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FORE-WORD

This report describes activities performed by the Human

Resources Research Organization (HumRRO) for a project devoted

4i to research concerned with ways in which assessment center

methods and results can be effectively used within the U.S.

Army. The project was conducted by HumRRO for the U.S. Army

Research Institute for the Behavioral and Social Sciences (AR.).

Work on the project was begun in October 1973 and completed

in July 1974, and was conducted by HumRRO Division No. 4, Fort

Benning, Ceorgia. Dr. T. 0. Jacobs is Director of Division No. 4

Sand Dr. Joseph A. Olmstead was Project Director. The re-,, -c!:

staff consistcd of Dr. Larry L. Lackey, Mr. Harold E. Christensen,

and Mr. James A. Salter. Dr. Lackey was mainly responsible for

the evaluation of assessment exercises as training methods and

development of the model for designing assessment exercises; Mr. fl
Christensen conducted the work concerned witn utilization of 1'
assessment results; and Dr. Olmstead and Mr. Salter developed the

program for training assessors.

Dr. Kay H. Smith is Chief of the ARI Field Unit at Fort Benning V
and served as technical monitor of the project. The advice and

assistance of the Fort Benning ARI staff is gratefully acknowledged.

The work was performed under Contract No. DAHC-19-74-C-O011.I

Meredith P. Crawford
President

1kLmran Rerniurces Research OrtIni'aLiui, A
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SUMMARY AND CONCLUSIONS

This report presents the results of a research project concerned

with the potential utilization of assessment center methods and results

within the United States Army. The purpose of the research was to

enhance the capabilities of assessment centers for conducting effective

assessments of military personnel and for contributing to the leader-

ship development mission of the U.S. Army Infantry School and the

Army.

The Army has established an Assessment Center Pilot Program at

The Infantry School, Fort Benning, Georgia. The purpose of the

program is to determine the feasibility of assessment centers for the

Army. In the pilot program, student noncommissioned officers entering

the Noncommissioned Officer Educational System (NCOES) advanced program

and student officers entering the Infantry Officer Advanced Cnurse

(IOAC) are assessed from a career counseling perspective and students

in the Branch Immaterial Officer Candidate Course (OCS) and the ii
1I

Infantry Officer Basic Course (IOBC) are assessed from a selection

perspective. The project described in this report was designed to

contribute to two particuler objectives of the pilot program. These

objectives are (1) to identify potential uses of assessment results

and techniques in accomplishment of the leadership development mission

of the Infantry School and the Army, and (2) to dcvelop wnys of

improving assessment procedures and methodology for use by Lhe Army.

The project reported here consisted of a number of discriminable

tasks and subtasks; several were completed durirg early phases and ....
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II
their results were described in detail in earlier interim reports.

Only summaries of these earlier-reported tasks are presented in this

report. Other tasks, completed in later phases of the project, have

"not been previously reported and, therefore, complete details of

them are described in the present report.

TASK I - INVESTIGATE POTENTIAL USES OF ASSESSMENT RESULTS

The objectives for Task I were to identify and delineate specific

ways in which assessment results can b-, used productively by The

Infantry School to advance its mission of leadership development. The

task consisted of three separate subtasks which are summarized below.

Subtask I - Relevance of Infantry School Curricula for
Assessment Dimensions

Problem. Personnel processed by the USAIS Assessment Center are

evaluated on 12 leadership dimensions. The objective of the study was

to identify those blocks of iustruction within Infantry School courses

that possess potential for developing leadership attributes represented

by the 12 dimensions.

Method. The dimensions were analyzed to ascertain the attitudes,

knowledges, and skills encompassed by each. Then, Programs of Instruc-

tion of The Infantry School, together with relevant supporting documents,

were surveyed to identify the specific contents and activities in them.

The following courses were surveyed: (i) Infantry Officer Advanced

Course, (2) Infantry Officer Basic Course, (3) Branch Immaterial Officer

Candidate Course, and (4) Infantry/Armor Advanced Noncommissioned Officer

Course. In addition, elective programs and the program of the Individual

iv
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Learning Center were surveyed. Examination of program contents and

instructional objectives led to conclusions concerning attributes

likely to be developed by each block of instruction. Assessment

} ~dimensions were matched with pertinent blocks of instruction andt'blocks possessing potential for developing the attributes were

identified.1
'1Results. Detailed findings were presented in an interim report

in January 1974. For each course, blocks of instruction relevant for
•i ~each leadership dimension were specified and discussed. The results I

indicate that the principal curricula of The Infantry School con-

stitute a substantial resource of training materials pertinent to

the assessment dimensions. In addition, electives and Individual

Learning Center programs offer highly promising sources of training

materials for remedial and enrichment purposes. These programs

appear to possess the greatest potential for individually-tailored K

programs based upon assessment results.

Conclusions. The data resulting from this subtask will (1) con-

tribute to curriculum planning designed to overcome any common

deficiencies identified in student populations by the assessment

process, and (2) assist Infantry School counselors to design remedial

programs intended to overcome deficiencies in individuals that are

revealed by assessment profiles.

3.vliiI



7A
Subtask 2 - Potential Uses of Assessment Results for indi-

vidualized Developmental Assistance

Problem. Objectives were to (1) identify potential resources

within The Infantry School for providing individualized instruction

and career guidance; (2) determine the feasibility of implementing

systematic programs for providing remedial instruction; and (3) explore

possible avenues of coordination between assessment center procedures

and results on the one hand and course enrollment, scheduling, and

student academic progress on the other.

Method. Current Army training policy and Infantry School .

operating procedures pertaining to counseling practices and the

provision of remedial instruction were reviewed. Then, ilterviews

were conducted with members of The Infantry School staff responsible

for counseling and remedial instruction, for the purpose of learning

about current practices and obtaining opinions about the most feasible

uses of af~sessment results.

Results. Complete findings were presented in an interim report

in April 1974. After a review of potential resources for providing

individualized remedial or developmental instruction, a strategy for

utilization of assessment results was proposed. Essential features

of the strategy include (I) early identification of student de-

ficiencies through assessment, (2) use of a preventive approach in

which remedial action is taken before the occurrence of course dif-

ficulty or failure, and (3) counselor follow-up of student remedial

acL•v•t ies.

* L
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Conclusions. It was concluded that the best use of individual

assessment profiles can be obtained through formal Pstablishment of

a counseling service within The Infantry School. Implementation of

the program would require (1) development of criteria for identify-

ing an individual's deficiencies from assessment results; (2) complilation

of an index of available instruction keyed to the respective relevant

assessment dimensions; (3) activation of a counseling section within

The Infantry School for providing guidance to students with identi-

fied leadership deficiencies; and (4) in some content areas,

development of individualized or group instruction for improving

performance in leadership areas represented by the assessment dimen-

s ions.

Subrask 3 - Identification of Deficiencies Within Assessee
Populations

Problem. The objective of this subtask was to provide information

about existent deficiencies among entering Infantry School students as

revealed by assessment results.

Method. Results of all assessments conducted by the USAIS Assess-

ment Center through April 1974 were analyzed. Analyses were performed

on results for (1) 87 entering students of the Infantry/Armor Advanced

Noncommissioned Officer Educational System program, (2) 54 Infantry Officer

Basic Course entering students, and (3) 53 entering students of the In-

fantry Officer Advanced Course. Data for OCS students were insufficient

for reliable analysis.

For each of the above groups, mean scores were computed on 26

"gcneral indicator Rcales subsumed under 12 leadership dimensions.

vii
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Based upon performance standards explicit or implied in the scale

I descriptors, cla'sifications of "acceptable," "acceptable but needs

improvement," and "deficient" were Cerived. Group mean scores were

then placed in the appropriate categories. Also, percents of

assessees placing in each classification were determined.

Results, For senior noncommissioned officers, considerable

variability was found among the measures. For most general indi-

cators, need for improvement was found and actual deficiencies were

found for Planning Ability and Motivating Subordinates. Similar

results were found for IOBC students.

For IOAC students, the pattern is that of relatively high per-

formance which is somewhat more uniform across all indicators than

for the other groups. No clear-cut deficiencies were found; however,

need for improvcment was found for 16 general indicator,.

Patterns of performance and comparisons between the student

groups are analyzed and discussed in the report.

Conclusion. The results of this study should demonstrate the

utility of assessm -it results for use in curriculum planning based

on identified deficiencies of student groups. Since such data result

from systematic evaluations made within controlled environments, they

can be used with a considerable degree of confidence. Furthermore, the

various specific findings provide important understandings of the

strengths, weaknesses, and relative capabilities of various student

* - populations.

viii
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CoMn lus ion

From the results, it is concluded that most of the assessment

exercises used by the Assessment Center possess training potential.

Furthermore, participation in the experimental training program

using the In-Basket and Controlled Simulation Exercises results in

improved knowledge and performance of leadership. The program an~d

materials that were developed are effective means for improving

selected leadership capabilities among junior officers and senior

ROTC students.

TASK III - DEVELOP PROCEDURES FOR TRAINING ASSESSORS TO USE
OBSERVATIONAL AND RECORDING TECHNIQUES

Problem

Tle objective of this task was to develop a course of instruction

in the use of performance-based assessment techniques, which course

would be generally applicable to a range of tests and assessment situa-

tions and would be designed to provide a common base of skills in the

use of performance-based assessment procedures.

Method

Assessment exercises used by the Assessment Center, certain per-

formance-based proficiency tests used by the Army, ard a number of

training criterion tests developed by HumRRO were analyzed to identify

performance requirements and potential areas of deficiency. In

addition, testing and assessment literature was surveyed to identify

elements critical to effectiveness of assessors.

As a result of the above activities, three broad skill areas

were identified as essential for inclusion in the training program.

"Xi

j~1



Manual, and materials necessary for conducting the exerciso-. The

final program Is 19-1/2 hours in length, Lonsisting of 3-1/2 hours

of lecture-discussion, 8 hours of practical exercises, and 8 hours

of feedback, critique, and summary.

For evaluation of the program, test subjects were newly-corn-

missioned second lieutenants assigned to the Infantry Officer Basic j
Course at Fort Benning, Georgia. Nine subjects served as a control

group, receiving no training but participating in the evaluation.

Within an experimental group, all subjects (14) received the con-

ceptual content presentations. Then, 10 participated in the In-

Basket Exercise with feedback and 4 participated in the Controlled

Simulation with feedback. All subjects then completed a post-training

evaluation examination designed to evaluate achievement of a set of

terminal training objectives requiring analysis of test problems and

provision of problem solutions. Student reactions to the course were

also collected.

S~Results

Data from the course evaluatiun form completed by students show

that, generally, the course elicited a positive reaction.

Because of small sample sizes, nonparametric statistics were used

to evaluate accomplishment of the training objectives by the control

and experimental groups. Results of a sign test showed that both the

In-Basket and the Controlled Simulation experimental groups achieved

significantly more training objectives than the Control group, i.e.,

experimental sub-groups consistently outperformed the control group and

no difference was found between the experimenLal sub-groups.

x



TASK II POTENTIAL USES OF ASSESSMENT METHODS FOR TRAINING

Problemm

The assessment exercises used by the Assessment Center appear to

possess potential as innovative training methods within a military

context. The purpose of this task was to examine each of the assess-

ment techniques to determine feasibility as training methods and to

modify those deemed feasible so as to be appropriate for military

training purposes.

Method

The approach involved a conceptual. analysis of all exercises used V
by the Assessment Center to determine their potential as training

metl:uds, followed by modification of selected methods for training r
purposes and an evaluation of the selected methods to determine their

efficacy as training techniques.

Results of the conceptual analysis were presented in an interim

report in December 1973. For each technique, an analysis was presented

'n ters,. of (I) description of the exercise, (2) attributes assessed

by the exercise, (3) findings of other studies pertaining to the

techniqLe, and (4) evaluation of training potential.

