changing
inadequacies in the criminal justice system, most
would also agree that such opportunities usually
occur later in the student’s career. This association
of change with positions of authority is reflected in
the programming of criminal justice education.
Tenney (1971) and Johnson (1975) found in an
analysis of such programming that three approaches
are emphasized: training for normal job require-
'ments of entry-level positions, ie., a training per-
spective; preparation for positions of authority
which usually occur later in the career, i.e., a pro-
fessional perspective; and, studying and analyzing
issues pertaining to criminal justice from a con-
ceptual point of view, i.e., a social science perspec-
tive. What happens to college graduates who are
motivated to attempt changes in the period be-
tween the early entry-level positions and the later
positions with more authority seems to have been
overiooked.*

The important role of educators in dealing with
this question cannot be overemphasized since grad-
uates, especially those with B.A. and M.A. degrees,
usually remain in lower level line or staff positions
for substantial portions of their professional careers.
Higher education's lack of response to the problem
area is the critical issue addressed in our university-
based change agent training experiment. Of special
concern is whether an educational model can be
designed which deals directly with these problems.

Breadth Of The Training Objectives

The ultimate objective of the change agent train-
ing program is to atfect graduates’ abilities to suc-
cessfully initiate improvements which benefit co.
workers, clients, or citizens. Before this can be
accomptlished, we believe there are a number of



intermediate and immediate objectives which have
to be achieved. On the intermediate level, the train-
ing should prepare low-levei personnel to overcome
three sets of organizational barriers found through
our study and experience to be inherent in organiza-
tions. These are (1) a hierarchical structure which
creates red tape and autocratic. supervision, (2) an
inadequate reward system, and (3) a scarcity of
resources. Ilmmediate training objectives relate to
preparing grassroots personnel to deal with indivi-
dual inadequacies associated with change agentry.
These inciude errors in developing change products,
misconceptions about power and its use, and lack of
individual commitment toward changing while work-
ing from below.

In developing the experiment, it became readily
apparent that we had no control over the organi-
zational work situation in which students would be
placed after graduation. Therefore we assumed that
if a university-based change agent training program
- could have a positive effect on the individual inade-
quacies of grassroots personnel, then graduates
would have the ability to overcome barriers im-
posed by structural aspects of the work situation
and, subsequently, would be able to initiate change
in the organization much earlier in their careers
than could normally be anticipated.

Conceptually, there are three levels of training
objectives. However, the scope of the evaluation al-
lowed for an assessment of program impact on only
the immediate ends, i.e., affecting students’ ak:iity
to overcome individual inadequacies associated with
change agentry. Consequently these ends defined
the breadth of the training objectives. It is important
that the structural probiem of the work situation
be discussed, even though an assessment of the
intermediate and ultimate level objectives is beyond
the scope of.the experiment.

i. STRUCTURAL PROBLEMS TO BE OVERCOME
IN THE WORK SITUATION

Havelock (1973a) reports a number of studies
which identify hierarchy as one of the most im-
portant organizational factors influencing knowledge
transmission, one requisite of planned change activi-
ty. In criminal justice agencies, the kinds of hier
archical  relationships vary from a formal chain of
command and military rank structure found in
police departments, to organizations which have
only two or three levels of hierarchy, such as group
homes for delinquents. Though these two examples
differ in the number of authority levels, the im-
portance of authority is still a common element.
Increased decision-making responsibility is seen as
being directly related to levels of authority; there-
fore individuals assuming higher level positions
usually approve decisions made by individuals below
them ‘in the structure. This close association of
authority and decision-making responsibility creates
two -obstacles to change: organizational “‘red tape’
and autocratic styles of supervision.

Large organizations are especially known for
their red tape. Administrators can avoid changes
by simply using bureaucratic procedures to prolong
the acceptance of new ideas. The change agent is
confronted with such obstacles as extensive paper-
work, commitiee review, and rigid procedures in
getting action on a plan. Often this delay frustrates
the initiator, causing him to abandon his idea. In
particular, high-ranking officials can use red tape
as a management ploy. However, there are times
when change is delayed or prevented unintentionally.
Large police departments and state correctional
agencies frequently use both intentional and un-
intentional delay tactics. Delay, however, in smaller
organizations such as community treatment agencies,
becomes a problem only when approval has to be
obtained from outside officials such as the mayor
or a board of directors.

Whereas red tape is more of a barrier to change
in large organizations than in small units, the re-
verse is true for autocratic styles of supervision.
Study and experience in change agentry have shown
that a change agent's opportunity to locate advo-
cates who facilitate administrative commitments in-
creases in multilevel organizations. Moreover, the
nature of the change, such as conducting a pilot
program in one's own area of responsibility, may
not require administrative approval; rather, to im-
plement a change, the initiator has only to neutra-
lize a lower level supervisor. In small agencies, how-
ever, the personalities of the few individuals in
authority positions become critical in obtaining ad-
ministrative commitments. This places more im-
portance on the skills of the innovator in ebtaining
approval from only one or two individuals who are
in positions of authority.

The second major organizational barrier to change
is the  organizational reward system. Havelock
(1973a:6-25) states ‘‘the pattern of compensation
and rewards is a key determinant of the member's
level of innovativeness.” Traditionally in criminal
justice "agencies, personnel are provided with ma-
terial and persongl rewards for functioning in a re-
liable and desirable way. Doing what is expected by
the organization and doing it well yields extrinsic
rewards, such as salary increases or promotions,
and intrinsic ones, such as words of praise. The
problem is that change, whether planned or spon-
taneous, is not usually viewed as a normal job
requirement; hence, members are seldom rewarded
for such activities. Occasionally, a large organization
will institute a ‘‘suggestion box’ or other methods
to facilitate obtaining new ideas from low-level per-
sonnel; however, those who make plausible sugges-
tions may not receive ample credit. On rare occa-
sions agencies will build in reward systems for
change, such as salary bonuses for each change
which improves the effectiveness of the agency. Un-
fortunately, this type of reward system is the excep-
tion rather than the rule.

A final organizational barrier which can limit
change ‘is scarcity of financial and manpower re-
sources. (Kaufman, 1971). It has long been recog-



nized that public agencies seldom have enough
money or personnel to provide the kind of services
needed for their clients. However, within any opera-
tional budget priorities are established; therefore,
the problem is not scarcity of money or personnel,
but rather, allocation of these resources. These de-
cisions are primarily made by top management. The
problem change agents must overcome is realloca-
tion of these scarce resources.

In criminal justice there exists an added dimen-
sion which enhances opportunities to overcome the
problem of scarce resources. In recent years na-
tional concern for the crime problem has made
available some federal and private grant money
through funding agencies such as the Law Enforce-
ment Assistance Administration and the Police Foun-
dation. In addition, many criminal justice agencies
have developed volunteer programs which involve
community citizens and university students on a
nonpaid basis. These resources caii @30 be used
by change agents in low-level organizational posi-
tions. Again, the problem is redirecting such re-
sources.

il. [INDIVIDUAL INADEQUACIES WHICH AFFECT
CHANGE FROM BELOW

Quite often organizational barriers are compound-
ed by inabilities of change agents themselves, i.e.,
errors in designing ideas of change, misconcep-
tions about power and its use, and the lack of indi-
vidual commitment toward. change while working
from below. Correcting these individual inadequacies
is the focus of the change agent training program
under study.

Individual Inadequacies in Designing Ideas of
Change

Initiating arganizational change is a serious en-
deavor. Establishing confidence that the proposed
changes will benefit co-workers and/or clients re-
quires careful planning and testing before full-scale
implementation takes place. When change is at-
tempted by personnel in low-level positions, two
critical errors are commonly made in designing the
change product. First, these change agents usually
do not adhere to a rational planning process. That
is, little thought is given to “realistic diagnosis of
needs adequate to resource retrieval, collaborative
planning, solution building, and systematic design
in evaluation of alternative solutions’’ (Havelock and
Havelock, 1973:2). It often happens that proposed
changes are seen by management as self-serving,
with no consideration for organizational goals evi-
dent in the¢ change product.

Second, the energy of low-level change agents is
usually directed toward changing policy or a struc-
tural aspect of the organization rather than focusing
on making changes within their immediate work
setting. Granted, the former change target is im-
portant; it is, however, extremely difficutt for low-

level personnel to obtain administrative commit-
ments for such change or to maintain control over
the development and testing of ckange in the event
approval is obtained. It is desirable to limit the
scope of the change to the immediate work setting,
for there are endless opportunities to experiment
with new ideas which do not require top echelon ap-
proval. If the change is found to be beneficial in
the immediate work setting, the change agent may
attempt to establish it as an organizational practice.

In light of these deficiencies of skill in designing
change products, we established the first training
objective as follows: to increase students’ knowledge
of and propensity to use a research and development
change approach. This rational approach to the eval-
uation and application of new ideas includes re-
search development, packaging, and testing before
adoption takes place. It focuses on planning and
generating empirical evidence to document the
worth of new ideas and the possible impact of such
i_dea]s udpon the agency and the lives of the people
involved.

Misconceptions of Power and Its Use

In addition 1o the problems associated with the
development of change products, many grassroots
personnel have misconceptions about power and its
use, According to Mechanic (1962), pawer is, ‘“‘any
torce that results in behavior that would not have
occurred if the force had not been present.” The
most frequent misconception about such a view of
power is that authority is the primary force avail-
able to promote change. Consequently, if persons
occupy positions of little or no authority, they view
themselves as powerless.

The first undesirable consequence of this mis-
conception is the failure to recognize and develop
sources of power other than authority; for example,
power in the form of expertise, influential contacts,
credibility, information and equipment control, etc.
(Johnson and Johnson, 1975; Peabody and DRiette-
rich, 1973). A second undesirable consequence oc-
curs when relatively powerless low-level personnel
attempt to promote change through the inappropriate
use of change tactics. Deutsch (1969) has noted
that a variety of strategies are available to low-power
people for influencing those in positions of authority.
However, all too often these personnel almost im-
mediately use conflict tactics, such as confrontation,
without any base of power. They consider the ac-
quisition of knowledge concerning the use of col-
laboration, negotiation, or confrontation as a waste
of time. Such behavior often produces disenchanted
personnel who feel unable to influence decision
making within their organization and as a result,
they leave.

The importance of power led us to design a second
training objective; deemphasize the perception of
authority as the principal source of power and in-
crease knowledge and skills for developing 2p-
propriate change strategies. Since people in posi-



tions of authority tend to resist change from below,
strategies of collaboration, negotiation, and conflict
need to be carefully plotted for desired results. It is
imperative for a change agent to learn the funda-
mentals of assessing a power base, acquiring more
power, and applying change strategies and tactics
which are consistent with the amount and nature of
this power,

Commitment {o Change Agentry

Another factor that has been identified as being
critical to change agentry from below is individual
commitment to improving the effectiveness of crim-
inal justice organizations. An indicator of such com-
mitment is the extent of enjoyment an individual
receives from the process of trying to change in-
adequacies rather than concentrating solely on spe-
cific results, Gardner (1964) contends that the self-
renewing individual makes commitments to some-
thing larger than his own ego. He further states that
this type of individual associates happiness with
“striving toward meaningful goals,” not necessarily
with attaining those goals.

Other indicators of individual commitment are
an eagerness to continue to learn more about the
processes and skills of change, and being engaged
in teaching others. The problem to overcome is fail-
ing to continuously renew one's commitment to
change agentry by reading and talking to other
change agents. Failing to involve others in change
agentry prevents the development of a support sys-
tem which provides continuous reinforcement. Those
who feel that they know it all, and those who prefer
to work -alone risk burning themselves out and
typically will move out of the organization rather
than allow themselves to feel helpless. Since un-
successful attempts at change are much more
frequent than successful ones, we need to develop
grassroots change agents who do not grow dis-
couraged and give up.

Notably, the third training objective of the change
agent program is: o increase personal commitment
to grassroots change agentry which is characterized
by assertiveness, self-confidence, and enjoyment in
being involved in the process of change. Moreover,
we want students to be eager to continue to learn
about change agentry and to teach others how to
become involved in effecting change.

Scope And Design Of The Experiment

In recent years, some changes have taken place
in criminal justice higher education, though not
necessarily under the guise of new direction.® First,
emerging two-year programs have tended to shift
from a total concentration on training-type courses
to the incorporation of both professional and social
science perspectives. Second, four-year programs are
shifting more to course content which integrates pro-
fessional and wsocial science perspectives. Further,
the number of internships and practicums are in-
creasing nationwide, in both undergraduate and

graduate ‘programs. Some graduate level and B.A.
degree programs in large universities are aiso be-
ginning to focus more atlention on planning and re-
search application, and interpersonal skill develop-
ment, and several programs emphasize planned
change in criminal justice.

This evidence suggests that criminal justice edu-
cation is being infused with programs offering a
variety of courses, some of which are simply replicas
of other programs, while others reflect new direc-
tions. General knowledge resulting from coriversa-
tions with colleagues in other universities reveals a
major shortcoming which seems to overshadow the
scattered new directions found in these programs
today; that is, initiatives do not follow basic princi-
ples of program or curriculum development. Atten-
tion is not given to such developmental tasks as
setting specific objectives that stem from a concep-
tual framework. It is also difficult to see how various
educational experiences and course offerings are
linked together to achieve specific objectives. Most
importantly, it is rare to find new initatives which
have been tested under control conditions. In es-
sence, the new direction in criminal justice educa-
tion seems to be characterized by spontanious,
action-oriented, personal-experience change.

In an attempt to avoid such program development
errors, our training model is designed to accomplish
the training objectives discussed earlier, As pre-
sented, these training objectives stem from a set
of assumptions regarding requisites for college
graduates to affect change in various grassroots
change agent roles. Moreover, each educational ex-
perience of the training model, which will be de-
scribed later, has been carefully selected to affect
one or more of the training objectives. Importantly,
a rigorous evaluation of these program effects was
employed. The remaining portion of Part | discusses
the change agent roles for which students are being
prepared; an overview of the training design; and,
the evaluation strategy being used to determine the
impact of the training.

I. ROLE DEFINITION OF THE GRASSROOTS
CHANGE AGENT

Following the Havelock and Havelock (1973) guide
for developing change agent training programs, the
first task was to define the change agent role which
we intend college graduates to assume. Study and
experience led us to believe that graduates with
B.A. and M.A. degrees move into entry-level staff
or line positions with defined job functions, but not
without Ilatitude in ‘methods of task completion.®
Although much discretion is usually given to entry-
level personnel, we further assumed that change
agent activities are not part of “‘business as usual’;
thus, often these activities have to be added to the
normal job activities.

The specific change agent functions that students
would be trained to add to normal job requirements
stem from the previously discussed training objec-
tives. That is, change activities would entail the
development of new ideas using research and devel-



opment principles, the development and use of
power to convince decision makers to try new ideas,
and the increase of individual commitment to change
whiie working from below.

Change agent activities can be made operational
in a variety of ways, depending on the type of
work situation in which the agents operate. Table
1.1 presents a change agent work situation typology
based on two criteria. — reference of the change
agent to the target organization (inside or outside of
the target organization) and formal or legal authority
assighed to the change agent’'s work role (no author-
ity or limited authority).

Each of the four types of change agent work situa-
tions included is followed by examples of roles in
which change agent activities can take place. Further,
the scope of change activity and the time frame for
initiating change within each type of work situation
are presented.

Typically, employment opportunities for college
graduates with limited practical experience are re-
stricted to positions, either inside or outside the
target organization, that have no formal authority
to affect organizational policy decisions. Such limi-
tations in the criminal justice job market stem pri-
marily from the reluctance of administrators to ac-
cept lateral entry as a way to update their organiza-
tions.

Because of these employment positions, many
people in the field of criminal justice, both aca-
demics and practitioners, assume that change agents
cannot induce change while occupying such roles.
Study and experience have revealed that people tend
to think that inherent status, norms, and power re-
lationships stifle meaningful change agent activity
from below.

Contrary to popular opinion, we assume that
meaningful change agent activity can take place in
positions of limited or no authority inside or outside
the target organization. Take the case of college
graduates who are interested in engaging in change
agent activity from grassroots work situations inside
the organization (Type I in Table 1.1). In their first

jobs, they normaily assume positions at the bottom
of the hierarchy, making it difficult to get to top-level
decision . makers to effect organizational policy
changes. Limiting the scope of change agent activity
to one's immediate work setting, however, increases
opportunities to implement new ways of operating,
for grassroots personnel have wide discretion in com-
pleting job requirements at this level of organization.
Further, since proximity to decision makers is essen-
tial in using persuasion strategies, having only to
deal with immediate supervisors increases applica-
tion.

When determining the scope of a change agent's
activity, his role is an important factor. A police
patrol officer may, for example, initiate such activi-
ties as trying new ways of handling family disputes.
To be assured that the new way of operating is
more effective than the previous techniques, the
officer could generate empirical data by using ap-
propriate research methods to fit practical con-

straints, limited time, manpower, money, etc. If a =~

pilot project suggests further investigation on a
larger scale, faculty and/or students from a nearby
university could be asked to help. Such initiatives on
the part of a grassroots officer may not necessarily
be appreciated by supervisors; therefore, he must
develop strategies that insure cooperation or nonin-
terference.

The foregoing examples illustrates a work situation
where the change agent's objective is to improve an
operation in the immediate setting, with organiza-
tional policy changes being secondary. There are,
however, positions of no authority inside some crim-
inal justice organizations where the immediate work
setting and organization policy overlap, such as
counselors in group homes, half-way houses, or resi-
dential group treatment facilities. In these positions,
the nature of the change ‘agent activities will be dif-
ferent from that of bureaucracies, for by being close
to key decision makers, change agents can affect the
immediate work setting and policy simultaneously.

Oftentimes low-level personnel have opportunities
to function as change advocates from within the

Table 1.1 TYPES OF WORK SITUATIONS FOR CRIMINAL JUSTICE CHANGE AGENTS
WORKING FROM BELOW

Change Agent Scope of Change Time Frame in reference

Work Situation Type of role Agent Activity to Graduation

Inside target organization
with no authority to

Police patrolman
Probation Officer

formulate policy Counselor
Il. - Inside target organization Planners
with some authority to Evaluators

formulate policy

Outside target
organization with no
authority to formulate
policy

Outside target
organization with some
authority to formulate
policy

Administrative assistants.

