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Introduction

The purpose of this study was to determine those fac-
tors which municipal and county law enforcement personnel
identify as significantly influencing their decisions re-
garding pursuit of a college education. The study was
limited to municipai and county law enforcement personnel
since these officers represent ﬁhe vast majority of American
law enforcement officers. The study examined the relation-
ship between two sets of variables. The first set of
variables consisted of data concerning personal, wor@, and
college environmental’factors. The second set of variables
measured commitment to the pursuit of.a four-year college
degree by factors such as educational attainment and current
enrollment in college.

Following a pilot study to test the research instruﬁent,
a national random sample of 353 police departments and 3
sheriff's offices stratified by size of agency was obtained.
The New York City Police Department was excluded from con-
sideration due to the unique characteristics of the depart- pe
ment. Withih the selected departments a five percent (5%)
random sample of officers was selected to complete a question-
ﬁéire examining attitudes toward college.

Numerous Presidential commissions and authors h;Ve sug-
gested that law enforcement officers should obtain a bacca-
laureate degree. Likewise, a smaller number of researchers

have examined the advantages and disadvantages of college
h




educated officers. There is however, n¢ comprehensive study:
which examines the underlying factors which influence the
pursuit of higher education by law enforcement officers.

This study is thus significant to two groups. The first

group consists of police administrators who desire to en-

courage their officers to pursue a college degree. The

second group consists of college and university administrators

who desire to attract law enf&;cement officers as students.
There are two major p&;poses of this report. . First,
to provide descriptive data on the personal, professional
and educational characteristics of American municipal and
county law enforcement personnel. The second major purp?se
is to furnish the results of the study of factors which in-

fluence the decisions of law enforcement officers about

pﬁrsuing a college education.
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Background

In order to achieve a better understanding of the
interest of the Federal Bureau of Investigation (FBI) in
this study, a brief history of the FBI's efforts in the area
of law enforcement training for the past 45 years, is fur-
nished for the reader's consideration.

In 1935, at the urging of then Attorney General Cummings,
FBI Director Hoover directed the FBI to establish a National
Training Program for police managers. The purpose of the
program was to furnish local law enforcement managers with
information on police management, law, and scientific tech-
nology. The bProgram was named the‘FBI National Academy
(FBINA) . Because of limited resources, the FBI training
Programs never reached a wide audience within the police
community. From 1935 to 1972 only 200 officers were trained
annually in the National Academy Program. Since 1972, a
total of 1,000 officers per year have participated in the
National Academy Program. Since the first session of the
FBINA (or National Academy) in 1935, and through the 127+h
Session which ended in December 1981, 15,640 officers have
graduated from the pProgram,

- The significance of the National Academy Program may be
better understood by recalling that it was not until 1959
that California and New York became the first states to pass
legislatioﬁ which requiréd that police officers receive

training before assuming the duties of sworn law enforcement




officers. While large police agencies operated their own
relatively minimal training programs, many smaller agencies
supplied no training.

During the 1960's the sufficiency of existing police

training began to be questioned. It is well documented in a

wide variety of historical sources available, and known to
the reader that the 1966's were turbulent years for our
society. ‘When one considers the Civil Rights Movement; the
increasing disparity of affluence of Americans,.the Viet Nam
War, the increased use of drugs, increasing levels of crime,
particularly violent crime, changes in traditienal values,
and the explosion of technological advances, the amount of
change during the decade was sﬁaggering. Our basic institu-
tions struggled to cope with the change, some with success
and_some,with little or none. As the events converged, the
entire criminal justice system was strained to its limit.

In particular, law enforcement agencies were faced with
problems which they were ill-equipped to handle.

As the decade unfolded and pre&iously noted events began
to impact on our society, it became increasingly apparent to
observers from both within and outside law enforcement that .
the institution of law enforcement was not able to.cope
effectively with the change occurring in seciety. The
answer most commonly offered to solve the problems of law

enforcement was more training and education.

Somewhat sensitive to trends in the law enforcement com-

munity, the FBI decided in the mid-1960's that its own

RO R b BN

abandoned ang turned over to other institutions becoming
involved in law enforcement training. The FBI decided to
expand its effort ang plans to implement that eéxXpansion were
made. As one result, the Omnibus Crime Contronl Act of 1968
authorized the Bureau to construct a8 new training complex

at the United States Marine Corp (Usme) Base, Quantico,
Virginia, for the purpose of providing training to loeal law

enfo
Icement personnel on a greatly expanded basis Construc

increase training in specialized areas. The Academy was
designed to house 700 students and this capacity was rapidl
achieved, and isg sustained to this day. '
In planning to openthe new FBI Academy, FBI administra~
tors turned for guidance to the academic community in those
matters concerning the structure and Objectives of the
training facility, Recognizing the trend in law enforcement
to affiliate high quality training brograms with institutions
of higher learning, the rBT entered into an agreement with
the University of Virginia to affiliate the National Academy
Program with the University. fThis agreement called for those
courses in the National Academy curriculum which met the
exacting academic standards of the University to receive
academic credit. Working with faculty members from the
University, FBT Academy staff restructured the National

Academy courses to meet University standards The new
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curriculum allowed a National Academy student to receive 15
hours of credit, during the 12-week course, for coursework in
" law, forensic science, management science, educatioh, and
behavioral science. This has since been modified so that at
present, a National Academy student can receive from 14-16
hours of ¢redit with up to nine hours of graduate credit. a%
present, there are 35 credit courses offered in the National
Academy curriculum.

From the University's standpoint, the Affiliation Agree-
ment is administered by the Division of Continuing Education.
University faculty advisors to the FBI Academy are chosen from
the Schools of Education, Commerce, and Law, and the Depart-
ments of Chemistry, and Anthropology. Each University advisor
interacts with the appropriate Unit Chief at the Academy in
those matters involving course design, resource identification,
and faculty selection. All courses and FBI Acadeiny faculty
members must meet the high standards of the University. The
arrangement allows the University the opportunity to insure
that academic standards are maintained and improved. This
relationship has proved in the last ten Years to be mutually
beneficial. The outstanding quality of the National Academy
Program is widely recognized in both academic and law enforce-
ment communities while the working arrangement with the Divi-
sion of Continuing Education serves as a model example of an
off-site adult education program.

Sirice its inception, the FBI Academy has pursued three
distinct objectives, one of which was to conduc? basic re-

7

search in appropriate academic and operational areas, and
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thereafter disseminate this information to members of the
law enforcement profession. As one would expect, this ob-
jective was not reached in the early years of the Academy's
Operation as time and energies were devoted to the other
objectiveg of teaching and consultation. However, the FBI
Academy faculty gained valuable experience in conducting a
wide variety of internal research projects in such areas as
personnel assessment, personnel selection, and criminal
pPersonalities.