As a result of the analysis, two exercises were selected for modifi-

cation and evaluation. The exercises were (1) the In-Basket Exercise,

and (2) the Controlled Simulation.

A training program was developed to include 3-1/2 hours of lecture-

discussion covering basic conceptual mate:ial, administration of the

two exercises, and performance feedback and critique following each

exercise. Training materials consist of a Student Text, and Instructor's

ix
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The areas are (1) design of assessment exercises, (2) design of

j Iassessment instruments, and (3) conduct of assessments. For each

skill area, a terminal training objective was developed.

Training materials were designed to accomplish the objectives.

Since the principal purpose was skill development, the program content I
was planned to be heavily practical and, to the fullest extent possible,

the more technical aspects of measurement theory were omitted. Fur-

thermore, the program was designed to permit early and frequent

exposure to practical exercises and to provide continuous feedback

and critique of performance during the exercises. Also developed were

instruments and materials to be used in evaluating the program.

The program was administered to eight second lieutnants who had

recently completed either the Infantry Officer Basic Course or the

Branch Immaterial Officer Candidate Course. Instruction was provided

by HumRRO personnel. The full program was conducted in eight-hour

sessions on five consecutive days, with the last half day devoted to

evaluation. In addition to evaluation of the terminal training ob-

jectives, student reactions to the program were obtained through the

use of a post-program questionnaire.

Results

Full results were presented in an inLer'm report in May 1974. The

training program consists of 9 hours of lecture-discussion and 28 hours

of practical exercises, for a total of 37 hours. Thus, it is heavily

weighted in the direction of "hands-on" work concerned with the practical

V !aspects of designing assessment exercises and making assessments. The

xii
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final result is an integrated course entitled Fundamentals of Per-

_sonnel 
Assessment.

m-iaterials for conducting the program include (1) a Student Text

ior Fundamentals of Personnel Assessment, (2) an Instructor's Guide ii

for Fundamentals of Personnel Assessment, and (3) a series of video-

Stapes, audiotapes, and written documents used in the prac ticalAI

exercises. Complete guidance and all forms and materials required

for conducting the program are included in the instructor's guide.

Based on preestablished criteria of accomplishment, all terminal

training objectives were achieved by the program at a high level of

confidence. Of particular interest are the interrater reliabilities,

which are the principal indicators of the extent to which test subjects

were trained to be effective assessors. For the three leadership

"dimensions used in the evaluation test, obtained interrater reliabilities

for the eight students were .82, .85, and .96.

Student reactions were generally favorable. Certain specific

student comments, coupled with instructor observations, resulted in

minor revisions which were recommended in an errata sheet that ac-

companied the delivered products. The major aspects of the course,

including a number of innovations in the field of training for per-

sonnel assessment, were found to be both feasible and effective. 4
Conclusion

It is concluded that the training program entitled Fundamentals

of Personnel Assessment is an effective means for equipping military

personnel to desi;en and conduct performance-based assessment exercises.

xiii
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TASK IV - DEVELOP A MODEL FOR DESIGNING ASSESSMENT EXERCISES

Problem

Predominant among the techniques used by assessment centers are

"so-called "assessmenL exercises" which are, in effect, situational

tests. In these exercises, assessees are placed in some sort of

situation intended to evoke certain behavior which can be observed

and evaluated. However, a variety of situational factors may impact

upon an assessee and may influence his behavior during the tests.

Therefore, the appropriate mix and control of such factors may be

a critical determinant of whether the desired behavior is actually

exhibited during the course of the exercise. The objective of the

task was to develop a model which would incorporate the numerous

factors to be considered and controlled and would provide a procedure

for integrating them intc exercises capable of stimulating assessees

to display behavior that is observable, scorable, and relevant to the

purposes for which the exercises are constructed.

Method

It was first necessary to develop a scheme for classifying the

behavioral processes most likely to be evaluated in assessment situa-

tions. Then, an analysis was made of situational factors that

facilitate assessees' performance and factors that Impact upon the

ways in which assessable behavior is manifested. Finally, a model

was developed to be used in analyzing the demand characteristics of

L. assessment situations and for insuring that such situations have been

structured so as to evoke assessable behavior.

~.iv
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Results

.1. The product of this task is a 12-step model to be followed during

the design of assessment exercises. The steps are:

"1. Determine assessment purpose.

2. Analyze focal jobs or tasks.

3. Identify critical attributes for job success.

4. Develop indicators of critical attributes.

5. Identify target processes to be assessed.

6. Specify primary contexts of performance.

7. List facilitating conditions.

8. Identify candidate classes of exercises.

9. Determine degree of job remoteness.

10. SelecL optimum classes of exercises.

11. Develop exercise content and structure.

12. Test assessee instructions and tasks.

When followed, the model requires exercise designers to systematically

consider a variety of factors which both research and experience have shown

to be dete:minants of behavior within most assessment situations. For

those steps where they are relevant, the report delineates the con-

tributing factors and provides comprehensive schemes for systematically

classifying them so that ease and simplicity in using the model will be

maximal. Also, an example of use of the model to design assessment

exercises in an organizational context is provided.

Conc lus ion

•V The model is feasible for use in the design of assessment exercises and

adherence to it can be expected to produce effective and efficient exercises.

xv
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Chapter 1

INTRODUCTION

This report presents an overview of a research project con-

cerned with the potential utilization of assessment center methods

and results within the United States Army, summarizes results

previously presented in detail in various interim reports, and

describes the results of work not previously reported. The overall

purpose of the research was to enhance the capabilities of assess-

ment centers for conducting effective assessments of military

personnel and for contributi.ng more effectively to the leadership

development mission of The U.S. Army Infantry School and the Army.

BACKGROUND

The concept of an "assessment center" involves the prediction

of managerial or leader behavior by use of multiple methods of

evaluation. In general, typical procedures include:

(1) the use of multiple assessment methods to obtain

information about individuals.

(2) standardization of these methods and of techniques

of making inferences from the obtained information.

(3) the use of several assessors whose judgments are

pooled in arriving at evaluation of the assessed

individual.

Intensive data-gathering methods are employed, with the complete

range of techniques including paper-and-pencil tests, biographical



data, interviews, and assessment exerciscs (e.g., situational tests,

work samples, simulations, group problem solving, and leaderless

discussion groups). Typically, persons to be assessed are assigned

to centers for periods of several days where they are exposed to the

full spectrum of tests and evaluated by a staff of assessors.

Assessment results maý be used in selecting individuals for further

training or for promotion, in counseling them for career develop-

ment, in identifying training needs, and in evaluating effectiveness

of training programs.

1he Army has established an Assessment Center Pilot Program at

The Infantry School, Fort Benning, Georgia. The purpose of the

program is to determine the feasibility of assessment centers for b
the Army. To accomplish this purpose, full procedures for assessing

three separate levels of personnel have been developed and are being

evaluated. In the pilot program, student noncommissioned officers

entering the Noncommissioned Officer Educational System (NCOES)

senior program and student officers entering the Infantry Officer

Advanced Course (IOA) are assessed from the career counseling

perspective and students in the Branch Immaterial Officer Candidate

Course (OCS) and the Infantry Officer Basic Course (IOBC) are assessed

from a selection perspective.

Plans for the pilot program included two particular objectives

*4hich the work encompassed by this report was designed to support.

The objectives were (1) to identify potential uses of assessment

2



results and techniques in accomplishment of the leadership de-

velopment missions of The Infantry School and the Army, and

(2) to develop ways of improving assessment procedures and

methodology for use by the Army.

SCOPE OF WORK

The project discussed in this report was designed to con-

tribute to the above objectives. The plan of work included

several discriminable tasks which are described below.

Task 1 - Investigate Potential Uses of Assessment Results

The purpose of this task was to identify and delineate ways

in which assessment center results can be used productively by The

Infantry School to advance its mIssion of leadership development. f
In the area of leadership development, the purposes of an assessment

center are (1) to provide assessed individuals with valid and sys-

tematic information which can be used by them for self-development

efforts, and (2) to provide educational and training institutions

with data concerning both individual assessees and the assessee

population as a whole, which data would assist the institutions In L
the design of curricula according to students' assessed needs and in

planning special developmental programs for individuals. The goal of

the task was to Identify ways of implementing these purposes through

the following related yet somewhat different studies or subtasks:

(1) Review current Infantry School curr.cula to determine

relevance to leadership dimensions assessed by the

Assessment Center.

3 1



(2) Identify ways assessment results can be used

within The Infattry School to provide develop-

mental assistance on an individual basis.

(3) Analyze assessment center results to identify

consistent deficiencies among entering Infantry

School students.

Task II - Evaluate Potential Uses of Assessment Methods for

Training Purposes

The program of the Assissment Center includes a number of assess-

ment exercises, or situational tests. Although used for assessment

purposes, these techniques appeared to also possess potential as

training methods within a military instructional context. If it

could be shown that these techniques can be modified to become

effective and practical training methods, the instructional

armamentarium of the Army in the area of leadership would be con-

sideraibly enhanced.

The purpose of this task was to examine each of the assessment

techniques used by the Center to determine feasibility as training

methods and to modify those deemed feasible so as to be appropriate

for military training purposes.

Task III - Develop Procedur3s for Training Assessors to Use

Observational and Recording Technigues

One potential function of an assessment center is to serve as a

repository of expertise concerning assessment techniques and procedures
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and to exploit this expertise by providing training to individuals

J who may be required to conduct assessments in other contexts. To

support this function, this task was undertaken to develop a course

of instruction in the use of performance-based assessment tech-

niques, which course would be generally applicable to a range of

tests and assessment situations and would be designed to provide a

common base of skills iu the use of performance-based assessment

procedures.

Task IV Develop a Model for Designing Assessment

Exercises

An assessment center uses a va d.ty of methods for obtaining

information about individuals who are assessed. Predominant among

these techniques are "assessment exercises," which are, in effect,

situational tests. The exercises include simulations, games,

leaderless discussion groups, work samples, problem-solving groups,

and, ir. military contexts, field exercises. In all of these exer-

cises, assessees are put int, some sort of situation intended to

evoke certain behaviors which can be observed and evaluated. How-

ever, a vaciety of situational facLors may impact upon an assessee

and may influence his behavior during the tests. Therefore, the

appropriate mix of such factors may be a critical detc~rmiuant of

success of the assessment effort. Of special concern is the fact

that, unless the demand characteristics of the exercise are appropriate,

"behavior that is relevant or that is scorable is nct always evoked.

IL.E
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It appeared that the problem is mainly one of exercise design.

Accordingly, the purposes of this task were to identify factors that

influence behavior in situational tests and to develop a model which

will take such factors into account and can be used to design ef-

fective assessment exercises.

ORGANIZATION OF THIS REPORT

Work on certain of the tasks and subtasks proceeded concurrently

and several were completed at various points during the term of the

ect. Results for these early tasks and subtasks were fully

-jented in a number of interim reports Certain other tasks were

scheduled to be compleced only during the final stage of the project

and their results have not been previously reported.

In the remainder of this report, previv)usly-reported tasks and

subtasks will be summarized in Chapter Ii. Then, in succeeding

chapteks, all work which wai. not previously reported will be

described in detail. Thus, this final report provides a summary

record of all work accomplished during the project, together with

detailed results of work not reported earlier. l.

6
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Chapter 2

SUMMARY OF REPORTED WORK

As discussed in the preceding chapter, several tasks and sub-

tasks were Lc'mpleted during early phases of the project and were

tuily described in a series of interim reports. Here, the studies

which have been previously reported will be summarized. Full

descriptions of all results may be obtained by reference to the

interim reports cited in the summaries which follow.

POTENTIAL LGE9 OF ASSESSMENT RESULTS

The objectives for Task I were to identify and delineate

specific ways in which assessment results can be used productively

by 1ie Infantry School to advance its mission of leadership develop-

ment. Subtasks 1 and 2 were described in interim reports and are

summarized here. Completion of Subtask 3 coincided with the con-

clusion of the project and results for it are presented in Chapter 3.

