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FOREWORD

In 1984, the Training Division of the Federal Bureau of
investigation, United States Department of Justice, hosted the
National Symposium on Police Psychological Services at the FBI
Academy, Quantico, Virginia. This symposiumn brought together
some 165 police and civilian mental health professionals and
employee assistance providers to discuss "helping services", ways
in which police could be assisted in their personal lives through
counseling, etc. This conference resulted in a book, edited by
Supervisory Special Agent James T. Reese, Ph.D. and Harvey A.
Goldstein, Ph.D., then director of psychological services for
the Prince George's County, Maryland Police Department, entitled
Psychological Services for Law Enforcement. This book is
available through the U.S. Government Printing Office,
Washington, D. C., stock number 027-000-0126-6-3.

As a direct result of the success of that symposium, a
conference was again hosted by the FBI the folliowing year, again
at Quantico, to explore ways in which mental health
professionals, police and civilian alike, could assist police
officers "operationally". This conference, the World Conference
on Police Psychology, brought together more than two hundred
police and civilian mental health professionals and employee
assistance providers from around the world.

This book is a compilation of twenty-seven articles
resulting from a call for papers prior to that conference. It is
hoped that the information provided herein will in some way
assist those individuals who are attempting to widen the scope
of services to police departments through the use of the
behavioral sciences. The conference, as well as the information
contained in these articles, have as their basic goal, the
enhancement of the state of the art in police psychology.

James T. Reese, Ph.D.
James M. Horn, M.F.S.

Supervisory Special Agents
FBI
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INTRODUCTION

"If I only knew then what I know now ...." is a phrase
that reflects the awareness of how much knowledge, skill, and
wisdom can be attained from experience. I have often said it to
myself when I thought of my days as a young police officer and
Chief of Police in the early 1960's. The phrase is especially
appropriate to characterize the present day practical application
of behavioral sciences to law enforcement.

The behavioral science discipline of political science
has contributed to our understanding of topics ranging from the
threat of terrorism to corruptiorn in government. Sociology has
provided tools to assist us in assessing the strengths and
weaknesses of groups within our communities, as well as the
communities themselves. Criminology has provided the framework
to determine the scope of the crime problem and the nature of the
offender. But, perhaps the greatest contribution to the state of
the art has been made in the field of psychology.

From a rather modest start in such areas as interview
and 1nterrogatlon, the practical applications of psychology have
mushroomed, touching nearly every aspect of police work.

Improved pollce recrultment, selection, and screening technlques
have been developed. Officer self-control such as deallng with
anger and fear are examples of 1nternal problems being addressed.
Programs for stress management in law enforcement have been
molded into police practlces and administrative procedures.
Techniques for more effectlvely deallng with hostage situations
have been developed modified, and refined. Improved methods of
understandlng victims and w1tnesses have been developed
especially in deallng with children. New insights into the
criminal pereonallty have enhanced law enforcement understandlng
and 1nterpretat10n of behavior exhibited during crimes. Criminal
personallty proflllng and investigative analy51s have contributed
to early identification, apprehen51on, and incarceration of
serial viclent offenders. Crisis intervention, conflict
management, and hypnosis are still other examples of psychology
in action in law enforcement. The list goes on and on.

The World Conference on Pollce Psychology held at the
FBI Academy in Quantlco, Vlrglnla, in December 1985, brought
together 200 leadlng psychologists, psychlatrlsts, and other
behavioral science experts to share their knowledge with one
another. It was planned, organized, and conducted by
SSA James T. Reese, Ph.D.; Dr. John Stratton, formerly of the Los
Angeles, California, Sheriff's Office; and Dr. John Yuille of the
University of British Columbia. Papers presented at the
conference were edited and compiled by SSA's James T. Reese and
James M. Horn into the kook you are about to read.

Reviewing this collection of papers has caused me to
reflect on how far we who work in the law enforcement oriented
behavioral science community have come. Armed with the



information available today, I could have done a far better job
as a police officer and administrator in the 1960's. I know now
that I could have detected crimes that must have certainly gone
undetected. My interviews and interrogations could have yielded

reater results. Offenders in many of my cases could have been
identified, located, and apprehended earlier in their criminal
careers. Victims, witnesses, and perpetrators could have been
handled with more professionalism and safety for all concerned.
As an administrator, I could have dealt with personnel matters
more effectively and provided for training and support services
that addressed unique policing problems as well as debilitating
personal problems. The many contributions made in the field of
psychology by professional persons such as those authoring the
excellent papers in this book, enable the law enforcement officer
of today to enjoy a career wherein many more of the goals of
police professionalism and of crime control will certainly be
achieved. We have come a long way.

Roger L. Depue, Ph.D.

Unit Chief

Behavioral Science Instruction
and Research Unit

FBI Academy
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PSQCHOPATHY AND CLINICAL ASSESSMENT
Dennis B. Anderson, Ed.D.
ABSTRACT

Criminal Justice professionals are faced with the
responsibility of evaluat:ng and understanding offenders at
every level of the criminal justice system. More difficult
or more dangerous offenders demand the most attention and
often present the most Significant challenges ccncerning
their behavior, our reaction to them, and our ability to
objectively evaluate. 1In addition, we are often asked to
use tests and procedures de51gned for current assessment and
expected to then make predictions, a nearly impossible task.

This paper explores characteristics of these most
problematic offenders and our 1nterna1/affect1ve response
mechanisms to these types. All assessment is indirect and
inferential, and evaluators must be sensitive to their own
inner world and how they, themselves, can be affected
through the diagnostic process.

Reliability and validity can be questioned when
standardized tests are used; these issues are more critical
when evaluating others through the "human process."

Issues discussed include: Decisions for trait
selections; choosing what and how to assess; the logic of
making trait and personality inferences from observed
behavior; methodological issues in assessment; and the role
of the human judge.

PSYCHOPATHY AND CLINICAI, ASSESSMENT

Criminal justice professionals are faced with the
responsibility of evaluating and understanding offenders at all levels
of the criminal justice system. More difficult or more dangerous
offenders demand the most attention and respons1bility, and often
present the most significant challenges concerning their behavior, our
reaction to them, and out ability to objectively evaluate. In
addition, we are often asked to use tests and procedures designed for
current assessment and expected to then make predictions--a nearly
impossible task.

The antisocial personality disorder (psychopath, sociopath,
character-disordered personality) represents the most common, and
perhaps most difficult challenge. Characteristics are likely to
include:



3.
4.

5.

Absence of mental retardation, schizophrenia, or
paranoia.

Pattern of antisocial behavior such as criminal
activities, substance abuse (alcohol, other drugs),
rebelliousness.

Irresponsibility and undependability.

Instability in location, occupation, living
arrangements.

Exploitive interpersonal relationships.

Sociopathic persons have a very low potential for successful
treatment. Their interest in changing is minimal. Often they will be
pressured into agreeing to enter treatment in order to avoid
punishment or because a person they are exploiting insists that they
get "treatment." Sociopaths are usually not treatable.

Some other characteristics found within this group, but not
necessarily within the same individual:

1.

Intelligent (often above average), spontaneous, very
likable at first appearance, mostly concerned with
living in the present.

Lack loyaity, emctionally immature, impulsive,
irresponsible, unethical, unable or unwilling to make
an adequate social adjustment.

Discrepancy between intelligence (high) and conscience
(low). Inability to understand or accept (except
verbally) ethical values or to pursue socially approved
goals.

Do not profit from mistakes and ordinary life
experiences, except to learn to exploit people and
avoid punishment.

Prone to thrill-seeking, deviant sex, easily bored,
find it hard to forego immediate satisfaction.

Can be charming, likable, pleasant, friendly...but
become unsympathetic, ungrateful, remorseless if you
get in their way or they lose interest in exploiting
you.

Quick to rationalize own behavior, blame others or
society, lack genuine insight, lie readily.

Do not establish meaningful interpersonal
relationships; shallow.



9. Eager to obtain "social goodies" but do not want to put
forth effort.

10. Thrive in situations where "accountablllty" is low;
found throughout 5001ety and function in a variety of
roles: may be crlmlnals, college students,
unprincipled businessmen, shyster attorneys, quack
doctors or "ministers," crooked politicians, etc.

We also find ourselves involved with murderers, sex
offenders (raplsts, pedophlles, sex-murderers) , narcissistic
personalities, and organic and borderline personalities.

The variety of clinical and criminal disorders are often
exacerbated by alcohol and/or drug abuse, and their crimes are usually
repugnant. The challenges are to accurately assess such personality
disorders while keeping personal objectivity in the assessment
process.

ISSUES IN ASSESSMENT

"Diagnosis® or "psychodlagn051s" implies the "medical model"
and suggests that we can and w1ll "fix" the offender follow1ng our
evaluatlon. This assumption is, of course, only possible if the
offender is actively supportive and involved 1n the treatment process.
Legendary are the number of "false positives" in the criminal justice
system; the recidivism rate is but one indicator of inaccurate
assessment and/or the inability to implement adequate intervention
strategies based upon assessment techniques.

Assessment is, first of all, based on a determination of
what is "normal" from "abnormal" behavior. "Normal" can be described
in two ways:

1. What is expected of us. This comes from social norms
and those values reflected in our laws--drugs, sex,
stealing, harming others, etc.

2. By comparing someone‘'s behavior to others. For example,
most men do not stand on the corner of a busy
intersection and expose their penis to traffic;
therefore, this behavior would not be regarded as
"normal."

"Assessment" can be defined as the "evaluation of human
characteristics." This includes an analysis of how one person is
similar to, or different from, others. Such a definition is
incomplete, however, if it does not consider situational determinants
of behavior. Social, cultural, psychological, and perhaps biological
factors should be 1ncluded in the assessment process.



Humans are obviously complex, and there are many traits and
characteristics that interact in complicated ways. Simply knowing a
few "facts" about a person is not only incomplete, but overlooks the
numerous ways in which traits and characteristics interact.

All assessment is indirect. We use rulers, scales, tests,
etc.,--all indirect because there is some intervening instrument or
process. The same is true when you individually assess someone,
because the intervening variable is now you-=-your evaluations and
judgments are influenced by your perceptions, attitudes, values and
experiences. It is virtuvally impossible to be an impersonal,
objective evaluator of others, especially those offenders we come in
contact with in criminal justice.

All human assessment is inferential. We use verbs and
adverbs to describe behavior. Once we substitute adjectives and
nouns, we then begin the process of assessing or evaluating the
individual. This is the critical step~-observing behaviors, test
scores, or life history data, then making a decision whereby we
describe the behaving person. Not only i1s this "“inferential leap"
subject to appropriate criticism, but we often are asked to take thig
assessment process two steps further--based upon these "inferences,"
what intervention strategies do we propose, and, what are our
expectations regarding future behavior?

This process involves at least two strategies for inferring
psychological meaning from behavior and traits. The first is the
"Rational Approach" (Common sense or Nontheoretical). This approach
involves several assumptions:

1. Each evaluator uses terminology and psychological
dimensions that have the same meaning. Each of us must
communicate to others what we mean when we use terms to
describe people and their behaviors. For example, we
would use clinical terminology as defined in the
DSM-III, or operationally define our terms.

]

. Each evaluator has observed the subject in different
situations, or has reviewed a variety of data about
him/her.

3. Evaluators agree as to how each piece of behavior should
be weighted (example: prior record, I.Q., nature of
present offense, age, etc.).

4. The human mind is capable of arriving at a weighted
average that is near the subject's true position on the
trait or continuum being assessed (example: competancy
to stand trial).



The second strategy often used is "Rational Theoretical."
The assumptions are basically the same as the "Rational" strategy
except that all decisions are presumably made within the framework of
some theory of personality such as Freudian, Reality Therapy,
Rational-Emotive, Transactional Analysis, etc.

Since most assessment in criminal justice is based on one of
these rational strategies, an analysis of the assumptions is
appropriate. Across the United States we see the use of regional
slang and idioms. Within regions or cities there are terms and
expressions that have specific and often peculiar meanings. It is not
unusual, then, that there are breakdowns in communication when we
speak to one another regarding individuals' personalities and
behaviors. Even common descriptors such as "neurotic," "insane," or
"depressed" can have different meanings between one who uses the word
and one who hears it.

We often have limited "data" about the subject who is
evaluated; assessors also do not always have the same pieces of
"data." As a result, each of us will likely have a different opinion
regarding a person's "evaluation profile."

There is also wide disagreement concerning the weightirng of
behaviocral information. What is most important? Prior history of
violence? Criminal history? Alcohol and/or drug abuse? Record of
hospitalization for clinical treatment? Age? Race? Level of
education?

Who decides which information to gather? What tests are
necessary? After collecting behavioral/test data, can we evaluate and
weight this information in a manner that accurately places the
individual on the continuum for which he is being assessed? How do we
best minimize the "error" score in order to maximize the subject's
"true" score?

When evaluating reported scores of tests that assess
aptitude, achievement and intelligence, consider those scores as
representing minimal levels of ability or functioning. We can see
what they have scored; however, they may or may not be capable of
better performance. We must recognize that all testing situations do
not encourage maximal performances, nor can we assume that all those
who take such tests are in an ideal emotional or motivational
condition that would cause them tc demonstrate "their best effort."
These same concerns are also naturally appropriate when using
personality tests.