Special assignments

Research assistant
Program coordinator

Criminal justice planners

at county, state levels

Consultant

Immediate work setting

(1) Immediate work setting
(2) Limited organization
policy

(1) Immediate work setting
inside parent
organization

(2) Organizational policy in
target organization

(1) Immediate work setting
inside parent
organization .

(2) Organizational policy in
target organization

First years into career

Several years into career

First years into career

Several years into career for BA
graduates: First years into career

for graduate traliied personnel
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organization. In cases where a group with some
authority, such as the Fraternal Qrder of Police, en-
gages a changing organizational policies, change
agents could advocate the importance of including
these policies in procedures to quantify changes
resulting from the initiation of a new idea. Further,
one could advocate detailed planning of strategies
to sell new ideas to manragement, emphasizing a
host of strategies discussed in the literature. Oc-
casionally, inside change agents at the grassroots
level of an organization may also have opportunities
to act as advocates for the use of appropriate scien-
tific methods in situations where top management in-
itvates policy changes, especially if the change
directly affects the role the person occupies. In-
smaller organizations such as those involved in
community-based treatment, the agent who advo-

. cates planned change could easily be assigned the

task of initiating the action being advocated, or find-

« ing expertise and federal funds to conduct such

activities.

In addition to the scope of change agent activity
discussed ahove, the time frame for change agents
to engage in change agentry varies according to the
type of work situation. Given the extensive docurnen-
tation in the literature regarding the socialization
process in organizations, 2 graduate who assumes
an entry-level position in an organization should be-
gin engaging in change agentry activities during the
first years in the organization. Urless one gets in-
volved when. he enters the organization, he risks
getting caught up in “’business as usual.” The longer
one waits, the more difficult it may be to break from
the established ways of operating. Further, reduc-
tions in skill proficiency tend to he directly related
to the use of such skills. Therefore, it is important
for agents of change to practice their skills,

Other work roles in which change can be initiated
or advocated by low-level personnel inside the organ-
ization are found in work situations where they
have some but limited authority to affect policy
(Type Il in Table 1.1). Change agents who work in
these positions can also utilize research and develop-
ment principles and various change strategies avail-
able to agents working in other types of situations.
There is, however, more opportunity to expand the
the scope of the change to include organizational
policy for in this work situation the distance to top
management is reduced. Also, college graduates
have an opportunity to move into this work situation
after several years in their careers.

The final two types of change agent work situa-
tiofs presented in Table 1.1 (Types i and 1V) focus
on roles outside of some target organization. The
major difference between outside and inside change
agents is the scope of the change activity. First, the
proximity of outside change agents to key decision
makers in target organizations will enable them to
affect organizational policy. However, the effects
these change agents have on organizations are still
limited to changes related to the immediate work
setting. Second, whereas inside change agents may
have to modify their use of applied research tech-

nigues in developing new ideas, graduates who oc-
cupy outside positions have opportunities to use
these skills. Conversely, 'activities pertaining to the
development of strategies for persuading decision
makers in target organizations to develop, test, or
adopt innovations will. be more difficult for those
outside. This is because outside change agents have
to overcome ohstacles which are not as problematic
to those inside the organization, such as limited in-
formation about the network of power centers.

There is little difference in the time frame in
which inside and outside change agents should begin
initiating change. In.the case of outside change
agents without authority to formulate policy, initia-
tion of action should begin during the first years of
one's career, a function of having to enter organiza-
tions at the grassroots level. After several years of
experience or advanced graduate training, indivi-
duals may have opportunities to assume positions
with some authority and thus become more involved
in making policy changes, both in target organiza-
tions and the parent organization.

The four types of work situations discussed above
define the various roles for which college graduates
can be prepared by participating in the change agent
training program under study. The design of this
innovative program is presented below.

Il. TRAINING DESIGN

Our definition of the change agent role which we
intended to prepare college students dictates the
use of a functional-set-skill training approach (Have-
lock and Havelock, 1973:37-43)." This approach
treats change agentry as a set of skills that go to-
gether to make up distinct functions of a work
situation. Advocates of this training perspective be-
lieve that lessons about change agentry can be
guided and are not necessarily learned by indivi-
duals' inquiry and discovery. Further, these advo-
cates contend that change agent functions are not
pg‘rjt é)f the normal role; therefore they have to be
added.

The training design consists of four related pre-
scriptive variables. These are: academic preparation,
teaching modalities, experimental learning compon-
ents, and reinforcement. Table 1.2 demonstrates
how these variakles have been used to form com-
ponents of the training model. Later, in Part 2, de-
tailed descriptions of these training components are
discussed.

Students who are interested. in the CAT program
are initially contacted and advised about prerequis-
ites one to two semesters prior to entering the
program. An.  initroductory level statistics and
methods course is required so that all participants
enter the program with similar research back-
grounds. In addition, students are encouraged to
take other research, organizational, and field train-
ing courses to better prepare them for the varying
research and development experiences provided in
the CAT program.



Table 1.2 CHANGE AGENT TRAINING DESIGN FOR
COLLEGE STUDENTS PURSUING CA-
REERS IN THE FIELD OF CRIMINAL

JUSTICE

Prior to Entry into After Gompletion
the CAT Program CAT Program of CAT Program
Preparatory academic First Semester Maintenance of
work completed Innovation and university-CAT

Three research courses . evaluative research participant

One organizational (3 credits) supportive

course relationship
Preparatory field Second Semester

experience

Dynamics of Planned
Change in Criminal
Sustice

(3 credits)

Volunteer work, or an
internship in a
criminal justice
agency

Both Semesters

Field Research of
thesis credit

(6 credits)

During the fall semester of the CAT program,
students take the first of two courses, entitled,
“Innovation and Evaluative Research in Criminal
Justice." This course is designed to affect cognitive,
affective, and behavioral learning associated with
developing change products by using a research and
development approach to planned change. Students
are exposed to model building, evaluative research
methodology, and grantmanship.

In the spring, CAT participants take the second
course, which emphasizes knowledge, attitude, and
skills necessary to persuade persons in positions of
authority to accept new ideas. The students are
exposed to readings, communication skill workshops,
and professional change agents who work in the
field of criminal justice. Also, class members initiate
a planned change action that centers around getting
decision makers to implement some idea which
alters the usual routine of an organization. Whereas
the fall semester course concentrates more on cog-
nitive skill development, the spring course focuses
on interpersonal skill development associated with
change agentry working from below.

To optimize achievement of our training ob-
jectives, we also focus upon the classroom learning
environment as another experimental variable. Teach-
ing modalities used are intended to facilitate the
recognition, acquisition, and the appropriate use of
power — skills seen as essential in effecting
changes at entry-level positions. These modalities
include: collaborative decision making, unstructured
classroom - setting with a changing environment,
active involvement of students in the learning pro-
cess, deemphasis of hierarchial student-professor
relationships, and mechanisms to manage frustra-
tion,

To provide opportunities to- apply classroom
knowledge dealing with our conception of change

agentry, each student is assigned to a decision

maker in some criminal justice agency to do evalua-
tive research developed around research questions
which are of interest to decision makers. In this role,
students further develop their skills regarding ap-
propriate methods and are confronted with many
of the problems which accompany developing and
selling new ideas in criminal justice agencies.

The final dimension of our CAT training program
concerns maintenance of supportive relationships
with former participants for several years after grad-
uation. This postgraduation contact is intended to
reinforce university-based- training. It is assumed
that assisting .graduates in developing change
strategies, providing psychological support for
planned change, and involving graduates in training
other CAT participants will optimize transfer of
knowledge, attitudes, and skills to the world of
practice.

Evaluation Strategy

In developing the evaluation strategy, we intended
it to reflect a concerted effort to adhere to the
basic tenets of applied research where the experi-
mental model was carefully designed simultaneously
with the research component of the experiment.
During the experiment, there were slight shifts in
the conceptualization of the CAT program which
created some measurement problems; however, for
the most part the original evaluation plan was suc-
cessfully implemented. First, the overall effects of
three dimensions of the CAT program were deter-
mined. These dimensions included formal course
work, classroom environment, and parttime researsgh:
exposure. Second, we examined the effects of these
experimental elements individually. This latter evalu-
ation phase is useful in determining why specific
program components did or did not contribute to
goal achievement.

I. RESEARCH DESIGN, SAMPLING, AND DATA
COLLECTION

To examine the effect of the CAT program, a
post-test matched control group design was used.
This quasi-experimental design consisted of one
group of 26 advanced undergraduates and graduate
students who participated in the CAT program
during the 1974-75 and 1975-76 academic years of
operation. For the first year of the experiment, 9 of
the 13 students completely finished all aspects of

. the program, while one completed three-fourths of

the work required and three completed half of the
program. For the second year, 14 students com-
pleted the entire two-semester program. These twa
combined classes formed the experimental group

under study.

Two additional groups of students participated in
the study as members of control groups. Selection
of these group members was based on surveys com-
pleted by approximately 70 percent of the under-

o



graduate law enforcement and criminology juniors

and 80 percent of the graduate students during late

fall of 1974 and early spring of 1975. The question-
naire used in the survey included questions per-
taining to three sets of matching criteria which
were found to equate two groups of students in an
eatlier study of the 1973-74 pilot year of the CAT
program, Specific criteria used to select 58 students
for inciusion in two control groups were four back-
ground characteristics (academic status, fulltime
field experience, career plans, and sex), four cogni-
tive abilities indicators (grade point average, GRE/
SAT verbal and math scores, and rank of the high
school graduating class), and two change agent
characteristics (propersity to enact change during
the first two or three years into one's career and
propensity to enact change during later years of
one's career). After stratifying the sample of 58
students according to academic status (undergrad-
uate or graduate status), they were randomly as-
signed to one of two control groups. Table 1.3 dis-
plays the similarity of these two control groups
“and the experimental group according to the above
“criteria.

Students’ academic status, fulltime criminal jus-
tice fieid experience, and career aspiration are sim-
ilar across the three groups while there are approx-

Table 1.3 BACKGROUND, COGNITIVE ABILITY,
AND CHANGE AGENT CHARACTERIS-
TICS OF CAT PARTICIPANTS COMPAR-
ED WITH MEMBER OF TWO CONTROI.

GROUPS
CAT Controf 1 Control 2
Characteristics No. Percent No. Percent. No. Percent
Background
Academic status
Undergrad, 18 699% 19 659% 20 699%
Grad. 8 31 10 35 9 31
26 100 29 100 29 100
Sex .
Female 9 35 9 31 17 59
Male 17 65 20 69 12 41
26 100 29 100 29 100
Fulltime C.J.
Field experience
None 14 54 18 64 17 60
1-18 months 9 35 3 11 8 29
18 months - 3 1 7 25 3 1
Missing 0 1 1
f 26 100 29 100 29 100
Career aspirations
Professional 20 77 19 65 23 79
Academic 6 23 10 35 6 21

26 100 29 100 23 100

Cognitive ability
Grade point ave.

-, 2.00-2.49 2 8 2 7 0
©2.50-2.99 4 16 8 29 12 43
3.00-3.49 18 72 14 50 10 36
3.50 1 4 4 14 6 21

Missing 1 1 1
26 100 29 100 29 100

Table 1.3 Continued

GRE/SAT Verbal
Less than 400 3 16 5 31 2 9
400-500 6 31 6 38 5 23
501-600 0 7 37 8 36
601 - 3 16 5 31 7 32
Missing 7 13 7
26 100 29 100 29 100
GRE/SAT Math
Less than 400 1 5 1 6 1 4
400-500 6 32 4 25 7 32
501-600 7 37 6. 38 10 46
601 5 26 5 31 4 18
Missing 7 13 7
26 100 29 100 29 100
High school rank
Top 10% 3 17 3 14 8 32
10-25% 6 33 11 52 10 40
25-509 8 44 6 29 h 24
Less than 50% 1 6 1 5 1 4
Missing 8 8
26 100 29 100 28 100
Change agent indicators
Propensity to change
during first 2-3 yts.
Definitely no 0 0 1 03
Probably no 5 19 7 24 5 17
Probably yes 5 19 17 59 13- 45
Definitely yes 16 62 5 17 10 35
26 100 29 100 29 100
Propensity to change
during later years
of career
Definitely ne 0 0 0
Probably no 5 19 5 19 5 17
Probably yes 7 27 13 48 12 41
Definitely yes 14 54 9 33 12 42
Missing 0 2 0
26 100 29 100 29 100

imately 259 more females than males in control
group two. Also the cognitive ability of the three
groups 'as measured by grade point average® and
GRE/SAT score are similar; however, dissimilarity
exists between the control and CAT groups regard-
ing high school rank — more of the students
in the control groups than in the CAT group gradu-
ated in the top 259 of their high school class.
Finally, approximately 809% of the members of the
three groups indicated they could enact change
during the early and later years of their careers.
The CAT group was, however, more definite about
their change agent propensity than members of the
two control groups. Spuriousness which may result
from change agent propensity prior to participating
in’ the study was statistically controlled in subse-
quent analyses.

The undergraduate study participants, including
CAT and their comparative groups, were part of the
305 law enforcement and criminology majors who
graduate in May, August or December of 1975 and
1976. Table 1.4 presents a comparison of the
group participating in the experiment with other
graduates by final cumulative grade point average.
These results reveal that 689 of the undergraduate
study participants graduated with 3.0 to 4.0 grade



Table 1.4 NUMBER AND PERCENT OF GRADUAT-
ING SENIORS WHO PARTICIPATED IN
THE STUDY COMPARED WITH OTHER
GRADUATES BY GRADE POINT AVER-

AGE
Study Participants  Other Graduates Total

GPA - No. Percent No.  Percent - No. Percent
Greater than 3.5 7 149 17 7% 24 8%

3.0 28 54 47 19 75 25

2.6 16 30 73 30 89 31
Less than 2.6 1 2 103 44 104 36
Missing 4 9 13
Total , 51 100 249 100 305 100

point averages compared with only 269 of the
other graduates. With one exception, all of the study
participants completed their undergraduate pro-
grams with better than a 2.6 GPA, whereas 44%
of the other students graduated with less than a 2.6
GPA.

The 28 graduate students who participated in the
study are a sample of the 74 students who enrolled
in the Institute's graduate program in the fall semes-
ters of 1875 and 1976 and in the spring semester of
1976, Approximately 309 of all Ph.D. and M.A,
candidates during these time periods were involved
in the study.

Data were collected from the study participants by
questionnaire 'and personal interview. Students were
given the questicnnaire immediately following the
clase of the 1975 and 1976 spring semesters and
were interviewed one to three months later.

Data collection procedures related to these acti-
vities are as follows. First, students who were
selected for the 'study were notified by letter, tele-
phone, or personal contact. It was explained that
the study was designed to obtain opinions and ex-
periences of students regarding three areas of aca-
demic study: research, program development, and
planned change. Follow-up telephone communication
established mutually convenient times to complete
the questionnaire at designated testing rooms at the
University of Maryland. With the exception of one
CAT graduate 'and two students selected for a con-
trol group, students contacted completed the quest-
tionnaire phase of the study. Personal interview
data were collected  about students' academic and
field experience in research, program development,
and planned change. One trained graduate student
interviewed 41 study participants in the summer
of 1975 and 37 participants in the summer of 1976.
Each interview took from 30 minutes to 1 hour and
was conducted either at the University of Maryland
or at the respondent’s home.®

. RESEARCH MEASURES

Four classes of variables were included in the
evaluation; variables which measured.outcomes, pro-

gram processes, testing situation, and participants’
background characteristics. Qutcome measures to
assess the effects of the CAT program were part of
the questionnaire completed by 83 study partici-
pants. Two of these measures pertained to preparing
students to use a research and development ap-
proach to change products. One of these, a cognitive
index, was constructed to measure students' under-
standing of basic research concepts in the areas of
statistics, research methods, and evaluation re-
search. In addition, an affective index was developed
to measure propensity to use theory, research
methods, and evaluation procedures in the world of
practice. To assess the extent to which training ob-
jectives pertaining to selling ideas of change were
accomplished, one indicator of students' miscon-
ceptions of the association between authority and
changing, and two measures of students’ commit-
ment to change agentry were constructed. The former

., outcome variable was students’ general perception

about the heed for authority when initiating change,
The latter outcome indicators measured students’
personal commitment to change while working from
below and learning or teaching others about change
agentry.

We were unsuccessful in generating reliable and
valid measures of students’ knowledge about pro-
gram development or strategies and tactics used in
changing from below. However, descriptive data per-
taining to differences in students' educational ex-
posure to these areas of knowledge are presented
as indicators of the effects of the CAT program.
Also, descriptive data are used to demonstrate
the extent to which CAT participants were exposed
to dapplica‘eion of the areas of knowledge under
study.

Multiple indicators were used to determine the
extent and nature of students’ exposure to three sets
of educational processes which were being experi-
mentally manipulated in the CAT program. In the in-
terview, students were asked to name courses and
professors who had deait with various facets of
research, program development, or planned change
material. Questions were then asked about the na-
ture of this exposure and about the five teaching
modalities which were also being used as experi-
mental variables in the change agent project. Two
types of questions were asked about the teaching
methods; students’ total exposure to the specified
teaching method, and the intensity of their exposure
tc a professor or course most remembered for a
given modality. The third set of experimental pro-
cesses, field application of the three subject areas
under study, was measured by a series of interviews
questions pertaining to direct and ‘indirect parttime
field exposure to research, developing new ideas, and
implementing change strategies.