Subtask 1 - Relevance of Infantry School Curricula for

Assessment Dimensions

Problem. Personnel processed by the Assessment Center are

evaluated on 12 different dimensions of leadership. For the most

effective use of assesse'nt results in planning both remedial in-

struction and general curriculum development, systematic knowledge

is required about the relationship between Infantry School instruc-

tion and the leadership dimensions assessed by the Center. The

V=
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specific question to be answered was, "Which blocks of instruction

provide, or have the potential for providing, training related to

the dimensions which are evaluated by the Assessment Center?" If

such information were available, it would be possible to plan cur-

ricula specifically intended to strengthen the assessed attributes

in all students and, for individually-tailored remedial programs,

to match required instructional modules with deficiencies diagnosed

through the assessment process.

Method. The objective of the study was to identify those

blocks of instruction within Infantry School courses that possess

potential for developing the leadership attributes represented by

12 assessment dimensions. To accomplish this objective, the dimen-

sions were analyzed to ascertain the attitudes, knowledges, and

skills encompassed by each. Then, Programs of Instruction of The

Infantry School, together with relevant supporting documents, were

surveyed to identify specific contents and activities in each. The

following coursee were surveyed: (1) Infantry Officer Advanced

Course, (2) Infantry Officer Basic Course, (3) Branch immaterial

Officer Candidate Course, and (4) Infantry/Armor Advanced Non-

commissioned Officer Course. In addition, elective programs offered

in connection with the courses and the program of the Individual

Learning Center were surveyed.

Examination of program contents and instructional objectives led

to conclusions concerning attributes likely to be developed by rachS |-

I
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block of instruction. Assessment dimensions were matched with per-

tinent blocks of instruction and blocks possessing potential for

developing the attributes were identified.

Results. Findings were reported in an interim report entitled

The Relevance of Infantry School Curricula to Assessment Dimensions

by Harold E. Christensen dated January 1974. For each course!, blocks

of instruction relevant to each assessment dimension were specified

and discussed.

The results indicate that Lhe principal curricula of The In-

fantry School constitute a substantial resource of training materials

pertinent tl Lhe assessment dimensions. The courses provided to the

three levels of personnel assessed by the Assessment Center offer

essentially the same broad subjects; however, within each subject,

relative emphases reflective of the various dimensions differ

according to course and level of personnel because the blocks of

instruction for each col.r, have been specifically designed to

achieve objectives deemed appropriate for particular levels of

students.

Electives and Individual Lcarning Center programs offer highly

promising sources of training materials for remedial and enrichment

purposes. These programs appear to possess the greatest potential

for individually-tailored programs based upon assessment results.

It was concluded that the data resulting from this subtask

will:

9
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(1) Assist counselors to design remedial programs

intended to overcome deficiencies in individuals

that are revealed by assessment profiles.

(2) Contribute to curriculum planning designed Lo over-

come any common deficiencies identified in student

populations by assessment results.

Subtask 2 - Potential Uses of Assessment Results for Individualized

Developmental Assistance

Problem. A service school's ability to make optimum use of assess-

ment results depends upon a number of factors. Foremost among these

determinants are (1) the existence of individuals, or positions, who

can productively use assessment results to plan individual remedial

or developmental programs; (2) the availability of resources for pro-

viding individualized instruction; and (3) the administrative

feasibility of providing remedial assistance that will be compatible

with scheduling requirements, other demands for staff time, and school

operating procedures. Objectives of this subtask were to (1) identify

potential resources within The Infantry School for providing indi-

vidualized instruction and career guidance; (2) determine the feasibility

of implementing systematic programs for providing remedial instruction;

and (3) explore possible avenues of coordination between assessment

center procedures and results on the one hand and cuurse enrollment,

scheduling, and student academic progress on the other.

_ 0



Method. Two approaches were used to obtain the required in-

formation. First, current Army training policy and Infantry

School operating procedures pertaining to counseling practices and

the provision of remedial instruction were reviewed. Second, inter-

views were conducted with nembers of The Infantry School staff who

are responsible for counseling and remedial instruction in order to

learn about current practices and to obtain opinions concerning the

most feasible uses of assessment results.

Results. Complete findings were reported in an interim report

entitled Results of Study of Potential Uses of Assessment Results by

The Infantry School by Harold E. Christensen dated April 1974. After

a review of potential resources for providing individualized remedial

or developmental instruction, a strategy for utilization of assess-

ment results was proposed. It was concluded that the best use of

individual assessment profiles can be obtained through establishment

of a formal counseling service within The Infantry School. Essential

features of the proposed counseling program would include (1) early

identification of student deficiencies through assessment; (2) use

of a preventive approach in which remedial action is taken before the

occurrence of course difficulty or failure; and (3) counselor fcllow-

up of student remedial activities.

Implement ation of the program would require (1) development of

criteria for ld'ntifying an individual's deficiencies from assessment

j ....V - -11 . . ... c , ' ' ''- '- • •'T ' i • F ,' -
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I results; (2) compilation of an index of available instruction keyed

to the respective relevant assessment dimensions; (3) activation of

a counseling section within The Infantry School for providing

guidance to students with identified leadership deficiencies; and

(4) in some content areas, development of individualized or group

instruction for improving performance in leadership areas repre-

sented by the assessment dimensions.

POTENTIAL UTILITY OF ASSESSMENT METHODS FOR TRAINING

Task II, Evaluate Pctential Uses of Assessment Methods for

Training Purposes, was designed in two phases. The first phase

was devoted to analyses of assessment exercises used by the Assess-

ment Center and of methodologies underlying the exercises to determine

their potentials for use in leadership training. Results of this j
phase were presented in an interim report and are summarized below.

Based upon the findings of the first phase, ARI and HumR.RO per-

sonnel then jointly selected several assessment methods to be adapted

for training purposes. The second phase was devoted to development

of leadership training modules based upon the selected methods.

Results of this second phase have not been previously reported and

are presented in Chapter 4.

Phase 1 - Analyses of Assessment Methods

Problem. The assessment programs conducted by the Center include,

in addition to paper-and-pencil tests and interviews, a number of exer-

cises which can be subsumed under the rubrics of "situational tests"

12
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and "simulacions' Included are leaderless group discussions, in-

basket exercises, competitive games, and role simulations, all of

which have had some degree of success in civilian contexts as

"experiential" training techniques. Although used mainly for

assessment purposes, these techniques appeared to possess potential

as training methods within a military instructional environment.

The purpose of this phase was to analyze the various techniques

to identify those possessing the greatest potential as training

methods, determine requisites for effective performance in each

training context, and to develop plans for empirical evaluation of

tile training efficacy of those methods deemed to possess the most

potential for military instructional purposes.

Method. The approach involved conceptual analyses of assess-

ment exercises used by the Center for the purpose of determining

) their potential as training methods. Included in the analyses were

(l) Leaderless Group Discussion, (2) Management Exercise (Con-

glomerate), (3) Leadership Assessment and Development Exercise

(LEADER), (4) Controlled Simulations, and (5) Assigned Leader Group

Exercise.

Through observation during conduct of assessments, analyses of

test protocols, and interviews with Assessment Center personnel,

"HumRRO staff members familiarized themselves with the techniques.

Concurrently, a literature review was conducted to identify studies

pertinent to use of the techniques and similar techniques for training

~1[
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purposes. Then, each technique was analyzed to identify critical

dt-terminants and requisites for effective performance in the

situation created by iL. This also permitted determination of

types of experient.es to which participants are exposed in the assess-

nment context and to which they might be exposed if the techniques

were adapted to include procedures designed to provide a systematic

learning environment.

Results. Complete findings were presented in an interim

report entitled Feasibility of Assessment Methods for Leadership_

Training by Larry L. Lackey and Joseph A. Olmstead dated December

1973. For each technique, an analysis was presented in terms of

(1) description of the exercise; (2) attributes assessed by the

exercise; (3) findings of other studies pertaining to the technique;

and (4) evaluation of training potential, to include leadership indi-

cators and dimensions most likely to be developed through training.

For each technique, the leadership dimensions for which training

was deemed feasible follow:

Leaderless Group Discussion - Social Skills, Communication

Skills, Motivation (Social), Decision Making, Effec-

tiveness in Organizational Leadership Role.

In-Basket Exercise - Social Skills, Communication Skills,

Motivation (Social), Decision Making, Administrative

Skills, Effectiveness in Organizational Leadership Role,

Supervisory Skills.

L -14
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Management Exercise (Conglomerate) - Social Skills, Corn-

munication Skills, Motivation (Social), Decision Making,

Administra-ive Skills, Effectiveness in Organizational

Leadership Role.

Leadership Assessment and Development Exercise (LEADER) -

Social Skills, Communication Skills, Motivation (Social),

Decision Making, Administrative Skills, Effectiveness in

Organizational Leadership Role, Supervisory Skills.

Controlled Simulations - Communication Skills, Motivation,

Decision Making, Administrative Skills, Effectiveness

in Organizational Leadership Role, Supervisory Skills,

Technical and Tactical Competence.

Assigned Leader Group Exercise - Social Skills, Communica-

"tion Skills, Motivation (Social), Decision Making,

Administrative Skills, Supervisory Skills.

It was concluded that every assessment exercise used by the Center

possesses some potential for developing leadership skills. Although

some exercises are more appropriate for developing certain skills than

others, there is much overlap of skills that can be developed through

them because all are designed to provide experience in dealing with

phenomena counon to the a -a of leadership. It was recommended that

adaptations of the most feasible techniques be experimentally evaluated

in order to test, or demonstrate, their effectiveness as training

methods. A number of issues pertinent to such evaluation were dis-

cusscd.

15
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j1 PROCEDURES FOR TRAINING ASSESSORS

Complete details of Task III, Develop Procedures for Training

Assessors to Use Observational and Recording Techniques, were pre-

sented in an interim report entitled A Program for Teachin.

Fundamentals of Personnel Assessment by Joseph A. Olmstead and James

A. Salter dated May 1974. The purpose of the task was to provide

the Army with a capability for training responsible officers and

noncommissioned officers to effectively assess the potential and

proficiency of military personnel through the use of situational

and performance tests. It was accomplished by development and

evaluation of a program for training military personnel in funda-

mentals of assessment. All work for Task III was documented by the

above interim report cited above.

Problem

Military personnel conduct assessments and evaluations under a

wide range of circumstances. For this reason, a program intended co .

train assessors must teach knowledges, skills, and techniques that

will be generally applicable and can be used for numerous purposes

under highly varied conditions. In addition, the training program

must be capable of being conducted by military personnel without

further guidance or instruction by its designers.

To accomplish these objectives, it was necessary to (1) identify

j the general skills needed by military personnel in order to perform

assessments and performance-based evaluations effectively; (2) establish

16



IF
a content level which would be appropriate for the anticipated student

population as well as suitable for use by military instructors who may

possess only optimal expertise in test design and administration;

(3) develop a program which would inculcate the required skills;

(4) prepare all supporting materials; and (5) evaluate the developed

program and materials to determine their effectiveness.

Method

Assessment exercises used by the Assessment Center, certain per-

formance-based proficiency tests used by the Army, and a number of

training criterion tests developed by HumRRO were analyzed to identify

performance requirements and potential areas of deficiency. In

addition, testing and assessment literature was surveyed to identify

elements critical to effectiveness of assessors.

As a result of the above activities, three broad skill areas were

identified as essential for inclusion in the training program. The

areas are (1) design of assessment exercises, (2) design of assessment

instruments, and (3) conduct of assessments. For each skill area one

terminal training objective was developed. The resulting objectives

follow.