VALIDITY AND RELIABILITY ISSUES IN ASSESSMENT
Validity addresses the issue of whether a test or technique

measures what it claims to measure. Reliability describes the
precision and consistency of a measuring device or technique. We can



have reliability (consistency) in what we do, but it is not
necessarily valid. Reliability becomes important only after we have
validated what we are doing.

There are at least four sources on invalidity (spurious
criteria of validity). The first is "face validity." A test or
technique is judged to measure "so and so" simply because it looks
like it should.

The second is "validity by fiat." A person who believes he
or she is in a position of authority regarding the evaluation of
others may simply declare that his/her techniques measure "so and so."

"Experienced validity" is a criterion that:is entirely
internal to the assessor; the technique is judged to be valid to the
extent that it provides the user with a subjective sense of the
correctness of the inferences that he/she makes with it. A person's
technique is not necessarily valid simply because he/she has fifteen
years experience; it might have been invalid the first year and
repeated fourteen more years!

As suggested by the label, "faith validity" refers to a
belief, usually strongly held on the part of the user, that a
technique as used by him/her yields accurate and correct information
and thus permits making valid inferences and good decisions about
another human being.

Such spurious criteria all serve:

1. to reduce anxiety on the part of the user of the
technique regarding the correctness of the resulting
assessments:

2. to enhance the self-esteem of the human assessor and the
techniques they presume to justify;

3. to reduce the need to check the actual validity of the
assessments--or of oneself!

BEHAVIORATL MECHANISMS

As assessors we are quick to search for and identify
problematic ¢onditions in those we evaluate, whether they be criminal
justice clients, police, or other professional staff. VYet, we tend to
overlook or minimize our own vulnerabilities and human fallibility.
Psychologists are especially susceptible to this trap; after all, if
we were doing something wrong or had personal problems we would know
it because we are psychologists!

Not necessarily. It is quite easy to fall prey to a variety
of defense mechanisms and become "clinically slick." That is, we use
our training to contaminate self-perceptions. In effect, to alter the
old cliche about attorneys, "a psychologist who evaluates and treats



himself has a fool for a patient." We refuse to appreciate the
validity of information others give us about ourselves--after all, if
there was a problem we think we would know.

Simple denial is a basic response to internal conflict; we
choose to not recognize that there may be a problem. Rationalization
is another handy "out"--explain away the problem in question.

When confronted, we may resort to projection--ascribing
responsibility to outside forces while ignoring our own contributions.
Suppression and repression are real dynamic issues that should not be
reserved only for those with whom we work.

One of the most common problems humans have, especially
those working in high-stress positions, is displacement. This
behavioral mechanism has two ways in which it might be manifest. The
first is when we have conflict or stress at work that cannot seemingly
be resolved in that arena. We are "holding" the emotions that are
attached, and looking for a place to "unload." We may unload on
ourselves (get drunk, etc.) or come home and yell at the spouse and
children, kick the dog, etc.

The second possibility is taking to work emotions we are
holding from our personal environment. 1In this case we are
jeopardizing our professional objectivity, and possibly our
professional competancy. We need to constantly remind ourselves of
the need to be aware of our own personal issues and listen to data
from others about our behavior.

SUMMARY

Psychologists are "psychic sponges'" and the receptacle of
everyone's ""garbage." We need to nurture ourselves and our support
systems, and always be sensitive to basic wellness issues. Oftentimes
one positive outcome must balance out numerous negatives. Assessment
and treatment responsibilities demand that we remain aware of our
vulnerabilities and be responsible with our personal and professional
lives. The types of offenders that all criminal justice personnel
encounter place demands on our objectivity. We must be able to sort
out affective components and function as competent professionals.



ROUTINE MENTAL HEALTH CHECKUPS AND ACTIVITIES FOR
LAW ENFORCEMENT PERSONNEL INVOLVED IN DEALING WITH
HOSTAGE AND TERRORIST INCIDENTS BY PSYCHOLOGIST TRAINER/CONSULTANT

By Carroll L. Baruth, Ph.D.
ABSTRACT

The aspect of preparation most often overlooked in
the training of law enforcement personnel involved in
dealing with perpetrators of critical incidents is that of
the personnel learning to understand themselves and their
feelings better. The method recommended to accomplish this
is to have a psychologist conduct routine mental health
checkups and sessions fostering good mental health.

Understanding others starts with understanding
self! Although we cannet directly change the behavior of
cthers, we are able to change our own and as a consequence
influence others to change their behavior. Physical
conditioning, up-to-date knowledge, weapon expertise,
utilization of the latest technology, and mental stability
have all been recognized as being important. How much time
and training, however, have been spent in assisting law
enforcement personnel to recognize, understand, and monitor
their own emotions and feelings? It is important to
recognize that these same emotions and feelings are yet
another level of communication being received from the
perpetrator(s) of critical incidents and may be even more
valuable in understanding the personality type of the person
being dealt with than the actual words being said.

A model Standard Operating Procedure (SOP)
demonstrating how a hostage or terrorist response team might
be organized from a psychological point of view using the
psychologist as a consultant is described and the
responsibilities of each negotiation team member explained.
The psychologist as trainer/consultant in mental health
areas is an important role for the psychologist to play in
the yet emerging, but already expanding, role of the police
psychologist.



The day was beautiful by anyone's standards. The sun was
shining almost directly overhead there were only a few clouds in the
sky and the temperature was in the middle 80's. The day was ideal for
boating and water skiing on the Mississippi River, but why had the
crowd gathered and why had access to the dock been blocked by the
local police?

The off~-duty police officer from a nearby city asked an
officer he knew at the scene what had happened--had there been an
accident or drowning. He was quickly briefed that there was a man on
board one of the boats and he was threatening to blow himself, the
boat and other boats moored nearby up. As the boat was pointed out,
the off-duty officer recognlzed the boat as being owned by a boatlng
acqualntance who he, incidentally, had tipped more than a few beers
with, and it was moored only a few slips from his own bocat.

The local police, not knowing what to do and not know1ng who
they were dealing with, were at a stalemate because of the seriousness
of the threats. Khow1ng the visiting officer was from a larger c1ty
and his department had offered a course the previous winter on dealing
with critical incidents, they asked if he thought he could help.
Agreeing to help was an almost automatic reaction as he knew the
individual and was aware of some things that had occurred in his life
which may have precipitated his now being in this situation. Not just
standing by and watc¢hing his own boat blown up was also of some
influence and was what prompted him tc ask for a bullhorn.

"John, is that you in your boat? This is your neighbor,
Fred, and I want to come out and check my boat as it sprung a leak
last weekend. Can I come out?"

John, knowing Fred and positive rapport having been
previously established, replied that Fred, but no others, could come
out cn the dock. Fred, in walking along the dock and reaching John's
boat, stopped and asked, "John, I'm concerned. What's happening
here?"

"Fred, do you remember that a few years ago my wife and I
broke up, and we were divorced. I then married my present wife but
now she has left me for someone else."

Fred could sense that John was very depressed, probably
suicidal, and frustrated as well, and he could see no course of action
other than the one he had planned. His life was in a shambles, and he
was determined to destroy the boat so that the young woman he had
married would not have the enjoyment of using it. Picking up on this
point and realizing John's state of mind, Fred casually mentioned to
John that the young woman would still be able to take money from their
joint bank account and buy an even better boat but, if he hurried,
they could just make it to the bank, which was open until noon on
Saturdays, and change the account to only his name. At that point,
John got off the boat, and he and Fred walked off the dock together.
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The preceding story illustrates the importance of
recognlzlnq feellngs (depression, suicidal, frustratlon) and the
importance of intelligence gathering. The negotiator correctly
interpreted the perpetrator's feelings and then suggested something
concrete to do which was more to the point than blowing himself and
the marina up. The intense feelings of the perpetrator were diffused
by recognition coupled with the suggestlon of a more socially
acceptable method of dealing with the intense feelings resulting from
his wife leaving him.

The psychologist can play an important role in ass1st1ng law
enforcement officers to understand themselves better. This will in
turn, hopefully, result in hav1ng a better unde;standlng of the
behavior of others and effectlveness in dealing with this behavior.
This writer, in his volunteer work in law enforcement, has had the
opportunlty to screen aﬂpllcants, administer psychologlcal tests and
interview candidates to determine their suitability for work in law
enforcement. Screenlng of candidates has been very helpful in that it
typlcally eliminates twenty-five to fifty percent of the applicants
who, it has been found, would be unsuccessful in completing the
training and study necessary for licensure. The one procedural point
stressed in agreeing to undertake this act1v1ty was that there needed
to be a time delay between when the psychologlcal tests were
administered and the interview conducted. This allows the test
results to be used in directing tRe focus of the interview and the
results to be shared with the candidates in order to help them to know
themselves better. This approach is somewhat more lengthy, as it
requires the candidates come one additional time for the interview.

It has been well received with a typical remark being, "Gee, I didn't
know that about myself."

A second way to help officers become aware of themselves is
to use psychologists as trainers. This psychologist, with a
background as an educator and experience as a part-time police
officer, was allowed to plan and teach a l10-week, 3~-hour-session,
course entitled, Police Psychology: Dealing with Critical Incidents.
Thirty—two law enforcement officers completed the class on their own
tlme, and the critiques of the class were quite positive about the
comblnlng of psychology with the operational aspects of deallng with
crisis situations. The class could not have been taught without the
assistance and support of the local department and the FBI, which had
previously invited this psychologist to attend the National Symposium
on Police Psychological Services and a three-day course on Hostage
Negotiations.

The challenge presented in teaching such a course was to
combine the operational principles of negotiations with sound
psychological pr1n01ples. There may be some benefit for a department
to have a psychologlst receive pol ce spe01allzed training in order to
have him combine this knowledge with his knowledge of psychology. In
turn, he can later become part of a training team or, as in the
example here, present both aspects. A description cf the course and
instructional objectlves follow to illustrate how critical incident
techniques and principles can be combined.
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COURSE  DESCRIPTION

Police Psychology: Dealing with Critical Incidents will
focus on preparing the law enforcement officer to be mentally,
physically and emotionally prepared prior to critical incidents;
supply the technical knowledge and the personal and criminal mind
psychological insights necessary to deal effectively with such
incidents; and offer alternative ways of personally coplng and
offerlng support to fellow offlcers after traumatic incidents. The
critical incidents covered in the class will be hostage situations,
barricaded subjects, snlpers, suicides, terrorists or the resulting
post-traumatlc stress resulting from your own personal injury or
injury or death of a fellow officer. Psychological proflllng with
recognltlon of criminal personallty types and effectlve ways of
deallng with them will De stressed. The class is important to any
critical incident scene and should be of special interest to hostage
negotiators and tactical unit team members.

INSTRUCTIONAL, OBJECTIVES

The weekly instructional objectives of the course will be as
follows:

1. To acquire basic understanding of psychological terms
and concepts pertaining to critical incidents.

2, To learn to identify, monitor and control stress in self
and understand and use transference, suggestibility,
Stockholm Syndrome and Circadian Rhythm to more
effectively deal with perpetrators.

3. To gain greater 1n51ght of officer's own personallty and
the paranoid schizophrenic, antl-s001a1, 1nadequate or
atypical, and depressed personalities of criminals.

4. To expand knowledge of the negotiation process and the
means of communication most effectively used by
negotiators in different type situations.

5. To define hostage, barricaded subject, sniper, suicidal,
and terrorist situations and learn means to deal more
effectively with them both personally and
organizationally.

6. To learn how to identify and deal with the depressed,
suicidal perpetrator and avoid "suicide by cop."

7. To learn how to recognize and deal with the paranoid

schizophrenic, inadequate or atypical, and anti-social
criminal personalities.
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8. To acquire the expertlse necessary to adequately
crlthue both positively and negatively critical
incidents.

9. To recognize and learn to deal with post-traumatic
stress in self and other officers and to know what to do
if you are taken hostage.

10. To acquire the knowledge and skills necessary to qather
meanlngful intelligence to comprehensively psychological
profile the perpetrator(s) and hostages and to debrief
hostages immediately upon release.

The area of psychological expertise least recognized, and
which might be the most helpful to officers involved in dealing with
critical incidents, is as a conductor of routine mental health
examinations. Annual physical examinations or health checkups are
highly recommended but the importance of routine mental health
checkups and activities has not yet been established. Occa51onally,
it happens that an officer you have psychologlcally assessed mentions
that he would like to again take a personality assessment tool such as
the Minnesota Multiphasic Personality Inventory (MMPI) to see how he
may have changed over the course of his career. When this happens,
the officer is glven the test to take and the results compared with
those of the previous testing. Pre- and post-membershlp testing
prov1de an excellent benchmark to determine change. This concept of
measurlng and dlscu551ng change should be implemented for all officers
on critical incident teams. Psychologlcal assessment or screenlng
should take place as part of the selection process for officers
applying for acceptance to such teams.