The third class of variables pertained to individual
background characteristics and career plans, and,
the fourth class consisted of test situational vari-
ables, e.g., time of day student was interviewed.
These data were collected either by the initial survey



tised for selecting study participants or by the inter-
view conducted in the summer following the pro-
grams. These classes of variables were examined for
possible spurious effects, and, if found to exist, they
were controlled for in subsequent analyses.

lll. DATA ANALYSIS

Program Description

An important aspect of our analysis entailed de-
scribing the internal dynamics of the change agent
program which is presented in Part 2. Data sources
for this analysis included compilations of course
materials and student projects, student ‘interviews,
and interviews of criminal justice decision makeis
with whom CAT students had worked during the re-
search internship phase of the program. First,
course matenial and student projects were synthe-
sized to illustrate the structure and content of the
formal course work. CAT students’ exposure to such
course content was also compared to similar course
exposure of other students participating in the
study.

A description of student exposure and response
to varying teaching methods in the study was gen-
erated by interview. Our initial concern was to de-
termine whether CAT students remembered more
emphasis being placed on each of the experimental
teaching methods in the CAT program than in other
courses. In addition, we compared CAT participants’
reports with other study participants as to the
amount of emphasis placed on these modalities in
all research, program development, and pianned
change courses taken during their educational
careers.

A comparative analysis was also conducted to
determine group differences in field application of
research and planned change knowledge. In addition,
data were collected from 46 decision makers who
had been exposed to CAT students through the
students tenure as research interns.*® This informa-
tion consisted of reports from personnel in middle
management and administrative positions on their
receptivity to research interns, student behavior, and
decision makers' use of the interns’ final research
products.

Finally, a description of the dynamics of maintain-
ing relationships with CAT graduates is presented
in part IV to illustrate the reinforcement techniques
used. An anlysis of their response to these univers-
ity efforts provided further data on the continued
relationships.

Program Impact

Outcome measures for this study were constructed
using item analysis and factor analysis procedures
(Williams, 1968 and Kim and Kohout, 1975, re-
spectively.) ltem analysis yielded levels of difficulty
and discrimination of items and reliability estimates
which were used to develop the knowledge index.
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Factor analysis using the principal factor and vari-
max rotation solution routines, helped determine the
most valid combination of items which measured
students’ propensity to use research and develop-
ment ‘principles and students’ misconceptions of
power and commitment to change agentry. Kuder-
Richardson and Crombach alpha coefficients were
used to determine the reliabilities of the cognitive
measure ‘and four affective measures respectively. In
addition, Guttman scaleogram analysis aided in com-
bining variables which measured students’ exposure
to the experimental teaching methods and field ex-
posures.

The test of the overall component e scts of the
CAT program was conducted first using an analysis
of variance and covariance procedure with a factorial
design. The classical experimental approach of ana-
lyzing variance and covariance adjusts, in sequetice,
for the interrelatedness of the main effects or covar-
iates, and the effects of statistical interaction be-
tween factors which are entered into the analysis.tt
If no significant interaction effects were found, the
sum of squares of interaction was pooled into the
error term's sum of squares, leaving the main effects
for examination (Kim and Kohout, 1975: 405-409).

Second, the pattern and intensity of the relation-
ships between the main effects and dependent
variables were determined by a multiple classification
analysis (Kim and Kohout, 1975: 416-417). This
method displays the results of the analysis of vari-
ance or-covariance when there are no significant in-
teraction effects. Multiple  classification analysis
(MCA) is appropriate for assessing the strength of
additive effects of a set of independent variables.
It is equivalent to multiple regression using dummy
variables and can be used with ordinal data without
assuming linearity. MCA generates adjusted mean
deviations from the grand mean (category effects)
and beta coefficients(main effects).

A third dimension of the analysis strategy includ-
ed an assessment of statistically significant inter-
action effects by using MCA and filtering one inter-
active variable on the other. This technique gives
the category effects of a primary independent vari-
able within subgroups of the second variable.

Fourth, a block clustering technique, developed
by Hartigan (1972, 1975), was used to define
“natural” groups of subjects by simultaneousiy as-
sessing the similarity of student scores on two out-
come measures.*? For example, this procedure dis-
covers students who score high on the knowledge
test 'and also score high on a scale measuring pro-
pensity to use research and development principles.
The number of CAT students falling into this group
can then be compared with the number of other
study participants in the group.

Special attention was given to problems of nor-
mality, linearity, homogeneity of variance, multi-
collinearity, and the ratio between the number of
variables and sample size. Where distributions of the
dependent variables were found to be skewed, ap-



propriate adjustments were made to determine the
effects of such abnormalities, e.g., squaring the dis-
tribution. Tests of linearity and homogeneity of
variance were conducted, and where problerns of
nonlinearity and unequal variance existed, deviant
cases were removed to determine whethpgr the
original results were affected. In cases whire the
relationship between independent variables was
found to affect relationships with the dependent
variables (problem of multicollinearity), subsequent
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analyses were performed which separated the highly
correlated independent variables. Finally, checks on
the effects of the ratio between the sample size and
the number of independent variables being analyzed .
simultaneously were made by varying the number
of independent variables which were entered into the
analysis. Results were reported only when they
were found to be stable across analyses with dif-
ferent sets of variables, including both main effects
and/or interaction terms.



PART II:

The CAT program provides an opportunity for a
small cadre of seniors and graduate students to
spend one academic year studying and applying
knowledge about planned change. The training de-
sign discussed in Part 1 is intended to offer CAT
participants a combination of courses, teaching
modalities, and field experiences which are not
readily available at the University of Maryland. It was
assumed that the intensity of these experiences
should also be high in order to prepare students for
the difficult role of changing while working from
below.

Academic Preparation

In this section we will describe the three com-
ponents of the CAT program to which students were
exposed while enrolled in the law enforcement or
criminology curricula at the University of Maryland.
In addition, data collected from all study participants
and agency decision makers with whom CAT stu-
dents worked will assist in describing both the
uniqueness and internal dynamics of the CAT pro-
gram.

In designing the academic preparation component
of the model which emphasizes a research and
development change approach, we assumed that
students should be introduced to the basic funda-
mentals of statistics, research methods, and or-
ganizational theory prior to entering the CAT pro-
gram. These three subject areas were the foundation
for the varying experiences offered in the CAT pro-
gram. Undergraduates took introductory statistics,
methods, and an organizational course during their
junior year, and a psychological testing course in
the fall semester of the senior year, Graduate stu-
dents took 2 required methods or statistics course
in lieu of the psychological testing course.

We' further assumed that students who plan to
enter the CAT program should be directly exposed to
the dynamics of criminal justice agencies prior to
entry. This experience facilitates the educational and
experiential preparation of the model. During the
spring or summer prior to entering the CAT pro-
gram, students were placed in an operational agency
of their choice. Efforts were made to place them in
an agency for which they would later be managing an
evaluation project. LEAA summer internship stipends
were awarded to those students who worked during
the summer. However, because of funding difficul-
ties, dthis summer program has had to be discon-
tinued.

To academically prepare students to be change
agents, two formal courses were developed speci-
fically for CAT participants. These courses were of-
fered under an established tutorial course entitled
“'Selected Topics in Criminal Justice.” Establishing
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permanent courses was not necessary due to their
experimental nature.

During the fall semester, students took a formal
seminar entitled ‘“Innovation and Evaluative Re-
search in Criminal Justice.”” This course was
designed to increase the students' skills in develop-
ing new ‘ideas by using research and development
principles.t Class members were required to develop
a grant proposal which included a conceptual frame-
work that stemmed from a criminal justice problem

.and related correlates found in the literature; a pro-

gram with mutually exclusive components that could
be tied back to the conceptual model; and a program
evaluation framework which examined success or
failure and the ‘“why's and wherefore's” of the
outcomes. To facilitate learning about acquisition
of resources, students were introduced to the Law
Enforcement Assistance Administration funding
processes, first by guests who were involved in grant
review and then by a grant preparation assignment,
This course was demanding, both in terms of time
and 'mental energy for it required students to think
rather than simply regurgitate information back on
an exam. The most difficult dimension of this course
was to apply theory learned in other courses by
constructing a conceptual framework for a program.
Students also found it difficult to design a program
and an evaluative framework simultaneously, a
development procedure which is not used in the
world of practice. They were consistently confronted
with differences which existed between program
development procedures beinig used in the field and
those procedures which were being taught in class.

A second course entitled ‘‘The Dynamics of Plan-
ned Change in Criminal Justice” was offered in the
spring semester. This course emphasized know-
ledge, attitude, and skill development that deals
with persuading persons in positions of authority to
accept new ideas.? Students were exposed to litera-
ture dealing with key problems that have to be over-
come by change agents who are working from below.
Further, practitioners who have been or are presently
active in change agent activities were brought in as
special guests, thereby giving students an oppor-
tunity to analyze case studies of planned change
in action. In addition, a day-long interpersonal skill
workshop on power issues, and class periods used
to practice communication skills added to the inter-
personal skill component of the class. Finally, class
members had an opportunity to apply knowledge
from this course through a change project. This
project enabled students to develop and initiate a
planned change action that centered around getting
decision ‘makers to implement some idea that al-
tered their usual routine. The emphasis was on. de-
veloping skills which we assume to be important,
rather than on successfully persuading decision
makers to accept the student's idea. The acquisition
and use of power while assuming a low-level posi-
tion was central in this project. Change projects en-



tailed situations conducive for the change, develop-

ing the change product, and appropriate tactics for
selling the change to decision makers. Examples of
student change projects were as follows:

1. Creation of a horse mounted police unit within
the university police department

2. Role change for police student -aids
3. Retention of a group home for delinquent girls

4, Utilization of evaluation findings by staff of
various criminal justice agencies

Some students were successful in getting parts
of their change projects implemented, others were
not. The most important outcome was, however, that
most of the students successfully experienced the
process of change while assuming a low-level role,
i.e., that of a university student. ,

This course differed from the fall course not only
in content but also in the type of chailenge it pre-
sented to students; that ‘s, it focused primarily on
interpersonal development. Underlying the various
exercises 'introduced was the idea of getting to
know oneself, one’s weaknesses and strengths.
Also, emphasis was placed on relating to others.
Students were consistently placed in situations in
class and the field where they could learn more
about themselves and how they related fo others,
Feedback was an important facet of these exper-
iences.

The uniqueness of this academic preparation was
established by a comparative andiysis of ‘interview
data collected from 78 of the 84 students who
participated in the study. Table 2.1 presents a com-
parison of CAT students with other participants on
academic preparation in five subject areas, research-
related courses, evaluation research-related courses,
program development, grant preparation, and plan-
ned change classroom exposure.

These results clearly show that students who
participated in the CAT program had substantially
more course exposure to the subject areas under
study. An inspection of academic preparation of
students in the regular program reveals that a dis-
proportionate number have not been exposed to
program development, evaluative research, or exten-
sive planned change class exposure. Yet, when asked
a question in the interview about their interest in
these subject areas, most indicated an interest. This
suggests that the CAT program offered 'subject areas
which are not readily available to law enforcement or
criminology majors.

Course intensity and student satisfaction were
also important aspects of the CAT program. Table
2.2 presents CAT students’ responses to four course
intensity iindicators: the extent to which the courses
under study were time consuming, difficult, frustrat-
ing, and intellectually challenging. When comparing
the course intensity of the three subject areas of
the CAT program with general research courses, it
is clear that students perceived the courses offered

\
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Table 2,1 EXTENT OF STUDENTS’ ACADEMIC
PREPARATION BY TYPE OF PROGRAM

Program
. Regular
Academic Preparation No. Percent No. Percent
Number of research courses
(Formal and independent study)
1 0 0% 8 15%
2 0 0 19 36
3 0 0 12 23
4 1 4 4 8
5 3 12 4 8
6 16 61 2 4
7 4 15 1 2
8 2 8 2 4
26 100 52 100
Numher of courses related
to evaluative research
0 0 39 75
1 12 46 10 19
2 11 42 2 &
3 3 12 1 2
26 100 52 100 \\
Number of courses related b
to program development i )
0 0 0 26 50
1 12 46 17 33
2 12 46 5 9
3 2 8 4 8
26 100 52 100
Number of courses covering
grant preparation
0 0 0 43 92
1 21 81 1 2
2 0 0 3 6
3 5 19 0
26 100 52 100
Average planned change
expesure®
0 0 0 9 17
1 0 0 9 17
2 4. 18 23 44
3 10 39 9 18
4 12 4g 2 4
25 100 52 100

This measure consists of varying combinations of four types
of  exposure; exposure to classroom discussions, informal
disctissions with the professor out of class, reading assignments
and a change project.

in the CAT program as more difficult, more time
consuming, mare frustrating, yet more intellectually

challenging than their general research courses.

This_high intensity was seen as functional, especial-
ly with most of the students reporting having been
intellectually challenged.

Student levels of satisfaction with the courses
concerning the subject areas under study are pre-
sented in Table 2.3. An inspection of student ratings
reveals that a majority of the CAT students rated
their evaluative research, program development, and
planned change courses as good to excellent. Several
students, however, reported shaky experiences, as

indicated in their rating of these subject areas. Two

of these students, who said courses taken-in these
subject areas weye. shaky, discontinued the program



Table 2.2 COURSE INTENSITY BY SUBJECT AREAS

Intellectually
Difficult Time Consuming Frustrating Challenging
Subject Area No. Percent No. Percent No. Percent No. Percent
General Research y 59,
Not at ali 1 49, 0 0% 2 89%, Z 89,
Occasionally yes 12 46" 5 19 15 58 11 42
Usually yes 8 31 14 54 6 23 6 23
Definitely yes 5 19 7 27 3 12 7 27
26 100 26 100 26 100 26 100
Evaluative Research (CAT)
Not at all 1 4 0 0 1 4 0 0
QOccasionally yes 11 42 3 12 g 31 4 16
Usually yes 5 19 6 23 6 23 11 42
Definitely yes 9 35 17 65 11 42 11 42
26 100 26 100 26 100 26 100
Program Development (CAT)
Not at all 2 8 ¢ 0 3 12 1 4
Occasionally yes 6 23 4 15 g8 31 2 8
Usually yes 7 27 8 31 5 19 8 31
Definitely yes 11 42 14 54 10 38 15 57
26 100 26 100 26 100 6 100
Planned Change (CAT)
Not at all 2 9 0 0 3 12 1 5
Occasionally yes 5 21 2 9 4 17 2 9
Usually yes 8 33 5 21 4 17 10 41
Definitely yes 9 37 17 70 13 54 11 45
Missing 2 2 2 2
26 100 26 100 26 100 26 100

after the first semester. One other student, who
completed the program, was ‘‘turned off' by the
entire CAT experience.

Table 2.3 COURSE EVALUATION OF CAT
STUDENT BY SUBJECT AREA

General Evaluative Program Planned
Research Research  Development Change
Rating No. Percent No. Percent No. Percent No. Percent
Waste of time 0 0% 0 0% 1 49 0 0%
Shaky/limited 3 12 3 12 1 4 3 12
Adequate 2 8 6 23 6 24 3 12
Good 12 46 6 23 9 34 8 32
Excellent 9 34 11 42 g 34 11 44
Missing 0 0 -0 1
100 26 10 26 100 26 100

26

Classroom Environment

The general teaching approach used in the CAT
program was an extension of the psychological con-
tract method of teaching. In theory, this method al-
lows students to build into a course features that
address their needs as well as those of the professor,
Through . negotiation, the professor and students
make decisions about course content and structure;
and, subsequently develop a contract that is binding
on all parties involved. Alterations that occur during
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the course require renegotiation and consensus by
majority vote. Typically, the psychological contract
developed by CAT students and their professor
covered five areas: exams (number and type), field
projects, rating system, course structure, and mo-
tivation mechanisms.

Within the general psychological framework, five
teaching modalities were employed, each considered
important in the creation of an environment con-
ducive to learning about change. These modalities
were:

Participation in the learning process

Student involvement in making decisions about
courses

Deemphasis of an hierarchial student-professor
relationship

Introduction of unexpected course changes
Management of frustration

Individually, these modalities are not new; but
used in combination for the purpose of teaching
students how to recognize, acquire, and appropriate-
ly use power, they create 'a radically different class-
room environment.

Student Participation

The need for more student participation is an
often verbalized complaint among college students
of large universities. It is commonly found, how-



ever, that even reduction in the class size stimulates
only a few of the most articulate students to con-
sistently participate. Moreover, students tend not to
engage in out-of-class discussions about course
material, nor do they offer or ask for assistance from
other class members, We assumed that participation
in and outside of class enhances the learning pro-
cess; hence this modality centered around providing
encouragement to facilitate participation in the learn-
ing process.

An iinspection of Table 2.4 reveals that CAT and
regular students reported approximately the same
number of professors in the subject areas under
study who had encouraged them to participate in
the learning process. Similarily, most students in
both groups indicated that they usually or frequent-
ly had received encouragement to participate in

Table 2.4 STUDENT ENCOURAGEMENT TO
PARTICIPATE IN THE LEARNING
PROCESS

CAT Students Reguiar Students

Extent of Encouragement No. Percent No. Percent
Number of professors who
encourage partigipation
No Profs, 0 0% 4 8%
One " 2 8 10 19
Two " 9 34 16 31
Three " 7 27 13 25
Four " 6 23 5 9
Five " 2 8 4 8
26 100 52 100
Class discussion
Never 0 0 8 15
Qccasianally 4 15 3 6
Usually/frequently 22 85 41 79
26 100 52 100
Outside discussion with class
members
Never 1 4 5 12
Qccasionally 2 8 15 29
Usually/frequently 23 88 31 59
26 100 52 100
Offered assistance to other
class members :
Never 1 4 14 27
Qccasionally 5 19 14 27
Usually/frequently 20 77 24 46
26 100 52 100
Asked for assistance from
other class members
Never 0 0 21 40
Occasionally 100 39 18 35
Usualty/frequently 16 61 13 25
26 100 52 100
Professor most remembered
for encouraging student
particination ;
CAT" professor 19 73 11 21*
Other 7 27 42 79
2 100 52 100

* These students had taken a course in the regular curriculum
which was taught by the CAT professor.

class discussions, However, Table 2.4 shows that
more CAT students than regular students stated
they were usually or frequently encouraged to dis-
cuss course material with class members outside of
class, and were encouraged to offer to or ask for
assistance from other class members. Since 739%
of the CAT group indicated that the CAT professor
was most remembered for encouraging students to
participate in the learning process, it is logical to
assume that participation in the CAT program was
responsible,

The most well-received structural dimensions of
the CAT program, which were designed to enhance
participation, were team ieaching, with students as-
suming a professional role, and an oral defense of
individual change projects, which was <c¢onducted
much like "Meet the Press' of CBS-TV. The team
teaching technique allowed students to be on center
stage, with ‘responsibility for introducing teaching
techniques which would involve their peers in the
learning process. In hoth years of the experiment
students unveiled the sort of creativity which often
gces undetected in the classroom. They used
mechanisms such as crossword puzzles, role play-
ing exercises, ~ skits, questionnaires, and visual
aids, all of which were constructed -around specific
reading assighments.