By 1980, it was apparent to both University of Virginia
advisors and Academy faculty that law enforcement higher
education was a prime research area. In 1980, Jay Chronister
and Bruce Gansneder, of the School of Education in concert
with Edward Tully and John LeDoux, of the FBI Academy, sub-
mitted a joint research proposal which had two stated pur-
pPoses, ". , . identify factors that law enforcement personnel
Teport as influencing their decisions regarding enrollment
in degree credit programs in colleges and universities, [and]
+ - . to determine whether these factors and selected other
factors predict degree work and degree attainment." To
understand the significance of the study one must have some

exposure to the literature dealing with law enforcement educa-

tion and adult education.

Law Enforcement Education

If law enforcement training is considered to be minimal

in the first half of this century, then law enforcement

NPT e ) R R




education during that time would best be described as basic-.
ally non-existent. No institution of higher education offered
law enforcement courses as part of the regular undergraduate
curriculum until 1929 (Prout, 1972). Only a relatively small
number of.grogréms were added in the ensuing decades.

In 1965, however, Congress enacted legislation creating
the Office, of Law Enforcement Assistance (OLEA) which was
designed to funnel federal monies into the search for a solu-
tion to problems affecting law enforcement. After enactment
of OLEA legislation, the number of institutions of higher
learning offering programs to police jumped from 26 to 64
institutions.

In 1968, Congress enacted additional legislation en-
titled the Omnibus Crime Control and Safe Streets Act. This
legislation established the Law Enforcement Assistant Admini-
stration (LEAA) to further assist the criminal justice
community in understanding its role in our society. Funding
for a wide variety of programs including techndlogy, social
research, and education were lavish. Of particular concern
to police was the establishment within LEAA of the Law
Enforcement Education Program (LEEP). LEEP was charged with
the promotion and facilitation of lawoenforcement education
programs. By 1972 the number of institutions of higher
learning offering criminal justice programs rose to over 500.
By that time, it was estimated that over 50,000 criminal
justice personnel were attending college programs financed

in part by federal funding.

il

The need for college educated law enforcement officers
has been expressed by national commissions (Presidents Com-
mission on Law Enforcement and the Administration of Justice,
1967; National Advisory Commission on Criminal Justice Stan-
dards and Goals, 1973; National Commission on Law Observance
and Enforcement, 1931) and many authors (Germann, 1967;
Hoover, 1975; Leonard, 1971). One prevailing rationale for
college educated police was the need to professionalize law
enforcement (Lefkowitz, 1977). Education was seen as the
instrument which would increase police efficiency, and at the
same time make law enforcement more responsive to the needs
of the general citizenry.

Studies of the value of college for police, however, have
reached diverse conclusions. Some authors have suggested
benefits associated with higher education for police (Guller,
1972; Jagiello, 1971; LeDoux, 1980; Lefkowitz, 1974; Sander-
son, 1977; Smith, Lock, & Fenster, 1970), while other authors
have failed to find support for college educated officers
(Chevigny, 1969; Lefkowitz, 1971; Levy, 1967, 1973; McAlli-

ster, 1970; Weiner, 1976).

Adult Education

The factors which motivate adults to participate in edu-
cational activities have been the focus of increasing re-
search. Houle (1961), using a small sample of adult students,
developed a typology of three motivational types. Activity-
oriented learners paéticipate in learning primarily for the

social contacts involved. Goal-oriented learners pursue
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education with specific objectives in mind, while learning-
oriented persons pursue knowledge for knowledge's sake.

Houle later proposed a .fourth motivational type labeled the
universal learner (Boshier, 1971). For these persons
learning is such an integral part of their personality they
have never partialled it out for conscious attention.

A number of researchers have also examined adult motiva=
tion for education. Sheffield (1964) identified five motiva-
tional clusters of factors. He noted that since personal
orientations vary, no single cluster is generalizable to all
adults.

Boshier (1971) identified six pertinent motivational
factors for participation in educational activities. These
factors were social welfare, social contact, other~directed.
professional advancement, intellectual recreation, inner-~-
drives for professional advancement, and social conformity.

Other researchers.have developed categories of factors:
which ﬁotivate adults to participate in education (Burgess,
1971; Cross, 1979; Morstain and Smart, 1977). Most such
studies have utilized populagions actively enrolled in educa-
tion activities. However, Pollok (1979) sampled registered
nurses who were enrolled in baccélaureate programs as well
és those who were not enrolled.

While various motivational factors have been identified
in the above cited studies there are certain commonalities.
First, social factors such as a desire to meet new people

may be a participation motivator. Second, pursuit of
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education to aid in reaching personal or professional goals
is a rather pervasive motivator. Third, financial factors
such as tuition costs may affgct participation. And finally,
convenience factors such as the geographic and time accessi-
bility of.colleges may influence participation.

The literature concerning higher education for law
enforcement personnel and adult motivation for higher educa-

tion is discussed more fully in the next section of the study.
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REVIEW OF LITERATURE

1

This literature review presents the pertinent develop- !
ments in the areas of law enforcement education and adﬁlt
participation in postsecondary education. The intent of this
section is to provide an insight’into these two areas and to
establish a rationale for the factors which have been studied

in the research endeavor presented in this report.
Law Enforcement Education

‘Education for law enforcement is not a new concept but
is one which has become widespread only recently. Training
of law enforcement officers has been popular for a longer
period of time. Training, however, does not have the same
goals as education. Training is defined as "the acquisition
and use of operational knowledge, physical and communications
skill, and habits which relate to the performance of struc-
tured tasks." (Smith, Pelke & Weller, 1976, p. 137).
Education is defined as "the acquisition and use of values,
intellectual skills, basic knowledge, and understanding of
éoncepts or relationships which enhance independent action,"
(Smith, et al., 1976, p. 136).

Higher education for law enforcement has existed under
a variety of labels. While some officers have pursued
courses such as liberal arfs, the majority have entered pPro-
grams with titles such as criminal justice, police science,

Or police administration. The 1968 Omnibus Crime and Safe

i3
Streets Act serves as a logical division point when discus-
sing the history of law enforcement higher education. This
Act marks the infusion of massive federal funds into higher
education from law enforcement. The specific impact of

this legislation will be discussed in a later section.

The Early Years

August Volmer, the town marshal and later chief of police
of Berkeley, California, was the first to recommend college
as a necessity for police officers. Volmer initially estab-
lished a training school utilizing faculty from the University
of California at Berkeley. 1In 1916, he convinced the school
to offer credit courses in criminology and police subjects
during the summer months. The courses became part of the
reqgular school year course offerings beginning in 1932
(Brandstatter, 1967). The courses offered included "photo-
graphy, first aid, criminal law, police methods, and elemen-
tary law" (Prout, 1972, p. 585). The uniqueness of Volmer's
program may be seen when one realizes that 75 percent of all
police at Volmer's time could not pass an Army intelligence
test (Sherman, 1978).