Once membership on such teams has been achieved, routine
mental health checkups should be highly recommended, if not made
mandatory, in order to help officers keep in touch with their own
feelings and emotions. The emphas;s must be on helplng the officer
become more effective in dealing with crisis situations and not 51mply
to retain membership on the team. Some states are now, however, in
the process of studying the advisability of requiring regular
psychological examinations for officers in the field to maintain their
job status. The merits of this potentially highly controversial
requirement are not being advocated here. The recommendation
presented here is simply that officers involved in critical incidents
be helped to keep in touch with their own emotions and feelings
through periodic mental health checkups and activities. The theory
advocated is that officers who know themselves will better understand
and be able to deal more effectively with the behavior of others.

In effectively dealing with critical incidents, being able

to recognize transference; counter transference; Stockholm Syndrome;
monitoring and controlling stress as seen in Circadian Rhythm;
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recognlzlng personality types belng encountered--essential for
psychologlcal proflllng, and realizing other emotions involved are
generally first recognized on the feeling level of the officer doing
the negotlatlng Over nlnety percent of communication is non-verbal
and a 51gn1flcant part of it is feelings being evoked in the listener.
In this writer's counsellng experience, recognltlon of a spec1f1c
feeling being elicited from the interaction with a client is often the
first indicator of what the real problem might be. If our own
feelings are masked because of our own accumulated stress or mental
health difficulties, we are less capable of being able to fully
receive and translate the non-verbal communication being received.

Role playing is often looked down upon in the "macho" and
"action-oriented" world of law enforcement. When this instructor
mentloned to the class that he was going to play the part of four
major personallty types of perpetrators, the class was rather
apprehen51ve about how this would work out. However, adopting some of
the technlques used in psychodrama wherein persons are encouraged to
step in and take the place of others, made this aspect of the course
quite appealing to the class. A highlight of the class was when the
instructor and another class member played the parts of anti-social
type bank robbers. The pr1n01ple in hostage negotiations that a
female should not negotiate with anti-social type perpetrators was
violated on purpose. Negotlatlons were unsuccessful until the
instructor finally stepped in and removed the female negotiator and
replaced her with a male negotiator. The class had not fully realized
that a negotiator could, and at times should, be switched.

A psychologist, unless he is also a pollce officer who
understands and can stomach the fact that, if negotiations break down,
he will need to continue but his role will change to that of setting
up the perpetrator(s) to be taken out by the SWAT team, would probably
best serve in the role as consultant to the Negotiation Team. The
psychologist can assist in psychological profiling the perpetrator(s)
and hostage(s) as well as help monitor the process of negotiations.

If it is determined that a negotiator needs to be replaced because the
stress is getting to him or to improve the chances of success, the
psychologist might be of some assistance in recommending who should
take over provided he knows and has worked with the negotiators
available.

Members of the cleryy, family members, friends, media
persons and other well-intentioned individuals should not be allowed
to communicate dlrectly w1th perpetrator(s). The best person to deal
with critical 1n01dents is a law enforcement officer, having
specialized training in negotiation techniques and process as well as
a thorough knowledge of the psychology of human behavior, who is
understanding of his own emotions and feellngs and is in turn capable
of fully understanding the perpetrator(s) with whom he must deal.
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SUMMARY

The aspect of preparation most often overlooked and which
all law enforcement r2rsonnel involved in dealing with perpetrators of
critical incidents, such as hostage and terrorist situations, can do
to improve their own effectiveness and improve the chances of
successful resolution to such incidents, is to learn to understand
themselves better--to become better in tune to their own feelings and
emotions. Understanding othersz starts with understanding self!
Although we cannot directly change the behavior of others, we are able
to change our own and as a consequence influence others to change
their behavior. Physical conditioning, up-to~-date knowledge, weapon
expertise, use of the latest technology and mental stability, as
measured by past field experiences and psychological examinations,
have all been recognized as being important. How much time and
training, however, have been spent in assisting law enforcement
personnel to recognize, understand and monitor their own emotions and
feelings? It is important to recognize that these same emotions and
feelings are yet another level of communication being received from
the perpetrator(s) of critical incidents and may be even more valuable
in understanding the type of person being dealt with than the actual
words being said. Understanding and effectively dealing witk the
behavior of others begins first with knowledge and understanding of
self.

RECOMMENDATIONS

The following is a somewhat abbreviated model, not specific
to any law enforcement agency, Standard Operating Procedure (SOP)
prepared to demonstrate how a hostage or terrorist response team might
be organized from a psychological point of view using the psychologist
as a consultant.

MODEL: Emergency Negotiation Unit (ENU)

PURPOSE: To establish and maintain a specially trained and
highly skilled behavioral sciences team of law
enforcement personnel, disciplined to work
together as well as with Emergency, Electronic and
Photographic Response Units, to bring about the
safe release of hostages through modifying the
perpetrator(s) behavior. The negotiation process
itself will be a continuum of decisions, the
implementation of which will increase the
probability that the personal safety of hostages,
police, nearby citizens and perpetrator are
assured to the maximum degree possible.

RESPONSIBILITY: The Emergency Negotiation Unit will come under the
command of the Chief of Police who may delegate
the operational authority to any officer,
hereinafter referred to as the ENUL (Emergency
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Negotiation Unit Leader). In the absence of the
appointed ENUL, a chain of command will dictate
the acting unit leader.

ENUL's Responsibilities and Duties:

A. To secure the release of hostages in the most expeditious and
lawful manner possible with the minimum use of force necessary
and the least amount of damage to property.

B. The ENUL will make the most efficient use of all resources
available to him from within and without the Department and do
so with a minimum disruption of police services to the
remainder of the city.

C. The ENUL will monitor schedules and availability of ENU
members.

D. The ENUL will submit reports to the Chief of Police detailing
the ENU activities and actions taken., The ENUL and Emergency
Negotiation Unit Team Psychologist with the Training Division
will keep abreast of advanced negotiation methods and include
them in an ongoing training program for ENU members and other
members of the department interested in better preparing
themselves for negotiation situations.

E. Upon being summoned to situations where ENU involvement is
deemed the most appropriate course of action, the
responsibility to resolve the problem through negotiations
will rest with the ENUL. Other ranking officers present will
coordinate their activities through the Coordinator of the
Emeggency Negotiation, Response, Electronics and Photographic
Units.

Responsibilities of the ENU Members

A. Attendance at all ENU training sessions.
~Absence will require ENUL approval.

B. Maintaining good physical and mental health.
-Training sessions will include physical conditioning; self-
development and improvement skills; mental health activities;
and psychological negotiation skill training.

C. Selection and removal of ENU officers will be done by the
Chief of Police, the ENUL and the ENU Psychologist.

D. Minimum requirements for new and continued membership:

1. Good physical condition.
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2. Good psychaloglcal health as measured by initial and
yearly standardized testing and interview by psychologist.

3. BAbove average service rating.

4. Above average interest in dealing with others in critical

situations.

III. Function and Summoning of ENU:

A.

During their normal tour of duty, officers de51gnated as ENU
members will be immediately respon51ble to their division or
platoon supervisors. They will function under the direction
and control of the ENUL when an emergency negotiation
situation occurs.

All other police personnel at the scene will function at the
direction of their supervisors who will coordinate activities
with the ENUL.

The follow-up 1nvest1gat1ve procedures will continue to be
performed by the apprcprlate bureau, relieving the ENU to
begin the debriefing process.

Officers should summon their immediate supervisors to all
incidents that have, or appear to have, the potential for
bebomlng an emergency negotiation situation. The supervisory
officer at the scene has the respon51b111ty to survey the
situation and recommend the necessary immediate action. The
on-duty ENU officer, as well as ENUL and ENU Psychologist,
should be summoned in the following situations:

1. Hostages: Where an obvious or suspected hostage situation
exists.

2. Barricaded Suspect: This situation differs from the above
in that the suspect is not making negotiable demands or
creatlng an immediate danger to himself or another perscn
within his immediate control.

3. Snivers: This situation differs from the above in that
firearms possessed by the individual most likely will have
been discharged resulting in death or injury to an
intended or random target(s).

4. Suicides: The individual has attempted or is threatening
self-destruction.

5. Terrorists: When an individual or group attempts to

influence others through the use of actual or implied
threats.
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Iv. ENU

6. Other: 1In any situation where the supervisor on the scene
determines that the ENU can provide tactical advice or
assistance to abate the situation with a minimum of danger
to persons or damage to property.

ENU Recall

C.

A situation that may require actlvatlng the ENU will be
relayed to the platoon commander who will determine whether an
ENU recall is warranted.

Notificatinn of support agencies should be done at the
direction of the duty commander at the time of the ENU call

up.

1. Ambulance
2. Fire
3. Other

ENU members responding to a recall will report to the command
post at the scene for instructions.

V. ENU Equipment and Vehicle

A.

The upkeep of egquipment used by the ENU will be the

responsibility of the ENUL.

B.

The ENU vehicle will be parked in the L.E.C. garage when not

in use by ENU members. ENU members will notify the platoon commander
whenever using the vehicle regardless of the purpose.

VI. Description of Negotiation Unit Responsibilities

A,

Emergency Negotiation Unit Ieader (ENUL):

Respon51ble for communication with Emergency Unit's
Coordinator as well as with ENU Psychologlst, directs
intelligence gatherlng, 1nclud1ng information needed for on
scene psychologlcal profiling of perpetrator, and as much
relevant information about hostages and scene as possible;
requlsltlons necessary materials and support personnel; calls
up and assigns additional negotiators if needed; provides for
acquisition and upkeep of all necessary equlpment, works with
psychologlst to provide best possible training for negotlators
and other 1nterested department members; and holds drills and
simulation exercises which will be critically evaluated and
critiqued by departmental command officers.
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B. Energency Negotiation Unit Psychologist:

Serves as information source and adviser to primary negotlator
(who may well be first officer on scene and not specially
trained in negotlatlons) and the back-up negotiator; develops
psychological profile of perpetrator and, to a more limited
extent, the hostages; monitors negotiation progress and can
help assign responsibility of negotiations to back-up
negotiator or another if requested by primary negotiator or
deemed necessary for continued success of negotiation process;
holds major responsibility for training in the behavioral
sciences; knows individual skills and strengths of negotiators
on team to the extent of being able to recommend those who
will have greatest chance of success in dealing with dlfferlng
personality types; and is in charge of mandatory debrleflng
for negotiators and other involved officers after negotiation
incident in Law Enforcement Center (L.E.C.).

C. Primary Negotiator:

The officer (first responder or negotiator) doing the actual
negotiating.

D. Back-Up Negotiator:

The first or second negotiator on scene (dependlng on
background of prlmary negotiator) who assists in any manner
possible, espec1ally by way of encouragement and support the
primary negotiator and is constantly ready to step in if
needed.

E. Support Negotiators:

Other trained negotiators on the scene who have been assigned
by ENUL to gather 1nte111gence about the perpetrator(s) or
hostage(s) or assist him or the psychologist in other ways.

F. Assigned Officers:

Any full or part-time eofficers assigned to work with the
negotiation team.
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THE COMPETENCY AND CREDIBILITY OF CHILDREN AS WITNESSES

Theodore H. Blau, Ph.D
Richard M. Blau

ABSTRACT

The law has developed generalized standards for
both the credibility of child witnesses and the capacity of
children to take the judicial oath prior to testifying.
These standards evolved broadly, in part due to the
historical infrequency of child testimony.

In recent years, however, the importance of child
testimony has grown considerably as societal attitudes
toward children have changed. More and more children have
been called as witnesses to criminal events, especially
child battering and sexual abuse. The growing use of such
children as credible witnesses has in turn produced a
variety of judicial decisions both supporting and rejecting
the testimony of children, often without setting standards.

The study of children and their capabilities as
witnesses forms one of the largest data bases in the
behavioral sciences. There are psychological standards for
all pertinent ages and stages of development. There is even
a substantial body of research on the credibility of a
child's memory and testimonial statements.

This article reviews the relevant research and
court decisions, and concludes with a set of behavioral
standards to provide the judicial system a methodology for
dealing with child witnesses.
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TEXT

Eyewitness accounts presented by witnesses to
criminal acts are considered among the most powerful
evidentiary aspects of any trial. Whereas the testimony of
an adult witness is generally accorded a very positive
reception by judges and juries, the testimony of children is
viewed with caution or even suspicion by most adults.
Children are frequently seen as less competent than adults
in perceiving, remembering and describing events of
significance. Jurors have been found to be consistently
prejudiced against accepting the testimony of young
witnesses at face value.

Although children have been put forth as witnesses
in criminal and civil matters for over a century, a
significant increase in efforts to use children in
evidentiary matters has occurred in the past decade.2 The
relatively recent emergence of large numbers of
investigatinns of child battering, child sexual abuse and
other crimes to which children may be parties, victims or
opierverg has resulted in the credibility of the child as
witness.

In this respect, however, the courts have failed
to keep up with society's changing attitudes toward
children. The law, for example, has not been instructive on
the issue of a child's intellectual competence with respect
to the requirements for credibility as a witness.

Delivered at The World Conference on Police Psychology,
FBI Academy, Quantico, Virginia. December 16-19, 1985.