The oral defense of individual or group change
projects highlighted the completion of the CAT
program. Class members rotated among four roles,
the presenter, the critic, the evaluator, and the ob-
server. The moderator of this exercise was a current
or former CAT student. This aspect of the course
was conducted entirely by students and was an-
nounced as an event open to other students in-
terested in participating in the CAT program the
next year.

Il. STUDENT DECISION MAKING AND STUDENT-
TEACHER RELATIONSHIPS

There  was a concerted effort to involve CAT
students in making decisions which pertained to
their expetiences in the program. It was assumed
that if students were to become effective agents of
change, they should begin to gain experience by
making decisions for themselves in areas that con-
cern them. Furthermore, they must learn to identify
their own needs and express them effectively. Also
it was seen as important for individuals to be able
to modify their own needs in accordance with needs
of others, The development of the psychological con-
tract itself is the best example of how this concept
was made operational. Students were expected to
assist in structuring the courses, incorporating their
own needs as well as those of their professor.

Reducing the psychological distance between stu-
dents and . the professor facilitated students active
involvement in decision making. To maximize inter-
action with the professor on a personal level, stus
dents were encouraged to develop a first-name



relationship 'and to be active in expressing their
needs in interacting with the professor. Students
were also encouraged to express disagreement and,
when doing so, to make suggestions as to how the
courses could be altered to provide more fulfill-
ment. When making as assessment of inadequacy,
they were encouraged to take into consideration the
needs of the professor and provide solutions which
would be satisfying for all parties involved.

Table 2.5 reports student accounts of being
involved in decision making and being encouraged
to develop a personal relationship with professors

Table 2.5 STUDENT EXPOSURE TO DECISION
MAKING AND DE-EMPHASIS OF
HIERARCHIAL STUDENT - PROFESSOR

RELATIONS
- CAT Students Regular Students
Teaching Modality No. Percent No. Percent
Student Decision Making
Number of professors who involved
students in decision making
0 1 4% 8 15%
1 13 50 18 35
2 10 38 17 33
3 or more 2 8 9 17
26 100 52 100
Professor most remembered for in-
volving students in decision making
CAT Professor 22 85 9 17*
Other Professors 4 15 43 83
26 100 52 100
Extent of decision making by pro-
fessur| most remembered for this
odali
mNevg 0 0 7 13
Occasionally 0 0 20 39
Usually/frequently 26 100 25 48
26 100 52 100
Student-Professor Relations
Number of professors who de-
emphasized hierarchial relationship
0 0 0 6 11
1 9 35 14 27
2 10 38 18 35
3 3 12 10 19
4 4 15 4 8
26 100 52 100
Professor most_remembered for de-
emphasizing  hierarchial  student-
professor relations
CAT Professor 21 81 12 23+
Other Professors 5 19 40 77
26 100 52 100
Extent to which students were
treated like colleagues by the pro-
fessor most remembered for this
modality
Never 1 4 6 12
Qccasionally 0 0 . 11 21
Usually/frequently 25 96 3B 67
26 100 52 100

from whom they had taken courses in the thres
subject areas under study.

These results show that students who participated
in the CAT and regular programs were similar in
the number of professors remembered as using
these teaching modalities. Most important, however,
is that CAT students reported considerably more
involvement in decision making and being treated
like a colleague by the professor most remembered
for these modalities than the other study partici-
pants. This result is significant in that 859 of the
CAT students reported the CAT professor was most
remembered for the former modality and 819%
indicated he was remembered for the latter modality.

Hl. UNEXPECTED COURSE CHANGES

Change agents are continuously confronted with
unanticipated events in the process of making
change happen. Often decisions have to be made
in a limited time period, which requires carefully
developed strategies and the appropriate use of
power, Introduction of unexpected changes in course
requirements, due dates, and class structural dimen-
sions were introduced to simulate this very real
aspect of change agentry. In order for this modality
te facilitate and not conflict with collaborative de-
cision making and close student-professor relations,
freedom to introduce unexpected changes was in-
corporated into the psychological contract. When
such course changes occurred, students had to
decide whether it was in their best interest to allow
the change to occur.

Table 2.6 shows that CAT students reported more
unexpected changes in the research, program
development and planned change c¢ourses than

Table 2.6 STUDENT EXPOSURE TO UNEXPECTED
COURSE CHANGES

CAT Students

Regular Students

Type of Unexpected changes No. Percent No. Percent

Professor most remembered for

introducing unexpected course

changes

CAT Professor 16 629% 5 10%*

Other Professor 10 38 47 90
26 100 52 100

Course requirements

No 12 - 42 37 N1

Yes 14 54 15 29
26 100 52 100

Due dates

No 16 61 37 71

Yes 10 39 15 29
26 100 52 100

Unconventional teaching techniques

No 16 61 48 92

Yes 10 39 4 8
26 100 52 100

* These students had taken a course In the regular curriculum

which was taught by the CAT professor,

* These students had taken a course in the regular curriculum

which was taught by the CAT professor.
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other students who were involved in the study. Also,
6294 of the CAT students indicated they remembered
more unexpected changes introduced by the CAT
professor than by other professors who taught
courses in the subject areas under study.

IV. MANAGING FRUSTRATION

On the surface, the combined effects of the pre-
viously discussed teaching modalities appear to
exemplify a consensus model, whereas the CAT
program is actually very much conflict oriented, a
mode! which is assumed to be functional and appro-
priate for change agent training. Structurally, partici-
patory management principles which have been
operationalized in the CAT program have been
characterized as consensus type educational modali-
ties. In reality, conflict is inevitable when employing
this management style in an educational setting.
Students are not accustomed toc being involved;
hence, when placed in a situation where they are
structurally locked into participatory management,
conflict emerges between an individual’s need sys-
tem and the need systems of others. Consequently,
students experience frustration.

Such frustration was viewed as an important facet
of change agent training, provided that mechanisms
were preseni to teach students to manage it. It was
assumed that change agents should respond to frus-
tration by actively seeking resolutions which ‘involve
the person responsible for the frustration. Such
resolutions may be in the form of verbalizing the
frustration in hopes that the other -person will be
concerned, or offering suggestions or ‘asking for
assistance as to how the frustration can be reduced.
Also, there should be little or no perceived risk for
taking the initiative.

Two mechanisms were used to help students cope
with frustration. First, it was assumed that profes-
sorial concern for frustration was necessary o pre-
vent students from resolving the conflict in an
undesirable way, e.g., dropping out of the program.
Second, it was assumed that students often verba.
lize frustration without having thought about resolu-
tion, or resolve conflict without taking into consider-
ation the needs of others. Hence, the professor as-
sumed responsibility for offering alternatives for al-
leviating the frustration. The extent to which an
intrinsic and extrinsic response was given to stu-
dents was assumed to be directly associated with
students’ motivation to learn.

Table 2.7 presents CAT students' level of frus-
tration, their response to frustration, and their per-
ception of professional response to this frustration
in the CAT program as compared to research, pro-
gram development and planned change courses
teken in the regular program.®

Interestingly, most CAT students indicated that
they had been frustrated by the CAT professor as
well as other professors who taught courses in the
subject areas under study. As to student response
to this frustration, 20 reported desirable responses
to frustration created by the CAT professor (combina-
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tions of verbalization, offering suggestions and work-
ing hard to meet the professor’s expectations), while
only 7 indicated handling frustration created by
other professors in this manner. Student response
to frustration which was viewed as questionable con-
sisted of situations where they did not take enough
action (i.e., only verbalizing frustration), or where
they simply accepted the frustration and worked hard
to meet the professor's expectation (i.e., conformity).
A “questionable’’ response to frustration was report-
ed by 9 students who had been frustrated by profes-
sors in their regular program. An undesirable re-
sponse to frustration (i.e., only doing enough work
for a passing grade or dropping the course) which
was created by the CAT professor was indicated by
3 students, and 6 students stated that they had
responded in this manner to frustration which had
been created by other professors.

Further inspection of Table 2.7 reveals that the
CAT professor showed more concern for students’
frustration and offered more alternatives than other
professors who had frustrated them. For most of
the students, it is apparent that the two mechanisms
of helping students cope with their frustration were
operative.

Table 2.7 CAT STUDENTS' LEVEL OF FRUSTRA-
TION, THEIR RESPONSE TO FRUSTRA-
TION, AND THEIR PERCEPTION OF
PROFESSIONAL RESPONSE TO FRUS-

TRATION
. CAT Professor Other Professors
Teacher's Modality No. Percent No. Percent
Amount of frustration
None 3 129 4 169
Once/twice 2 8 2 8
Several times 8 31 10 38
Many times 13 49 10 38
26 100 26 100
Student response to frustration
Desirable respons: 20 86 7 32
Questionable response 0 0 g 4
Undesirable response 3 14 6 27
No- frustration 3 4
2 100 26 100
Professor’s concern about frustra-
tion
None 1 4 10 46
Hardly ever 2 9 8 36
Usually yes 8 35 4 18
Definitely yes 12 52 0 0
No frustration 3 4
2 100 26 100
Professor. offered alternatives
No 2 9 11 50
Hardly ever 3 13 7 32
Usually yes 9 39 4 18
Definitely yes 9 39 g 0
No frustration 3 4
26 100 % 100

Experimental Training .

The third component of the CAT program entailed
direct application of research and planned change



knowledge. Students were placed in research intern
positions where they were responsibie for evaluating
a criminal justice program or agency policy. Creating
such opportunities for students 16 be exposed to
the dynamics of the change process from a research
and development perspective was seen as comple-
menting the two formal courses previously discus-
sed. As research interns, students were continuously
confronted with decision 'making situations involving
obstacles to conducting policy research as well as
to organizationat change.

CAT participants had two semesters to complete
their projects. During the first semester, student
researchers involved decision makers in identifying
important research questions to be addressed in the
evaluation. All projects used the same evaluation
strategy to enable uniform post hoc evaluation.t
In order to uncover other important questions, stu-
dents first became familiar with the operation of
their agency by observing or assisting the agency
in some routine function, or conducting a descrip-
tive research project of short duration. Second,
measures for variables which make up the research
questions were developed and approval of a rough
draft of the data collection instrument and pro-
cedures was obtained from the chief agency admin-
istrator.

In the second semester, CAT participants were as-
signed, on a need basis, one to three undergraduate
assistants who were enrolled in an independent re-
search course. This additional personnel on each
project gave the CAT participant management ex-
perience and also enabled the projects to include a
larger sample, an essential element of the evalua-
tion strategy being used. After data collection and
computer analysis were completed, the student pre-
pared an oral and written presentation for the
agency decision makers that suggested ways in
which results could be used. Through this exper-
ience, it was expected that students would be able
to develop skills which facilitate achieving the stated
training objectives.

During the two experimental years of the CAT
program, 21 criminal justice agencies allowed eval-
uation research to be conducted by students. Eigh-
teen evaluation projects were completed which in-
volved the following programs or agency operations.

A police special operation division unit
Police ride-along program

A consumer and commercial fraud unit
A felony complaint screening unit

Treatment of witnesses and county state's
attorney’s office

Public defender's office operations

Eight county homes for delinquent youth
A youth service bureau

A drug prevention program

Shelter home for youthful offenders

Juvenile court operations (evaluated both
years)

A therapeutic community for drug addicts
A halfway house for adult offenders

A prerelease center for adult offenders (eval-
uated both years)

A volunteer program for juvenile services
(evaluated both years)

In the pilot year of the program (the year prior to
the two experimental years under study) we en-
countered difficulties in discovering meaningful pro-
jects for students to evaluate. During this first year
it was noticed, however, that the lack of legitimacy
of CAT roles may have been responsible for many
of the problems. Hence, a second innovation model
was implemented concurrently with the experimental
years of the CAT program which structurally linked
the university and a neighboring county government
by establishing a university-based criminal justice
evaluation unit.’ This facilitated assignment of stu-
dents to the previously mentioned evaluation pro-
jects.

In addition, we found in the pilot program year
that projects which ran smoothly were those in
which students had served in nonresearch intern
roles prior to being given responsibility for con-
ducting an evaluation project. These opportunities
to become familiar with agency functions and per-
sonnel appeared to be important for students con-
ducting policy research. Therefore, in subsequent
years, students were exposed to agency operations
prior to assuming a research intern role, or were
assigned to a team project in which one or more of
the team members had received such exposure,

Table 2.8 presents a comparison of CAT students
with other study participants as to the amount and
type of parttime field experience received as a stu-
dent, These experiences were either fulfillment of
requirements for individual study courses or were
parttime jobs,

These data show that CAT students have had
substantially more involvement in field research and
planned change activities than their peers. It is
clearly shown that the CAT program provides an
additional experimential educational dimension to
the regular criminal justice program tat the Univer-
sity of Maryland. It creates opportunities for students
to engage in policy research and to test their ideas
about how to fimprove inadequacies in criminal
justice.

Our experience with research interns has demon-
strated that such roles can be established in varying
types of criminal justice agencies. It is important,
however, to also consider benefits or effects harmful
to the criminal justice cominunity. Tables 2.9 and
2.10 present data collected from 46 agency per-
sonnel who remember working with one or more of
the CAT students. These data describe the person-
nel's receptivity to research interns, student be-
havior, and agency use of the final evaluation pro-



Table 2.8 STUDENTS' PARTTIME EXPOSURE TO
FIELD RESEARCH AND PLANNED
CHANGE EXPERIENCES

CAT Students Regular Students

Extent of Exposure No. Percent No. Percent
Number of positions held
0 2 8%p* 22 429
1 4 1Is 18 35
2 1 42 7 13
3 g 35 5 10
26 100 52 100
Time spent in positions
None 2 8 22 42
Less than § months 2 8 15 29
6 months to 1 year g 3 7 14
More than 1 year 14 53 8 15
26 100 52 100
Direct exposure to research*®
None 2 38 0 77
Less than 6 months 5 19 6 11
6 months to 1 year 14 5% § 8
More than 1 year 5 19 2 4
26 100 52 100
Exposure to developing new ideas
and/or implementing change**®
None 2 8 31 60
Developing new ideas or imple-
menting change - 1 4 7. 13
Developing riew ideas and imple-
menting change 23 88 14 27
26 100 52 100

* There were two Ph.D. students who did not enroll in the inde-
pendent study courses,

s+ These experiences Included both course-related and job-related
experienses.

ducts. Personnel appraisals were based on varying
degrees of contact with the interns, which included
formal and ‘informal meetings, visibility in their
agency, and telephone conversations throughout the
project year.

It is interesting to note in Table 2.9 that personnel
questioned did not think of their agency as being
receptive to research interns, whereas most indi-
cated that they personally felt research interns could
make a worthwhile contribution to their agency.

Table 2.9 DECISION MAKERS' RECEPTIVITY AND
APPRAISAL OF STUDENT RESEARCH

INTERNS
Variable No. Percent
Agency receptivity ;.
Nat receptive L 10 24%
Not really receptive 31 76
Somewhat receptive Q 0
Receptive 0 0
Missing 8
46 100

Table 2.9 Continued

Personal receptivity
Definitely no
Probably no
Probably yes
Dgfiqitely yes
Missing

Undesirable behavioral attributes
Tao critical

Not at all

Somewhat

To a moderate extent

To a great extent

Missing

Inappropriate appearance
Not at all
Somewhat
To a moderate extent
To a great extent
Missing

Late for appointments
Not at all
Somewhat
To a moderate extent
To a great extent
Missing

Disturbed routineg operation of
agency

Not at all

Somewhat

To a moderate extent

To a great extent

Missing

Took up too much of your time
Not at all
Somewhat
To a moderats extent
To a great extent
Missing

Did not complete things he/she set
out to do

Not at all

Somewhat

To a moderate extent

To a_great extent

Missing

Used too much research jargon
Not at all
Somewhat
To a moderate extent
To a great extent
Missing

Showed adequate respect for your
point of view

Not at all

Somewhat

To a moderate: extent

To a great extent

Missing
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Table 2.9 Continued

Table 2.9 DECISION MAKERS' RECEPTIVITY AND
APPRAISAL OF STUDENT RESEARCH

INTERNS
Variable ' No. Percent
Would provide assistance whenever
asked
Not at all 2 5
Somewhat 4 11
To a moderate extent 7 18
To a great extent 25 66
Missing 8
46 100
_Displayed enthusiasm
\L" Not at all 0 0
~ Somewhat 2 5
To a moderate sitent 17 43
To a great extent 21 52
Missing 6
46 100
Showed initiative
Not at all 1 2
Somewhat 3 7
To a moderate extent 15 38
To a great extent 21 53
Missing 6
46 100
Kept you informed o¢f work <ncom-
plished .
Not at alt 0 0
Somewhat 15 38
To a moderate extent 7 18
To a great extent 17 44
Missing 7
46 100

Decision makers also evaluated student reczarch
interns' conduct on a number of behavioral attrihutes
which were continuously emphasized as important
considerations when working iin criminal agencies.

An ‘examination of their appraisals of students’
undesirable ‘behavior which is reported in Table
2.9 shows that an overwhelming majority reported
little or no problem with interns (1) being critical,
(2) having an inappropriate appearance, (3) being
late for appointments, (4) disturbing agency opera-
tions, (5) taking up too much of their time, and (6)
failing to complete things. Twenty-one percent of
the decision makers did, however, report that the
interns - use too ‘much research jargon, and several
decision ‘makers -consistently indicated that interns
in their agency did not conduct themselves entirely
in a manner which was desirable.