A number of higher education institutions began offering
training programs for police in the 1920s and 1930s. These
institutions included/Northwestern, Harvard, and the Univer-
sity of Wisconsin. Northwestern created the Traffic Insti-
tute which is still extremely active in iaw enforcement
training. Harvard, through its Law School, conducted seminars

on Medico-Legal Problems which included police subjects.
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The University of Wisconsin, beginning‘in,1927, offered non-

suspected police corruption in the New York City Police

i

Department, found that most police officers were not suited

credit, in-service training through its extension division

(Brandstatter, 1967).

In 1929 thbe University of Chicago became the first for such employment either by education, training, or temper-

school to offer law enforcement courses as part of the regu- - . ament fLanghoff, 1972) . The Commission specifically recom-

lar undergraduate curriculum (Prout, 1972). This program mended that officers be required to possess a four-year

lasted only a brief period of time. Soon thereafter, the . baccalaureate degree. The recommendation was generally
ignored.

University of Southern California offered credit courses

through its School of Citizenship and Public Administration Several colleges began law enforcement programs in the

ensuing years. Many occurred as a result of affiliations

(Brandstatter, 1967). -

San Jose College in 1930 began a two-year program ﬁnder . between police training academies and colleges. For example,

the Social Science Program which led to an associate degree in 1954, the New York Police Department and City College of

in Police Training (Kuykendall & Hernandez, 1975). The New York established an associate degree program (Brand-

authors noted in an interesting historical aside, that T.M. statter, 1967). As another example, the Erie County Sheriff's

McQuarrie, the President of San Jose State, had recorded . Training Academy of Buffalo, New York, affiliated with the

that many women desired to take courses but were not per- Erie County Technical Institute, a two-year community col-

lege member of the State University of New York in 1958

«

mitted to enroll.

Michigan State University in 1935 began to offer a five- (Lankes, 1970).

year pre-service curriculum. This program required chemistry Recent History

and physics as well as field service training,(Brandstatter, Despite the formation of the above educational programs,

1967) . During this same time, Indiana University and Wash- by 1960 only 26 cdlleges and universities offered full-time

ington State University began police-oriented programs law enforcement programs (Tenney, 1971) . Most of these pro-

. (Sherman, 1978). ﬁgrams were in California. Tracy (1970) reported that in

¥ ' i i ; t 1t ‘ - ! . Ve .
tt'was also about this time tha education began to be 1965 only 17 colleges and universities had programs in law

seen as the solution to problems in law enforcement. In 1931 enforcement., Brandstatfer (1967) advised that a total of

the U.S. National Commission on Law Observance and Enforce- 100 programs existed in all levels‘of higher education. The

ment (Wickersham Commission), which was formed in ?esponse to conclusion is inescapable. During the early 1960s,
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relatively few higher education institutions offered educa-
tion programs designed for law enforcement.

During the next decade, the number of law enforcement
programs dramatically increased. Tracy (1970) noted thét
between 1965 and 1969 the number of criminal justice bacca-
laureate programs increased 260 percent. Adams (1976)
reported that from the academic year 1966-67 to the year
1975-76 criminal justice programs at all levels had increased
596 percent. A more specific breakdown of the increase in
law enforcement and criminal justice programs is presented
in Table 1.

Table 1
Change in Number of Degree Programs in

Law Enforcement and Criminal Justice
1966-67 to 1975-76

Years . Associate

Baccalaureate
1966-67 152 39
196869 199 44
1970-71 257 55
1972-73 505 211

1975-76 729 | 376

Adapted ffom Richard W. Kobetz, Law Enforcement and Criminal
Justice Education: Directory of 1975-76, Gaithersburg, Mary-
land: International Association of Chiefs of Police, 1975, p. 3.
More& recently the data available indicates that by 1978
there were over 1200 programs. In 1981 the number of pro-

grams which offered courses in criminal justice was approxi-

mately 1500 (Ward, 1982).

o im g e
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There were two major stimuli which affected the growth
in emphasis for a college education for police. These
stimuli can be summarized as; 1) a desire to inc¢rease the
general effectiveness of police, and 2) a desire to improve
the professional stature of law enforcement as an occupation.
Numerous authors suggested increased levels of education as
a means of‘improving the professionalization of police
(Lefkowitz, 1977). In 1963, President Lyndon Johnson estab-
lished the Commission on Law Enforcement and the Administra-

tion of Justice (President's Crime Commission). The Challenge

of Crime in Free Society was issued in 1967. The Commission

recommended that the police should immediately require a
baccalaureate degree of all supervisors/executives and strive
for the same goal for patrol officers. These educational
goals were later echoed in Police, a report issued by the
National Advisory Commission on Criminal Justice Standards
and Goals (1973). A specific target date of 1982 was sug-
gested for adoption of the educational goal of a baccalaureate
degree for all sworn officers.

The Ford Foundation in 1964 provided a grant to the
International Association of Chiefs of Police (IACP) to allow
for a full-time staff to stimulate interest in college for
police (Prout, 1972). Two years later, the federal office
of Law Enforcement Assistance (OLEA) began aWarding a series
of grants for the development of criminal justice curricula.
Slightly less than one million dollars in grants were awarded

to 28 colleges and universities (Tenney, 1971).
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Professionalization

The previously outlined efforts to raise the education
standards for police are concomitant with the goal for the

professionalization of the field of law enforcement. Educa-

- tion is identified as an essential part of gaining the status

of "professionalism" for an occupation. There are other
important elements in the professionalization process which
will be mentioned later, however it is first necessary to
review the definition of "profession."

Niederhoffer (1969) suggests the following relevant cri-
teria in defining a "profession": (1) a lengthy period of
training for candidates, (2) higher standards of admission,
(3) a special body of knowledge and theory, (4) altrusion
and dedication to the service ideal, (5) a code of ethics,

(6) licensing of members, (7) autonomous control, (8) pride
of members in their profession, and (9) publicly recognized
status and prestige.

A slightly different definition is provided in an article
by Richard Mecum (1979) on polige professionalism. He cites
a study which listed the elements of a profession as:

1. An organized jbpody of knowledge, constantly
augmented and refined with special techniques

based thereon.

(. N
2. Facilities for formal training for membership
in, and identification with, the profession.

4. An organization which includes a substantial
number of the members qualified to practice the
profession and to exercise an influence on the
maintenance of professional standards.

s "4. -
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5. A code of ethics which, in general, defines
the relations of the members of the profession
to the public and to other practitioners within
the group and normally recognizes an obligation
to render services on other than exclusively
economic consideration.

(Mecum, 1979, p. 46).

The transformation of an occupation into a profession is
called professionalization. This can be accomplished through:
1. Prescribed courses of study, standardized

and geared to one another in high schools,

colleges and universities.