213 East Davis Boulevard, Tampa, Florida 33606.
Post Office Box 1288, Tampa, Florida 33601.
1 Johnson, M., and Foley, M., "Differentiating Fact from

Fantasy: the Reliability of Children's Memory." The
Journal of Social Issues, 4(2), 33-50 (1984).

2 gee Pepper, J. N., The Child Witness." 26 Criminal Law
Quarterly 354 (June 1984); Note, "The Testimony of cChild
Victims in Sex Abuse Prosecutions: Two Legislative
Innovations.” 98 Harvard law Review 806 (February 1985).

3 gee, e.g., Note, "The Young Victim As Witness for the
Prosecution: Another Form of Abuse?" 89 Dickenson Law
Review 721 (Spring 1985).
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Traditionally, most courts have considered children below
the age of 7 to be of questionable credibility and
competent, subject to voir dire (questioning) by the court
prior to testifying before a jury.%4 Those over 14 years of
age have traditionally been considered to be credible
witnesses.b

With growing frequency, these guidelines are being
subjected to interpretation and implementation by the
presiding judge.® cChildren as young as 3 and 4 years of age
recently have been allowed to testify in some
jurisdictions.”’

CURRENT ISSUES

As children are called to testify with increasing
frequency in many courts, a number of key issues have
emerged. Principal among these issues are the following:

1. The Capacity of the Child to Take the Judicial
Oath. In order for witnesses to give testimony, they must
be sworn. The witness must promise, swear or affirm that he
or she will tell the truth, the whole truth, and nothing but
the truth "so help me God."8

4 81 American Jurisprudence 2d Ed., "Witnesses," 125-132.
Rochester, NY: ILawyer's Cooperative Publishing Co.
(1976) .

5 14.

6 Blau, T. H., The Psychologist As Expert Witness.
New York: John Wiley & Sons (1984).

7 see, e.qg., State of Oregon v. Campbell, 705 P.2d 694, 706
(Or. 1985) (because there is so much variance among
children, testimony of a 3-year-old witness could not be
excluded absent a determination of incompetency by the
trial court); State of Worth Carolina v. McRae, 292 S.E.
2d 778 (N.C. App. Ct. 1982) (age alone is no basis to
disqualify witness; trial court properly considered
children, ages 3 and 4, as possible witnesses in criminal
trial).

8 See United States v. Fiore, 443 F.2d 112 (2d Cir. 1971),
appealed after remand 467 F.2d 86, cert. denied, 410
U.S. 984 (1973) (witness must be sworn to tell the truth
prior to giving testimony in court); cf. United States v.
Looper, 419 F.2d 1405 (4th Cir. 1969) (witness may be
permitted to testify merely on affirmation, without
making an oath).
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Witnesses are expected to understand the seriousness of
their role in judicial proceedings. Witnesses are to be
aware of the vital importance of truthful and complete
testlmony While atheists are not precluded from
testlfylng, each witness must swear or affirm, usually
creating a personal covenant with God that he or she will
testify truthfully and completely.®

The requirements of a witness' oath is both long
standinq and universally established. Yet it is not without
its critics. In a published analysis of the subject, the
Michigan Law Review concluded after an exhaustive study of
the history and rationale of the ocath requirement that:

.« + « [Tlhe ocath is largely an historical
artifact: to borrow Justice Holmes' oft-
quoted phrase, to a 51gn1f1cant extent

the grounds upon which [the traditional
oath requlrements] was laid down have
vanished long since, and the rule simply
per51sts from blind imitation of the past.'"*
This being the case, the deep and uncritical
confidence placed in the sworn nature of
testimony cannot longer be justified.

[*O.W. Holnes, Collected Iegal Papers, 187
(120) (footnote in original)j].-+

Whether or not the witness' is a vestige of an
earlier era, children are not exempt from this requirement
when they are called as witnesses in matters of law. The
issue 1is whether today's system can educate itself to employ
the tools of modern behavioral and cognitive science in
determining whether the child whose testimony is sought has
a sufficiently developed understanding to render the
witness' oath meaningful.

S See, e.g., People of the State of Michigan v. Bouchec,
253 N.W.2d 636 (Mich. 1977) (witness may testify, despite
a disbelief in God, provided the witness makes an oath or
affirmation that the court believes will be binding on
the witness' conscience).

10 Note, "A Reconsideration of the Sworn Testimony Require-
ment: Securing Truth in the Twentieth Century," 75
Michigan Law Review 1681, 1707 (1977).
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2. Accuracy of the Child's Cognition. Are young
children able to understand the events that they observe?

In order for children to function as competent witnesses, it
is necessary that they be able to perceive, classify and
understand the events they have witnessed.

3. Reliability of Memory. 1In order to testify
competently, a child must be able to recall consistently and
accurately the events about which questions will be asked.
The child's memory must function adequately without undue

prompting or leading questions.

4, Truthfulness, Factual Recall and Fantasy. The
child witness must understand the meaning of "truth" and be
able to separate that which was actually observed and/or
heard from speculation, estimation or guessing. In
addition, the child must be able to separate fact from
fantasy, play or wish.

5. Vulnerability to Manipulation. If a child's
testimony is to be accepted as credible, there must be some
assurance that this testimony is not influenced by parental
wishes or expectancies, peer values, threats from authority
figures or coaching from anyone, regardless of how well-
intentioned such influences might be.

6. Potential Trauma to the Child. Due to the
adversary nature of our legal system, depositions,
investigations, the discovery process and trial procedures
can be extremely stressful to children. The courts have
modified some procedures in an effort to protect children
from pressure, harassment and other undue burdens.

On the other hand, constitutional safequards
require that all witnesses be available for discovery and
cross—-examination. There has been no definitive line drawn
between the efforts to protect child witnesses and
maintaining the integrity of the legal process.

Often, the testimony of children is critical to
the successful prosecution of a criminal act. In the past,

1l gee Note, "The Young Victim As Witness for the Prosecu-
tion: Another Form of Abuse?" 89 Dickenson Law Review
721 (Spring 1985).
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courts commonly generalized that above the age of 14, all
witnesses are Sonsidered credible, barring specific
disabilities. Witnesses below the age of 14 are usually
examined by the pre51d1ng judge, who makes inquiries into
the child's mental capac1ty to percelve, recall and report
events associated with his or her testimony.

While prevalllng standards reflect some skepticism
regardlng the acceptablllty of children as eyeWLtnesses,
most jurisdictions in the United States a551gn questlons of
competency involving child witnesses to the discretion of
the trial judge:

The question of competency rests largely in
the sound discretion of the trial court, whose
decision will not be disturbed in the absence
of clear abuse: but when children of competent
qualifications are called to testlfy, the

trial court does not have within its discretion
the rlght to refuse to permit the children to
testlfy

The classic view of the judge as best arbiter of a
child's ablllty to testify was rendered in Wheeler v. United
States, regarding the testimony of a 5-year-old boy who
witnessed his father's murder:

That the boy was not by reason of his youth,

as a matter of law, absolutely disqualified

as a witness is clear. While no one would
think of calling as a witness an infant only

2 or 3 years old, there is no precise age

which determines the question of competency.
This depends on the capa01ty of intelligence

of the child, his appreciation of the difference
between truth and falsehood, as well as his

12 see generally 81 American Jurisprudence 2d Ed.,
"Witnesses," 125-132. Rochester, N.Y.: Lawyer's
Cooperative Publishing Co. (1976); 97 Corpus Juris
Secundum, "Witnesses," 449-458. Brooklyn, N.Y.:
American Law Book Co. (1957).

13 14,

14 97 corpus Juris Secundum, "Witnesses," 450-451 n.99 and
accompanying text, Brooklyn, N.Y.: 2American Law Book
Co. (1957).
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duty to tell the former. The decision of this
question rests primarily with the trial judge,
who sees the proposed witness, notices his
manner, his apparent possession or lack of
intelligence, and may resort to any
examination which will tend tc disclose his
capacity and intelligence as well as his
understanding of the obligation of an oath.1®

Wheeler placed primary emphasis on a child's
ability to differentiate the truth from a lie, to understand
his duty to tell the truth, and the consequences if he
doesn't do his duty.

To resolve these issues of child competency,
judges normally engage the potential witness in an impromptu
voir dire, or questioning. The kinds of questions
frequently asked by judges of child witnessesl® include:

1. What is your name?

2. How old are you?

3. Where do you live?

4. Do you go to school? Where?

5. Do you go to Sunday school?

6. Do you know what happens to someone who
tells lies?

7. Do you know why you are here today?

8. Would you tell a true story or a wrong
story today?

9. Suppose you told a wrong story--do you know
what would happen?

10. Do you know what an oath is?

11. Did you ever hear of God?

15 yheeler v. United States, 159 U.S. 523, 524-525 (1985).

16 gee "the Competence of Children As Witnesses," 39
Virginia Iaw Review 358=-370 (1953).
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The presiding judge will decide if a child may
testify. The more the judge knows about what to expect of
children at various ages, the more informed the judge's
opinion is likely to be.

AGE-REIATED ABILITIES OF CHILDREN

The presiding judge determines the nature and
extent of the child's ability by questioning and observing
the child. Those observations are ordinarily matched
agalnst the judge's knowledge and personal experience with
children.

The determination as to competence may or may not
be in accordance with the child's real capacity. The same
situation is true in deallng with children who have
witnessed felonies when their statements are taken during
the 1nvest1gatory phase by law enforcement personnel,
protectlve teams or prosecutors.l7 Similarly, in the
discovery phase of a case, attorneys must make cursory or
even haphazard decisions as to the child's intellectual,
cognitive, social and testimonial competence.l8

This is not only an unfortunate, but also
essentially unnecessary circumstance. Children's intellect,
cognition; and motor development, memory, reasoning
capa01ty, soclial skills, and level of receptive and
expressive speech during various ages and stages of
development all have been studied by psychcloglst for over a
century. These studies have been formalized into a wide
variety of standardized and generally_accepted tests,
inventories and developmental scales.

Increased knowledge in the area of developmental
expectancy would help 1nvest1gat1ng officers, attorneys and
judges to deal more effectlvely and realistically with
children who are eyewitnesses to criminal events. A
knowledge of developmental age markers would allow those in
the criminal justlce system to better evaluate the quality
of testimony elicited from children.

17 see generally Note, "The Young Victim As Witness for the
Prosecution: Another Form of Abuse?" 89 Dickenson lLaw
Review 721 (Spring 1985).

18 gee Prygoski, P.J., "Of Predlsp051tlons and DlSpOSlthnS.
2n Attitudinal Study of Declslonmaklng in Child Abuse and
Neglect Cases," 21 Houston Law Review 883 (October 1984).

19 poll, E.A., Vineland Social Maturity Scale. Circle
Plnes, Minnesota: American Guidance Service (1965).
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The following summary of ages and stages of
development between age 3 and age 10 provides a step in the
development of "child sense" about young witnesses. The
summary focuses on the attention skills or abilities of a
child that may be associated with the attributes recuired of
an eyewitness.

It should be noted that the summary descriptions
represent average performance standards for children at the
various designated age levels. Approximately 68% of
children will do most of the things noted for their age
level. Sixteen percent will be able to do things similar teo
children at a higher chronological age than they, while 16%
will perform below their own age level.

Thus, in working with a child witness, it is very
helpful to have the results of a carefully administered
intelligence test so that the child's mental age can be
considered along with chronological age.

AGE 3 YEARS TO 4 YEARS

Considerable development occurs in children from
the 36th to the 48th month of life. Between ages 3 and
3-1/2, children learn to get a drink from the tap
unassisted, are toilet-trained during the night, will brush
their teeth unassisted, and help with chores when asked. At
this age, children can name such pictures as "airplane,"
"telephone," "hat," "ball," "tree," "key," "horse," "knife,"
"coat," and "ship." The child can name such common objects
as "stove" and "bed."

Memory is sufficient at the 3-4-year level for the
child to repeat three digits. Simple memory tasks requiring
short-term memory can be performed. Children of this age
can tell the meaning of “the same" or "different" about
simple, familiar objects. They can put two simple sentences
together using "or" or "but."

Children of this age compete in tag, hide-and-
seek, and hopscotch. They know the meaning of "one-half."
They can identify the colors red, green, yellow, and blue
correctly. They can identify people by characteristics
other than name when asked. They can label '"happiness,"
"fear," "anger," and "sadness" in themselves. Children of
this age can use the plural pronouns "we," "you," "them,"
and "us." They can make conditicnal statements such as, "If
I behave, then I can stay up late." They put their shoes on
the proper feet, and can speak correctly in the past tense.

Girls tend to be several months advanced of boys
in some areas.
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For the last half of the third year, children
additionally develop the ability to play fantasy games of
"kill or be killed.™

They use "today," "yesterday," and "tomorrow!
correctly. They apologize when they realize they have done
something wrong. The can give directions to other children.
They can crcss the street alone and go to a playmate's house
alone. Children at the end of the thlrd year can compare
larger and smaller, relate experience in detail when asked,
and use "between" or "behind" as a preposition in a phrase.

Near 4 years of age, the child can respond with
comprehen51on to such guestions as, "What must you do if you
are thirsty?" At this age, a child knows the number of
flngers on each hand, can wash and dry his or her face
without assistance, and can answer the telephone
appropriately.