When inspecting decision makers' evaluation of
desirable attributes displayed by the research in-
terns, we find that most of them indicated students
behaved in a desirable ‘manner; either moderately
or to a great extent. Attention should, however, be
given to the fact that 389, of the decision makers
stated they were kept only somewhat informed of
work accomplished. This problem resulted primarily
from the lack of contact with decision makers during
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two points in the project, Christmas recess and the
data analysis stage. Although a majority of the
students made periodic checks with the decision
maker with whom they were working during these
time periods, some students did not, either because
of being out of state or because of other commit-
ments. :

The above data describe a criminal justice com-
munity that responded quite favorably to having in-
terns conduct research evaluation projects in their
‘agencies, The ultimate consequence of this student
involvement is agency use of evaluation products.
Although all evaluation projects were closely as-
'sociated with the CAT professor who was responsible
for their completion, a student's involvement was
sufficient to warrant credit for any agency use of
the findings.

Utilization of evaluation findings which were
produced by the research interns was determined
by asking decision makers the following series of
questions.® ’

‘A.  Whether findings had been presented or
suggested for presentation
— for county funding after termination of
LEAA monies
— for financial support from other fund-
ing sources

— to justify current direction of programs

B. Whether findings had been used or sug-
gested for use
— to make program changes
— to develop new programs

C. Whether specific plans had been made to
use findings in any way (if the answer was
positive, they were asked to specify these
plans)

Additional information about evaluation utilization
was obtained by ascertaining how funding had been
used; what happened as a result of using the find-
ings, and why findings had not been used.

Table 2.10 shows that 579% of the decision
makers indicated use of the evaluation findings in
one to five ways.” Of this group, most of the 11

Table 2.10 DECISION MAKERS' USE OF STUDENT
RESEARCH INTERN EVALUATION

PRODUCTS

Extent of Use No. Percent
No Use 20 43%
Used in one way 11 24
Used in two ways 10 22
Used in three ways 3 : 7
Used in four ways 0 0
Used in five ways 2 4

‘ ' 46 100




decisions makers who ‘indicated one use of the
findings had either made specific plans, or used
them for funding purposes, or used them to justify
current direction of the programs. Among the 10
decision makers who reported two uses, the most
frequent combination was use for program modi-
fication and for funding purposes. Three uses of the
findings (3 decision makers) included use for justi-
fication of future direction, for program modifiia-
tion, and for funding purposes. Most decision makers
who reported using the evaluation findings indicated
favorable consequences from such uses.
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Of the 20 decision makers who indicated nonuse
of the evaluation findings, none attributed it to in-
competent evaluators. Moreover, only one or two
decision makers attributed their lack of use to the
quality of the product. Most nonusers gave such
reasons as no need for change no opportunity for
use, not their job to use in the ways presented. In
short, these data -strongly suggest that student
research interns can_be integrated into the;riminal
justice community. Furthermore, research/roducts,
which students are instrumental in complebmg, have
thekepotenhal for use by a majority of decision
makers

e



‘PART [Il: CHANGE AGENT TRAINING EFFECTS

This section begins a transition from a description
of the change agent training program to its evalua-
tion. It presents (1) a description of outcome meas-
ures and their construction, (2) a comparison of
these outcomes by CAT participants and their
matched groups, and (3) a search for specific pro-
gram processes which are associated with levels of
goal attainment.

3

Development of Outcome Measures

The importance of constructing both valid and
reliable 'measures of outcomes cannot be over-
emphasized. in this study we concentrated on con-
structing two types of cutcome measures that re-
lated to the objectives of the CAT program: cognitive
measures, in the form of students’' understanding
of methodological, program development, and
planned change concepts; and affective measures,
i.e., attitudes toward and propensity to use know-

ledge in effecting changes while in a low-level posi-
tion. '

. COGNITIVE MEASURES

The degree to which a student understood scien-
tific methods was assessed by a 36-item test which
included basic research concepts pertaining to
statistics, research methods, and evaluation. Stu-
dents were asked to match a list of definitions for
each of these three areas to the appropriate con-
sopt.?

In Table 3.1 the results of an item analysis
reveal that all items could be included in determining
students’ level of knowledge about research. The
appropriateness of this test was determined by an
examination of reliability estimates and the shape -
of the distribution of test scores. A Kuder-Richard-
son estimate of test reliability was .88. The mean
was approximately 26 correct responses (739%)
and the standard deviation was 6.8.

Table 3.1. - AN ITEM ANALYSIS OF RESEARCH CONCEPTS INCLUDED IN THE TEST OF STUDENTS
RESEARCH KNOWLEDGE
Research item Item Research Item Item
Concept Diff. Discrim. Concept Diff. Discrim,
Discrete data 84 .19 Stratified sample: .61 21
Reliabili .89 1
Continuous data 89 .13 Spurliou:y " 3
relationships .88 21
Nominal data .95 .08 External
Randomization .89 .08 validity .84 19
Internal
Ordinal data 77 21 validity 79 40
Dependent
Significance .80 .50 variable 93 A1
Hypothesis 97 .03
Chi-square 71 24 Pearson correlation 29 59
Inferential Post-hoc experimental
statistics 84 .08 design 72 37
Performance
Skewness 97 03 analysis .76 24
One group, pre-test
Sta&ég?;g on a3 27 post-test design 59 .32
AR ’ Process analysis .59 43
Descriptive Bivariate analysis
statistics .83 .16 analysis of variances A4 51
. Univariate
Independent 5 08 analysis .55 51
variables 9 K Efﬁcielncy
92 08 analysis .59 43
Codebook 9 0 Effort analysis 59 27
Random sample 95 ~03 Classical experimental
design .60 .29
Software 40 .53 One shot case
study 44 .61
Hawthorne effect .87 19 Factor analysis .59 48
mean = 27.00
S.E. 6.45

Kuder-Richardson

test reliability == .88




Further validation checks were made by examin-
ing the item difficulty and discrimination power in-
dices presented in Table 3.1. Evaluative research
concepts covered in the CAT program (last 13 con-
cepts) were found to have higher discriminating
power than either general methods or statistical
concepts covered in other research ccurses. One
explanation of this difference can be seen by examin-
ing the item difficulty index. Most low item dis-
ctimination is associated with low item difficuity.

We were unsuccessful in generating valid and
reliable measures which quantified students’ level
of knowledge of program development and planned
change concepts. Because of this ‘‘assessment void,"”
students’ exposure to these areas will be re-examined
as indirect indjcators of their level of knowledge of
these subject dreas.

Il. AFFECTIVE MEASURES

Students were asked to respond to 56 ques-
tionnaire items about developing and implementing
change products. The possible responses to these
questions were strongly ‘agree, agree, somewhat
agree, or do not agree at all. Twenty-nine items re-
flected one's general attitude toward the content
of each statement and 27 items measured the ex-
tent to which they would personally behave in the
manner specified. These items represented the
operational definitions of the concepts associated
with (1) developing change products by using a
research and development approach and (2) critical
issues dealing with implementing change.

Table 3.2 presents the factor structure of the
seven items which were found to measure students’

FINAL FACTOR STRUCTURE QF ITEMS
WHICH MEASURES STUDENTS' PRO-
PENSITY TO USE RESEARCH AND
DEVELOPMENT PRINCIPLES

Principal Factor

Table 3.2.

Solution

ttem (Factor 1)
Criminal justice programs should not be

funded unless based on a sound theoreti-

cal framework 511
In attempting to solve problems in crim-

inal justice, ) will utilize research methods 783
In attempting to solve problems in crim-

inal justice, 1 hope to utilize statistical
techniques 625
I will assume responsibility for evaluating

those programs that | have a hand in
developing .638
As a criminal justice program developer,

] will use a conceptual framework to guide

my research .648
| will emphasize utilization of research
techniques when initiating change 697
Any new idea or program | develop will

be based of theoretical knowledge 600
Eigenvalue 2,94
Alpha reliability coefficient .83

N

e
!
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propensity to use the research and development
planned change approach.? The high factor loadings
provide empirical evidence of construct validity and
Crombach’s alpha of .83, indicates the scale had
good internal consistency.

Composite scores consisting of these items formed
a distribution which ranges from 3.5 to 13.0.® The
average score was 9.0 and the standard deviation
was. 2.5. This approximately normal distribution pro-
vides further evidence of its acceptability as a
measure for su:bsequent analyses.

Factor analysis was also used to uncover three
factors which reflected important outcome measures
for students’ general attitudes toward and propens-
ity to engage in change agentry.* An inspection of
Table 3.3 reveals 6 items clustered together in
factor 1, the content of which refiects students’
commitment to change while working from below,

In particutar, confidence about having the ex-
pertise to initiate change, enjoying continuous
change, and being assertive correlated with those
items which measured commitment to grassroots
change agentry,

Factor 2 represents a second indicator of student
commitment. These four items measure the extent
to which students see continuing to learn and teach-
ing others about change agentry as important as-
pects of implementing change. This measure can he
viewed as indicating a need for continued reinforce-
ment in initiating change.

Factor 3 consists of three items which measured
the extent to which students associate initiating
change with gaining more authority through pro-
motion. These items are intended to measure stu- -~
dents’ misconceptions of power, that is, the less
students feel promotion is a requisite for initiating
change, the less misconception of power. In subse-
quent analysis it will be necessary to partial out the
effects of those students who feel that effecting
changes s not possible in any organizational posi-
tion. Such analytical contro] will ensure that students
who scored low on this scale associate ther responses
with a low need for authority to initiate change.®

Weighted scale scores were constructed for each
of these three factors after making construct and
content validity and reliability checks. These checks
were conducted by an inspection of the factor load-
ings, item content, and reliability coefficients report-
ed in Table 3.3. Examination of the shape of each
distribution reveals that the scale scores which
measured  students’ commitment to grassroots
change agentry approximated a normal distribution
over values ranging from 0.6 to 11.2 (mean = 5.9
and the standard deviation = 2.4). The composite
scores for learning and teaching others about change
and misconceptions of power, however, deviated
from normality. Scores for the former measure
ranged- from 1.6 to 8.3 (mean = 6.3 and the S.D.
= 1.7) and for the latter measure ranged from 0.6
to 8.2 (mean = 3.4 and the S.D. = 1.§).%

i3



Table 3.3 FINAL FACTOR STRUCTURE OF ITEMS WHICH MEASURES ATTITUDES TOWARD AND PROPEN-

SITY TO ENGAGE IN CHANGE AGENTRY

Varimax Rotated Factor Matrix

P

Items * (Factor 1) (Factor 2) (Factor 3)
| will begin immediately planning to imple-
ment change 686 205 -021
Important for entry-level person to be pro-
actFi)ve i P P 597 -038 .209
| have expertise in initiating change 518 .096 116
| enjoy continuous change 508 -.020 .288
Desirabllity  of immediate attempting to
S change rather than waiting 671 .252 -.069

K As a ‘“grassroot’” employee, | will attempt

M to produce change 739 109 -905
Desirability of learning new change strategies 074 510 321
Important for those interested in producing
change to teach others 14 696 254
I will learn new change strategies .088 696 .081
| see myself as taking the time to teach
others how to produce change 155 .851 001
The higher one proceeds up the organiza-
tional ladder, the more likely to initiate .
change ~.036 .099 -746
The more authority one has, the more ability
to introduce change .100 141 766
“Grassroot” personnel will increase their
chances of initiating change if promoted 136 179 562
Eigenvalue 244 2.14 2.60
Alpha reliability coefficients .79 .81 .75

* Some items were paraphrased for display

Comparative Analysis

. PROGRAM IMPACT ON RESEARCH KNOWLEDGE

An underlying assumption of the change agent
program under study was that a research and de-
velopment approach to change could be used by
entry-level personnel. Inherent in this position is the
notion that the change agent is familiar with the
research process. Hence, ohe major dimension of the
CAT program was designed to provide students with
more research exposure through classroom and field
research projects. In turn, we expected CAT students
would score higher on the 36-item test which mea-
sures level of understanding of statistics, research
methods, and evaluation than those students in the
matched groups. The importance of this outcome
cannot be overemphasized, for cognitive measures
are standards against which educational programs
are often judged.

Tables 3.4 and 3.5 present differences between
the CAT group and their matched counterparts in
knowledge of research concepts. Deviation of group
means from the grand mean and the F value are
displayed for three groups of 80 study participants

in Table 3.4 and for two groups when undergraduate

scores are separated from graduate students 'scores
in Table 3.5.7

This analysis shows that students who participated
in the CAT program scored significantly higher on
the test than students assigned to either of the com-
parative groups. The adjusted mean deviation score
from the grand mean for students in the CAT pro-
gram (3.90) is significantly different from the ad-
justed mean deviation scores of students in the reg-
ular 1 = .73 and regular 2 = -2,55).8 Further evi-

Table 3.4. DEVIATIONS OF CATEGORY MEANS
FROM THE GRAND MEAN OF STU-

DENTS LEVEL OF RESEARCH KNOW-

LEDGE.=
Variable and Deviations from the Mean
Category N Unadjusted Adjusted F
CAT 24 4,29 3.90 8.97%%*
Regular 1 27 -1.24 - .73
Regular 2 29 -2.39 —2.55

ETA = .42 BETA = .39
GRAND M = 26.46

bhdd P 001
a. Controlled for Academlic Status and Self Actualization




Table 3.5: A COMPARISON OF UNDERGRAD-
UATES’ AND GRADUATES' CATEGORY
MEANS DEVIATION FROM THE GRAND
MEAN OF STUDENTS' LEVEL OF RE-
SEARCH KNOWLEDGE.?

Deviation from Grand Mean

Variahle and Undergraduates Graduate

Category N Unadj.  Adj. N Unadj.  Adj.

Type of Program

CAT 17 4.90 4.30 7 3.35 3.31

Regular 37 225 -~198 19 -1.23 -1.22

ETA = 49 ETA = 36
BETA = 43*** BETA = .35t
"Grand M == 24.93 Grand M = 29.65
Tp .10
tss 5 = 001

a. Controlled for Self Actualization

dence of this effect can be found by inspecting ad-
justed mean deviation scores when undergraduate
students are separated in the analysis from graduate
students. Mean deviation score differences between
CAT and regular undergraduates are more pro-
nounced than differences found between CAT and
regular graduate students.

In addition to examining the total program impact
on students' level of research knowledge, we were
interested in determining which program processes
were associated with this outcome. In answering this
question, interview and questionnaire data collected
from students who participated in the CAT and the
regular programs were combined.? Of particular in-
terest were associations hetween students’ knowledge
and their research exposure in the classroom and
parttime field experience, and the intensity of the
classroom research courses. Since CAT students had
received considerably more research exposure and
perceived it as being much more intense than other
study participants, we assumed that significant re-
lationships between these processes and knowledge
among the total sample would further our under-
standing of the variations in students’ knowledge of
scientific methods reported above.

Table 3.6 presents the association between three
process variables and students’ level of knowledge.
An inspection of the adjusted mean deviations
and betas within categories reveals that the magni-
tude of the relationship between the number of re-
search courses (formal and independent research
courses) and students’ knowledge is the strongest
(beta = .52). With the exception of 4 students who
had taken 8 research courses, the more courses re-
ported, the higher the students’ level of research
knowledge.

The second process variable, direct parttime
research exposure (combination of course-related
research and job-related research), appeared to
be important when looking at the eta, the co-
efficient which measures the magnitude of bivariate
relationships. However, controlling for other effects
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Table 3.6 DEVIATIONS OF CATEGORY MEANS
FROM THE GRAND MEAN OF STU-
DENTS ON RESEARCH KNOWLEDGE
FOR DIFFERENT CATEGORIES OF RE-
SEARCH EXPOSURE AND INTENSITY
- OF RESEARCH COURSES.2
Variable and Deviation From the Grand Mean
Category N Unadjusted Adjusted F
Number of
Research
Courses
1 6 -8.39 ~7.06 5.64**°
2 19 ~3.90 -~2.90
3 12 - 39 ~ 53
4.5 12 1.86 211
6 17 4.18 391
7-8 8 4.45 7149
ETA = .65 BETA = .52
GRAND M == 27.05
Part time
Research
Exposure
0 43 -1.68 - .91 99n.s.
1 10 .85 1.90
2 14 2.59 .80
3 7 3.95 1.29
ETA = .34 BETA — .18
GRAND M = 27.05
Research Course
Intensity
0 10 245 1.70 2.02%
1 30 .38 76
2 12 1.28 77
3 22 -2.33 -2.22
ETA = .28 BETA = .24
GRAND M = 27.05
t P 10
sssp - 001

a. Controlled for Academic Status.

caused this original relationship tc diminish (beta
= .18). These results show that formal research
courses coupled with application through indepen-
dent research affects knowledge more than the com-
bination of independent study and job-related
research,

Research course intensity also had little expiana-
tory power.® Looking at the category of students
who indicated research courses were not only time
consuming and difficult, -but also frustrating (N
= 22), we find that their mean knowiedge score

was below the grand mean. This suggests that when
research courses become frustrating it may neg-
atively affect learning. Interestingly, when exploring
to find the number of research courses taken by this
subgroup, we found that 21 of the 22 students had
taken only one or two courses, the minimum require-
ments for graduation. This finding qualifies the

. original interpretation regarding the negative effects -~

of high course intensity. That is, high course intensity
appears to affect students’ knowledge only among
students with minimal exposure to resesarch course
work.