Upon completion of the course, students should be able to:

(1) Design an assessment exercise capable of evoking

valid, observable behavior on at least three dif-

fererit leadership dimensions.

(2) Design assessment instruments capable of validly and

reliably measuring three separate leadership

17
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ii
dimensions. The instruments should include at

least one behavior checklist and two rating

scales.

(3) Using instructor-provided assessor instructions

and rating scales, and after a training con-

ference to establish common standards of

reference, evaluate, as a class, assessees in a

standard videotaped assessment exercise on three

leadership dimensions and achieve a minimum

interrater reliability of .75 for earh dimension.

Training materials were designed to accomplish the above objectives.

Since the principal purpose was skill development, the program content

was planned to be heavily practical and, to the fullest extent possible,

the more technical aspects of measurement theory were omitted. Further-

more, the program was designed to permit early and frequent exposure to

practical exercises and to provide continuous feedback and critique of

performance during the exercises. Also developed were instruments and

materials to be used in evaluating the program.

The program was administered to eight second lieutenants who had

recently completed either the Infantry Officer Basic Course or the

Branch Immaterial Officer Candidate Course. Instruction was provided *1
by HumRRO personnel. The full program was conducted in eight-hour

sessions on five consecutive days. Upon completion of instruction, the

last half day was devoted to evaluation. In addition to evaluation of

18
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the terminal training objectives, student reactions to the program

were obtained through the use of a post-program questionnaire.

Results

The training program consists of 9 hours of lecture-discussion

and 28 hours of practical exercises, for a total of 37 hours. Thus,

it is heavily weighted in the dirnction of "hands-on" work concerned

with the practical aspects of designing assessment exercises and

making assessments. The final result is an integrated course entitled

Fundamentals of Personnel Assessment.

Materials for conducting the program include (1) a Student Text

for Fundamentals of Personnel Assessment, (2) an Instructor's Guide

for Fundamentals of Personnel Assessment, and (3) a series of video-

tapes, audiotapes, and written documents used in the practical exercises.

Complete guidance and all forms and materials required for conducting

the program are included in the instructor's guide.

Based on preestablished criteria of accomplishment, all terminal

training objectives were achieved by the program at a high level of 1-
confidence. Of particular interest are the interrater reliabilities,

which are the principal indicators of the extent to which test subjects

were trained to be effective assessors. For the three leadership

dimensions used in the evaluation test. obtained interrater reliabilities

for the eight students were .82, .85, and .96.

Studeut reactions were generally favorable. Certain specific

student comments, coupled with instructor observations, resulted in

.9
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j •minor revisions which were recommended in an errata sheet that ac-

companied the del].vered products. The major aspects of the course,

including a number of innovations in the field of training for per-

sonnel assessment, were found to be both feasible and effective.

It is concluded that the training program entitled Fundamentals

of Personnel Assessment is an effective means for equipping military

personnel to design and conduct performance-based assessment exer-

cises.

20
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Chapter 3

DEFICIENCIES WITHIN ASSESSEE POPULATIONS

Task I was concerned with identification of potential uses of

assessment results by The Infantry School. Work on the task was

divided into three subtasks: (1) a review of current Infantry School

curricula to determine their relevance to the leadership dimensions

upon which personnel are evaluated by the Assessment Center; (2) an

examination of ways in which assessment results might be used by

The Infantry School to plan developmental or remedial assistance

for students; and (3) an analysis of assessment results to identify

consistent deficiencies ýhat may exist among populations of

prospective students. Results of the first and second subtasks were

presented in interim reports submitted earlier and were summarized in

Chapter 2. The results of Subtask 3 have not been previously reported

and will be presented in this chapter.

Tle objective of Subtask 3 was to provide information about

existing deficiencies among entering students of The Infantry School.

One of the principal values of a military assessment center lies in

its potential as a source of information about student populations.

This informotion may range from data about such general attributes as

intellectual and creative ability, motivation toward work, and social

competence to that concerning acquired skills in areas such as ad-

ministration, supervision, and technical performance. If deficiencies

" ich attrlbutes or skills exist for considerable numbers of enteiing
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students, this Information would have significant implications for

the kinds of instruction that should be offered. It would be ex-

j pected that wide individual differenccs would be found on• the

various assessed attributes, and, indeed, a range of differences

would provide the basis upon which remedial guidance could be pro-

vided to individuals. However, from the standpoint of curriculum

design, the discovery of deficiencies common to a significant number

of individuals in a student population would be of paramount interest

as an indication that instruction in such identified areas requires

emphasis.

',:his report presents data on the assessment center performance

of all personnel in three student populations who have been pro-

cessed by the Assessment Center through April 1974. Since only

samples of students entering The Infantry School are processed by

the Assessment Center at present, the data do not include all

students; however, sufficient numbers of each assessed group are

represented to conclude that the data are indicative of each

population. Data are presented for (1) 87 entering studente of the

Infantry/Armor Advanced Noncommissioned Officer Educational System

(ANCOES) program; (2) 54 Infantry Officer Basic Course (IOBC) students,

and (3) 53 entering students of the Infantry Officer Advanced Course

(IOAC). This was the total number of personnel in the three groups

that had been processed by the Center during the period covered by

this report. Data are not presented for students of the Branch Im-

material Officer Candidate Course (OCS) because an insufficient number

of these personnel had been processed by the Center.

22
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THE ASSESSMENT PROCESS

In the programs conducted by Lh._ Assessment Center, each assessee

participates in a number of exercises during which his behavior is

observed and evaluated. Brief discussions of each of the exercises

follow.

Entry Interview

Each assessee is interviewed by a member of the Assessment Center

staff shortly after reporting to the Center. The interview is semi-

structured and provides an opportunity to obtain background information

and to observe the assessee's performance in an interview situation.

From the information obtained by the interview, the interviewer-

assessor rates the assessee on various attributes such as range of

interests, motivation, self-evaluation of strengths and weaknesses,

self-confidence, communicating qbility, etc.

Leaderless Group Discussion

The Leaderless Group Discussion (LGD) is used in two forms. The

first (Form A) is used to assess noncommissioned officers and junior

company-grade officers, including both ANCOES and IOBC student-

assessees. Form B is used to assess senior company-grade officers,

including IOAC. Assessees in the two forms address themselves to

different problem situations, but the assessment objectives and

assessment ratings of both forms are identical. In Form A. the

problem centers around the selection of a Brigade Soldier of the

Month. Each of six participating assessees represents a different

23
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[ unit and each is instructed to do his best to convince other board

members (assessees) that his unit's candidate should be selected.

As a member of the selection board, however, each assessee is also

concerned with finally choosing one candidate. In Form B, the

setting is an Army post staff meeting concerned with the allocation

of end-of-year funds. Each assessee in the six-man group represents

a particular staff directorate and is faced with a similar conflict

between self-interests and group interests. All assessees have

the opportunity to make a short formal presentq#-'c7. in behalf of

their self-interest objective, based on information provided to

them. Each assessee also has the opportunity to participate in

the discussion which followa. L

Assessees are rated on attributes having to do with social skills,

communication skills, motivation, etc.

In-Basket

This typ! of exercise has been used in many training and assess-

ment programs. As currently used by the Assessment Center, there are

three forms of the in-basket test appropriate for ANCOES, junior

company-grade officers (including IOBC), and senior company-grade

officers (including IOAC) respectively. All three forms are very

similar. In each, the assessee is put in the situation of one who is

assuming a new administrative position. He is instructed to respond to

in-basket material on the former administrator's desk--letters, reports,

memoranda, etc. .orecommcnding a-propriate actions. The assessee is

24
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evaluated on administrative skills, decision making, communication

skills, etc.

Conglomerate Gamei.

The conglomerate is a structured, competitive management game

played by three teams, each comprised of six assessee-participants.

The game allows each team to select its own objectives and to devise

strategies and organization to attain them. The mission given each

team is to try to obtain ownership or control over several companies

to form a conglomerate or series of conglomerates. All team members

are equivalent in position and are authorized to represent the team

in bartering. The play of the game involves periods of planning as

well. as trading periods. Assessees are evaluated on social skills,

forcefulness, decision making, etc.

LEADER War Game

The Leadership Assessment and Development Exercise (LEADER War

Game) is a competitive war game involving military force planning

within the limits of time and budget constraints. The game is played

in six periods, with each participant designated as leader for one of

the periods. Of the groups of assessees included in the present study,

only IOAC student-assessees participate in the LEADER exercise. Assessees

are evaluated on factors such as adaptability, mental ability, social

skills, effectiveness in organizatLonal leadership role, etc.

Controlled Simulation

Controlled sImulations were developed for each of the three major

assessee populations, i.e., senior noncommissioned officers, junior
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company-grade officers, and senior company-grade officers. Each

simulation is entirely different and is designed to be appropriate

for its particular assessee level. In each simulation, a single

assessee interacts (over a communication network) with controller-

assessors whc represent superior and subordinate organizational

levels. Trough the simulation, a series of structured situations

can be introduced and assessees' behavior scored. The assessors

score each assessee on a series of behavior checklist items. After

completion of the simulation, assessors also rate each assesses on

a series of global ratings of basic dimensions of leadership skill.

Behavior checklist scales from the simulation are used in assessing

attributes in areas such as supervisory skills, decision making,

administrative skills, etc.

Assigned Leader Group Exercise

The Assigned Leader Group Exercise (ALGE Field Exercise) involves

a simulated field situation in which each assessee is required, on a

rotating basis, to lead a six-man group through an assigned mission

or problem which requires team activity and coordination. Each

problem consists of an obstacle to be crossed and a mission objective

to be accomplished. Assessees, acting both as team members and as

designated leaders during the course of the exercise, are rated on a

number of attributes including emergent leadership, motivation, etc.

Of the assessees included in the present study, only ANCOES and IOBC

personnel participate in this exercise.

26ii



I
Appraisal Interview

In this exercise, assessees act both as interviewers and inter-!
vieweec in a simulated situation in which candidates are being

interviewed to fill a hypothetical new position in a military organi-

"zation. Only the interviewer is assessed. Each assessee conducts

two interviews using an interview procedure which he has developed.

This exercise provides an opportunity to assess attributes such as

communication skills, administrative skills, self-confidence, etc.

Writing Exercise

This exercise presents a very similar writing assignment to

assessees at each assessee level. The task is to write a report

documenting a leader's experiences and recommendations concerning

discharge action to be taken upon a subordinate. The assessee is

evaluated primarily on written communication skills.

"Appendix A contains a listing of all assessed attributes and

the exercises relevant for each.

METHOD

Assessor evaluations of performance in the various exercises

were the basic data for this study. Descriptions of procedures used

to reduce the data and a discussion of certain critical methodo-

logical issues follow.

Behavior in most instances can be best described as occurring

on a number of levels of generality or detail. The Infantry School
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j Assessment Center's approach to assessment reflects this principle

by ackno:!=dging broad dimensions of assessee performance, general

I indicators, or sub-classes, of dimension-related performance, and

specific indicators which are actual behaviors indicative of

dimension-related performance. The dimension "Administrative Skills"

and its general and specific indicators are outlined at this point

as an illustration of this three-level system of assessment clas-

sification.

Dimension: Administrative Skills

General Indicator: Organizational Ability A

Specific Indicators: (1) Makes personnel assignments
which maximally utilize ap-
prupriate skills.

( 2) Performs accurate assess- P
ments of available personnel's
relevant skills.

(3) Coordinates actions of indi-
viduals and units.

(4) Determines required materiel.

General Indicator: Planning Ability

Specific Indicators: (1) Specifies the sequencing of
intermediate goals or tasks.

(2) Identifies time requirements
for tasks.

(3) Develops plans which recognize
long-range, as well as short-
range, requirements.

SGeneral Indicator: Directing Ability

Specific Indicators: (1) Identifies respo'. ,ilitles
which should be c egated

to subordinates.
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II
(2) Issues orders and instructions,

as appropriate.
(3) Identifies, as appropriate, the

impact of previous actions, orders,
instructions, or decisions on the
internal and/or the external en-
vironment of the organization.