2. Application of prescribed methods in practice
teaching, reading, briefing, etc.

3. Post-graduate courses, prescribed and admini-
stered if a specialized field is selected.

4. Internship for application of theory to prac-
tice for the purpose of developing skill.

5. Acknowledgement and acceptance of self-imposed
ethical standards of professional practice and
personal conduct.

6. Examination to determine fitness to practice
and enter the profession.

7. Continuous study and research for improvement
and advancement of professional techniques and
their application with the profession.

(Mecum, 1979, p. 46)

Since the Wickersham Report in 1931, there has been an
emphasis on formal education for law enforcement personnel.
More recently, in the past two decades, the emphasis has been
strengthened by several presidential Commission recommenda-
tions and by federal financial assistance to criminal justice
programs and students. In 1967, the Commission on Law Enforce-
ment and the Administration of Justice stated that:

The failure to establish high professional standards

in police service has been a costly one, both for
the police and for society. Existing selection
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requirements and procedures for the majority of

departments . . . do not screen out the unfit . . .

the guality of police service will not significantly

improve until higher educational requirements are

established for its personnel.
(President's Commission 1967,
p. 125-126)
As stated earlier, the Commission recommended a degree require-
ment for ‘supervisory personnel and the eventual establishment
of a baccalaureate requirement of. all police personnel.

These and numerous other recommendations were aimed at
increasing the quality of police service and upgrading the
law enforcement field through the imposition of higher educa-
tional standards. These concepts coincide and blend into a
move to professionalize the police field. Hoover stated
that "genuine professionalism based upon a service ideal is
intrinsically related to higher educational standards.™
(Hoover, 1975, p. 2).

The rank and file police, as noted by Niederhoffer and
Westley, stated their motivation to improve educational stan-
dards was to gain higher social status for police, better pay
and working conditions and more autonomy from the judgments
of the laymen (Smith, 1976). Mecum (1979) noted that "gen-
erally when the topic of professionalism is discussed by the
peace officers themselves, money is also discussed simultane~
ously" (p. 49).

The efforts to professionalize can bé seen in the rapid
establishment of new law enforcement/criminal justice pro-

grams in colleges and universities, of incentives and finan-~

cial aid for higher educational attainments, and of the

mAT——
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creation of professional associations. Even though the
movement toward a police profession has not been entirely
established, the indications are reported by some to be "on

the verge" (Mecum, 1979, p- 49).

Value of College for Police

Attempts to empirically validate the effect of college
on students who are police have reached diverse conclusions.
Buracher (1977) and Hudzik (1978) have both noted the lack
of well designed studies to évaluate the impact of college
programs on the quality of police work.

Lefkowitz (1974) suggested that increased education is
associated with greater job satisfaction and personal involve-
ment with the job. Sanderson (1977) reported that officers
who attended college used less sick or injured days, performed
better at the training academy, and received fewer citizen
complaints. Several authors have suggested that higher

education is associated with officers who are more open

. minded/less authoritarian (Dalley, 1975; Guller, 1972;

LeDoux, 1980; Newman, Articolo & Trilling, 1974; Smith,
Lock & Walker, 1967, 1968; Smith, et al., 1%70).

Other authors, however, have not reported benefits asso-
ciated with higher education. Some suggested that college
educated persons are notjattracted to a police career (Cray,
1972; Higgens, 1969; Myren, 1960;’Pi1iavin, 1973; Wilson, :
1968) . This view is suﬁpbrtedij data which suggests brighter/

v J .

more educated officers are not likely to make a career of

law enforcement (Levy, 1967, 1973; Marsh, 1962; Stoddard,

¥ B
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1973) . McAllister (1970) reported an inverse relationship
between IQ and officers' ratings of.intelligence and common
sense by their supervisors. Lefkowitz (1971) using the
Dogmatism Scale and Weiner (1976) using a variety of instru-
ments found no significant relationship between educational

attainment and the instruments.

The efficacy and necessity of college programs for

police continues to be debated. " The debate surrounding the

impact of college education on law enforcement is not
dissimilar from the debate which has surrounded other develop-

ing professions over the years.

Federal Assistance to Law Enforcement
Higher Education Programs

The earliest federal support for law enforcement higher
education was not primarily designed for law enforcement.
The Smith~Hughes Act of 1917, which was later expanded by

the George-Dean Act of 1936, was designed to aid vocational.

education. Section Six of the latter act provided funds for

vocational education in the public services (Fike, Harlan

& McDowell, 1977). 1In California, which has been identi-~

fied as a leader of criminal justice college programs, these
early training programs evolved into college credit prcgrams
(Myren, 1970). |

A second source of financial support was the educational.
benefits provided by the Veterans Adminiétration (VA) . The

VA provided funds for former military personnel to attend

college. The impact of VA funding may be indicated by a
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study of 1970 census data which examined college attendance
for persons with either a high school degree or one year of
college. Vietnam veterans had an attendance rate of 321 per
10,000 higher than non-veterans (Bishop & Van Dyk, 1977). It
is inappropriate, of course, to attribute this rate of atten-
dance wholly to VA funding. No exact records, however, were
kept of the major fields of study of those persons who received
VA benefits for college attendance. One estimate for 1975 was
developed by examination of the limited information concerning
majors which was available. The analysis indicated between
58,400 and 69,500 of the persons who received VA educational
benefits were in criminal justice programs (National Institute
of Law Enforcement and Criminal Justice, 1976).

The major federal financial support, however, came from
the Law Enforcement Assistance Administration (LEAR). When
the LEAA was created following the passage of the 1968 Omni-
bus Crime and Safe Streets Act the Office of Law Enforcement
Assistance was merged into the LEAA (Tenney, 1971). 1In sup-
port of the President's Crime Commission recommendation of
badcalaureate degrees for sworn law enforcement officers,
the LEAA created the Law Enforcement Education Program (LEEP)
to provide financial support for officers to attend colleges .
(Fike, et al., 1977). |

The impact of LEEP funds may be seen by referring to
Table 2. Appropriations began at a relatively modest 6.5

million dollars for fiscal year 1969, but quickly climbed to
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' Table 2
i National LEgp Funding ang Participation
FY 69-6 mos. FY 70 FYy 71 FY 72 FY 73 FYy 74 FY 75 FY 76 *FY 77... FY 78 FY 79 Fy 80
Appropriations in millions
6.5 18 21,25 29 40
i Number of participating institutiong
; 485 735 890 962 993 1,036 1,065 1,031 ;,912 » 994 995 871 )
i Numbqr of recipientsg » ;
K i . N . ¥
; 17,992 51,358 64,836 81,165 102,147 113,119 109,447 84,630 79,203 72,897 65,888 32,237 E
fi Percent of recipients whe are in-service officers ;
g 94.0 85.56 81.83 80.96 83.09 89.84 89.00 81.80 93.29 92.85 94.00 94.00 }
*The Program vear is August i through July 31. Note also: . some FY 80 data may be incomplete, 4
Source: W.W. Moeller in conVersation With Agent J.C. LeDoux, January 5, 1982, é
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40 million dollars for fiscal years‘1973 through 1978. No
funds were apprdpriated beginning in fiscal year 1981.