11" PROGRAM IMPACT 'ON OTHER KNOWLEDGE
. AREAS

~ Construction of reliable and valid cognitive mea-
sures for other knowledge areas emphasized in the
CAT program did not materialize. However, data on
students’ direct exposure to this knowledge, which
were presented in Table 2.1 of the preceding section,
offer partial evidence of program impact. The
amount of classroom exposure to the subject areas
under consideration is not necessarily a valid indi-
cator of how much one knows about a subject. How-
ever, if we were to look at a particular group of
students, it seems plausible to posit that a strong
association between their exposure to a subject area
and thejr knowledge of this subject would provide
a useful indicator for similar evaluations where data
are lacking. Such js the case in this study. Earlier,
we reported strong relationships between the num-
ber of research courses taken and students’ under-
standing of scientific methods, and higher average
knowledge scores among the CAT group. We also
know, from results reported in Table 2.1, that the
CAT group reported considerably more research ex-
posure than comparative groups. Since the research
subject areas were interrelated with program develop-
ment and implementation of change subject areas, it
is logical to make the following inference. If CAT
students received substantially more exposure to pro-
gram development and planned change knowledge
than other students, then the CAT group would have,
on an average, a better-understanding of these sub-
ject areas than their matched counterparts. Results
attesting to this fact are reported in Table 2.1 of
Part 2. These results reveal that CAT participants
unequivocally had received more classroom exposure
to program development and planned change knowl-
edge than other study participants. For example,
among the comparative group, 509 had never taken
a course related to program development and 929
had .never taken a course which dealt with proposal
writing, areas to which all CAT students were ex-
posed. Also, some of the comparative study groups’
participants reported having taken courses which in-
corporated either discussion. or reading about
strategies and tactics associated with implementing
change. However, few of these students had an op-
portunity to apply this knowledge in the real world.
Conversely ,most CAT students were exposed to
planned change strategies .in classroom discussions,
assigned readings, and a major field project.

PROGRAM IMPACT ON STUDENTS' PREDIS-
POSITIONS ABOUT DEVELOPING AND IMPLE-
MENTING CHANGE PRODUCTS . :

It was assumed that change agents working from
below need, in addition to knowledge about develop-
ing ahd implementing change products, a predispo-
sition to use this. body of knowledge.. Toward this
end, the CAT program was .designed to affect stu-
dents' attitudes and beliefs about the .use of re-
search and development principles in" developing
change, the unimportance of authority in implement:
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ing change, and individual commitment toward being
a change agent.

Propensity to Use Research and Development
Principles

This program outcome measured students’ accept-
ance of an R & D approach to planned change. In
the CAT program students were exposed both in the
classroom and in the field to the usefulness of con-
ceptualization in developing change products, of
research results in problem solving and of program
evaluation results in making decisions to adopt
changes. Table 3.7 compares the CAT group and
their matched groups on propensity to use
R & D principles to develop change products.

Table 3.7 DEVIATIONS OF CATEGORY MEANS
FROM THE GRAND MEAN OF STU-

DENTS' PROPENSITY TO USE RE-
SEARCH AND DEVELOPMENT. PRINCI-
PLES.
Variable and Deviation from Grand Mean
Category N Unadjusted Adjusted F
Type of Program
CAT 23 A5 .03 86n.s.
Regular 1 26 —-.60 47
Regular 2 28 19 A1
ETA = .17 BETA = .15
GRAND M = 8.96

a. Controlled for Grade Point Average and Research Knowledge

When examining group differences, we find that
the adjusted mean deviations of the CAT group are
close to the grand mean on this outcome (.03),
whereas one of the regular group’'s mean deviation
score is -.47 and the other regular group's score is
411 This indicates that the CAT program had no
effelzct on students’ propensity to use R & D prin-
ciples,

We conducted further analyses to determine
whether specific program processes designed to af-
fect this outcome could provide future guidance on
how to affect students’ propensity to use R & D
principles. We found no significant relationships
between this propensity measure and the number of
R & D courses taken, the intensity of these courses,
and the extent of parttime exposure to the appiica-
tion of a research and development approach. Hence,
this added little to our understanding of why some
students scored low and others scored high on the
propensity scale.!?

At this juncture of the -analysis, we examined
students’ propensity to use an R & D approach in
developing change products in conjunction with
their level of research knowledge. Table 3.8 presents
the results of clustering subjects using the propetisity
scale and knowledge test scores as criteria for
defining each cluster.

It was found that 339 of the CAT students com-
pared with 159 of other students formed a cluster



Table 3.8: CONDENSED CLUSTER OF STUDENT RESEARCH KNOWLEDGE AND PROPENSITY TO USE
RESEARCH AND DEVELOPMENT PRINCIPLES

Cluster Descriptive Names

N

CAT Group

Regular Group
Percent N

Percent

High research Knowledge
High propensity touse R & D
principles

High research knowledge
Moderate propensity to use
R & D principles

Moderate Research knowledge
High propensity to use R & D
principles

High research knowledge
Low propensityto use R& D
principles

Low research knowledge
High Propensity to use R, & D
principles

Moderate research knowledge
Moderate propensity to use

R & D principles

Moderate/low research knowledge
Low/moderate propensity to use
R & D principles

Low research knowledge

Low propensity to use R & D
principles

Cl

Cﬂ

04

CG

CU

C‘I

Ci

8

2

33% 8 15%
21
13

13

15

26

15

N = 79

X2 = 14,34
P < .05

consisting of high levels of research knowledge and
high propensity to use such knowledge (Cluster 1).
Similarly, 21% of the CAT group and 99 of the
compadrative group formed a cluster of students with
high knowledge scores and moderate propensity for
use (Cluster 2). Clusters 3 and 4 contain slightly
higher percentages of CAT students than regular
students, whereas Cluster 5 through 8 have a
lower percentage of students who participated in
the CAT program c¢ompared with the regular
program,

These results suggest a different interpretation of
program effect. If the desired outcome is to affect
knowledge and propensity to use such knowledge
simultaneously, then these data indicate this has
been accomplished. On the other hand, if program
impact is assessed on the basis of students’ pro-
pensity to use R & D principles independently of
research knowledge, then the program had no effect
on this outcome.

Predispositions About Power and lts Use

In conceptualizing the CAT program, we assumed
that low-level personnel have access io different
kinds of power, such as expertise, information, in-
terpersonal skills, contacts, etc, Often;, however,
these types of power are not acquired or utilized
because too much attention is given to formal au-
thority as the primary source of power to be used in
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initiating change in organizations, We contend that
authority is a form of ‘‘pseudo-power’’ which, if ac-
quired, may inhibit. the initiation of change rather
than facilitate it, That is, there are traps in positions
of authority which personnel in low-level positions
dc not have to contend with.

These assumptions led to a deemphasis in the
CAT program of the importance of authority when
changing inadequacies in criminal justice. Table 3.9
presents a comparison of CAT students and other
study -participants on the extent to which they as-
sociated ability to initiate change with promotion to
positions of authority.

Table 3.9: DEVIATION OF CATEGORY MEANS
FROM THE GRAND MEAN OF STU-
DENTS' MISCONCEPTION ON AUTHOR-
ITY AS A PRIMARY SOURCE OF

POWER.2

Variable and Deviation from Grand Mean
Category N Unadjusted Adjusted F
Type of Program
CAT 25 ~06 -07 .88n.s.
Regutar 1 29 .28 .29
Regular 2 29 —22 -.24

’ ETA = .13 BETA = .14

a. - Controlled for Academic Status

a



Contrary to the intentions of the CAT program,
we: found that this educational experience had no
effect on students’ perceived need not to move into
positions of authority. When undergraduates’ out-

come scores were analyzed separately from graduate =

students’ 'scores, results not reported in table form,

there were no changes in the. original relamonshlp;,

between the type of program and misconceptions
about the type of power needed to implement
change. Undergraduates did, however, feel stronger
than graduate students about mcreased authority
being ‘associated with increased change.’

In searching for an answer to why the CAT pro- ’

gram had no effect on this outcome, an analysis was
conducted which focused on the effect of the pro-
gram processes which were designed to affect this
outcome. The process variable effects examined

were: effects of classroom learning environment, -

and effects of parttime positions which provided
exposure to implementing change.’* We were unable
to uncover any significant relationships between
these variables and students’ misconceptions about
authority, In addition, analyzing this outcome
measure in conjunction with other outcomes (cluster
analysis) yielded no significant differences beftween
CAT students and other students.

There are several plausible explanations for why
the program was unable to affect students’ miscon-
ceptions about the need for authority in initiating
change. First, it was continually stressed in the CAT
program that grassroots change agents should con-
centrate on making changes in reference to their
immediate work sefting. Hence, power was needed
t0o gain the administrative commitments to experi-
ment with alterations of their job function which, if
proven to be effective, could be eventually adopted
by the organization. This change agentry orientation
deemphasizes individual efforts to change organiza-
tional policy which affects the operation of the en-
tire organization. It was said that changes of this
magnitude from below were difficult to achieve.and
therefore efforts should be postponed until a sub-
stantial power base could be developed, either as a
grassroots change agent working in conjunction with
the group, e.g., a police fraternal organization, or
as a change agent with some authority.

Some CAT students apparently did not accept
change agentry from below which was advocated in
the program. Partial evidence for this conclusion
was provided by responses to & planned change
problem-solving exercise which was part of the
questionnaire used in the study. Study participants
were asked to identify one type of change or new
idea which they felt could be initiated in positions
of little or no authority. A content analysis of these
responses revealed that most CAT students (869%)
i#zlicated an organizational policy change, rather
than a change in their immediate work setting,
whereas only 429, of other students indicated a
policy change. Possibly, CAT students' strong need
to make policy changes from entry-level positions
conflicted with the programs deemphasis on the
need for authority to initiate change. ~
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A second plausible answer for the lack of program
impact on students’ need for authority is that CAT
students did not comprehend why the program de-
emphasized authority as a primary source of power
to iinitiate change. Informal interviews with a number
of CAT graduates revealed that they remembered
discussions and readings indicating inverse relation-
ships which exist between discretion 'and authority
as well as discussions about trappings of high-level
positions which inhibit the initiation of change from
above. However, this sample also stated they did
not associate this information with the program’s
position that authority was a form of “pseudo-
power."

IV. INDIVIDUAL COMMITMENT TO CHANGE

AGENTRY

Commitment to Effecting Change from Below

It has been said that change agents enjoy the
process of changing and they are confident and
assertive people. (Gardner 1964). Perhaps the most
important result of the CAT program is for its gradu-
ates to believe that they have the ability as well
as the personal desire to make change happen during
the early years of their career. Table 3.10 presents
evidence that students' commitment to grassroots
change agentry was affected by the CAT program.

The CAT students’ adjusted mean scores are
significantly higher than scores of the comparative
groups, 1.65 compared with -.69 and -.76, respec-
tively. On the average, CAT students indicated more
personal commitment to change while working from
below than fellow students.

Table 3.10: DEVIATION OF CATEGORY MEANS
FROM THE GRAND MEAN OF STU-
DENTS' COMMITMENT TO CHANG-
ING FROM BELOW.2
Variable and Deviation from the Grand Mean
Category N Unadjusted Adjusted F
Type o Program
CAT 25 1.38 1.65 11,14°**
Regular 1 28 - .70 - .69
Regular 2 29 - .51 - .76
ETA = .38 BETA = .46
GRAND M = 5.87
*** p .001

a. Controlled for Commitment to Learn and Teach Others About
Change Agentry

We also discovered that the classroom learning
environment, consisting of exposure to the five pre-
viously dlscussed teaching modalities, was the most
important program component in attempting to af-
fect students’ commitment to grassroots change
agentry. (Table 3.11.). When analyzed simultaneous-
ly with planned change course exposure and parttime
field exposure to planned change, classroom en-



Table 3.11: DEVIATION OF CATEGORY MEANS
FROM THE GRAND MEAN OF STU-
DENTS' COMMITMENT TO GRASS-
ROOT CHANGE AGENTRY FOR DIF-
FERENT CATEGORIES OF THREE
PROCESS VARIABLES.2
Variable and Deviation from the Grand Mean
Category N Unadjusted Adjusted F
Classroom
Environment
0 21 -7 - .64 3.93**
1 23 - .72 - 57
2 18 21 .07
3 8 1.26 1.46
4 5 3.52 3.24
ETA = 48 BETA= 45
Grand M == 595
Field Exposure to
Planned Change
None 32 ~ .70 - .11 L77ns.
Some 8 1.31 134
Extensive 34 37 - .21
ETA = 29 BETA= .20
Grand M == 595
Classroom
Exposure to
- Planned Change
None 9 - .28 - 46 A5n.s.
1 19 — .55 - .08
2 14 -~ 47 - .33
3 23 - .56 13
Extensive 10 .66 J1
ETA= 22 BETA= .15
Grand M = 5.95
“ pe 01

a. Controlled for Commitment to Learn and Teach Others about
Change Agentry

vironment emerged as the only significant program
component (beta = .45).*° An examination of the
adjusted mean deviations for varicus categories of
this variable reveals that those students who were
exposed to four or five teaching modalities scored
the highest on the scale measuring commitment.
to changing while working from below (adjusied
mean deviation = 3.24).. Students who had been
exposed to being frustrated by three or more pro-
fessors, frequently involved in decision making, and
frequently treated like a colleague, reported the next
highest commitment scores (adjusted mean deviation
= 1.46). Interestingly, frequent treatment of stu-
dents like colleagues without exposure to other
teaching modalities had no effect on commitment
to change from below.

These findings should not be interpreted as mean-
ing that practical experience and formal course work
dealing with effecting changes from below are un-
important. That is, this study's measures of field
and classroom exposure to developing and imple-
menting change were indicators of students’ ex-
posure to changing in general, not necessarily
changing from below, They were constructed in
this manner because the CAT program was the only
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formal academic training at the University of Mary-
land which provided student an oppertunity to study
and experience grassroots change agentry in the
classroom and in the world of practice. Thus,
questions regarding the importance of formal course
and field exposure to changing from below cannot
be answered in this study.

Since the CAT program was designed to train
students to use a R & D approach while working
from below, it is of interest to compare group dif-
ferences on commitment to grassroot change agentry
in conjunction with their propensity to use R & D
principles. Table 3.12 provides these results which
were generated by cluster analysis.

Fifty-six percent of the CAT group compared
with 189% of the comparative group fell in the
clusters for high commitment to grassroots change
agentry/high or moderate propensity to use R & D
principles (C; and C,), and 129 of the CAT students
and 169 of the other study participants fell in the
cluster defined as moderate commitment to grass-
roots change agentry and high propensity to use
R & D principles. (Z;). These results show that a
majority of the CAT participants saw an R & D ap-
proach as plausibie for grassroot change agentry.
However, the 2094 of the CAT students who fell into
C,; and C, suggest that some students did not accept
the idea of initiating changes from below by using
scientific methods.

Learning More and Teaching Others About Change

- A constant threat to change agents is organiza-
tional cooptation, a process by which an individual
becomes an actor in carrying out his duties in a
routine manner. When a change agent is coopted
by the organization in which he or she js employed,
commitment to change agentry is converted into
organizational loyalty. One way of reducing the
chance of this happening is to continue to learn
more about new techniques and strategies of change
and teaching others how to produce desired changes.

Table 3.13 presents a comparison of the CAT
group and other students on their propensity to learn
more and to teach others about change,

Contrary to our expectations these results show™

that' CAT students, on an average, reported less
propensity to continue learning and teaching others
about change agentry (adjusted mean deviation
=.-,91; whereas the mean deviaticn scores for the
regular groups were .20 and .59). An analysis of
the effects of the three process variables — course
exposure to planned change material, classroom
environment, and field exposure to developing and
implementing change — failed to increase our
understanding of the results found in Table 3.13.
It appears that the CAT program had an adverse
effect on commitment to learn more and to teach
others about change agentry in general, but a posi-

tive effect on commitment to grassroots change

agentry as discussed earlier.



Table 3.12:

CONDENSED CLUSTERS OF STUDENTS COMMITMENT TO GRASSROOT CHANGE AGENTRY

AND PROPENSITY TO USE RESEARCH AND DEVELOPMENT PRINCIPLES.

Cluster  Descriptive Names

CAT Group
N

NRegular Group

Percent Percent

High commitment to grassroot
change agentry

High propensity to use R & D
principles

High commitment to grassroot
change agentry

Moderate propensity to use

R & D principles

Moderate commitment to
grassroot change agentry
High propensity touse R& D
principles

Low commitment to grassroot
change agentry

High propensity touse R& D
principles

Moderate commitment to
grassroot change agentry
Moderate propensity to use
R & D principles

Moderate/low commitment to
grassroot change agentry
Low/moderate propensity to
use R & D principles

Low commitment to grassroot
change agentry

Low propensity to use R & D
principles

G

Cs

G,

C.

C.

C.

Ci

8

32% 11%

24
16

12

12 14 25

13 23

12 - 12

x:

o
A

DEVIATION. OF CATEGORY MEANS
FROM THE GRAND MEAN OF STU-

Table 3.13:

DENTS' COMMITMENT TO LEARN
MORE AND TEACH OTHERS ABOUT
CHANGE.?
Variable and Deviation from the Grand Mean
Category N Unadjusted Adjusted F
Type of Program
CAT 25 -48 -91 6.11°
Regular 1 28 .02 20
Regular 2 29 43 59
ETA = .22 BETA = .37
Grand M = 6.31
. P .05 (two-talled test)

a, Controlled for Students’ Commitment to Changing from Below

Results from the cluster analysis provided more
understanding of the CAT program's effect on
students’ commitment. Table 3.14 shows that when
students’ commitment to learn and to teach others
about change agentry was analyzed in conjunction
with their commitment to grassroot change agentry,
259% of the CAT group compared with 9% of the
reguiar group fell in the high commitment cluster
(C,). Interestingly, 259% of the studenis who partici-
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pated in the CAT program, compared with 29% of
the regular group, reported a high commitment to
grassroot change agentry but a low commitment to
tearning and teaching others about change (C,).

When the first-year CAT group was separated from
the second-year group, (results not reported in table
form) we found distinct differences between the two
experimental groups. Of the 9 CAT students who
fell in the high/moderate clusters ( C,, C., and C,),
a majority participated 'in the first-year of the ex-
periment whereas a majority of the second-year
CAT students were found in Cluster 4, high com-
mitment to grassroot change agentry but low com-
mitment to learning and teaching wothers about
change in general. This difference between first-year
and second-year study participants was not found
within the comparative group.