The dimension level identifies broad areas of leadership performance.

The general indicators enumerate some, but not necessarily all, of the

general types of performance which are relevant to a dimension and

thus provide an operational definition of the dimension. The specific

indicators focus on concrete actions which an assessee might perform

in one of the assessment exercises. Each of these levels of assess-

ment represent leadership performance from a somewhat different level

of generality and assessment results can be reported at any level of

detail that is deemed appropriate.

Early in the study it was decided to present results in terms of

only one level of assessment. General indicators were selected as the

level for which results would be most useful. This level is the most

meaningful for curriculum design because general indicators are suf-

ficiently specific to permit identification of relevant course content

but are sufficiently general for such content to be applicable across

a range of leadership situations. Table 1 presents a list of the 26

U general indicators included in the study arranged by dimension.

In this study, each general indicator score is expressed as a

l mean of all ratings on scales of which it is comprised. Measures ofV which general indicator scores are comprised are described in detail in
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Appendix A. All rating scales contributing to e. score are listed in

the appendix. Simulate behavioral checklist scales are indicated by

J scale title and the number of items in the scale. Simulate Global

Ratings of dimension-level performance were included as parts of

General Indicator Scores whenever their content matched that of the

general indicator.

Table 1

Dimensions and Their General Indicators

Communication Skills:
1. Skill in informal oral communicatior.
2. Skill in formal oral communication.
3. Skill in written communication.

Mental Ability:

4. Intellectual ability.
5. Creative and innovative ability.

Social Skills:
6. Effectiveness in interpersonal situations.
7. Positive impression.
8. Effectiveness in infltencing others.

Effectiveness in Organizational Leadersnip Role:
9. Effectiveness in working with superiors.

Administrative Skills:
10. Organizational ability.
11. Planning ability.
12. Directing ability.

S~Motivation:
13. Work motivation.
14. Social motivation.

(Continued)
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J 'Table 1 (cont'd)

Decision Making:
13. Decisiveness.
16. Use of available information.
17. Decision quality.

Adaptab ility:

18. Tolerance of stress.
19. Behavioral flexibility.

Forcefulness:
20. Self-confidence.
21. Display of initiative.

Supervisory Skills:
22. Facilitation of subordinates' tasks.
23. Effective support of subordinates.
24. Motivating subordinates.
25. Developing unit cohesion and esprit de corps.
26. Quality control of subordinate and unit

performance.

Comparability of Ratings

The rating items which contribute to each general indicator score

are reproduced in Appendix A. An inspection of the items shows con-

siderable variation in item format and in the descriptors used to

define scale points; however, most of the ratings are based upon five-

point scales. One frequently used format provides scale points which

"are labeled as follows: Excellent, Good, Average, Fair, and Poor.

Use of the term "Average" gives this rating format a normative flavor.

Nevertheless, there is an absolute standard of acceptable or

31I
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unacceptable performance also implied in this scale and the rating
I

descriptors, while themselves highly general, are always tied to

specific behavioral descriptions through the definition of the

attribute being rated which precedes the scale. The following

instructions which are provided to assessors in some of the rating

scales help clarify the rater set which is desired.

5 - Excellent - Mostly good qualities.

4 - Good - Few poor qualities, many good.
3 - Average - Several poor qualities, several good.
2 - Fair - Many poor qualities, few good.
I - Poor - Mostly poor qualities.

Ratings made with this set appear quite comparable to the simulate

* dimension global ratings which use the following rating format:

5 - The assessee's performance was usually
effective.

4 - The assessee's performance was more often
effective than ineffective.

3 - The assessee's performance was effective
about as often as it was ineffective.

2 - The assessee's performance was more often
ineffective than effective.

1 - The assessee's performance %as usually
ineffective.

Another commonly-used rating format incorporates the behavior

being rated directly into the scale-point descriptors. A typical

example of a scale of this type is a rating of decisiveness which

provides the following scale anchors:
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5 - Frequently made timely decisions.

4-

3 occasionally failed to make decisions or
some decisions made were not timely.

2-

1 Seldom made decisions or most decisions

made were not timely.

The vast majority of rating measures appear to be comparable

in two important respects. First, there is evidence of consistent

attempts to provide assessors with absolute standards for rating

behavior. It is probably unavoidable that ratings be made with

some normative considerations; however, this does not negate the

cffcct of employment of an absolute standard for the acceptability

or unacceptability of assessee performance. It should be possible

for all assczsees to be rated on the acceptable or unacceptable ends

of any of the rating scales, if performance warrants it. This is an

important consideration in the present study because interest is

primarily focused upon establishing population deficiencies rather

than in discerning individual differences.

The second important aspect of rating scale comparability is the

high degree of consistency among items in the general meanings of scale

points. While the descriptor terminology used may differ, nearly all

rating items employ a fairly comparable use of scale points.

Thus, although scales differ somewhat in format and terminology

used in descriptors, most are fundamentally comparable. this

3! ~33
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J] comparability makes it possible, with some minor adjustments, to

combine results from relevant rating scales into general indicator

scores.

Adjustment of Scales

For this study, the descriptors of scale points were abstracted

to the following general definitions:

5 - Performance of assessee judged to be highly

acceptable or effective.

4 - Performance generally acceptable with little,
if any, deficiency.

3 - Performance minimally acceptable; deficient
performance observed but not enough r.,- ver-
balanae effecLive performance (accepta'x.a
uith room for improvement).

2 - Perfcrmance marginally deficient, i.e., slightly
below acceptability; deficient performance otit-
""=weighed effective performance.

I - Pfrformance highly deficient.

Although very few scales required adjustment, when necessary, scale

scores were adjusted to conform to the above general standards. One

major type of measure--the Simulate Behavioral Checklist--could not

be consideied directly comparable to the system described above. Each

simulate scoring item is addressed to a specific structured situat!oln

designed to evoke a particular kind of behavior by assessees. Each

behavior is scored on the basis of predetermined behavior categories

according to the following general classifications:
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1 3 -Very satisfactory performance. Represents a
JF very effective method of dealing with the .

structured set of circumstances.

2 - Satisfactory performance. Represents a less
effective method of dealing with the situation.

1 - Marginal performance. Represents a fairly in-
effective method of dealing with the situation.

0 - Unsatisfactory performance. Represents a very
ineffective method of dealing with the situation.

In the interest of comparability, simulate checklist scores were

adjusted as follows:

Simulate Item Score Adjusted Score

S3 5
2 4
-1 2 I
0 i

No system for adjusting scores can produce complete comparability

_ among the variety of measures used in the program of the Asnessment

* Center. However, through the elimination of obvious discrepancies

betweeu scales, comparability is maximized to the extent that, if a

score on one general indicator reflects a particular degree of per-

formante deficietrcy, a similar score on another general indicator

will indicate, to a reasonable extent, the same degree of deficiency.

Criteria of Acceptability and Deficiency

As stated in an earlier section, general indicator scores are means

of ratings on the scales which are subsumed under each general indicator.

Computation of means of point scales resulted in more or less continuous

S I. 35
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distributions of general indicator scores. Claso intervals were

defined as follows:

Class Interval Score Category

0.5-1.5 1
1.6-2.5 2
2.6-3.5 3
3.6-4.5 4
4.5-5.5 5

Practically, the possible range of general indicator scores was 1

to 5.

Based upon the performance standards explicit or implied in the

various rating descriptors, classifications of "acceptable," "acceptable

, - but needs improvement," and "deficient" performance were derived.

*" General indicator score categories 4 and 5 were classified as "acceptable,"

3 as "acceptable but needing improvement," and 1 and 2 as "deficient."

This classification scheme is consistent with performance standards

implied in assessor ratings and will be used for discussion of the data

in the Results section of this chapter. Underlying this procedure is an I
assimption that designers of the assesament exercises established raLing

standards which coincide with general job requirements for the various

student populations.

Population Differenzes

In the presentation and discussion of assessment data, comparisons

between student populations will sometimes be made. The ANCOES, IOAC,

and IOBC groups undoubtedly differ on such demographic variables as age,

achieved education, military experience, etc. It is reasonable to

36ii tI
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1" expect differences on many of the assessed attributes. In this regard,

certain factors should be kept in mind concerning any differences which

may be found. These factors are:

(1) Rating scales used in the assessment process were

identical for the three groups.

(2) While the rating scales are identical, the content

of assessment exercises sometimes differs sub-

stantially for the three student-assessee popula-

tions. Thus, an assessor may evaluate different

behaviors in different groups while using the same

scale.

(3) Although the three student groups are exposed to

many of the same exercises, the programs are not

identical and, therefore, scores for indicators

are not always comprised of the same sets of

ratings within all groups.

The statistical reliability of differences is not directly ad-

dressed in this report. The maior reason is that differences between

assessee populations were not a fundamental issue in the study.

RESULTS

The data will be presented in the form of group means, standard

deviations, and percentages of assessees placing in each scoring

category for each general indicator.

The results will be presented separately for the ANCOES, IOBC,

and IOAC student-assessee populations.
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Sinior Noncommissioned Officers

Data for ANCOES assessees are presented in Table 2. The pattern

of assessed performance for this group shows considerable variability

among the measures. An examination of mean performance indicates that

there are fully acceptable levels of performance on only the following

general indicators: Positive Impression, Work Motivation, and Self-

Confidence. Means for all other indicators are in a range which

indicates that a majority of assessees have at least some need for

improvement and, for two general indicators, performance is indicative

of actual defiriency. The two indicators on which performance is

deficient are Pla .n... Abilitv and Motivating Subordinates.

An examination of the percentages within the scoring categories

provides a more accurate indication of the extent of performance de-

i • ficiency among assessees. When percentages for score categories

defined as "deficient" (score categorics 1 and 2) are pooled, a

number of general indicators show at least 25 percent of assessees

in the deficient range. The highest deficiency rate occurs in Plan-

ning Ability, with 54 percent of assesseef, showing deficiency. This

is followed, in turn, by Motivating Subordinates, 46 percent; Quality U
Control of Subordinate and Unit Performance and Written Communication,

each with 37 percent; Support of Subordinates, 31 percent; bisplay of

Initiative, 30 percent; Use of Available Information, 29 percent;

Decisive.iess, 27 percent; and ;ooth Dirviting Ability and Tolerance

of Stress, 25 percent.
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Table 2

General Indicator Scores for ANCOES Assessees

Percent of Assessees

p I iin Each Score Category
General Indicator Score Category Mean Standard

5 I 4 I 3 I 2 1 1 -. Rating Deviation

1. Informal Communication 8 46 41 4 1 3.47 0.57
2. Formal Oral Communication 5 21 57 16 1 3.12 0.61
3. Written Communication 4 14 45 26 11 2.77 0.78
4. Intellectual Ability 17 30 31 15 7 3.36 1.14
S. Creative & Innovative 9 30 55 6 0 3.43 0.74

Ability
6. Interpersonal Effec- 24 33 23 18 2 3.49 0.85

tiveness
7. Positive Impression 14 56 25 5 0 3.66 0.58
8. Influencing Others 3 31 52 14 0 3.14 0.57
9. Working with Superiors 15 30 39 15 1 3.43 0.74

10. Organizational Ability 7 34 43 15 1 3.30 0.72
11. Planning Ability 0 13 33 38 16 2.53 0.48
12. Directing Ability 11 35 29 14 11 3.21 1.17
13. Work Motivation 28 44 26 2 0 3.82 0.60
14. Social Motivation 3 29 61 7 0 3.26 0.49
15. Decisiveness 2 26 45 21 6 3.05 0.66 [I
16. Use of Available 1 16 54 24 5 2.91 0.63

Information
17. DecisiuLi Quality 9 34 51 6 0 3.40 0.60
18. Tolerance of Stress 7 37 31 20 5 3.20 0.74
19. Behavioral Flexibility 14 39 38 9 0 3.48 0.63
20. Self-Confidence 24 33 37 6 0 3.57 0.68
21. Display of Initiative 16 16 38 17 13 3.04 0.98
22. Facilitation of Sub- 10 34 39 14 3 3.31 0.82

ordinates

23. Support of Subordinates 10 31 28 24 7 3.17 0.96
24. Motivating Subordinates 2 7 45 32 14 2.44 0.87
25. Developing Esprit*
26. Quality Control 2 17 44 28 9 2.90 0.73

IN - .87.