Only 485 institutions of higher education participated
in LEEP Guring the six months of fiscal 1969 that the pro-
gram was funded. By the next year, the number of partici-
pating institutions had increased more than 50 percent to
bring the number to 735. During fiscal year 1975 a high of
1,065 institutions participated in LEEP. This number had
dwindled to 871 during the last year in which LEEP was
funded.

The number of recipients grew from 17,992 during fiscal
year 1969 to a maximum of 113,119 during fiscal year 1974.
Examination of the data indicates that during the 10 years
LEEP was funded for an entire fiscal year an average (mean)
of 77,875 students received funds. As indicated in Table 2,
the vas£ majority of these recipients were persons who were
already employed by law enforcement agencies.

The LEEP program was financially attractive to in-service
law enforcement officers. Grants were given to cover tﬁition,
mandatory fees, and books. 1In addition, full-time (12 semester
hours) }n-service personnel couid~receive up to $3,300 in |
loans upon demonstrating financial need. Determination of
need was left up to the institutions (Jacobs & Magdovitz,
1977) . Both the grants and the loéns were forgiven at‘a rate
of 25 percent per year of full;time employment in law enforce-

ment (Stanley, 1979). ' ‘
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Adult Education

Introduction

Research on adult education has taken several approaches
over the past two decades. 1In addition to basic studies
which have utilized demographic data to describe who the
adult learners are and how many of them are participating in
formal or informal learning activities, increasing emphasis
has been placed upon developing a body of knowledge about
the adult as a learner and aduit education as an important
and viable area of inquiry.

The definition of the adult learner used by the National
Center for Education Statistics (NCES) is assumed by most
data-based Studies (Cross, 1979) . The adult learner is de-
scribed as "persons seventeen or older, not enrolled full-
"ime in high school or college, but engaged in one or more
activities in organized instruction.™ (Cross, 1979, p. 78).

In this review of the literature Primary emphasis will
be placed on studies and publications which address; 1) the

development of typologies of adult lééiners, such typologies

ticipating in educational activities, ang 2) the identifica-
tion of factors which affect or influence the decision of

adults to participate in educational services.

Typology of the Adult Learner
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activities have been the focus of numerous research efforts.
Such research has been viewed as necessary to develop the
body of knowledge which can Serve as the base for the organi-
zation and delivery of quality learning experiences for
adults. h

Among'the Pioneering efforts in studying adult motiva-
tion for education was the research of Cyril Houle (1961) .
From this work Houle developed a typology of three motiQa-
tional types which he labeled goal-oriented, activity-
oriented, and learning-oriented. Boshier (1971) indicated
Houle had subsequently suggested a fourth motivational type
which can be called the universal learner. The goal-oriented
include those who pursue education with some clear objectives
in mind. The second group, the learning-oriented seek
knowledge for the sake of knowledge and view education as a
continuing process. The activity-oriented barticipate in
learning for reasons that are unrelated to the activities
invwhich they are presently engaged. This group seeks more
of a social contact and select their activity based on the
amount and kind of relationships it night bring. To the
universal learner, learning is "ihﬁerwoven in the very
fabric of their being that they have never really partialled
it_out for conscious attention® (Boshier,197l).

Sheffield (1964), using the Houle typology, prepared a
list of 58 reasons for participation in adult education and
sampled 453 adult education participants. From these results

Sheffield extracted five factors, which he called orientations.
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The orientations are: learning, desire-activity, personal-
goal, societal-goal and need-activity.

Investigators who have utilized a factor analysis
approach include Boshier (1971), Burgess (1971), -and Morstain
and Smart (1974). Boshier tested Houle's typology on a sample
of 283 adult learners in New Zealand by use of an instrument
called the Education Participation Scale (EPS). The scale
is an inventory of 48 items with a scale-range of nine on
which the learner indicates his reason for participating in
education. A factor analysis of responses to the EFS pro-
vided 14 primary factors which accounted for slightly more
than 69 percent of the variance among the items. Six of the
factors accounted for approximately 48 percent of the observed
variance. Accounting for 17.86 percent of the variance was
the social welfare factor which consists of motivations to
achieve social and community objectives. Social contact,
the second factor, accounted for 12.48 percent of the variance
and consisted of motivations related to meeting personal
social needs such as participating in group activity and
meeting new friends. Accounting for 5.71 percent of the
variance was the third factor, labelled other-directed pro-
fessional advancement. This factor consists of items con-
cerned with meeting requirements or expectations of authority
figures, peers, and/or the occupation. The fourth factor,
accounting for 5.01 percent of the variance was labelled
intellectual recreation and reflects the use of education as

a break from routine and to relieve boredom. Factor five,
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concerned with inner drives for professional advancement
and factor six which dealt with social conformity accounted
for 3.85 and 3.62 percent of the variance,respectively.

Continuing to build upon Houle's initial effort, Burgess'
(1971) research involved study of a list of eight hypothe-
sized categories of motivation for adult participation in
education, which resulted in a final list of seven motiva-
tion types. Burgess' final categories included: the desire
to know, desire to reach a peréonal goal, desire to reach a
social goal, desire to reach a religious goal, desire to
escape, desire to participate in an activity, and desire to
comply with formal requirements.

Replicating the Boshier study, Morstain and Smart (1974)
utilized the 48 item EPS Instrument in studying 648 adults
enrolled for part-time course work. Principal axis factor
analysis provided 11 factors of which six were retained for
rotation. Factor I, social relationships, consisted of
items expressing educational motivation such as to make new
friends, improve social relationships, fulfill need for
personal associations and friendships, and to share common
interest. Factor II was entitled external expectations and
consisted of variables which reflected a desire to pursue
part-time study to comply with instructions or expectaticns
of peers or someone of formal authority, or to meet employer
policy and/or requirements.

Factor III was entitled social welfare and invol;ed

motivation reflecting humanitarian concerns. Factor IV
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consisted of a concern for advancement in one's vocation or
profession and was entitled professional advancement. Fac~
tor V was entitled escape/stimulation and consisted of
variables reflecting a need to escape from routine activities.
and frustrations, or to become involved in stimulating pur-
suits. The final factor was labelled cognitive interest

and, as the-authors indicated, the dimension reflects a basic.
inquiry motiwation. In a later publication Morstain and

Smart (1977) cited five types of adult learners. The typology:
was labelled according to motivation as: non-directed, societal,
stimulation seeking, career 6riented, and life change.

*In addition to this work directed to the develoément of
motivation typologies there has been an increased effort at
identifying personal and environmental factors which may
inhibit or facilitate the adult's participation in educational

activities.