One plausible explanation for differences in the
CAT groups is educational burnout. The second-
year group experienced considerably more end-of-
the-year frustration in completing their individual
change and evaluation projects than did the first-
year group. It is possible that the second-year CAT
students associated learning and teaching others
about change with school more than the first-year
group, hence, educational burnout may have pro-
duced an adverse effect on the propensity to learn
more and teach others about change.



Table

3.14 CONDENSED CLUSTERS OF STUDENTS' COMMITMENT TO GRASS ROOTS CHANGE AGENTRY

AND LEARNING AND TEACHING OTHERS ABOQUT CHANGE.

Cluster  Descriptive Names

CAT Group
N

Regular Grou
Percent N P

High commitment to grass
root change agentry

High commitment to learning
and teaching others

High commitment to grass
root change agentry
Moderate commitment to
learning and teaching others

Moderate commitment to
grass root change agentry
High commitment to learning
and teaching others

High commitment to grass
root change agentry

Low commitment to learning
and teaching others

Low commitment to grass
root change agentry

High commitment to learning
and teaching others
Moderate commitment to
grass root change agentry
Moderate commitment to
learning and teaching others
Low/moderate commitment to
grass root change agentry.
Moderate/low commitment to
learning and teaching others

G

C.

Cs

C.

Cs

Ce

C:

5

25% 5 9%

22

25 1 2

17

15 26

21 17 30

p

Al

81
18.74
.01

Summary and Conclusions

This experiment in change agent training is the
first of its kind in criminal justice education. It
entails manipulating a set of prescriptive variables
to effect training objectives assumed to be pre-
requisites for college graduates ‘implementing
change while working from below.

Evidence was found that the CAT program clearly
had impact on two of the most important training
objectives, students' personal knowledge and their
commitment to change agentry from below. More-
over, ‘indirect evidence showed that the program
positively affected student knowledge regarding the
program development and planned change subject
areas.

Contrary to -our expectation, the CAT program did
not affect students’ perceptions of the unimportance
of authority in initiating change. The program also
had no effect on students’ propensity to use research
and development. principles and had an adverse
effect on their commitment to learn and teach
others about change agentry. However, program
effects were found when these latter two outcomes
were analyzed in conjunction with students’ research
knowledge and commitment to grassroot change
agentry. It was found that when students’ research
knowledge and their propensity to use R & D princi-
ples were considered simultazeously, a majority of
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the CAT participants clustered in the most desirable
categories, whereas a majority of other study parti-
cipants clustered in less desirable categories. When
students' commitment to grassroot change agentry
was analyzet 'simultaneously with their propensity
to use R & D principles, commitment to changing
from below, and learning and teaching others about
change agentry, we found similar results.

These results suggest that the CAT program,
in reality, placed more emphasis on students’ re-
search knowledge and commitment ta grassroot
change agentry than on other training objectives.
The fact that the program seemed to have had an
impact on students when propensity to use R & D
principles and their commitment to continue to
learn and teach others abotit changing was examined
in conjunction with other training outcomes suggests
that students saw these ends as secondary and only
important in conjunction with other outcomes. Some
CAT students viewed one of these outcomes as im-
portant, but not another, and several students were
not affected at all by the CAT program.

Just as clearly as the program affected most of
the training objectives, it failed to affect students’
misconception of the need for authority -in initiating
change. Since this outcome is assumed to be a
necessary condition to effecting change from belaw,
it 'is obvious that in the future more attention has
to be directed toward achieving this end.



PART IV: BEYOND THE EXPERIMENTAL STAGE

The aftermath of experimentation with change
agent training is &s exciting as the experiment
itself. THere has beeri continuous contact with most
graduates of the CAT program. Moreover, the uni-
versity has incorporated the program into its regular
day school curricula and is introducing the two form-
al courses into the evening college law enforcement
curriculum. In addition, the Criminal Justice Evalua-
tion Unit, to which most student research interns are
assigned, is now receiving county funding after the
termination of the federal grant. It is apparent that
the model has been formally institutionalized. The
importance of this adoption is that knowledge gained
from this study can assist in continued experimenta-
tion.

In this final section it is important to discuss in
detail the above post experimental events. Further-
more, other academic institutions that are interested
in incorporating this model or in experimenting with
other ideas about change agentry may find useful
operating principles that are derived from this ex-
periment as well as implications for future research.

Postgraduate Reinforcement

Educators have traditionally assumed that knowl-
edge, attitudes, and skills learned in college are
transferred to the world of practice. Such an as-
sumption implies that the effects of higher educa-
tion on students are sufficiently strong to prevent
their loss, once graduates enter their chosen career.

Contrary to this assumption, we expect that pres-
sures to conform to the norms of criminal justice
agencies will be strong enough to prevent utilization
of knowledge and skills in areas such as change
agentry. Hence, it is considered important to intro-
duce reinforcements after CAT students complete
the formalized dimensions of the program described
in this study. This postgraduate reinforcement en-
tails maintaining supportive relationships with CAT
participants for several years after graduation.

Since implementing the pilot program in 1973,
there has been two-way communication with 35 of
40 students who received partial or complete ex-
posure to the program during its first three years
of operation, Various mechanisms are heing used
to encourage these students to “keep in contact.”
The imost well-received mechanism is an annual
social which honors the most recent graduates of
the CAT program. This event is held at the end of
each academic year and all former CAT graduates
are invited by written or personal jnvitations; ap-
proximately 50-609, have attended each year. The
importance of this activity is that mernbers of parti-
cular graduating .classes have an opportunity to
reunite under conditions where the “shop talk”
deals with -.change agentry.

32

Another reinforcement mechanism is the involve-
ment of former graduates in training other students
to become change agénts. Each year they are asked
to present change projects on which they are working
and also to attend various class discussions where
they have an opportunity to share their experiences
in change agentry. In addition, there have been
special seminars conducted by former CAT students
for current members of the program who are in-
terested in preparing themselves for the job market.
A final type of 'involvement is the participation of
former graduates in the introductory stages of the
CAT program by sharing with new groups of students
their positive and negative experiences as former
CAT participants. Approximately 509% of former
CAT graduates have responded to this reinforcement
mechanism. A third type of reinforcement mechan-
ism is written communication. Several personal let-
ters prepared by the CAT professor as well as
conference papers have been sent to former CAT
graduates to inform them of the status of the pro-
gram. In addition, we anticipate developing an an-
nual newsletter which includes information about
CAT graduates and their efforts to initiate change
while working from below.

Other mechanisms of reinforcement are less
formal; for example, the CAT professor assisting
graduates in development and implementation of
change products, encouraging individuals to initiate
change, and providing psychological support upon
request. It is assumed that these informal mech-
anisms are equally important as the formal ones.

The reinforcement ‘mechanisms discussed above
are not presented as new ideas. What is innovative,
though, is that a representative of the university
community assumes responsibility for maintaining
relationships with former graduates rather than
students assuming this responsibility. Moreover,
focusing these reinforcements on change agentry is,
indeed, establishing a precedent.

Operating Principles For University - Based
Change Agent Training

Planning for innovation is a time-consuming en-
terprise and the CAT program is no exception. It
has taken five years to arrive at the juncture in
time where suggestions can be offered to other
educators who are interested in change agentry.
The educational mode! being discussed has been
fully adopted as a viable entity which complements
the curricula of the Institute of Criminal Justice and
Criminology at the University of Maryland. Beginning
in the 1976-77 academic year, university approval
was granted to establish two formal courses as
regular offerings in the advanced undergraduate
law enforcement curriculum. Moreover, beginning
in the 1977-78 academic year, the evening college,



which provides education for in-service criminal
justice personnel, will adopt these two courses as
regular offerings in their law enforcement curric-
ulum. Finally, in August 1977, the Prince George's
County government signed a year-by-year contract
with the University of Maryland to continue funding
their Criminal Justice Evaluation Unit to which stu-
dent research interns aré assigned in order to parti-
cipate in ongoing county evaluation projects. This
latter adoption came after three years of federal
funding.

Based on the experience gained from the experi-
ment under study, we offer nine operating principles
which may be helpful to others. The first principle,
which is of primary importance, is that experimen-
tation under test conditions should accompany any
plans for innovation in an educational setting. This
means time should be allocated to developing a
conceptual framework, deriving educational ob-
jectives from this conceptualization, constructing
model components to achieve these components, and
testing the model using the degree of sophistication
allowed by the testing situation. The primary benefit
from this appreoach is the vast amount of knowledge
gaine? which can be used to continually update the
model.

ldeally, adoption should follow compietion of the
formal evaluation; however, the experimenters may
find themselves in a position to institutionalize be-
fore all data analyses have been completed. It may
happen, as in this project, after assessment of the
political environment of the university, that a push
for -adoption may be based only on preliminary data
analysis. in such a situation, the experimenters may
not know whether their model is better than existing
models, but there should be evidence that no detri-
mental effects can occur from this adoption.

Principle two is that the orientation of the change
agent training should be compatible with the cur-
riculum in which it operates. Of utmost importance
is compatibility of the change agent training orienta-
tion and the faculty orientation of the department
in which it is implemented. In general, the Univer-
sity of Maryland's fulltime faculty are theoretical
and research oriented, which creates a social-science
educational ‘perspective. The idea of training is
traditionally not compatible with this orientation.
However, since the CAT program focused on con-
ceptualization and policy research, the program was
viewed as complementing the overall efforts of the
department. The director was a strong advocate of
all dimensions of the program, including the con-
cept of preparing graduates as agents of change
while working from below. This support was inval-
uable and necessary for completion of the project.
Possibly a change agent training model, as conceived
in this experiment, would not be as compatible in
departments whose faculty support a traditional
“nuts and bolts” training perspective or a profes-
sional perspective. Hence, implementation within
such perspectives may require reconceptualizing the
idea of change agentry while working from below.
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Compatibility with the general orientation of the
student body is also important. Like most criminal
justice undergraduate programs, law enforcement
and criminology majors at the University of Mary-
land are generally interested in more practical ele
ments of the curricula than in the theoretical or re-
search dimensions. Among graduate students, the
distribution s generally bimodal, some oriented
toward criminological theory and basic research and
others oriented toward administrative or legal
studies, Neijther of these orientations are very com-
patible with the underlying values of the CAT pro-
gram, which attempts to integrate theory, research,
and practice. As evidenced in this experiment, a
program can operate within a student body whose
orientation is as described above. However, search-
ing for students with orientations similar 1o those
of the CAT program becomes time consuming and
frustrating. Possibly, identification of students for
the CAT program would e enhanced in a curriculum
which requires students fo declare areas of concen-
tration early in their undergraduate or graduate
program.

The third operating principle is that the program

should be designed so that varying combinations
of its components arve available to students. One

common concern expressed by CAT participants,
especially graduate students was that a one-year’

commitment was extremely difficult to make. They
indicated that, if the program were designed so
particular modules of interest could be chosen, then
appeal for the program would be enhanced. These
expressed concerns and the study results illustrated
below resulted in a program modification which al-
lows four options, all of which are intended to lead
to change agentry while working from below. Option
1 is enrollment in the formal course, which focuses
primarily on the planning stages of the change
process. This option is available for those students
who are primarily interested in ptanning and program
development, designing evaluation projects and pro-
posal writing, and not necessarily the second formal
course or the research practicum. The second option
is to take only the second formal course, which
focuses primarily on implementation of change
products. Selections of this option will expose stu-
dents to a cursory view of developing change
products, but it will provide extensive exposure to
change strategies and tactics necessary in selling
new ideas while working from below. Option 3 is
for students who are more research oriented, or
want exposure in the world of practice. This option
is the two-semester evaluation practicum. Option 4
consists of the entire package which most students
involved in the experiment experienced. This latter
option will consist of a small cadre of students who
are interested in intensive exposure to developing
new ideas and implementing these ideas using re-
search and development principles.

The empirical basis for making this program mod-
ification was study results from the block clustering
analysis. These results revealed a .similar pattern
when analyzed for students’ predispositions toward



effecting change from below, propensity to use re-
search and development principles, and commitment
to learn and teach others about change agentry. The
variolis emerging clusters can be possibly inter-
preted- .as outcomes which fit the program options
discussed above. For-example, students who fell into
the cluster defined as high commitment 10 change
from below and high propensity to use research and
development principles may be those students who
were ‘‘suited for' the entire CAT program, Students
in the cluster for high commitment to change
agentry from below and moderate or low propensity
to use research and development principles may be
more attracted to the options involving formal
courses or a single course dealing primarily with
implementing change. In short, providing a variety
of options may make the program attractive 10 a
larger group of students.

The fourth operating principle is that students
entering the CAT program should have preparatory
work courses in introductory research methods and
statistics courses prior to entering the program.
The evaluation results uncovered a strong relation-
ship between the number of research courses (com-
bination of formal and research practicums) and
students’' research knowledge. An examination of
these results showed that three introductory courses
and three evaluation research courses offered in the
CAT program seemed to optimize knowledge related
to scientific methods.

One practical prolslem, however, emerged ‘in our
experiment regarding the requirement of three prepa-
tory research courses. That is, most law enforce-
ment and criminolgy 'majors at Maryland postpone
completion of the curricula’s research requirement
for entry into the CAT program, such as psycholog-
ical testing, creates undue problems, and, in some
cases was the reason why students did not enter the
program. In the fall of 1977 the requirement of
tiaving completed psychological testing was lifted
but with a strong 'suggestion that it helps prepare
ohe for the research experience received in the CAT
program.

Expanding the CAT program, at least in part, to
our evening college curriculum poses a different
problem @among in-service undergraduate students
who #@re primarily policemen. Since this curriculum
does not require any research courses for gradua-
tion, we have ‘introduced only one prerequisite in-
troductory research methods course which covers
major concepts necessary for completing the formal
evaluation course of the program. Those students
who are also interested in the two-semester evalua-
tion practicum may take an additional preparatory
statistics course which is necessary for completion
of the work assigned in the experimental component.
Whether this is a viable alternative cannot be deter-
mined until after the first group of students has
completed the program.

A fifth principle pertains to the learning environ-
ment created in the classroom. This principle is that
students should participate in the learning process,
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be exposed to collaborative decision making where
there is a colleague atmosphere, and experience
continuous change, but not without built-in mechan-
isms to handle frustration. Our study showed that
a ‘iearning environment where conflict and sub-
sequently frustration are viewed as healthy is im-
portant in preparing students to effect change while
working from below. When creating this type of
environment, we have found it is important to have
conflict stem from participatory management princi-
ples rather than from the traditional Weberian class-
ical model. Moreover, it is imperative to build in
mechanisms for handling this frustration in an en-
vironment that allows students the freedom to be
expressive, We found that two effective methods
for handlizg frustration were continual professional
concern about students' frustration and the continual
offering of alternatives as to how the frustration
could be alleviated. In this way, the student's and
professor’'s needs could be taken into account. In
summary, if a learning environment can be estab-
lished which equally involves students and teachers
and subsequently produces commitment to the edu-
cational processes, then one necessary condition
for goal attainment has been created.

Teaching modalities which create this type of
classroom environment are designed for a small
class. Hence, a sixth principle is that the classroom
size should be restricted to approximately 15 stu-
dents. The need for small classroom size creates
a dilemma which may confront others interested in
establishing the mode! under study. On one hand,
graduate curricula are already structurally designed
for the CAT program (i.e., small seminars are al-
ready -established). However, in most universities
this prevents advanced undergraduates from partici-
pating in such «courses. Conversely, establishing the
CAT program as a sequence of senior level courses
allows both undergraduate and graduate students to
participate in the program, but justification for small
size class in undergraduate programs may be diffi-
cult at a time when ‘legislators and administrators
allocate monies on the basis of student enroliments.
Possibly, this problem may be overcome by imple-
menting a CAT program as a complement {0 an
already established honors program which is tradi-
tionally ‘a series of small seminars in most
universities.

The final three operating principles relate to the
experiential dimension of the program. This com-
ponent is viewed as essential for the development
of evaluation research skills. We also assume that it
facilitates learning about change agentry while work-
ing from below. However, our study provides results
that only indirectly substantiate its value in terms
of change 'agentry. First, we know that it was a
frustrating and yet an emotionally challenging ex-
perience for the students, which was an important
ingredient of the classroom environment. Second,
we know it created opportunities for many of the
CAT participants to use their evaluation projects
as a basis for the major change project which was
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a requirement of one of the formal courses in the
program.

When implementing this program dimension, prin-
ciple seven should be vcarefully considered. This
principle is that the student research interns' roles
should have legitimacy in the world of practice. That
is, students’ evaluation projects should be viewed as
products for agencies to use or not use, rather than
as products to fulfill a course requirement. We were
fortunate in creating @ complementary model (the
Criminal Justice Evaluation Unit) which established
legitimate research intern roles for most of the
CAT Participants, There were, however, several
students assigned to agencies in another county
with in-house planning and research units in which
legitimate roles were established by the fact that
research was an on-going activity. In addition, in
the 1976-77 program year, CAT participants were
assigned to an evaluation project which was being
conducted by a consulting firm. Legitimacy was aiso

established in this situation. However, these students:

did not receive as much exposure to the dynamics of
operating agencies as their peers who were working
directly with an agency.

Principle eight addresses student commitment.
It states that student research interns should make
a two-semester commitment to their evaluation pro-
ject. This principle is important in that it is impos-
sible in one semester to train students and at the
same time produce a quality final product. From
the student’s point of view, it is important to also
assign them to evaluation projects which are of
interest could not be found, we have found that
students were satisfied with any project as long as
it was being conducted in an agency of interest.

The importance of this principle cannot be over-
emphasized, for the amount of time spent on the
field project exceeds the time normally spent in two,
three-semester credit courses. Normally the busiest
time of the project occurs at the end of the aca-
demic year when graduating CAT seniors are still
working after their peers have completed all of
their course work.