ANCOES assessees are not assessed for this indicator.
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By combining the three lowest rating categories, it is possible

to get an even broader view of the number of assessees who appear to

need Improvement. For each of 19 of the general indicators, 50 per-

cent or more of assessees are classed either as deficient or needing

Improvement. The only dimensions for which 50 percent of assessees

f are classed as clearly acceptable are Informal Communication, Inter-

personal Effectiveness, Positive Impression, Work Motivation,

Behavioral Flexibility, and Self-Confidence.

Infantry Officer Basic Course

Data for IOBC assessees is presented in Table 3. The general

pattern is quite similar to that for ANCOES. Mean scores indicate a

clearly acceptable level of performance on only Work Motivation,

Intellectual Ability, and Interpersonal Effectiveness, with Positive

Impression falling on the borderline. A majority of IOBC assessees

have at least some need for improvement in all other areas. indi-

cators for which mean performance is indicative of clear-cut

deficiencies are Planning Ability and Motivating Subordinates.

An examination of percentages shows that 25 percent or more of

assessees were rated actually deficient on six general indicators ;-s

* follows: Motivating Subordinates, 92 percent; Planning Ability, 61

percent; Display of Initiative, 39 percent; Facilitation of Sub-

ordinates, 37 percent; Decisiveness, 33 percent; and Influencing

Others, 28 p. cent. In addition to the above indicators, 50 percent

or more of IOBC assessees are either deficient or need improvement in

40
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Table 3

General Indicator Scores for IOBC Assessees1
!I

Percent of Assessees
in Each Rating Class

GeCneral Indicator Rating Class Mean Standard
5 4 1 3 1 2 I1 IRating Deviation

1. Informal Communication 3 50 41 6 0 3.41 0.54
2. Formal Oral Communication 3 22 56 19 0 3.13 0.60
3. Written Communication 7 19 54 13 7 3.08 0.78
4. Intellectual Ability 20 43 22 9 6 3.63 1.02
5. Creative & Innovative 17 31 37 11 4 3.46 1.03

Ability
6. Interpersonal Effectiveness 18 4 q 19 11 4 3.55 0.82
7. Positive Impression 11 50 30 9 0 3.50 0.61
8. Influencing Others 4 20 48 20 8 2.90 0.73
9. Working with Superiors 2 33 56 7 2 3.17 0.60

10. Organizational Ability 2 33 43 20 2 3.13 0.65
11. Planning Ability 0 9 30 52 9 2.53 0.65

12. Directing Ability 7 35 41 17 0 3.35 0.67
13. Work Motivation 37 46 13 4 0 3.90 0.68
"14. Social Motivation 3 24 67 6 0 3.21 0.46
15. Decisiveness 4 30 31 28 7 3.04 0.90
16. Use of Available In- 0 24 59 17 0 3.03 0.49

formation
17. Decision Quality 2 44 46 6 2 3.31 0.55
18. Tolerance of Stress 0 10 77 13 0 2.99 0.45
19. Behavioral Flexibility 20 26 37 17 0 3.45 0.77
20. Self-Confidence 11 37 41 11 0 3.39 0.69
21. Display of Initiative 13 22 26 17 22 2.87 1.33
22. Facilitation of Sub- 7 24 32 30 7 2.94 0.85

ordinates
23. Support of Subordinates*
24. Motivating Subordinates 0 4 4 46 46 1.77 0.79
25. Developing Esprit*
26. Quality Control*

IN 87.

IOBC assessees are not assessed for this indicator.
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the fo'lowing areas: Formal Oral Communication, Written Communica-

tion, Working with Superiors, Organizational Ability, Directing

!£ Ability, Social Motivation, Use of Available Information, Decision

Quality, and Tolerance of Stress.

Infantry Officer Advanced Course

Data for IOAC assessees appears in Table 4. The pattern of per-

formance among IOAC assessees is that of relatively high performance

which is somewhat more uniform across all indicators than is the case

for the other groups.

Mean scores indicate clearly acceptable levels of performance in

the following areas: Stress Tolerance, Directing Ability, Work

Motivation, Facilitation of Subordinates, Decisiveness, Self-

Confidence, Behavioral Flexibility, Informal Communication, Working

with Superiors, and Positive Impression. At the other extreme, no

clear-cut group deficiencies are indicated. However, need for im-

provement was found for 16 general indicators.

An examination of percentages shows that 25 percent or more of

IOAC assessees are deficient on six general indicators as follows:

Quality Control of Subordinate and Unit Performance, 51 percent;

* Developing Esprit, 40 percent; Support of Subordinates, 39 percent;

Motivating Subordinates, 34 percent; Planning Ability, 32 percent;

and Display of Initiative, 27 percent. In addition to the indicators

just mentioned, 50 percent or more of IOAC assessees are deficient or

need improvement in the following areas: Written Communication,
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3 Table 4

General Indicator Scores for IOAC AssesseesI
Percent of Assessees
in Each Rating Class

General Indicator Rating Class Mean Standard
5nt 4. 3 2 .Ii Rating Deviation

1. Informal Communication 9 58 29 4 0 3.65 0.51
2. Formal Oral Communication 9 42 43 6 0 3.43 0.63
3. Written Communication 9 32 53 6 0 3.37 0.60
4. Intellectual Ability 28 15 36 15 6 3.45 1.21
5. Creative & Innovative 11 32 47 9 0 3.45 0.82

Ability
6. Interpersonal Effectivýnpss 0 41 51 a 0 3.36 0.57
7. Positive Impression 15 47 28 10 0 3.56 0.63
8. Influencing Others 0 25 60 13 2 3.10 0.66
9. Wozking with Superiors 9 47 42 2 0 3.60 0.55

10. Organizational Ability 4 36 38 22 0 3.15 0.62
11. Planning Ability 6 22 40 26 6 2.98 0.77
12. Directing Ability 45 40 15 0 0 4.12 0.68
13. Work Motivation 47 38 15 0 0 4.10 0.58
14. Social Motivation 6 38 49 7 0 3.32 0.55
15. Decisiveness 41 30 20 9 0 3.90 0.72
16. Use of Available In- 0 34 53 13 0 3.19 0.52

formation
17. Decision Quality 9 42 40 9 0 3.50 0.56
18. Tolerance of Stress 58 25 17 0 0 4.24 0.61
19. Behavioral Flexiillity 13 57 26 4 0 3.68 0.56
20. Self-Confidence 26 38 30 6 0 3.72 0.69
21. Display of InitiaLive 6 22 45 21 6 3.08 0.77
22. Facilitation of Sub- 43 34 21 2 0 3.99 0.72

ordinates
23. Support of Subordinates 34 21 6 28 11 3.42 1.38
24. Motivating Subordinates 11 13 42 26 8 2.88 0.96
25. Developing Esprit 26 21 13 19 21 3.16 1.35
26. Quality Control 6 21 22 32 19 2.72 0.93

1 = 87.
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Interpersonal Effectiveness, Influencing Others, Organizational Ability,

Social Motivation, and Use of Available Information.

IV
DISCUSSION

The results of this study are clear. For certain student groups,

consistent group deficiencies were found on some general indicators.

Furthermore, in all groups sizable numbers of assessees were deficient

on many indicators. The decision as to the percentage of entering

students who must be deficient before curriculum additions or re-

visions are made is a matter of policy to be determined by

appropriate Infantry School officials. However, it would appear that

performance areas in which 25 percent or more of entering students are

deficient would warrant special attention. For each student group, a

number of such areas were identified.

The results of this study should prove useful as bases for cur-

riculum planning and for monitoring student progress during terms of

the respective classes. Furthermore, the results demonstrate the

utility of assessment data for curriculum planning. Such data result

from systematic evaluations made within controlled environments and,

as such, they can be used with a considerable degree of confidence.

The most feasible use of the study results should be in connec-

tion with curriculum planning. Areas of actual performance deficiency

and areas in which students merely require some improvement have been

identified. Earlier reports in this series have identified blocks of

instruction relevant fUL eacIh leadership dimension. Use of such
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information will make it possible to connect areas of identified

deficiency with blocks of instruction pertinent to them. Such in-

struction can then be emphasized, reinforced, or strengthened in

order to upgrade proficiency, especially in areas of greatest student

need.

Differences Between Groups

Some differences were found which seem to iudicate unique char-

acteristics for student-assessees in the IOAC group. The greatest

contrast between IOAC and other groups appears to be in the areas of

Directing Ability, Decisiveness, Stress Tolerance, and Facilitation

of Subordinate Performance. IOAC assessees also showed somewhat

superior performance in the areas of Oral and Written Communication,

Planning Ability, and Motivating Subordinates. These differences may

be due to some combination of the following factors: (1) earlier

training which students at the IOAC level may have received; (2) ex-

perience in military assignments; and (3) the selection processes

functioning through Army career development program. Assessment

results also show that all assessee groups are quite similar in

Creative Ability, Interpersonal Effectiveness, Positive Impression,

Organizational Ability, Social Motivation, and Decision Quality.

As far as the present study is concerned, these differences and

similarities are of interest primarily because they can be interpreted

as suggesting a certain type of validity in the indicator measures.

That is, assessment scores differentiate between groups; but, there is
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no obvious across-the-board "halo" effect for ratings of assessees

in any one group. The pattern of similarities and differences also

appears to have some face validity based on other knowledge of

assessee population differences.

A comparison of performance between assessee groups suggests

that there may be some question about the comparability of scores for

some indicators. In particular, assessee performance is rated con-

sistently lower for all groups in certain areas such as Planning

Ability and Motivating Subordinates. It appears impossible to con-

clusively determine whether such scores are indicative of "real"

performance or whether they are an artifact of conditions in the

assessment process. However, it is certainly possible that assessees

possess real deficiencies in these areas which appear in all three

assessee groups. For example, the score for Motivating Subordinates

is based entirely on assessee performance in the Controlled Simula-

tion. Since the simulated environment structure is entirely different

for each of the three assessee populations, it would seem unlikely that

the consistently low ratings are due to uncontrolled factors which bias

evaluations on this indicator in all three assessment situations.

In general, less reliability is required when assessment data

are used to explore overall population strengths and deficiencies than

would be necessary for use in the selection and counseling of indi-

viduals. The soundest approach is to interpret population assessment

data in the light of additional information that is known about the
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population. Thas, assessment results can frequently be compared

with related training or job performance information. Judging from

what is known about the assessed populations, mont of the assessment

results appear reasonable. For example, it should be expected that

IOAC assessees would show the highest directing ability, ANCOES

assessees tl-. next highest, and IOBC assessees the lowest, and that

this same general pattern should also apply to working with superiors.

Scoring Patterns

Some patterns can be seen within the general dimensions of

leadership. For example, in Communication Skills, assessees tend

to score highest in the informal area. There is also a fairly good

contrast between assessment groups on the communication indicators,

with IOAC assessees scoring consistently higher.

In Social Skills, little difference among assessee groups was

V" found. Ratings for Positive Impression and Interpersonal Effec-

tiveness are consistently higher than those for Influencing Others.

The score for Influencing Others is based on a relatively large

number of rating scales from several assessment exercises and iR

primarily concerned with observations of emergent leadership. The

data suggest that this is an area in which many assessees need

improvement.