Factors Affecting College Attendance

It is well documented in the literature on highér educa-
tion that there is a meaningful relationshipﬁbetween certain
social, economic and personal factors and individual motiva-
tion for, and participation in, education. Studies of the
relationship between cost of education and the availability
of financial aid’on college attendance by traditional college-
age undergraduate students is an example of such research on

inhibiting—facilitating factors.

Interest in factors which differentiate between college

enrollees and non-enrollees from the adult population has

¢
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gained increased interest in recent years. Whereas reseaxch
on developing typologies of motivations for education has
dealt primarily with populations of adults who are partici—
pating in educational activities, studies of factors which
inhibit or facilitate such participation must by necessity
involve a population of both participants andg non-partici-
pants.

In a study of registered nurses, Pollok (1979) attempted
to identify factors which differentiated between in-service
personnel who did and did not choose to enroll in baccalaur-—
eate programs. Her study was designed to identify both
encouraging and discouraging factors and utilized a popula-
tion of 302 adults representing both enrollees and non-
enrollees. The data for the study were gathered through use
of a survey. The instrument included items pertaining to
personal data as well as a prepared list of 55 items which
could be identified as either encouraging or discouraging
factors. This study utilized frequency distributions and
cross-tabulations as the basic means of analysis in keeping
with the population-specific descriptive nature of the
investigation. - Utilizing a minimum of 60 percent as the
cut-off for commonality of factors across the population,

16 factors were identified as major or moderately supportive
of enrollment. Among the major encouraging factors were:
job improvement, relevance of courses, affordable level of
tuition, courses available at appropriate time, courses

available on part-time basis, desire for a baccalaureate
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degree, intellectual stimulation, availability of finanﬂial‘
aid, to meet promotion requirements, and the opportunity for
self-directed learning. The major discouraging factors in-
cluded: wunavailability of financial resources, too much
time required for courses, tuition too expensive, need to
give up present job, and too much time required to complete
degree reguirements.

Many of the factors identified by Pollok (1979) are
similar to the findings of other studies. A major contri-
bution of this study was the use of both enrollees and non-
enrollees in developing an understanding of factors which
encourage and discourage adults as potential learners.

Most studies to date have focused only upon adult partici-
pants in educational activities.

Much of the recent research on adult learners has been
primarily descriptive in nature presenting a profile of
this population on basic demographic factors (Arbeiter, 1977;
Cross, 1979). One such profile of adult learners in 1975
states: |

Most were white high school graduates, between
twenty-five and thirty-four years of age, employed

more than thirty-five hours per week, with annual

family incomes of $15,000 to $25,000. Female parti-

cipants were slightly more numerous than male par-

ticipants. Most participants were taking job
related courses to improve or advance their status

in their current jobs . . . Learners paid for their
courses from their own or family funds, . . . (Cross,
1979, p. 80).

Cross then raised questions about who is not represented
within this profile and makes general observations about the
implications of certain demographic factors as barriers to

participation.
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A demographic¢ variable often associated with participa-
tion in organized learning is the age of participants (Arbeiter,
1977; Cross, 1979; Glenny, 1980; Morstain & Smart, 1974,
1977). Cross sgtated that age clearly reveals certain social
perceptions about the role of education in vérious life stages
in that yéunger people pursue education to lay the groundwork
for a career, while individuals in the age range of 25 to 44
years of age participate in education for career advancement,
and those age 50 years and older participate for leisure pur-—
poses (Cross, 1979).

Related to age as a potential determinant of adult par-
ticipation is the factor of prior educational attainment
(Arbeitef;;19?7; Cross, 1979). The younger adult cohort
(ages 25;44) tends to have a higher level of educational
attainment than the older cohort (age 50 plus) and those with
higher levels of attainment are more likely to seek further
education (Arbeiter, 1977; Glenny, 1980).

The differences in participation rates between men and
women has been chronicled by a number of authors (Arbeiter,
1977; Bishop & Van Dyk, 1977; Cross, 1979: Glenny, 1980;
Morstain & Smart, 1974, 1977). National Center for
Education Statistics data reported the rate of participation

as about the same in men and women, 11.7 percent and 11.6

- ptrcent respectively (Cross, 1979). Of particular note is

that of men and women in the 35 to 54 year old range, the
percentage of women in that cohort came from behind to sur-

pass the proportion of men from the same cohort who were
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participating in educational activities (Cross, 1379).
Although the proportion of women has increased significantly
the increase was centered primarily among white women.

Educational attainment examined in relation to sex has
been identified as a determinant of adult participation.
Cross (1979) reported that women with a high school educa-
tion only are less likely to seek further education than men.
However, the women with education beyond high school exceeded
the participation rate of men as educational attainment
increased.

As an indicator of motivation and participation of adult
learners, educational aftainment is probably a better index
than any other lone characteristic (Cross,'1979)~ The more
education people have the more likely it is that they will
seek further education. Cross stated that "this observation
is consistent across a great variety of studies and is
responsible for predictions that adult education will con-
tinue to rise as the educational attainment of the populace
rises" (Cross, 1879, p. 93).

Race as a differentiating factor in adult participation
has been highlighted in several studies with evidence péinting
to a higher percentage of adult whites 'in the various age
groups participating in education than either Blacks or
Hispanics (Arbeiter, 1977; Cross, 1979). However, in the
Bishop and Van Dyk stﬁdy (1977) , which utilized a sample of
men and women from Standard Metropolitan Statistical Aréas,

minority status did not appear to have a consistent effect
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on attendance. The intervening variable in the Bishop and
Van Dyk findings on minority representation appeared to be
the existence of low tuition colleges which provided both
geographic and economic access for potential adult education
participants. The difference seems to be more of a class
bias than a color bias according to Cross (1979). In fact,
if educational attainment is controlled, the participation
rates for non whites were roughly equal (Cross, 1979).

The relationship between adult participation and family
income, college costs and the availability of financial
assistance has been addressed by a number of researchers.
Arbeiter (1977) presents 1972 data which showed increased
participation in adult education as a function of higher
family income. Cross, using 1975 data indicated that parti-
cipation from those with incomes less than $3,000 was 4.4%
while those with incomes of $25,000 the rate was 17.7%

(p. 97). 1In the Bishop and Van Dyk (1977) study an increase
in family income of $5,000 increased the rate of attendance
of both husbands and wives.

While this is evidence thatrmoney may be a barrier for
educational participation, Cross (1979) reported that if age
and educational attainment are controlled, income has little
influence on the rate of participation.

The impact of financia; aid, in the form of the GI Bill,
as a facilitating factor was also highlighted by Bishop and
Van Dyk (1977) when they showed a significantly higher pars:

ticipation rate among male GI Bill recipients than of male
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non-recipients. Adult students were also found to be more
responsive to tuition levels than younger (17-22 age)
students in decisions on college attendance.