AGE 4 YEARS TQ 5 YEARS

By the fourth year, most children care for
themselves at the toilet, go around their own neighborhood
unattended, dress themselves except for tying, and draw
recognlzable pictures, including at least three parts (head,
body, arms, legs, eyes, nose, and mouth). A child between 4
and 5 years of age can print his or her first name, Kknows
the right hand from the left, and recognizes at least five
capital letters. Children in this age range can identify
and name from a picture such objects as an umbrella, foot,
flag, cane, arm, pocketknife, pitcher and leaf. They can
name objects from memory and can complete opposite analogies
such as:

1. Brother is a boy, sister is a ;
2. Daytime is light, night is H

3. Father is a man, mother is a

~a

4, The snail is slow, the rabbit is ; and
5. The sun shines during the day, the moon

The child between 4 and 5 can follow directions
using such words as "first," "last," "middle" or "second,"
and also correctly uses "today " "tomorrow" and "yesterday "
Children at this age can play card games such as "0ld Maig"
and "Go Fish," use the word "around," and tell popular
stories, falry tales, a lengthy joke or a well-known TV
plot. They can summon a person to the telephone or indicate
o the caller that the person is not available.
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Generally, children 4 to 5 years of age also bathe
without assistance, share toys or possessions without being
instructed, and name their favorite TV shows and the channel
on which they are seen. At this age, children can "follow
the rules" at school or other familiar facilities. They can
comprehend and respond appropriately to such questions as
"Why do we have houses?"; "Why do we have books?"; and "What
do we de with our eyes and ears?" In looking at an
assortment of pictures, they can correctly identify objects
when asked "Show me the one we cook on"; "Show me what we
carry when it's raining"; "Show me whlch one glves us milk";
"Which one has the longer ears?"; "Which one shines in the
sky at night?"; and "Which one catches mice?" These
children can remember and repeat a nine-word sentence. They
can identify the materials used to make or construct such
common objects as houses, windcws, and books.

AGES 5 YEARS TO 6 YEARS

As the child moves through kindergarten and
prepares for the flrst-grade experlence, development
proceeds rapidly. Children of this age can tell where they
live by street number, play s1mple strategy games such as
checkers, recite the alphabet in correct order, tie their
own shoelaces, and print two or more simple words from
memory. They can name the days of the week in correct order
and identify their birthdays (month, day and year) if asked.

Children cf this age can read three common signs,
use irregular plurals, and understand the importance of not
accepting food, rides or money from strangers. By the age
of 5, children can respond verbally and p051t1vely to the
good fortune of others, and apologize for unintentional
mistakes. These children can follow community rules, and

also can describe and define words like "ball," "hat,"
"stove," "knife," "clock," "blcycle " "nail,® "donkey,"
“thief," "jOln " "prave," and " diamond." By this age,

chlldren can identify missing parts on common objects such
as elephant's trunk, the hands on a clock's face, the
whiskers of a cat, and fingernails.

The child from 5 to 6 years of age can give
simplistic responses to such questions as:

1. What is the thing to do when you cut your
finger?;

2. What should you do if you find a wallet or
pocketbook? ;



3. What should you do if you see smoke coming
from a neighbor's house?; or

4. Why do we need police?
AGE 6 TQ 7 YEARS

Children of this age are more socialized. They
express ideas in more than one way without assistance. They
can initiate telephone calls, obey traffic lights and signs,
and play more than one board game or card game regquiring
gkill and decisionmaking. They have "best friends" of the
same sex, respond appropriately when introduced to a
stranger, and have learned not to talk while eating.

They can identify missing parts of a wagon, a
shoe, a teapot, a rabbit, and a glove. They can verbalize
an appropriate answer to such questions as, "Why do we need
police?" and "What must you do if you lose a ball belonging
to someone else?" At this age their vocabularies include
such words as "hat," "clock," "bicycle,® "nail," and
"thief." These children can spot missing parts in a
picture, such as a knob on a dresser, the nostril on a man's
nose and holes in a belt.

A child between 6 and 7 years also prints or
writes his or her own first and last name, recites his or
her own telephone number, counts to 100 by ones without
help, and adds two single~digit numbers. Such a child can
state his or her complete home address, including city and
state when asked, knows the day of the week, reads a simple
story aloud, and prints or writes ten words from memory.
Vocabulary capacity at this stage includes such words as
"orange," "“envelope," M“straw," “puddle," *tap," and "“gown."

Children between 6 and 7 can successfully complete
analogies such as:

1. A table is made of wood, a window of H
2. A bird flies, fish ;

3. The point of a cane is blunt, and the point of
a knife is ; and

4, an inch is short, a mile is .

Also, they @an verbalize the similarities of "beer
and "wine" and "cat and mouse."
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AGE 7 YEARS TO 8 YEARS

Children of this age can print or write simple
sentences of three to four words, pay attention in school or
a public lecture for up to 15 minutes, read simple things on
their own initiative, and use basic tools. They can
identify left and right on others. They can keep secrets or
confidences for more than one day. These youngsters can
explain the similarities of wood and coal, apple and peach,
ship and automobile, and iron and silver, as well as
comprehend and properly answer such questions as:

1. What should you do if you find a 3-year-old
lost in the street?

2. What shouid you do if you break a friend's
toy?

3. What should you do if you are on the way to
school and you are late?

4. What makes a sailboat move?

5. What is the right thing to do if someone
hits you accidentally?

Children of 7 to 8 years of age can complete such
analogies as:

1. Rabbits' ears are long, cats' ears are .

2. Snow is white, coal is .

3. A dog has hair, a bird has .

4, Wolves are wild, dogs are .

Seven-year-olds know the number of days in a week
and can repeat five digits, name the month which comes after
March, and identify on a picture such missing parts as a
hinge on a door and the center diamond on the seven-of-
diamonds card. They can give simple definitions of
"donkey," "join," "brave," and "diamond."
AGE 8 YEARS TO 9 YEARS

Children of 8 years of age can usually read books
at a second-grade level, arrange words or items in

alphabetical order, print or write short notes or messages,
and use an emergency telephone number when a crisis arises.
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They may be able to state the current date when asked, and
end conversations approprlately. The words "nonsense,"
"present," "nuisance," "contagious," and "belfry" can be
51mply defined, and the 8-year-old can remember five key
items from an elght—sentence story.

At this age, the youngsters can 1dent1fy both
similarities and differences in such paired items as a ball
and an orange, an airplane and a kite, a river and an ocean,
and a penny and a quarter. They can name the days of the
week correctly, tell how many things make a dozen, and
notice that buttonholes are m1551ng in a picture of a coat.
They can explain the absurdity in such statements as "I had
the flu twice; the first time it killed me, and I got well
the seccnd time."

Children at this age can explain why it is better
to build a house out of brick rather than wood, and why
automobiles must have license plates.

AGE 9 YEARS TO 10 YEARS

children at this age can give a 51mple explanatlon
as to why criminals are locked up. These children can give
fairly complex orders to others, read books at a fourth-
grade level, tell time by five-minute segments, and respond
to deadlines set by a caretaker. They will refrain from
making statements which mlght embarrass or hurt others,
control anger or hurt feelings when denied their own way,
and keep secrets or confidences for as long as is
appropriate. Children of 9 can explain what the stomach
does, and in what direction the sun sets. They can 1dent1fy
in a picture such m1551ng parts as the watchband on a boy's
wrist and the screw in a pair of scissors.

Nine~year-olds can usually explain the
similarities of such paired items as elbow and knee, and
pound and yard. They can define in a simple way such terms
as "fable " "hazardous," "migrate," and '“stanza." They can
explain w1th a fair degree of comprehens1on why a stamp must
be put on a letter, and why it is better to give money to an
organized charity rather than a beggar in the streets.

The comprehension question "Why should a promise
be kept?" is readily answered by most children between 14
and 15-1/2 years of age. It is conceivable that a rare 9-
year-old could comprehend and answer this question in a
simplistic way. It is not likely, however, that more than §
out of 100 could do so.
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THE CURRENT STATE OF KNOWLEDGE
CAPACITY TO TAKE THE JUDICIAL OATH

It seems fairly clear from an examination of
children's skills and abilities at ages 3 to 10 that below
the age of 10, most children would have difficulty
understanding the full import of the judicial oath. Melton
(19281) found that there is no pronounced developmental trend
in honesty, and that the usual voir dire of a child to
assess honesty is invalid. Children will respond positively
to suggestive, authoritative questioning. In the matter of
an understanding of God, children under 6 years of age
assocliate this concept with play and gaiety.

ACCURACY OF THE CHIID'S COGNITION

As evidenced by the descriptions of ages an stages
in the previous section, children's ability to perceive,
recognize, classify and store information varies enormously
between ages 3 and 10. The child's chronological age is
less important than the child's mental age. This should be
ascertained by a professional psychologist. Young children
are less capable of providing narrative descriptions of what
they see. The younger the child, the fewer decails he or
she will be able to provide. What is given before coaching,
questioning or prompting is likely to be what the child saw,
heard or experienced.?20

Children generally are able to give an accurate
description in their own words as to what has happened to
them, provided that the questions are direct and in language
familiar to the child. Use of appropriate language cannot
be overemphasized; even ninth graders tend not to be
familiar with "proper" terms of sexual anatomy and
physiology.

20 Marin, B.V., Holmes, D. L., Guth, J., and Kovak, P., "The
Potential of Children As Eyewitnesses." Law and Human
Behavior, 3(4), 295-305 (1979).

21 Monge, R.H., Dusek, J.H., and lawless, J., "An Evaluation
of the Acquisitions of Sexual Information Through a Sex
Education Class." Journal of Sex Research, 13, 170-184
(1977) .
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It is not until between 5 and 6 years of age that
children are able to integrate their inner world wiEh the
outer world, and control attention to task-demands. 5
Obviously, this capacity is a critical attribute for any
viable witness.

RELIABILITY OF MEMORY

There are many reasons why eyewitnesses
identification can be faulty in adult witnesses. The same
issues apply to children.23” children have some difficulty
in free recall, thus encouraging examiners to ask leading
questions. Memory is not significantly problematic if the
child has perceived an event and is questioned in a direct
way with words and -concepts appropriate to the child's
age.24 Some research suggests that in matters of eyewitness
identification, children over the age of 5 are as capable as
adults of answering direct questions about the incident they
have witnesses.?2>

The reliability of information provided by_a child
witness decreases when extensive detail is required.
Moreover, memory is poorest for children under 12 for events
they do not understand well or follow well, such as adult
conversation.

22 Takagi, K., "Child Development and Attention." Japanese
Psychological Review, 26,(3), 229-244 (1983).

23 Ioftus, E.F., and Davies, G.M., "Distortions in the
Memory of Children." The Journal of Social Issues
40(2), 51-67 (1984).

24 Melton, G., "Children's Competency to Testify."
Law_and Human Behavior, 5(1), 73-85 (1981).

25 Marin, B.V., Holmes, D.L., Guth, J., and Kovak, P.,
"The Potential of Children As Eyewitnesses."
Law_and Human Behavior, 3(4), 295-305 (1979).

26 Rapinowitz, M.J., "The child As An Eyewitness: An
Overview." Social Actiorn: and the Law, 11(1), 5-10
(1985) .

27 Johnson, M., and Foley, M., "Differentiating Fact from
Fantasy: The Reliability of Children's Memory." The
Journal of Social Issues, 4(2), 33-50 (1984).

36



Children of 7 and younger are more likely than children 10
and older tg make memory inferences from incomplete
knowledge. 2

TRUTHFUINESS, FACTUAL RECALI, AND FANTASY

It is between their fifth and sixth year that
children are able to separate or integrate the inner and
outer world in their lives. If a child understood what he
or she saw and can conceptualize what is asked, in words he
or she knows, then the child is likely to respond as
truthfully or more so than an adult.

Children do sometimes falsely testify and/or
corroborate lies. In the widely publicized case of State v.
Bentz (Minnesota) in 1984, an entire township was disrupted
by an enthusiastic prosecutor and a psychologist who
adamantly insisted "kids don't lie." The witness and child
corroborators eventually admitted to making up a varietg of
stories concerning child sexual abuse in the community.24°
At present, unfortunately, there is no research which casts
light on the ability of children to "stick to the facts"
over a period of months, or under stress of investigation or
judicial hearings.

VUINERABILITY TO MANIPUTATION

Marin et al. (1979) demonstrated in her research
that ycunger children are not more easily swayed than older
children by leading questions (in a research setting).

Where careful judgment is required and direct, unambiguous,
understandable questions are asked without authoritative
pressure, young children seem able to resist suggestions.
When parental or authoritative pressure is brought to bear,
younger children tend to be more yielding to suggestion than
older children.30 Melton (1981) suggests that because
younger children need cues to stimulate recall, this could
increase suggestibility factors, making their testimony less
credible, particularly for children younger than 7 years of
age.

28 gyanson, H.L. "Children's Lack-of-Knowledge Inference
about Memory." Child Study Journal, 15(1), 71-82 (1985).