In the Administrative Skills area, IOAC personnel scored very

high in Directing Ability but their scores were moderate in both

Organizational and Planning Ability, indicating some need for

47

i '[ i I



improvemer'-. ANCOES personnel were rated moderately high in Organi-

za..L.)nd .ird Directing Ability, but very low in Planning Ability.

lO< •%sse& ees ',,'re rated lov, in both Planning and Directing Ability.

Tb. .lannir.g Ability measure, which appeared to catch most

assessees unprepared, is based on observations of planning and at-

tention to detail on the part of assessees. Since the indicator

reflects performance in four assessment exercises, its results

cannot be lightly dismissed. Most assessees evidently showed little

evidence of planning during the assessment problems. The possibility

that this r-y be indicative of generally poor habits in administrative

planning is worth serious attention by those who are responsible for

training and career development.

In the Decision-Making area, all three groups scored moderately

low in Use of Available Information. ANCOES and IOBC assessees also

scored moderately low in Decisiveness, which is essentially an index

of the timeliness of Decision Making. All three groups received

moderately high scores for Decision Quality. In the assessment situa-

tion at least, assessees apparently overlook the possibilities of

obtaining and using information which could be helpful in making

decisions. This finding may be indicative of the usefulness of

teaching systematic decision-making strategies which emphasize

information seeking and handling.

In the area of Adaptability, assessees in all three groups tended n

to score moderately high in Behavioral Flexibility. IOAC personnel alsoIt
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scored high in Stress Tolerance, but the scores for ANCOES and IOBC

personnel were moderately low for this indicator.

All three groups appeared to be similar with respect to the

dimension of Forcefulness, with scores for Self-Confidence being

relatively high and scores for Display of Initiative relatively low.

In the area of Supervisory Skills, interpretation of the results

is somewhat limited by the fact that not all groups were rated for

each general indicator. Since each assessee greip is being rated

on entirely different performance in this dimension (because the

dimension is based upon simulate behavioral checklist scales), a

comparison of groups is not meaningful. There is a good deal of

contrast between the scores on the general indicators in the Super-

visory Skills dimension. Scores are generally high for Facilitation

of Subordinates' Tasks and for Support of Subordinates, yet generally

low for Motivating Subordinates. These appear to be similar be-

haviors, yet assessees are evidently not very responsive to situations

which present the opportunity to reward or otherwise motivate sub-

ordinates even though they are responsive to opportunities to

facilitate and support subordinates.

Implementation of Results

The assessment results, when combined with knowledge of job re-

quirements, serve the purpose of documenting needs for training in

various areas of leadership performance. However, in determining

training requirements, the level of performance required by a job

49

- ----i- *-



J Imust be weighted with the level of performance demonstrated by

assessees. If, for example, job requirements indicate the neces-

sity for a high degree of administrative planning skill for IOAC

graduates, and assessment results indicate that prospective IOAC

personnel perform poorly in this area, then a high priority train-

ing need might be established. Conversely, the presence of an

assessed deficiency does not in itself imply a high-priority train-

ing need if the degree of skill required on a job is not high.

For example, A1COES assessees may show deficiencies in writing

skills, but an examination of job requirements might indicate that

tite demand for this skill is not high, thus tempering training need.

As stated in an earlier section, the results of assessee per-

formance reported in this study should be used with knowledge of

relevant instructional context. The relevance of instructional

content to the various leadership dimensions has been described in

other reports of this series. Taken together, knowledge about both

assessment results and instructional content should be useful addi-

tions to the process of curriculum planning. I
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Chapter 4

USE OF ASSESSMENT TECHNIQUES
IN LEADERSHIP TRAINING

Task II, Evaluate Potential Uses of Assessment Methods for Train-

ing Purposes, was designed in two phases. The first phase, summarized

in Chapter 2, was devoted to analyses of assessment exercises used by

the Assessment Center and of methodologies underlying the exercises to

determine their potentials for use in leadership training. Based upon

findings of the first phase, ARI and HumRRO personnel jointly selected

two assessment methods to be adapted and evaluated as training tech-

niques.

Phase 2 was programmed to include development of a leadership

training program using the two methods and evaluation of the program.

The results of Phase 2 are reported in this chapter.

APPROACH

A principal requirement of a leadership training program is that

the learning derived from the program be applicable to a variety of

leadership situations. Therefore, it was decided that the training

program should b' focused upon broad leadership dimensions, with the

intent of equipping students with knowledges and skills common to

many leadership situations.

Experience in the leadership training area has shown that ef-

fective leadership performance depends upon both knowledge of the

appropriate behavior and skill in performing that behavior. Ac-

cordingly, the program was designed to provide both requisite
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I conceptual knowledge and opportunities for application of the con-

cepts in practical exercises, with subsequent feedback and critique

of student performaace.

Two assessment exercises were selected as having maximal

potential for training purposes. These were:

1. The In-Basket Exercise.

2. The "Emergency" Controlled Simulation.

It was judged that participation in either or both of these

exercises would provide students with a valuable opportunity to

practice application of leadership concepts and, thereby, to improve

their skills in selected aspects of leadership.

By agreement between the llumRRO Project Director and the ARI

Contracting Officer's Technical Representative, it was decided that

the program should be oriented toward training of senior ROTC

students and newly commissioned junior officers. It was judged that

personnel at these levels would most benefit from the types of train-

ing that were contemplated.

Identification of Leadership Dimensions

The next step was identification 1f leadership dimensions per-

tinent to each of the exercises. The leadership dimen3ions relevant

to the selected assessment exercises are presented below:

Assessment Exercise Leadership Dimension

In-Basket Social Skills
Communication Skills
Decision Making
Administrative Skills

V iSupervisory Skills
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Assessment Exercise Leadership Dimension

"Emergency" Controlled Communication Skills
Simulate Decision Making

Administrative Skills
Supervisory Skills
Organizational Role Skills

There is obviously a considerable amount of overlap among the

dimensions relevant to each of the two exercises.

Specification of Terminal Training Objectives

Terminal training objectives are broad statements of performances

to be accomplished upon completion of training. For the training program

discussed in this report, multiple terminal objectives relevant to each

of the above leaiership dimensions were derived. The resulting ob-

jectives follow.

1. Decision Making

a. In a written examination, correctly lists the steps

J in the decision-making process.

b. Given a situation requiring that a decision be made:

(1) Identifies at least three alternative courses of

action.

(2) Develops a set of (at least four) criteria against

which the various alternative courses of action can

be assessed.

c. As a unit commander given a situation requiring that a

decision be made, commander's guidance, and the problem

Statement:

(1) Identifies the pcrtinent facts hearing on the
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(2) Specifies three alternatives which solve the

problem.

(3) Analyzes the principal advantage and dis-

advantage of each alternative.

(4) Selects a course of action.

(5) Accomplishes the above activities within a

specified time frame.

2. Organizational Leadership Role Skills

In a written examination, demonstrates knowledge of factors

that affect communication within an organizational hierarchy

by listing at least five factors that affect each of the

following processes:

a. Upward communication.

b. Downward communication.

3. Social Skills (Interpersonal Competence)

a. In a written examination, demonstrates a knowledge of

both effective and ineffective behaviors in in-

fluencing others by listing at least five effective

and five ineffective behaviors observed while view-

ing a videotaped group discussion.

b. Given a case study describing an episode represen-

tative of one which could occur in a small military

unit, analyzes the situation and correctly identifies

the cause of the problem.

4
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c. Given three descriptions of interpersonal situations,

analyzes each situation and selects the most ap-

propriate behavior from a list of alternative

behaviors. At least two-thirds of the selected

behaviors must be on a list developed by a panel

of behavioral scientists.

4. Communication Skills

a. In a written examination, lists seven factors which

must be considered in preparing a well-written

"after-action" report. Each of the factors must

appear in the "Reports" secLion of the Student Text.

b. Given participation in one of the training exercises,

develops an "after-action" report which, in the judg-

ment of a panel of experienced officers, accurately

and concisely describes the major points of the

exercise,

5. Administrative Skills

a. As a unit commander given a list of two tasks, and

resources (both materiel and personnel) appropriate

for a small military unit, outlines a plan for ac-

complishing each task. The plan for each task must

include at least six of the eight elements found in

the "Elements of Planning" section of the Student

Text.
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b. Given a series of three vignettes concerning ac-

tivities common to a small military unit, he:

(1) Identifies at least one basic principle of

organization involved in each.

(2) Analyzes each vignette in writing as to

how the identified organizational principle

is involved.

c. Given a case study which includes the following

factors: specification of an assigned task,

identification and a short history of the indi-

vidual to whom the task was assigned, and a

description of the individual's task accomplish-

ment activities, the student analyzes the case

in writing and states:

(1) Whether the task was sufficiently defined

when assigned to the individual.

(2) Whether feedback indicating adequate under-

star.ding was elicited from the individual at [
the time of mission assignment.

(3) Whether any guidance needs to be provided,

and, if so, what form the guidance should

take.

The student's :nalysis will be compared

with one consensually developed by a panel of
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experienced military officers and behavioral

scientists. Complete agreement with respect

to the following major points will be required:

(a) Whether the task was sufficiently defined.

(b) Whether adequate feedback was elicited.

(c) Whether guidance needs to be provided.

6. Supervisory Skills

a. Given two vignettes concerning activities within a small

military unit, analyzes each vignette in uriting and

identifies at least two effective and two ineffective

supervisory behaviors in each.

b. Given a case study which includes the specification of an

"assigned task and a description of the individual's task

accomplishment activities, the student analyzes the case

in writing and states:

(1) Whether the performance standards were adequately

defined for the subordinate.

(2) Whether or not, based on current degree of goal

attainment and factors impinging upon progress,

the superior should become involved in facilita-

tion of mission accomplishment.

The student's analysis will be compared with one

consensually developed by a panel ot experienced

officers and behavioral scientists. Complete

agreement with respect to th? following major

points will be required:
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(a) Whether performance standards were

adequately defined.

I (b) Whether the superior needed to become in-

volved or not.

I Development of Program end Materials

The basic purpose of the program to be developed was to train

students to effectively perform skills reflecting selected aspects

of leadership.

Since the principal, objective was utilization of assessment

methods for skill development, the program was developed with the

two selected exercises as the principal components. For maximal

i "learning, post-performance feedback and critique periods were made

I iintegral parts of the program. In addition, it was concluded that

mere experiencing of the exercises would not provide sufficient

structure for learning. It was judged that students would need some

I conceptual framework for approaching the practical exercises. Ac-

cordingly, the final plan for the course involves 3-1/2 hours of

[i lecture-discussion covering basic conceptual material. The remainder

of the course includes two exercises, with critique and summary sessions

for each. Students are given feedback concerning the effectiveness of

various leadership behaviors and how each relates to the dimensions of

leadership.
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Training materials consist of a Student Text and an Instructor's

Manual. The Student Text provides discussions of required leadership

a. concepts, while the Instructor's Manual contains complete guidance

for conducting the program. Materials for conducting the two prac-

tical exercises are the same as those required for their use as

assessment exercises and are obtainable from the U.S. Army Infantry

Assessment Center.

Evaluation Plan

A plan for evaluating the training program was also developed.

The evaluation was designed to accomplish two objectives. These

were: F
(1) To objectively evaluate the effectiveness of

the course for achieving the terminal train- '

ing objectives.

(2) To determine subjective student reactions to

the structure and content of the course.

The evaluation design requires three groups of 10 individuals each.

The first group would serve as a control group and, accordingly, would

not receive training but would be exposed to the evaluation instru-

ments. The second group would receive instruction in the conceptual

content and would participate in the In-Basket exercise. The third

group would receive instruction in the conceptual content ard would

participate in the Controlled Simulation (Emergency). Both experi-

mental groups would be evaluated. In this way, it would be possible

to determine the training efficacy of each assPnRment method separately.
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Evaluation Materials

In order to achieve the objectives described above, some addi-

tional materials and procedures which have not previously been

described were required.