The number of dependents and the age of dependents has
been found to have an effect upon the participation rate of
both men and women. Children of any age serve as an inhibi-
ting factor on the participation of both husband and wife,
although the presence of children under the age of six had
the strongest negative effect for wives (Bishop & vVan byk,
1977).

Geography in terms of access to educational activities
for adults is a variable receiving attention in the liter-
ature (Arbeiter, 1977; Bishop & Van Dyk, 1977; Crbss, 1979).
The availébility.of low tuition community colleges in urban
areas increases participation (Bishop & Van Dyk, 1977).

In relation to population density, Cross (1979) reportedvthat
"people living in surburban areas are more likely to parti-
cipate in educational activities than those living in areas
of sparse population or in the dense populations of central
cities"™ (p. 100).

Cross has stated that geography in terms of residence
has been related not only to interest in participation but
in actual participation (Cross, 1979). The western states
region was significantly above the‘national‘average in the

adult education participation rate with a 16.6 percent rate

compared to an 11.6 percent national rate. The West was thg;

only region to have above average rates in all population

density types--cities, suburbs, towns, and rural areas.
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The obstacles that deter adults from participating in
organized learning activities can be classified under three
headings-—situational, dispositional, and institutional
(Cross, 1979). fThe situational barriers arise from situa-

tions in one's 1life at that time, such as transportation

Dispositional barriers encompass attitudes about learning ang

-@ person's perception of his abilities, boredom with school,

lack of confidence, or believing that one is too old to
learn. The institutional barriers refer to barriers in which
institutions discourage or exclude particular clusters of
learners through inconvenient schedules, full-time fees for
part-time study or geographic isolation (Cross, 1979).
Through this review of literature, factors have been
identified by various authors which appear to influence the
educational participation of the adult learner. If ohe were
to compare the factors identifieg by these authors, certain
commonalities become apparent. There ig agreement that social
factors, i.e. the need to meet new people or to escape, is a
determinant of participation. The concept of pursuing a
goal, either self~directed or professionally related is seen
consistently throughout the literature. Also, such factors
as financial considerations (tuition, student aid) ang the
convenience of college in terms of‘location, course schedule

and offerings are identified by the studies mentioned.
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Summary and-the Conceptual Design

Drawing upon the studies reported in the review of liter=
ature, a conceptual madel was developed to provide direction
for the cunmrent study. A simplified schematic presentation
of this model is shown as Figure 1.

The literature on adult education has provided informa-

tion on personal characteristics and demographic factors which

are related to adult participation in educational activities.
Age, race, sex, marital status, number of dependents, prior

educational attainment, and financial condition are some of

the factors which have been cited in the literature as related

to participation.

A second major category of charaéteristics was what may
be termed environmental characteristics or conditions. Such
characteristics were the availability of desirable educational
opportunities, and professional/occupational factors. From
the review of the literature on law enforcement education it
was possible to identify forces which have been instrumental
in creating a professional environment conducive to increased
personnel involvement in degree credit programs in higher
education. These forces can be summarized as a thrust for
increasing the stature of law enforcement as a profession, a
desire to increase the effectiveness of police work, a sig-
nificant growth in the number of college degree programs in
law enforcement as a profession, a desire to increase the
effectiveness of police work, a significant growth in the

number of college degree programs in law enforcement and
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criminal justice available to in-service personnel, and fi-

nancial support to personnel for college enrollment through
the federally funded Law Enforcement Education Program.
Studiés of adult motivation research provided informa-
tion on faétors which adults have cited as inhibitors or
facilitators of adult participation from which six common

clusters of factors were identified for use in the current

study. These clusters were hypothesized to be influential in

the decision-making of law enforcement personnel regarding

pursuit of the baccalaureate degree. The six clusters of

factors were identified as: "Financial," "Convenience, "

"Social/Social Support,"” "Institutional Atmosphere,"‘"Goal

Congruence,” and "Job Relevance."

It was also hypothesized by the authors of this study
that the attitudes of officers toward pursuit of the degree

and their educational behavior would be shaped by the "real=

ity" of the hypothesized factors and the perceived "influence"

of those factors, Finally, it was hypothesized that educa-

tional behavior could be identified which resulted from the

interaction of respondent characteristics, environment,

influence factors, and attitude. These educational behaviors

would be reflected by: 1) individuals who already held the

degree, 2) individuals who desired the degree and were

actively pursuing it, 3) individuals who desired the degtree

but were not pursuing it, and 4) individuals with no desire

to achieve the degree.

s

o

RO

i s < e

(oa seate

E

e

41

Therefore, through relating profession-specific charac-—

teristics of law enforcement personnel and their work

environment with information and research findings on adult

motivation for, and participation in higher education the

general framework for this study was derived. This framework

included a blending of the demographic characteristics of
law enforcement personnel including their educational attain-

ment and aspirations, with factors which previous studies

have identified as facilitators or inhibitors of college

attendance for adults.
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METHODOLOGY

Purgose

The purposes of this study were to identify factors
that law enforcement personnel reported as influencing their
decisions-regarding enrollment in degree credit pPrograms in
colleges and universities, and to determine whether these
factors and certain demographic factors are predictive of
degree work and degree attainment.

This section describes the methodology and procedures

utilized in pursuit of those purposes.

Instrumentation

Development of the survey instrument Proceeded from
the,conceptualeramework described previously. Inclusion of
items was based on the following Ccriteria. Any item must:

1. provide relevant descriptive data

2. be hypothesized to be related to educational

attainment

3. assess one of the four general dimensions: Depart~-

ment Characteristics, Personal Characteristics,
Professional and Occupational Characteristics,
and Educational Characteristics

4. elicit reality and influence assessments about

Financial, Convenience, Sociai or Social Support,
Institutional Atmosphere, GoalACongruence, or
Job Relevance factors

5. meet standard criteria for the development of

items.
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A pilot instrument was developed in the fall of 1980,
The items for thisg instrument were developed by adapting an
instrument for determining the factors affecting the attainment
of the baccalaureate degree by nurses (Pollok, 1979). 7The
pilot instrument consisting of three major parts, included
134 items. ' The first part consisted of 24 items which focused
on: 1) personal characteristics——sex, race, age, marital
status, and number of dependents; 2) professional factors--
rank, years in law enforcement, job responsibility, work shift,
work setting, and size of department; ang 3) educational fac~-
tors--educational level, emphasis of course work, and educa-
tional plans. The second and third parts were an attempt to
assess attitudes toward conditions believed to be related to
educational attainment. Each of the items in the second part
were worded negatively as inhibitors (e.g., "I do not have

funds available-&:pay tuition and fees."). Items in the thirqg

- part were worded positively as facilitators (e.g., "Part-time

study is available."). Utilizing four point Likert-type scales,
respondents were asked to rate each statement as to whether
they agreed with the Sstatement and whether this factor encour-
aged or discouraged theijr decision to enroll in college
courses.