29 Rabinowitz, M.J., "The Child As An Eyewitness: An
Overview." Social Action and the ILaw, 11(1), 5-10
(1985).

30 Fodor, E.M., "Resistance to Social Influence Among

Adolescents As a Function of Moral Development."
Journal of Social Psycholo 85, 121-126 (1971).
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Children's responses can be shaped or made more
affirmative to the examiner's expectancy through choice of
language. A child is more likely to respond "yes" if asked,
"Did %%g man touch you?" than if asked, "Did a man touch
you?"

Many factors influence suggestibility. It should
be noted, however, that this is true for adults as well as
children.

Choice of language is also critical because of a
child's tendency towards literalism. Children's language
tends to be concrete. If asked, "Did Mr. Jones go into your
house?" the child may answer "no" if the family home is a
trailer.

Delay tends to render the child susceptible to
suggestions and manipulation. When children are not sure of
what happened, they are much more vulnerable to
manipulation. "I don't know" is often equated with failure
in a child's mind. When tired, children tend to become
confused.

Suggestibility is extremely variable among
children (and adults). Children are particularly vulnerable
to manipulation where well-developed knowledge structures
are required to comprehend the suggestion.

POTENTIAL TRAUMA TO THE CHIID

Although investigative and judicial procedures are
necessary, they unquestionably can be major traumas for
children. The effects may be irreversible. No clear data
is available, but the consensus of clinical opinion is that
the exposure of children to adversary investigative and
judicial proceedings is harmful.

Because of concern by the Bar, the Bench, and law
enforcement officials, makeshift procedures have been
developed that are of questionable constitutional conformity

31 pale, P.S., Loftus, E.F., and Rathbun, L., "The Influence
of the Form of the Question on the Eyewitness Testimony
of Children." Journal of Psycholinguistic Research,
7(4), 269-277 (1978).

32 1oftus, E.F., and Davies, G.M., "Distortions in the
Memory of Children." The Journal of Social Issues,
40(2), 51-67 (1984).
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and psychological effectiveness. These procedures include:
(1) relying on professional mental health workers to conduct.
investigative interviews; (2) allowing the professionals to
serve as adjunctive or substitute witnesses; (3) shielding
the child from the accused and the accused's attorney; and
(4) making arbitrary custodial decisions which remove the
child frgm his or her home, creating an adversarial
climate.33

One recent phenomenon in this area is the use of
videotape to secure child testimony. The use of videotaping
to prevent trauma to the child is a procedure that raises
many issues, not the least of which is the constitutional
right of the accused to confront his accuser and the
witnesses against hinm.

RECOMMENDED PROCEDURES AND STANDARDS

Very extensive guidelines, unsupported by research
or outcome studies, abound. The Sexual Assault Center of
the Harborview Medical Center in Seattle, Washington, has
prepared a detailed five-page outline which is typically
used by criminal justice personnel (Appendix A). Although
affirmative and enthusiastic, such documents deal in
truisms, absolutes and definitive concepts which in reality
vary extensively among children.

Procedures and standards should always be
understood and applied with an awareness that all children
differ from each other in many ways. Absolutes should be
viewed with great caution.

General standards for the evaluation of children
have been generated. Goodman (1984) suggests that criteria
for establishing the competency of child witnesses should
include:

1. At the time of the occurrence, the child must
be capable of registering the event accurately;

2. The child's memory must be sufficient to
retain an independent recollection of the event;

3. The child must be able to communicate this
memory;

33 Rabinowitz, M.J., "The Child As an Eyewitness: An
Overview." Social Action and the Iaw,11(1l), 5-10 (1985).
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4. The child must be able to understand his or
her obligation to tell the truth.

These generalltles stlll leave the task of
accurately and rellably asse551ng the chlld's psychological
aptitudes, abilities, memory akllls, expre551ve and
receptive language capacity, cognitive skill and moral
values in the hands of criminal justice personnel. More
often than not, such personnel possess only limited training
or accurate knowledge of child growth and development.

Many years of research and evaluation will be
required before valid guidelines and standards are
available. Yet society and the commonwealth today require
that those in the criminal justice system make frequent
decisions as to the credibility of child witnesses. To
bridge this gap, some tentative "rules of the road" may be
helpful. The following are proposed:

1. Know Your Limits. If you are unfamiliar with
child growth and development, enhance your abilities and
discover the extent of your limits and skills through study
and training.

2._ Beware of Your Pre1ud1ces. Overenthusiasm to
*do the job" as you see it may result in poor procedures
involving children--to the detriment of the case and the
child. Do not allow personal ideals or commitments to
distort your judgment when working with children.

3. Be Aware of Testimonial Limits. The
eyewitness reports of adults as well as children are subject
to a variety of known biases and distortions. Learn these,
and be governed accordingly.

4. Learn About and Always Keep in Mind Children's
Limitations. When interrogating children be aware:

a. The more details that are required of a
child, the more likely that suggestibility
factors will result in distortion;

b. Specific questions are likely to be
answered more directly by children than
requests for free recall;

c. The longer the delay after an observed
event, the less accurate recall will be;

d. Power words influence children;
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e. Use of simple, concrete questions is best
with younger children;

f. The younger the child, the less likely
that his or her memory can encode complex
ideas, visual experiences and language.

5. The Validity and Completeness of Children's
Testimony Can Be Enhanced. No matter what the situation, it
is vital that certain basics be observed. These include:

a. Determine clearly who has questioned,
prompted, or talked with the child previously
with regard to the incident witnessed;

b. Separate and distinguish the corroborated
facts of the case before the interrogation of
the child;

c. Make the child as comfortable as possible
in a familiar setting. Take as much time as
necessary to establish a good rapport before
beginning any discussion of the event to be
described by the child;

d. Present yourself as a patient, pleasant,
helpful and supportive adult:;

e. Use language that the child is comfortable
and familiar with (not simpering, cute baby
talk). Avoid power words, adult grammar, and
emotive vocabulary;

f. Avoid analogies or complex comparisons;

g. Be sure the child is not tired, hungry,
stressed or ill;

h. If the child must be subject to cross-
examination, arrange careful roleplaying of
the expected situation. Avoid coercion,
training, suggestions or manipulation;

i. Prepare and discuss questions with a child
development professional whenever possible;

j. Find out the child's mental age and
consider this together with ethnic,
educational, cultural and experiential
background in framing questions;
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k. Be prepared to work with the child in ten~
to~f1fteen—m1nute sequences with rest and play
between sessions;

1. Be sure to offer continuing support ard
encouragement;

m. Do not overreact or "jump" on
contradictions. Accept them, and repeat the
questions later;

n. Allow free recall of the event without
interruption, with patience and encouragement.
Withhold specific questions entirely until the
child. has exhausted his or her free recall;

0. Arrange the questions in a logical
sequence, such as: '"what," "who," "when,"
"where";

p. Close each interview as positively as
possible. Ensure that the child will be happy
to talk to you again--he or she will probanly
have to before the case is over. Do not probe
the child about testifying in the future. ILet
each interview stand as a point in time.

CONCIUSTON

Using children as witnesses is presently a complex
and convoluted issue. It will take years of experlence for
a professional in the criminal justice system to acquire the
skills and expertise necessary to conduct first-rate
interrogations of children. Because there remains much to
be learned about children's capacities in this area, those
who will be worklng with child witnessges should in some way
update their skills and abilities.

Those who ignore the admonitions and advice
presented above can expect, at the very least, to find their
efforts and hard work with children sharply questloned and
criticized durlng a trail, perhaps even resulting in a
miscarriage of justice. At the worst, improper handling of
a child witness can be permanently harmful to the child.

For the individual child, as well as for the

criminal justice system, the development of competency in
dealing with child witnesses is vital.
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APPENDIX A
INTERVIEWING CHILD VICTIMS
GUIDELINES FOR CRIMINAL JUSTICE SYSTEM PERSONNEL
Background Information

The following issues affect the child's ability to

give a hlstory of sexual assault and influence the
cooperativeness of victim and family.

I.

II.

Child's Developmental Level

A chlld's cognitive, emotional and social growth
occurs in sequential phases of 1ncrea51ngly complex
levels of development. Progre551on occurs with
mastery of one state leading to concentration on the
next.

Cognltlve - Preconceptual, concrete, intuitive
thinking in the young Chlld gradually developz toward
comprehens1on of abstract concepts. Time and space
begin as personalized notions and gradually are
identified as logical and ordered concepts.

Emotional - The young child percelves her/himself
egocentrlcally with little ability to identify
her/himself in a context. She/he is dependent on the
family to meet all needs and invests adults with total
authority. The child often reflects the emotional
responses of the parents. She/he gradually shifts to
greater reliance on peer relationships and emotional
commitments to people outside the family.

Behavioral - The young child is spontaneous, outgoing
and explosive with few internal controls and only a
tentative awareness of external limits. She/he has a
short attention span. A child most often expresses
feelings through behavior rather than verbally. As
the child grows, she/he develops internal controls and
established a sense of identity and independence.
Peers and other adults have increasing influence on
behavior.

Sexual Assault

Characteristics of the assault affect the child's
emotional perception of the event and to a great
determine the response. The closeness of the child's
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III.

relationship to the uffender, the duration of the
offense, the amount of secrecy surrounding the
assault, and the degree of violence are the factors
which have the greatest impact on the child's
reaction. The child may very well have ambivalent
feelings toward the offender or be dependent on him
for other needs.

Response to Child

The child is fearful of the consequences of reporting
a sexual assault. The response of the family support
system and official agencies will directly affect the
resoluticn of the psycheological trauma and her/his
cooperativeness as a witness. The child fears she/he
will be disbelieved or blamed for the assault and
almost always is hesitant about reporting.
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IT,

INTERVIEWING CHILD VICTIMS

GUIDELINES FOR CRIMINAL JUSTICE SYSTEM PERSONNEL

Preparing for Interview

Prior to interviewing the child, obtain relevant
information from parents/guardian, and if applicable,
Child Protective Services caseworker, physician,
and/or Sexual Assault Center/Rape Relief counselor.

AI

B,

Explain your role and procedures to above
personnel, and enlist their cooperation.

Determine child's general developmental status:
age; grade; siblings; family composition;
capabilities; ability to write; read; count; ride
a bike; tell time; remember events; any unusual
problems; physical, intellectual, behavioral:
knowledge of anatomy and sexual behavior; family
terminology for genital areas.

Review circumstances of assault (as reported
already by child to other persons): what, where,
when, by whom, and to whom reported; exact words
of child; other persons told by child; how many
have interviewed child; child's reaction to
assault; how child feels about it and what, if
any, behavioral signs of distress (nightmares,
withdrawal, regression, acting out) have occurred.

Determine what reactions and changes child has
been exposed to following revelation of the
assault(s); believing; supportive; blaming; angry;
ambivalent; parents getting a divorce; move to a
new home.

Beginning the Interview

A.

Setting -~ The more comfortable for the child, the
more information she/he is likely to share.

1. Flexibility - A child likes to move around the
room, explore and touch, sit on the floor or
acdult's lap.

2. Activity ~ Playing or coloring occupy child's
physical needs and allows her/him to talk with
less guardedness.

3. Privacy - Interruptions distract an already
short attention span, divert focus of
interview, and make self~conscious or
apprehensive child withdraw.

46



4, Support - If the child wishes a parent or
other person present, it should be allowed. A
frightened or insecure child will not give a
complete statement.

B. Establishing a relationship

1. Introduction - Name, brief and simple
explanation of role, and purpose:

- "I am the lawyer (or legal person) on your
side; my job is to talk to children about
these things becausz we want them to stop
happening."

2. General exchange - Ask about name (last name),
age, grade, school and teacher's name,
siblings, family composition, pets, friends,
activities, favorite games/TV shows. (It
often helps to share personal information when
appropriate, e.g., children, pets.)

3. Assess level of sophistication and akility to
understand concepts -~ have child read, write,
count, tell time; know colors or shapes; know
the day or date; know birthdate; remember past
events (breakfast, yesterday, last year):;
understand before and after; know about money;
assume responsibilities (goes around
neighborhood alone, stays at home alone, makes
dinner, etc.)

III. Obtaining History of Sexual Assault

A. Preliminaries

1. Use language appropriate to child's level; be
sure child understands words. (Watch for
signs of confusion, blankness, or
embarrassment; be careful with words like
incident, occur, penetration, prior,
ejaculation, etc.)

2. Do not ask WHY questions ("Why did you go to
the house?" "Why didn't you tell?") They
tend to sound accusatory.

3. Never threaten or try to force a reluctant

child to talk. Pressure causes a child to
clam up and further traumatize her/him/
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Be aware that the child who has bheen
instructed or threatened not to tell by the
offender (ESPECIALLY if a parent) will be very
reluctant and full of anxiety (you will
usually notice a change in the child's affect
while talking about the assault). The fears
often need to be allayed.
"It's not bad to tell what happened."
- "You won't get in trouble."
- "You can help you dad by telling what
happened. ™
- "You're not to blame."

Interviewer's affective response should be
conscnant with child's perception of assault
(e.g., don't emphasize jail for the offender
if the child has expressed positive feelings
toward him).

Ask direct, simple questions as open-ended as
allowed by child's level of comprehension and
ability to talk about the assault.