The final operating principle ‘addresses the
amount of guidance which is necessary for students
to complete their evaluation projects. This principle

i
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is that university personnel in charge of the CAT
program should expect to provide continuous con-
sultation throughout the duration of the project.
Unlike research projects in conjunction with regular
course requirements, conbinuous assistance has to
be provided to most undergraduate and graduate
students in completing their evaluation product. This
is primarily a function of the evaluation strategy
being employed. Most projects in the CAT program
entailed collecting primary data by questionnaires
or interviews, analyzing these data using multivariate
statistical techniques, and preparing a final report
which highlight the results and deemphasize the pro-
cedures for obtaining these resuits. In the experi-
ment under study,
Criminal Justice Evaluation Unit were instrumental
in coordinating those evaluation projects involving
federally funded programs. However, even though
this assistance was available, the CAT professor as-
sumed responsibility for checking all decisions made
at each phase of the evaluation project. In short,
guidance rendered for each project was equivalent
to directing a master’s thesis.

In conclusion, the nine operating principles pre-
sented above are based on our experience in de-
veloping and implementing one change -agent train-
ing program 'in a uhiversity setting. These are sug-
gestions, not absolutes, for this 4s only a single
experiment dealing with change agentry. More
experimentation 'is ‘needed which includes our ideas
as well as ideas from other educators. Our basic
assumptions about effecting change from below, on
which the CAT program under study is based, have
not been empirically validated. Hence, a follow-up
longitudinal study is needed which involves CAT
graduates from each of the four program years as
well as a sample of other college graduates. Results
from this study wiil be invaluable for future educa-
tional development concerning preparation of college
graduates for grassroots change agentry roles, Until
such time as results from basic research endeavors
are available, we present this study of our experience
in change agent training as evidence that new
initiatives in criminal justice education are possible.
We hope this new direction will stimulate others to
invest similar energies in trying to offer improve-
ments 1o the field of criminal justice.

research assistants for the



NOTES FOR PART 1

IChange as an important concern in criminal justice is high-
lighted in the President’s Commission on Law Enforcement
(1967), the National Advisory Commission on Criminal
Justice Standards and Goals (1973), and several mono-
graphs dealing with the management of change which stem
from the fourth Symposium on Law Enforcement Science
and Technology (National Institute of Law Enforcement and
Criminal Justice, 1973 g, b).

'For a discussion of problems associated with low-level
police officers organizing to challenge management, see
Burpo (1970) and the National Advisory Commission (1973).
Also, Toch et al. (1975) present a change agent project
which [llustrates how low-level policemen can become in-
volved in systematic organizational reform. More recently,
stillwell and Abernethy (1977) report on attempts to change
while working from below in a low-level evaluator's role
in a state attorney’s office.

*The increased emphasis on higher education in criminal
justice is evidenced by the growth in the number of college
programs since 1965, Kobetz (1975) reports that the num-
ber of two-year, four-year, and graduate programs in this
field has grown from 209 in 1965-66 to 1,245 for the
197374 academic year.

10ur literature search found no discussion dealing specifical-
ly with the preparation of college graduates tc be change
agents working from. below, There is literature which deals
with preparing graduates for planned change in research
and management positions, Fairweather (1967) discusses
an ecological psychology program at Michigan State Uni-
versity which emphasizes change by experimental social
innovation. Lippitt (1973) presents a case study which
deals with developing change madel skills among graduate
students at George Washington University. Coplan (1974)
describes a change-oriented curriculum at the University
of Maryland whiti is designed to prepare doctoral students
for change agent roles in education.

A cursory analysis of course offerings presented in Kobetz
(1975) is one data source for curricula changes discussed in
this paper. Further, personal knowledge of new directions
being initiated by colleagues in other universities provided
another source of data. Finally, since important new initia-
tives should have been published, a literature search was
conducted for this specific purpose, an exercise that pro-
duced no additiona! evidence as to new directions in crim-
inal justice education. Published works. concerning this phe-
nomenon are concerned primarily with argiments such as
Brown's (1974) support of liberal arts education, with an
emphasis on social science discipline for policemen, or dis-
cussions dealing simply with the need for criminal justice
education in the modern university (Shenkman, 1974).
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*See LeFave (1965) for an excellent discussion of low-level
police officers’ discretion.

"These authors present three other training approaches that
were seen as inappropriate for training preservice college
students:

Specific skill learning (focuses on specific skills of
change agentry which can be incorporated into one's
normal job function).

Whole-role training (focuses on preparing individuals
for a new organizational role consisting primarily of
change agentry functions).

Whole-system training (focuses on training people of
organizational families, such as police patrolman-
sergeant-administrator),

*A post hoc examination of the undergraduate study parti-
cipants' final GPA's after completing ail course work re-
vealed the three group average scores were approximately
the same, slightly above 3.00.

*In two cases the interview was conducted over the tele-
phone and in one case the interview had to be mailed to
a participant out of state.

“Data for assessing decision makers’ responses to student
research interns were part of a larger study on utilization of
program evaluation products which was completed by stu-
dents in conjunction with the operation of a county-based
evaluation unit. This study's objective was to assess the
effectiveness of a unit staffed by one county official, the
professor in charge of the CAT program, and two graduate
research assistants. See Johnson (1977) and Kleinsorge
(1978) for detailed descriptions and research findings that
pertain to the utilization project.

See Kim and Kohout (1975:405-416) for a discussion of
two other analysis of variance procedures, hierarchical and
regression solutions.

2Although the block clustering technique clusters on both
cases and variables alternately switching from one to the
other on each pass through the data, its use in this study
was similar to procedures which only clusters on subjects.
Specifically, the cluster analysis was performed on cases
with respect to only two relatively uncorrelated variables
being considered simuitaneously. Convergence of the var-
iables did not take place until the last pass through the
data thereby resulting in essentially a clustering of sub-
jects. See Dixon (1975:339-355) for a description of the
computer program used to perform this analysis.



NOTES FOR PART 2

iRequired readings for this course were assigned from the
following materiai:

Adams, Stuart
1975 Evaluative Research in Corrections.
D.C.: U.S. Government Printing Office.

Albright, Ellen, et. al.

1973 Criminal Justice Research: Evaluation in Criminal
Justice Programs. Washington, D.C.: U.S. Govern-
ment Printing Office.

Fairweather, George W.
7972 Social Change: The Challenge to Survival. Morris-
town, New Jersey: General Learning Press.

Havelock, Ronald G., and Mary C. Havelock

1973 Training for Change Agents. Ann Arbor,
Institute for Social Research.

Johnson, Knowlton W.

1975 “A Report on the Development and Validation of
Procedures for Process Evaluation.” A wquing Draft,
College vark, Maryland: Institute of Criminal Justice
and Criminology, University of Maryland.

Lejins, Peter P., and Thomas F. Courtless
1973 Justification and Evaluation of Projects in Correc-

tions. College Park, Md.: Institute of Criminal Justice
and Criminology, University of Maryland.

Maltz, Michael D.
1972 Evaluation of Crime Control Programs. Washington,
D.C.: U.S. Government Printing Office,

Suchman, E.

1967 Evaluative Research. New York: Russel Sage Founda-
tion. Temple University Center for Administration
for Justice.

1975 New Directions and iInitiatives in Criminal Justice.
Philadelphia, Pa.: Temple University.

Twain, D., E. Harlow, and D. Mervis

1970  Research and Human Services: A Guide to Collabor-
ation for Program Development. New York: Jewish
Board of Guardians.

Velde, Richard W., and Charles R. Work

1975 A Compendium of Selected Criminal Justice Pro-
jects. U.S. Department of Justice, Washington, D.C.

Weiss, Carol H.

1972 Evaluation Research. Englewood Cliffs, New Jersey:
Prentice-Hall, inc.

Washington,

Mich.:

*Readings were assigned from the following material:

Bennis, W.G., K.D. Benne, and R. Chin

1969 The Planning of Change. New York: Hold, Rinehart
and Winston.

Dyer, William G.

1972 The Sensitive Manipulator. Frovo, Utah: Brigham
Young University Press.

Havelock, Ronald G.

1973 Planning for Innovation, (Fourth Printing). Ann
Arbor, Michigan: Center for Research on Utilization
of Scientific knowledge.

Havelock, Ronald G.

1973 The Change Agent's Guide to Innavation in Educa-
tion. Englewood Cliffs, New Jersey: Educational
Technology Publications, Inc.

Kaufman, Herbert

1971 The Limits of Organizational - Change. University,
Alabama: University of Alabama Press.
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National Institute of Law Enforcement and Criminal Justice

1973 “Innovation in Law Enforcement,” presented at the
Fourth National Symposium on Law Enforcement
Science and Technology conducted by the Institute
of Criminal Justice and Criminology, University of
Matyland.

National Institute of Law Enforcement and Criminal Justice

1973 - ““The Change Process in Criminal Justice,” presented
at the Fourth National Symposium on Law Enforce-
ment Science and Technology conducted by the In-
stitute of Criminal Justice and Criminology, Univer-
sity of Maryland.

Peabody, G., and P, Dietterich

1973 Powerplay: A Simulation Dealing with Collaboration,
Nlegot;'ation and Coercion. Naperville, lllinois: Power-
play, Inc.

Robbins, Stephen P.

1974 Managing Organizational Conflict. Englewood Cliffs,
New Jersey: Prentice-Hall, Inc.

Toch, H., D.J. Grant, and R.T, Galvin

1975 Agents of Change: A Study in Police Reform, Cam:
bridge, Massachusetts: Schenkman.

Toffler, Alvin
1970 Future Shock. New York: Bantam Books.

*The comparative analysis regarding student frustration
included only data on CAT students. it was felt that com-
paring student and professor response to frustration which
were created within the CAT program with those created
in -the regular program would more clearly show how
frustration was being used as an experimental variable,

‘johnson et, al. (1976) has a detailed description of this
evaluation strategy which emphasizes uncovering processes
of a program that may be important in goal attainment.
This is basically an alternative to impact evaluation, which
attermnpts to determine the success or failure of a program.

*The Criminal Justice Evaluation Unit (CJEU) was comprised
of one university professor (one-third time), two graduate
research assistants (half time), and a county-employed
criminal justice analyst who coordinated the unit's research
activities as part of his normal job function, University staff
worked closely with the research interns throughout the
duration of the evaluation projects. The CJEU was financed
mainly by a three-year grant awarded by the Maryland
Governor's Commission on Law Enforcement and the Ad-
ministration of Justice, Supplemental funds were also pro-
vided by the Institute of Criminal Justice and Criminology
of the University of Maryland. See Johnson et. al. (1976)
and Kleinsorge and Frazier (1978) for a detailed description
of this model.

*These five ways for using the evaluation findirigs made
up a composite score- measuring actual evaluation utiliza-
tion. A Guittman scalogram analysis yielding a coefficient
of reproducibility of .86 aided in making relative statements
about the patterns of utilization.

"Most decision makers who suggested use of findings stated
that their superiors acted favorable, and hence, in subse-
quent discussions ‘suggested use” and “use” will he
considered synonymaus,



NOTES FOR PART 3

‘An undergraduate research assistant accumulated a list of
concepts and definitions taken from course descriptions
and textbooks which were used in introductory undergrad-
uate courses taught at the University of Maryland. Selection
of the final 36-item test was based on analysis of re-
sponses to a pretest administered to 50 undergraduates,
several graduate students, and former CAT graduates.

*Seventeen items, 9 attitudinal and 8 propensity-related
jitems, were initially introduced to factor analysis. Ten were
excluded from the final analysis primarily because the
ftem loaded on a factor by itself or because the item had
a low communality with the other items in. the set.

*Composite scores. were constructed by multiplying an in-
.. dividual's raw score for each item selected for inclusion
in the scale by its factor loading, and then summing the
resulting products. When an individual failed to respond
to one or more items being included in the scale, the
average score of his responses to other ifems of the scale
was substituted in place of the missing response(s). In
cases where half or more of the items had missing data;
the individual’s composite score was designated as missing.

‘Thirty-nine items, 20 attitudinal and 19 propensity-related
items were initially introduced to factor analysis.

'ltems were also factor analyzed which intended to measure
students’ propensity to usé change tactics that reflected

appropriate use of power, another outcome of interest.
Examples of these items are. Do students think it is im-
portant to have both sides feel as if they have *won"
when low-leve] personnel are attempting to sell an idea
to a superior? Should one immediately challenge a super-
visor when resistance is encountered? When is it appropriate
to use collaborative type tactics and when can one use
conflict tactics? Should one's response to resistance be
based on acquisition of power or “principle’’? How important
is it for low-level personnel to empathize with supervisors
in negotiations? Unfortunately, construct validity could
not be established for a measure of this program outcome,
use of power; therefore it was not included in the analysis.

*Learning and teaching others about change agentry and
misconceptions of power scales were skewed enough to
warrant checks for violation of the normality assumption
in subsequent analyses. This was accomplished by making
additional computer runs.after squaring each of the skewed
distributions.

'In this and subsequent analyses, individual characteristics
of students ‘and test situationai variables were checked
for spurious effects. In addition, effects from other out-
comes were considered as sources of spuriousness. Three
steps make up the process by which spurious effects were
uncovered. First, control variables were screened as to
whether they were logically related to each individual out-
come. For example, student grade point ratio is logically
related to students’ test scores, whereas the relationship
between students’ test scores and theii propensity to be-
come involved in grassroot change. agentry prior to partici-
pating in the study was viewed as meaningless. Second,
control variables which passed step 1 were correlated with
both outcomes and independent variables under study.
Third, correlations of 20 -and above were entered simul-
taneously as covariants into the analysis of covariance
and multiple classification analysis. Adjusted mean devia-
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tions . displayed in each final table reflect only those
covariants which affected the original relationships under
study.

fTwo covariants which were included in the analyses as
control variables were academic status and self actualiza-
tion. Academic status was a two category variable, under-
graduate status or graduate status. Self actualization con-
sisted of one item which measured students’ need system
regarding future employment. Students were asked to rank a
set of five statements which reflects Abraham Maslow’s hier-
archy of needs of individuals. A single item was used in
place of a scale consisting of four items which had been
validated using 202 University of Maryland students in 1974,
The single item was a more desirable covariant than the
scale because the former measure which correlated highly
with the scale satisfied the analyses of covariance assump-
tion of linearity, whereas the self actualization scale did not.
See Hall and Williams (1967) for a description of the
Work Motivation Inventory from which these measures of
self-actualization were developed.

’Six students who completed the questionnaire phase of
the study did not participate in the interview phase. Con-
sequently, analyses in which all study participants were
combined into one group involved only 78 students,

“Research course intensity consists of a summed score of
three items that formed a Guttman scale with a coefficient
of reproducibility and scaleability of .96 and .89 respectively.
This scale ranged from O to 3 with O meaning students
reported that research courses were not usually time con-
suming, difficult, or frustrating. A score of 1 indicated those
students who reported that research courses were usually
or definitely time consuming but not difficult or frustrating.
A score of 2 indicated that students saw these types of
courses as both time consuming and difficult. Those stu-
dents with a score of 3 felt that this course work was
time consuming, difficult, and frustrating.

BStudent level of research knowledge, one of the study's
outcomes, and grade point average, were used as control
variables in this analysis. The measure of undergraduate
students’ grade point average (GPA) consisted of a com-
posite score consisting of four GPA indicators, (1) overall
GPA for 5 semesters, (2) last year's GPA, (3) GPA over
criminology courses, and (4) GPA over law enforcement
courses. A factor analysis revealed that these indicators
were highly correlated. For an indicator of graduate stu-
dents’ grade point average, we used their undergraduate
GPAk which included grades on all undergraduate course
work.

12

Interestingly, a rival hypothesis regarding differential ef-
fects that student career aspiration may have on propensity
to use scientific methods was also refuted. We found that
students who reported they wanted eventually to assume
a research or planning role had significantly higher pro-
pensity to use R and D principles than those students
who preferred a career role working with clients; however,
there was a higher proportion of CAT students. aspiring
to work in research and planning positions and fewer
CAT students who reported wanting to. work in people-
related jobs than among the comparative groups. Therefore,
career aspirations also failed to explain why levels of



propensity to use research and development principles
among the CAT group was no different than among tom-
parative groups.

®Before conducting the clustering analysis, we recorded
each of the outcome measures into three categories of
scores; high, moderate, and low scores on each of the
scales. The high category consisted of students’ scores

that were greater than % standard deviation away from
the mean. The moderate category was students whose

scores were within plus or minus 14 standard deviation
away from the mean and the low category was made up of
those students whose scores were greater than ~Y, standard
deviation from the mean. c

“The measure for classroom learning environment was a
composite score which consisted. of indicators for each
of the five teaching modalities (TM) being experimentally
manipulated in the CAT program. Since each teaching
modality had multiple indicators, selection of one for each
modality to be included in the composite score was based
on correlations between these indicators and appropriate
outcornes, Those selected to be included in the classroom
environment scale are as follows:

Tt 1 — Number of times students were involved in
decision-making by professor most remem-
bered for this teaching modality. '

T™M 2 — Average number of ways professors intro-
duced unexpected changes.
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TM 3 — Number of ways students were encouraged
to participate-in- the learning process by
professor most remembered for this mod-
ality.

‘TM 4 — Extent.to which students were treated as
colleagues by professor most remembered
for this modality. :

TM 5 — Number of professors who caused frustra-
tion in the subject areas under study.

By using Guttman scalogram analysis we selected dividing
points for dummy coding each of the above teaching
modality indicators which optimized the validity of the
scale (coefficient of reproducibility .87, and coefficient of
scaleability .50), The five dummy variables formed a
cumulative scale with .the following categories:

0 — No exposure .

1 — Frequently treated as a colleague

2 — Frequently involved in decision-making

*3 —— Frustrated by 3 or more professors )

4 — Frequent unexpected changes and encourage-

.ment to participate

Part-time field exposure to implementing change was
created by summing two questions which pertain to direct
and indirect éxposure respectively. The range of variables
was from 0, indicating neither direct nor indirect exposure,
to 2, indicating bdth direct and indirect exposure.

“See note 14 for a description of how measures for class-
room learning -environment and part-time field eXposure
were constructed.
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