In previous studies (e.gq., Pollok, 1979) respondents
were asked whether these factors influenced their college atten-
dance. This made it possible for Tespondents to indicate that

a factor did not influence their college attendance for either

©of two reasons: the existence of this factor did not influence




A ———y
44
Assessments
Reality Influence
o
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1. Adequate financial resources .are available for me to pursue 1 2 3 4 1 2 3 4

college course work.

2. The financial cost of pursuing college course work is too 1 2 3 4 1 2 3 4

high.

3. GI Bill and LEEP funds are not available to me.

4. College course work or a bachelor's degree is necessary for 1 2 3 4 1

promotion. ’

5. College course work or a bachélor's degree is a requirement 1 2 3 4 1 2 ) 4

for my current job. ' '

6. College course work or a bachelor's degree increases my Job 1 2 3 4 1 2 3 4

security.
Convenience

7. College courses I might desire are offered at a convenient 1 2 3 4 1 2 3 4

time.

8. College courses I might desire are offered at a convenient 1 2 3 4 1 2 3 4

location.

9. College work requires too much of my ¢ime. 1 2 3 4 1 2 3 4
10. Shift rotation interferes with college class schedules. 1 2 ‘ 4
11. Part time college programs I might desire are available. 1 2 3 4 11 2 3 4
Social/Social Support
12. T receive encouragement from my police co-workers to 1 2 3 4 1 2 3 4

continue my education. ‘
13. T receive encouragement from my superior officers to 1 2 3 4 1 2 3 4
continue my education.
14. T receive encouragement from my family to continve my 1 2 3 4 1 2 3 4
education.
15. Taking college courses will give me an opportunity to meet 1 2 3 4 1 2 3 4
" new people.
. 16. It 1s important for me to meet people who do not work in 1 2 3 4 1 2 3 4
§ law enforcement. ’ . .
; Institutional Atmosphere o
17. College faculty members have a positive or encouraging 1 2 3 4 1 2 3 4
attitude toward students who are law enforcement
of ficers.
18. Other college students have a positive attitude toward 1 2 3 4 1 2 3 4
students who are law enforcement officers.
19. I am apprehensive about going to school for a bachelor's 1 2 3 4 1 2 3 4
degree. ’
20. College allows (will allow) an escape from the routine 1 2 3. 4 1 2 3 4
pattern of daily activities. . :
21. The people I meet in college programs are stimulating, 1 2 3. 4 1 2
22. College faculties are not open to ideas from students who 1 2 3. 4 11 2
work idn law enforcement.
Figure 2 Hypgzhesized Motivational Clusters, Items, and Response Alternatives
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23, 1 have a desire to improve my mind. 1 2 3 4 1 2 3
24, 1 wish to obtain a degree for personal reasons. 2 2
25. College programs provide opportunities for self-directed 1 2
learning.
26, College programs available to me are not of the high quality i 2 3 4 1 2 3 4
I desire.
27. The goals of college degree programs are similar to my own. 1 2 3 4 1 2 3 4
Job Relevance .
i
28. I need to learn more about law enforcement. :
29. College programs are relevant to the problems I face (or/yill 4 §
face) on the job. v !
30, College courses will help me learn more about law enforcement. 2 4
31. College programs are relevant to my future career plans in 2 4
law enforcement.
32, College couréés are available that will help me increase my 1 2 3 4 + 1 2 3 4

leadership skills,

Figure 2 (continued)
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their decision, or the factor did not exist. For example,
if a respondent were asked whether having adequate financial
resources to pursue college work influenced the decision to
attend college, he or she might say no, either because funds
were available or because he or she decided to attend even
though there was a scarcity of funds. Accordingly, respon-
dents were asked both about the existence (REALITY) of the
factor and whether it influenced (INFLUENCE) their decision.
The actual items of the survey and the format were re-
viewed by FBI and University project personnel for face and
content validity resulting in several revisions. The pilot
draft was administered to 210 law enforcement officers who
were attending the FBI National Academy in October, 1980.
The primary purpose of that testing was to revise the instru-~
ment. The instrument was then revised on the basis of thg
results of this pilbt test. The final instrument included
86 items (see Appendix A). Part I, Personal Data, included
22 items requesting data on personal, professional and edu-
cational characferistics. Part II included 32 items about
conditions which might influence educational attainment.
For each item judgments about both the Reality dimension and
the Influence dimension were required (see Figure 2). The
final instrument (see Appendix A) included six financial
items, five convenience items, five social/social support items,
six institutional atmosphere items, five goal congruenceitems,

and five job relevance items. Each item had four response

alternatives for each dimension. The response alternatives

for the Reality dimension were:
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Strongly Agree = 1, Agree = 2, Disagree = 3, and Strongly

Disagree = 4. The response alternatives for the Influence
dimension were: Major Influence = 1, Moderate Influence =

2, Slight Influence = 3, and No Influence = 4,

Sampling

A stratified random sample of 353 police departments and
sheriff's offices from all fifty states and the District of
Columbia, was generated from the data base of the Uniform

Crime Reporting Section of the Federal Bureau of Investiga-

tion (see Appendix B). The New York City Police Department

was excluded from the sample, a priori, because of the unique

characteristics of the department. The departments and
offices were stratified on the basis of the size of the

agency. There were over 60,000 law enforcement officers in

these 353 departments. Within each department a five per-
cent (5%) random sample of officers was selected resulting

in a total sample of 3280 officers and deputies. Departments

with fewer than 30 officers received one survey resulting in
some oversampling of smaller departments. A complete descrip-
tion of the sample by region, division, field training

office, and size ofbdepartment is included in the report

under Return Rate.

One possible source of sampling error was the fact that

police department personnel were responsible for executing

the random sampling of respondents within each department.

The procedure used is described as follows. The department

was requested to develop a numbered list of all sworn
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officers within the department. A list of random numbers
was supplied for each department. The departments were re-
quested to use those officers whose numbers matched the
random numbers,

Although it was not possible to directly document the
use of thié procedure by departments, three kinds of evidence
suggests that the procedures were followed. First, a random .

sample of departments was selected, all of whom were reached

by telephone. When asked if they had difficulties in im-

plementing the procedure each of the 30 departments indicated
that they did not have difficulties and that the procedures
were followed as requestcd. Another 18 departments called
the FBI Academy with various questions and indicated in the
course of the conversation that they followed the sampling
procedures. Finally, 31 departments returned unsolicited
documentation of the sampling procedure along with the com-
pleted surveys.

Procedures for Distribution and
Return of Instruments

The surveys were distributed in May, 1981, to the Train-
ing Coordinators in 57 FBI field offices. The Training
Coordinators distributed the surveys to each participating
police department. The chief officer of each department, . )
or his designee, drew the random sdmple of officers, ad-
ministered, and collected the surveys. The surveys were

then returned to the FBI Academy for delivery to the
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University of Virginia. At the University of Virginia, the
surveys were proce