Statenment

1.

WHAT

- "Can you tell me what happenwed?"

- "I need to know what the man did."

- "Did he ever touch you? Where?"

- "Where did he put his finger?®

- "Have you ever seen him with his clothes
off?"

- "Did you ever see his penis (thing, pee pee,
weiner) get big?"

- "pDid anything ever come out of it?"

Once basic information is elicited, ask

specifically about other types of sexual

contact.

- "Did he ever put it into your mouth?"

- "Did he ever make you touch him or his
penis?!

WHO

Child's response here will probably nct be
elaborate. Most children know the offender
and can name him, although some cases the
child may not understand relationship to self
or family. Ascertain from other sources what
is the exagt nature/extent of the
relationship.
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WHEN

The response to this question will depend on
child's ability, how recently assault
happened, lapse between last incident and
report, number of assaults (children will tend
to confuse or mix separate incidents). If the
child is under six, information re: time is
unlikely to be reliable. An older child can
often narrow down dates and time using
recognizable events or associating assault
with other incidents.
- "Was it before your birthday, the weekend,
Valentine's Day?"
- "Did it happen after dinner, ‘'Happy Days'®,
your brother's bedtime?"

WHERE

The assault usually occurs in the child's
and/or home. Information about which room,
where other family members were, where child
was before assault may be learned.

COERCION

What kind of force, threat, enticement,

pressure was used to insure cooperation and

secrecy?

- "Did he tell you not to tell?" "What did he
say?" :

- "Did he say something bad would happen or
you would get in trouble if you told?"

- "Did the man say it was a secret?"

C. Assessing ecredibility and competency

1.

Does child describe acts or experience to
which she/he would not have normally been
exposed? (Average child is not familiar with
erection or ejaculation until adolescence at
the earliest.)

Does child describe circumstances and
characteristics typical of sexual assault
situation? ("He told me that it was a

secret"; "He said I couldn't go out if I
didn't do it"; "He told me it was sex
education.")
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3. How and under what circumstances did child
tell? What were exact words?

4. How many times has child given the history and
how consistent is it regarding the basic facts
of the assault (not times, dates,
circumstances, sequence of events, etc.)?

5. How much spontaneous information can provide?
How much prompting is required?

6. Can child define difference between truth and
a lie? (This question is not actually very
useful with young children because they learn
this by role but may not understand the
concepts. )

IV. Closing the Interview

A.

B.

Praise/thank child for information/cooperation.
Provide information

1. ¢hild - Do not extract promises from child
regarding testifying. Most children cannot
project themselves into an unknown situation
and predict how they will behave. Questions
about testifying in court or under emphasis on
trial will have little meaning and often
frightens the child ( causing nightmares and
apprehension) .

2. Parent - Provide simple, straightforward
information about what will happen next in the
criminal justice system and approximately
when, the likelihood of trial, etc.

Enlist cooperation - Let them know who to contact
for status reports or in an emergency; express
appreciation and understanding for the effort they
are making by reporting and following through on
process.,

Answer questions; solicit responses.

Refer to Sexual Assault Center/Rape Relief for
counseling, medical care, advocacy.

50



EVALUATIONS OF THE EFFECTIVENESS OF POLICE
TRAINING INVOLVING PSYCHOLOGY

Ray Bull
Peter Horncastle

TEXT

In 1979, Clark (now a professor of criminal
justice, who was for many years a captain in the New York
police) stated that, "With monotonous regularity we hear of
programmes in police-community relations that are brought
into being, funded, equipped with human and material
resources, vigilantly supervised, having certain effects and
consequences on its subjects and operators, and finally
ended, to pass into limbo, with no real record available to
the rest of the world to scan and learn from prior
experience. On the contrary, much the same project is
opened up elsewhere the following year, and the same steps
are taken. Intricately complex or simple programmes, some
with large, even momentous consequences, as well as those
with no particular visible effect - all pass on and are
forgotten, full of sound and fury and funding, signifying
nothing."

In policing it is typically the case that little
evaluation is undertaken of the effectiveness of training.
As Jaywardene (1982) commented "a large number of studies
have limited themselves to a detailed description of
programmes designed to produce improvement in the area of
concern. From these descriptions the improvement in police
function had to be inferred. The studies have claimed an
intuitively derived improvement unsubstantiated by objective
discernible facts."

In many ways this state of affairs is not
surprising. The attendant problems of evaluating anything
within an organization are well documented. For instance,
it is not always politically expediert for an organization
to evaluate itself. Administrators responsible for the
implementation of any programme are often unwilling to have
their reputations as innovators tarnished by an evaluation.
Bringing in research staff from outside the organization
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raises problems of access, familiarization and data
protection. Most typically, programme administrators do not
have a specific set of goals in mind when they propose and
inplement a tralnlng programme. When plnned down as to the
goals of a glven programme, police administrators typically
respond by g1v1ng global and unrealistic responses (e.qg.,
'reduc1ng crlme, 'improving pollce—communlty relations' or
'1mprov1ng 1nterpersonal skills'). The first task of the
evaluator is thus to identify, in a clear and specific
manner, the exact goals and objectives of the programme to
be evaluated. The evaluator should also bear in mind that
senior police officers are usually concerned not only with
any statistical significance (or non-significance) arising
from the evaluation, but also with the practical
significance of findings as well. An organization's
resistance to change and the evaluator's failure to find
'positive' effects often contribute to reports being placed
on the shelf only to be forgotten. Indeed, Weatheritt
(1985) stated that "the police have neither looked to
research to provide useful information about themselves, nor
have they used it to inform their own policy initiatives.
Their preference is for action over reflection; and for
information which helps to justify their activity rather
than turn a critical eye on it." 1In addition, senior police
officers are often reluctant to carry out anything more than
an informal, subjective evaluation of a programme because
formal testlng of individuals can appear threatenlng
Ironlcally, it is often the absence of formal testlng which
causes trainees to undervalue aspects of the training which
they have received.

This paper illustrates the extent to which police
training programmes and other interventions have been
evaluated. (It is not however, intended to provide an
exhaustive account of police evaluation research). The
programmes and interventions included have been drawn from
police forces in both America and Europe. They involve
either some form of intervention or training in psychology
(or other behavioral sc1ence), or the use of technlques
derived from such disciplines to evaluate a variety of
interventions.

COMMUNITY AND RACE RETATIONS TRAINING

The U.S. President's Commission on Law Enforcement
and Administration of Justice stated as long ago as 1967, in
the context of communlty relations training programmes for
the police, that "Universities and other groups having
experts from various disciplines should be encouraged to
develcp new techniques and curricula, to run training
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programmes and to evaluate them." Twelve years later Clark
(1979) stated "the difficulties of evalua*ion be:ng what
they are, there has been practlcally no realistic
evaluations of bollce-communlty relations 1n terms of
1dent1fy1ng realistic objectives and measurlng the degree to
which these objectives have been reached." Similarly,
Johnson, Misner, and Brown (1981) concluded that, "after
nearly a decade o police-community relations efforts, we may
have a national inventory of programmes, but we have very
little in the way of properly evaluated programmes." Many
such programmes mounted by police departments in the United
States during the 1960's and 1970's were hastily established
either because it was fashionable to do so, and/or because
fundlng for them was avallable, and/or because they were
viewed as panaceas for 1ncrea51ng unrest in the community.
With a few notable exceptions, such training programmes
tended to treat community relations as a separate concern
from the total police organization and its operations.

Project PACE (Police and Community Enterprise) was
a two year police-community relations training and action
programme which was conducted in the City of San Francisco
between 1969 and 1971. The programme, reported Eisenberg
(1973), was designed (i) to ldentlfy the critical police-
communlty relations issues as percelved by pollce and
citizens, (11) to then utilize this attitudinal 1nformation
and supporting educational materials to expose various myths
and mlsunderstandlngs which each group endorsed of the
other, and (111) to 1molement individual and group action
programmes designed to improve police-community
relationships. The programme proposal articulated four
objectives: (a) police and citizen attitude changes;
(b) behavioural and institutional changes (e.g., a mechanism
for officers to express dissatisfaction with the
establishment, recruitment of more minority group officers,
a youth education programme, etc.); (c) mass media changes;
and (d) programme acceptance by police and community.

Both individual interviews and group-administered
questionnaires were used to identify critical police-
community relations issues in San Francisco. The interview
data yielded 80 specific questions which were distributed in
questionnaires to 412 police officers and 346 residents.
Similarities and dlscrepanc1es in attitudes measured by
these questlonnalres were identified. Attltudes held in
common in various areas, (e.g., the processing of citizen
complalnts) were used in the subsequent pollce—re51dent
discussion sessions to serve as a point of similarity and as
a basis for entertaining the notion that perhaps police-
community relationships could be strengthened. Discrepant

53



attitudinal positions (e.g., firearms policy) identified
areas of curricula research needed to 'move" both parties
closer together. The ensuing discussion sessions between
officers and residents were lead by police and resident
leaders, who were recruited, selected, and trained by PACE
staff. These sessions were evaluated by participants in two
out of the four police districts in which they were held.
Evaluations were limited to determining the attitudes of
police officers and residents on two different forms. One
form consisted of 20 questions which were completed by
participants both before and after the discussion session
(e.g., "Do you personally respect most black people in the
district where vou werk," and do you personally respect most
policemen in this neighborhood?"), and a second form
consisted of 12 questions which were completed by the
participants only after the discussion sessions. (on this
form the PACE programme was evaluated by residents in the
first two districts as being the most meaningful and
valuable formal pollce-communlty relations activity of seven
that were llsted) Using the first form, several
1mprovements in attitudes were found. Ideas proposed by
officers and residents during the surveys and the
discussions were translated into action programmes. Ten
such programmes were successfully implemented, including a
police recruitment strategy whereby officers were involved
in recruitment, a drug use and abuse conference, in-service
training of experienced patrolmen and sergeants in human and
community relations (one-hour training sessions were
conducted with approximately 300 men; no PACE evaluations
were performed, although departmental-initiated appraisals
obtained from the participants were "very favourable"), and
recruit training in human and community relations (nct
evaluated).

Solomon and Visser (1973) reported on the
evaluation of an experimental training programme for police-
community relations officers funded by the California
Commission on Peace Officer Standards and Training. Three
separate projects were initiated at different colleges, each
repeated three times for approximately 20 trainees per
class. Solomon and Visser's evaluation report focused on
the session conducted at San Diego State College. The
specific goals of this programme were to (a) teach officers
how to analyse communities and 1dent1fy present and emerging
problems of law enforcement, (b) 1mpar+ knowledge and
develop analytical skllls for examlnlng respon51b111t1es of
law enforcement agencies during a perlod of rapid soc1al
change, (c) to develop analytical skills for examlnlng
respons1b111t1es of law enforcement agencies during a period
of rapld social change, (c) to develop new approaches to
communlty-pollce relations based on the knowledge, skills
and perceptions gained from this programme, and (d) develop
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methods for implementing these approaches and adapting them
to the needs of particular police departments. The six week
training session (consisting of 134 hours of classroom
instruction and 140 hours of field and laboratory
experience) gave instruction concerning the values, life
style and associated behaviours of various cultures in
American society, consideration of the various roles of the
police, and a study of the forces producing and
accommodating to social change. A pre- and post-test design
with matching control group was utilized. A total of 53
officers comprised the training group, the control group
consisted of 54 active duty police officers attending
classes to enhance their understanding of law enforcement.

Evaluation instruments included:-

(1) Pre-lab Post-lab Inventory

The Pre-lab form of this inventory consisted of 44
items on which subjects rated their behaviour to other
people, checking those items which they judged to be .
accurate descriptions for their present interpersonal
and group skills in communication, listening, dealing
with feelings, sensitivity, etc. The Post-lab form

of the inventory asked respondents tc check those
skills on which they felt they had improved.

(II) Dimension of Value Test

A test designed to assess the extent to which an
individual places value upon (a) acceptance of
authority, (b) need-determined expression,

(c) equalitarianism, and (d) individualism.

(IIT) Modified Polarity Scale

A modification of the Tomkins' Polarity Scale was
employed to assess an individual's position on a value
dimension ranging from humanistic to normative.

(IV) Group Task

Participants were asked on a pre-post basis to form
into two groups and to do two things: (a) develop a
list by consensus, of ten objectives of a police-
community relations department, and (k) rank order the
first five of these in terms of importance.
Qualitative differences between the two lists so
generated were assessed. This procedure was employed
only with the trainee group; there were noc control
group data with which to make a comparison.
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V)

(VI)

Evaluation Interviews

Four trainees were randomly selected at the conclusion
of each training session and interviewed by a member
of the research staff. Interviews, which were taped
and of 15 minutes duration, asked participants

A. "What is your overall evaluation of the training
experience?
What were its strengths?
What were its weaknesses?"

B. '"What are your short-term goals as a community
relations officer?
What are your long-range goals?"

C. '"What else would you like to comment on about the
last six weeks?"

Course Evaluations

All participants were asked to complete course
evaluation form on which they rated each component
of the training programme in terms of (a) topic,
(b) presenter, and (c) usefulness.

According to Solomon and Visser, officers in the
experimental group evidenced:

A. A significant improvement in interpersonal and
group human relations skills (based on self-
ratings) ;

B. An increase in a humanistic perspective as opposed
to a normative orientation;

C. Increased acceptance of the need for intra-
departmental training and programmes in the area
of community relations;

D. Enhanced appreciation of the tools and knowledge
of the behavioural and social sciences and of
systematic feedback and evaluation in accessing
applied efforts to improve police-community
relations;

E. A greater acceptance of the need for co-operative,
participative undertakings wherein police and
community undertake joint efforts toward common
objectives.
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Part of the Houston Cooperative Crime Prevention
Programme consisted of a series of human relations training
sessions involving police and members of the Houston
community. Each series of sessions was de51gned to
accommodate 200 police officers and lasted six weeks. The
series continued until (approximately) all of the 1,400
strong Houston police force had been exposed to 18 hours of
human relations training experiences. Clinical
psychologists and other behavioural scientists were employed
as group leaders. It was hoped that an atmosphere would be
created in which police and community representatives could
exchange conflicting views and attitudes. The programme,
however, did not run smoothly. Members of the local black
community, angry at police behaviour on the streets, did not
prove to be easy to recruit to the scheme for fears of
reprlsal and harassment. Consequently, community
involvement fluctuated. One session was attended by several
persons 1mpersonat1ng the police. Apart from these and
other difficulties, the most difficult problem was a lack of
commitment to the goals of the programme by a "substantlally
vocal and devious body of police officers" (Sikes, 1973)
who openly attempted to sabotage the programme by "excessive
overt expressions of hostility, refusal to participate, or
by endeavors to ridicule other participants.'" Sikes claimed
that rigorous evaluation of the scheme was not possible.
Many police officers mutilated or refused to complete an
evaluation questionnaire. Of the 800 police and 600
community respondents to the questionnaire, 85% of the
police rated it either "good", "very good" or "excellent"
and 93% of the community rated it "good," "very good" or
"excellent."

Bieliauskas and Hellkamp (1973) reported on how
an approach was made to them by Cincinatti Police Department
in 1966 requesting the development of a programme for
training all their officers in community awareness. The
original decision to rely primarily upon the T-group method
was modified so much that it was re-named "training and
interpersonal relations" in order not to confuse it with
sensitivity training. Supervisory personnel underwent the
training prior to patrol officers. Although the original
target for training was the Cincinatti Police Department,
most of the training time after the first year included the
training of virtually all police officers in four
Southwestern Ohio counties - representing over 1,500
personnel from about 30 law enforcement agencies. The
training was given on a three-day basis for groups of 25 to
40 officers at a time. The training had three aims:

(1) to help trainees become more effective in interpersonal
relations in general, (11) to develop a better understanding
of the policeman s role in contemporary society and to
become acquainted with behavioural science techniques used
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in training communication and leadershlp, and (iii) to
become personally involved in police-community relations
problems through the experlence of problem solving and the
preparation of recommendatlons (supervisory personnel only)
Each three-day se551on was planned to promote minimum time
for lectures and maximum time for dlscu551on and small group
activities. Blellauskas and Hellkamp claim that evaluations
of these sessions over a four—year perlod show that they had
"been maklng an impact upon (thelr) trainees." Trainees
were required to complete a questionnaire regardlng their
'pre' and 'post' training attitudes towards police community
relations at the completion of each workshop. (Note that
pre~training data were collected retrospectively.) Items on
the questionnaire included "degree of understanding why I do
what I do" and "w;lllngness to see closer personal
relationships with members of other cultural groups than ny
own." Overall, ratlngs in the survey indicated scne
favourable changes in attitudes (at least for the uuration
of the sessions.) In a second survey, police supervisors'
attitudes towards minority groups showed an overall positive
shift when they were analyzed on an actual before and after
basis. On the other hand, the attitudes of the line
officers showed (but for one exception) no significant
changes in the same survey. Communlty attitudes towards the
police in Cincinatti were measured in 1968 and then again in
1969. Citizens were requlred to rate pollce on 16 items

(e 9., "efflclency," "politeness," "deserving respect"), and
in the time interval between the two surveys, they workshops
with the pollce superv1sors in Cincinatti were completed.
Some small significant (positive) changes in attitude were
found. For instance, in the 1969 survey, respondents felt
that they knew the police being considered as less
efficient, not understandlng people as well in their area,
and not being fair and impartial. How far these changes
could have been due to other factors apart from the training
remains unclear.

Somers (1982) outlined a programme in which
officers partlclpated in an intensive programme of Spanish
language tralnlng, cultural awareness and law-enforcement
related simulations. No firm data are provided in terms of
programme evaluation, although several comments are made
concerning the programme's acceptability (e.g., it “assisted
in decrea51ng the stress factors between law-enforcement
officers and the Hispanic communlty, 1mproved the image of
Hlspanlcs and law-enforcement officers and 1mproved human
relations....," and "....the communlty service capablllty of
law enforcement offlcers to the Hispanic community has
increased as a result of the programme.')



A spec1al training model designed by the Human
Resources Institute of Westport, Connecticut called "The
Police Community Awareness Laboratory" (PCAL) is referred to
in a study reported by Singer (1975). The model was
developed around practical day-to-day human prcblems in the
community. Material from the press and from cases furnished
by the participants themselves were used as "action
triggers" to provoke discussion and analysis of local
problems, and to give participants an insight into conflict
resolution. A total of 300 police officers (of all grades)
and 150 civilians took part in the fifteen-hour programme.
The civilians were volunteers from com.Jnlty agenc1es and
other sources (youth, drug rehabilitation and minority
organizations were represented) . Prior to the programme, a
battery of questionnaires was given to the police officers
in order to measure their attitudes towards self, youth,
minority members, peers, civil rights and violence. A re-
testing of officers! attitudes occurred at the conclusion of
the programme. Slnger states that, "The PCAL developed by
Human Resources Institute conflrmed that some improvement in
awareness and in attitude do take place." This assertion
was based on some significant (positive) changes on several
scales concerned with self, Puerto Ricans and youth
although there was some evmdence of prevailing bias against
black minority groups. Officers rated the course as "above
average" when compared to other programmes they had
attended.

Reactlons to the paucity of effective evaluatlons
of pollce training in the USA have been mirrored in Great
Britain. fThe Report of the Police Tralnlng Council Working
Party commented in 1983 that, "There is, unfortuna*ely no
evidence avallable that will fully answer the questlon off
what, if any, is the effect of the race and communlty
relatlons training presently given to the police service in
this country." The report also noted that the community and
race relations components of initial training which occurred
at Home Office regional training centres (and often later
during in-force training) was, unlike most other topics in
the curriculum, unexamined. Southgate (1982) carried out a
series of interviews and observations of police work and
training in the Chapeltown sub-division of the Vest
Yorkshire Metropolltan Police. He found that police
officers found it difficult to remember anything about their
training in race relations or its effects. The objectives
of race relations training for probationer officers appeared
to be "vague if not non-existent, with no consensus among
senior officers and trainers as to what is to be learned."
The Police Tralnlng Council Working Party also noted that,
"Equally pressing is the need to introduce racism
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awareness training. We recommended that such training is
introduced without delay initially in a number of force
areas and that a pilot study is made of its impact."
Southgate (1984) conducted such an investigation by studylng
four three-day courses presented by three groups of trainers
familiar with racism awareness training but who were not
police officers. All the course participants completed a
short end-of-course questionnaire. Southgate noted that the
evaluative information gained from such initial reactions is
a2t best limited and although he pointed out that, "longer
term attitude or behaviour changes are notorlously difficult
to measure even under the most tightly controlled
experlmental condltlons," this should really be no excuse in
policing for failing to conduct more effective evaluation.
Many officers appeared dissatisfied and unhappy with the
courses. Southgate noted that the learners and teachers
failed to reach a consensus as to why they had come together
and what they should be doing. Part of this failure was
attributed to the trainers not placing the 1earn1ng in
relevant contexts and the the learners not seeing the
teachlng as relevant to their needs. An important p01nt
regarding police training concerns the extent to whlch it
can afford to be seen as something others wish to impose on
the police rather than something requested by the police
themselves. One of the crucial drawbacks of these courses
was that some of the trainers were perceived as being
hostile to the police and knowing little about pelicing.

GENERAL 'AWARENESS' and COMMUNICATION SKILIS TRAINING

Pfister (1975) reported a study conducted in the
Seattle Police Department whlch provided forty-elght
officers with a intentive s1x~uay "communication
orlentatlon" workshop. Twenty=-six other officers who did
not receive the training acted as a control group. The
allocation of officers to the two groups, because of
administrative difficulties, was not completely random. The
Edwards Personal Profile Inventory was administered before
and after the training to both groups, and questionnaire
respcenses were obtained before and after the programme from
residents who had non-adversive (no arrests or citations)
contact with the officers in both groups. The
"experlmental" officers were reported by residents after
training as significantly more warm and ‘sincere, behaving
more as co~workers, and leaving the citizens generally more
satisfied with the contact. "Controls" were reported as
communlcatlnq little understanding, treating the individual
more like a "case" than a person, and generally leaving the
citizens more frustrated, The "experimental" officers
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described themselves as significantly more self-
understanding as well as more critical of others.

With the growing trend in Am=rica in the 1970's
towards decr1m1na11z1ng public intoxication through alcohol.
Rivers and Pipher (1978) set about developlng a college-
level course for police officers in Lincoln, Nebraska,
designed to provide them with an understanding of alcohol
problems and to change their attitudes and behaviour toward
the alcohol abuser. A "Police Course on Alcohol Abuse and
Alcoholism" was structured around twelve lectures and small
group activities which followed the lectures. In addition
to the classroom lessons, 25 participants visited five local
alcohol agencies and were required to write a paper
describing how they, as police officers, could more
effectively use these agencies as a support source in their
work. The evaluation of the course was primarily based on
comparisons of pre- and post-training questionnaires
designed to measure attitude changes and certain behavioural
changes (such as numbers of referrals to alcohol agencies).
To aid the evaluation, a roughly equivalent comparison group
composed of officers not taking the course was established
by asking class officers to choose a "brother" officer who
had similar duties, outlook on life, and rank to themselves.
Participants (as compared to "brother" controls) saw the
alcoholic as less to blame and more likely to improve, and
they thought the alcoholic should be dealt with less
severely. Class members also showed a 51gn1f1cant increase
in referrals to alcohol treatment agencies when pre- and
post-class measures were compared.

Steiner (1985) described a course in leadership
training and an integrated introduction to psychology for
Swiss police officers with at least ten year's service. The
main goals of the training programme were (i) to help
officers understand the meaning of leadership, (ii) to know
what the crucial processes in leadership are, (iii) to
practlce the most 1mportant leadership skills and to help
officers acquire some ablllty to execute them, (iv) to
design a personal self—pa01ng programme in 1eadersh1p over a
four to six month period, and (v) to be able to discuss
leadershlp problems more frankly with colleagues. A variety
of training technicques were used including structured role-
plays of critical leadership incidents, videofeedback, and
an integrated course of relevant theoretical issues drawn
from psychology Six months after the course, a follow-up,
half-day session took place to evaluate the course as well
as to help analyze officers' individual experiences in the
interim period. Steiner abstained from formal testing of
the course participants, claiming that this would have
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appeared too threatening during the course and would have
ruined the good relationships fostered between trainer and
trainee. The (subjective) evaluation revealed that officers
reported an enhanced ability to cope with "difficult"
partners, greater ease to verbally express their emotions
(e.g., dlstress, anger, disappointment), and an increase in
their ability to communicate effectively with senior
officers. The lease progress reported was from some
offlcers who claimed that they still lacked a verbal fluency
in stressful or difficult encounters.

Adams (1985) reported on a communication skills
training programme for recruits in the East Mldlands. The
course, set up in 1982, aimed (i) to promote the view that
communication skills can be learned and that acquisition and
1mprovemen+ of such skills can facilitate everyday policing,
(ii) to illustrate that such skills can be improved by
practice, analysis and feedback which can be an ongoing
process, and (iii) to offer a model within which behavior in
a varlety of situations can be analyzed. The course lasted
one day and took place for recruit constables shortly before
they went onto the streets (w1th a tutor constable) for the
first time. The main training format consisted of a series
of role plays in which officers were required to intervene
and control situations using techniques of assertiveness
rather than aggression and hostility. No formal evaluation
of the effectiveness of this training has taken place.

Michael (1972) formulated a programme in social
science education for police officers in Missouri. The
programme was formulated by modifying an existing programme
which had focused on the technical aspects of law
enforcement. The new programme presented technical features
and added material dealing with social science principles
and theories. The thrust of the programme was threefold:
technical training, 12 weeks; classroom instruction in
social science, 40 hours; and situational tralnlng, 80
hours. The situational training was a modification and
combination of socio-psychodrama, situation testing, and
role playing. The trainees weres officers and recruits and
the classes were divided into four groups. Group 1 received
only the twelve weeks technical training whereas Groups 2,
3, and 4 received, in addition to the technical training,
forty hours of social science and eighty hours of
situational training. Classroom performance was evaluated
by a preliminary test and a final test. (The content of the
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