Training Course Evaluation Form. Procedures were developed to

provide objective measurement of students' achievement of the ter-

minal training objectives. A total of three hours was designated as

the required time for administration of materials supplementing

these procedures.

An Evaluation Form to be provided to students- in the form

of a booklet is shown in Appendix B. After distribution of the

booklet, the instructor should obtain feedback from the student

group to insure that the assignment is uniformly understood. As

soon as this has been ascertained, the three-hour time period should

be initiated. Students should be informed that breaks are allowed

but discussion of the task is not permitted.

Scorini Procedures for the Evaluation Form. The written student

products can best be scored by content analysis procedures. There-

fore, concurrently with development of the Evaluation Form, protocols

for evaiuating student responses relative to terminal training ob-

jectives were developed. 'lTese protocols list the points which should

be included in each response and set the criteria which should be sat-

isfied as the standa'd of achievement of that training objective.

Two scorers, working independently, are assigned the task of reading
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•I each student product and evaluating it according to the protocol speci-

fications. For each training objective, the student received credit for

each required point which was included in the response. The maximum

number of possible points which could be received corresponded to the

number of responses necessary to satisfy the criteria associated with

t{ that objective. Cases of significant disagreement between the two

scorers are resolved through discussion following the completion of

scoring for all students. The protocols are presented in Appendix C.

Student Course Evaluation Form. A procedure was developed to obtain

student reactions to the course. A survey form was constructed for ad-

ministration immediately following completion of the evaluation test.

This form is shown in Appendix D. The first three items on the form are

rating scales designed to obtain students' opinions of (1) the value of

the course to someone preparing to enter active duty: (2) the degree of

"professionalism" of the course; and (3) how interesting the student

found the experience to be. A final item, which used an open-ended format,

requested the student to identify that aspect of the course which he found

least interesting and to describe the reasons behind this judgment.

S~ RESULTS

• The Training Program

The principal product of the project is a training program entitled

"Selected Aspects of Leadership." The program was designed to be con-

ducted by one instructor; however, if an assistant instructor is also

available, the load will be less and the training will be materially

improved because two instructors can more effectively deal with the

requirements of the course. In addition, the Controlled Simulation

(Emergency) requires three controllers for every two students participating.
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A substantial portion of the program is oriented toward train-

ing exercises or "hands-on" work. In the initial portions of the

program, concepts pertaining to leadership are covered and dif-

ferent types of leader behavior are discussed. These early periods

insure an adequate knowledge base concerning relevant aspects of

leadership.

The total program is 19-1/2 hours in length; however, either

one of the training exercises may be omitted if the instructor

desires. The lecture-discussion periods may be conducted either

continuously or in periodic blocks. Throughout, trainees are re-

quired to study portions of training materials prior to each session.

An outline of the program follows:

TRAINING SCHEDULE

LD - Lecture-Discssion
TE - Training Exercise

C - Conference
Train- Instruc-

Ing tol's
Period Timr' Topic Method Notes Notes

1 30 sins. Introduction to Course IiD II

P,,rpose p
Instructions to Students
Student Preparation

2 45 tmins. Decision flaking LD 2 1

3 45 "iins. Supervisory Skills 1,D 3 2
4 25 nins. Sucial ,Skii Is 11) 4 3

5 21) sins. ( ..a. unicittion Skills L) 5 4

0 30 Flhi.- .Adtninisti:;ti,,n Skill..,s LI) 6 5

(Cent ihuendd)
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TRAINi:NG SCHEDULE (cont'd)

S.rain- Instruc-
7i~ng tor 's

Period Time Topic Method Notes Notes

7 15 mins. Organizational Leadership LD 7 6
Role Skills

8 Administrative Simulation Appendix
(In-Basket) B

3 hours a. Administration TE
2 hours b. Critique C
1 hour c. Summary LD

9 Controlled Simulation Appendix

3 hours a. Administration TE C i
2 hours b. Critique o
I hour c. Summary ,D

10 2 hours Summary and Conclusions C M
Of the 19-1/2 hours required to conduct the program, 3-1/2 hours

are lecture-discussion, 8 hours are given to training exercises,

and 8 hours are devoted to critique and summary.

Upon completion of the training, students will be familiar with

selected aspects of leadership and effective leadership behavior

relevant to them.

Training Materials

Materials required for conducting the training are (1) a Student

Text: Selected Aspects of Leadership, (b) an Instructor's Manual for

Selected Aspects of Leadershjq, and (c) material pertaining t: the

conduct of each training exercise. The Stude;nt Text and the Instructor's

Manual have been delivered to the ARI Contracting Oftker's Technic'al

Representative as research by-products.
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Student Text. The student text is designed to serve as both a

"volume for student reading during the course and a reference for use

after completion of training. The Table of Contents for the text is

shown in Appendix E. Preferred procedure is to issue the text to

students at least 24 hours before beginning the course and make

advance reading assigaments as appropriate for the program schedule.

Instructor's Manual. The instructor's uanual is designed kor

use solely by instructors and provides all guidance for conducting

the course. It contains a discussion of the purpose and orientation

of the program; topic outlines for all lecture-discussion sessions;

guidance for conducting the training exercises, an outline of the

training schedule, by period of instruction, to include training

notes for each period; sup -t requirements; detailed guidance for

conducting critique susmvary sessions; and an appendix containing

pointers for conducting group discussions. The Table of Contents

for the instructor's manual is shown in Appendix F.

Exercise Materials. The materials for tile two training exer-

cises are not included in the documents developed for this project.

All necessary materials for each exercise are in the custody of the

U.S. Army Infantry Schocl Assessment Center. Each aet of material

is self-contained and, together with the student text and the in-

structor's manual, comprise the documents required for conduct of

t,,is prcgram.
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i
Pilot Test

Subjects. The subjects selected to participate in the pilot

test of the training program were newly commissioned second lieu-

tenants assigned to attend the Infantry Officer Basic Course (IOBC)

at Fort denning, Georgia. With one exception, all of the par-

ticipancs were ROTC graduates who, by virtue of their Distinguished

MiliLary Graduate or Distinguished Military Student status, had

been offered and accepted a Regular Army commission. The single

excention was an individual curre .tly fulfilling the requirements

associated with an enlisted reserve commitment. Nenty-three

subjects participated in the pilot test.

"Pilot Test Design. The 23 subjects were divided into two

groups, experimentals and controls. The experimental group par-

ticipated in the training program which included the initial

lecture-discussion phase, one of the two training exercises, the

critique and feedback session, and the summary phase. Both groups

completed the post-training evaluation questionnaire developed to

assess program effectiveness. Ten of the experimental subjects re- 4
ceived the in-basket exercise and four participated in the "emergency"

controlled simulation. Only four subjects participated in the

simulation because of the limited availability of controllers (two

"per subject) required to conduct the simulation exercise. Where

appropriate, results for these three groups will be presented

separately in thu remainder of this chapter.

ii
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Instructor Evaluation. To the greatest extent possible, the

instructor attempted to evaluate the program and materials from the

point of view of an instru'.tor employing the materials for an

initial presentation of the course. The results of this evaluation

were that several modifications, designed to improve clarity and

usability, were made in the Instructor's Manual.

The conclusion co,:eerning the Student Text was that a qualified

instructor can prepare hLmself adequately for all scheduled lecture-

discussion periods by adhering to t1he rcce.•mi-nded lesson outlines

and using the Student Text as the sole reference source.

Student Reactions. Data from the course evaluation form com-

pleted by the students at the end of the training program show that

the course elicited a generally positive reaction. Figure 1 dis-

plays a profile of mean class ratings of (1) potential value of the

course, (2) organization of the course, and (3) intrinsic interest.

Very 5 4.06

4-
3.62 3.56

Moderately 3--

Not at all 1-

Valuable Organized Interesting

Figure 1. End-of-Course Ratings by Students
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J The three scaled items presented the students with the oppor-

tunity to be either critical or favorable in their global evaluation

of the course under conditions where anonymity of opinion was pre-

served. The profile indicates moderately positive overall

impressions of the course by the students. By design, the fourth

and final item in the survey employed an open-ended format and re-

quested the student to be critical and describe those aspects of the

course he found least interesting, regardless of the overall interest

value 1f tho course. The intent was to discover any needed revisions

in course design or content which would neutralize student objections

without jeopardizing achievement of the objectives of the course.

Study of the responses to Item 4 revealed that the course aspect

mrst often described as "least interesting" was related to the

length of the periods where the lecture-discussion method was used

exclusively. This type of comment resulted in the decision to sub-

stantially reduce the time allotted for the lecture-discussion period

from 7-1/2 hours as originally planned to the 3-1/2 hours shown in

the training described earlier. Thus, after modification, total time

for the program is 19-1/2 hours, a reduction of 4 hours. Since the

purpose of the lecture-discussion is to insure that students possess

a base level of knowledge concerning the conceptualization of selerted

aspects of leadership, it was felt that any further ruductlon of time

would not be advisable.
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ij IComments of several students indicated a perceived redundancy

between the Student Text and various materials to which the students

were exposed during their senior year of ROTC. This comment was

* :interpreted as indicating that future students should either be

senior ROTC students or junior officers who have not had ROTC

training.

Evaluation. Results for the training objectives will be pre-

sented in the order in which the objectives were listed earlier in

this chapter. The relevant leadership dimension will also be listed

for each objective. Results for each of the two experimental groups

and the control group will be presented separately for each objective.

As explained in Appendix C, Debcription and Scoring Procedures for

the Criteria, the number of correct responses for each objective was

determined for each student. Mean correct responses for each group

* constitute the dependent variable. Summary results pertaining to

the training objectives are shown in Table 5.

As a class, students who participated in the training program

scored substantially higher than the individuals in the control group

with regard to achieving the specified terminal training objectives.

Because of the small sample sizes, it was concluded that para-

metric statistics would be inappropriate for testing differences

between the three groups. Accordingly, a nonparametric statistic,

the sign test (Siegel, 1956), was used to test differences between

groups oin achievement of the objectives. Each experimental group
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Table 5

Evaluation Results

Terminal Leadership Maximum Mean Correct Responses
Training Dimen- )ssible Experimental Control
Objective sion Score In-Basket Simulation

(n=10) F n=4) (n=9

la Decision 6 5.3 5.8 3.0
lb Making 7 4.8 6.8 2.4
ic 10 5.8 9.8 3.4

2a Organi- 5 3.8 3.2 0.4
2b zational 5 3.0 2.5 0.1 A

Leadership
"Role
Skills

3a Social 10 6.5 7.0 3.7
3b Skills 1 0.6 0.2 0.3 ,
3c 3 2.7 2.0 2.4

4a Communi- 7 6.8 5.0 3.4 1-

4b* cation 1 0.7 0.8 N/A
Skills

5a Adminis- 12 8.7 8.0 4.4
5b trative 3 1.1 1.2 0.9 Hi
5c Skills 2 1.6 2.0 0.9 ti

6a Super- 8 6.6 6.8 3.5
6b visory 1 0.9 0.8 0.1

Skillsr

*1he control group was not required to respond to the question
dealing with this objective.

4
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was compared with the control group and the two experimental groups

were also compared. In each comparison, a determination was made

as to which of two groups had a highex mean score for each objective,

A plus (+) was assigned an objective when the first group had a I.
higher mean score and a minus (-) was assigned where the mean score

of the second group was higher. After signs were assigned to each

objectivi;, the num.ber of fewer signs wcs determined and the ap-

propriate table was consuidted. if the hypothesis of no difference

between the two groups were true, about half the differences would

be positive and half would be negative. The null hypothesis would

be rejected if too few differences of one sign occurred.

The comparisons made with the sign test were used to determine

whether or not one group consistently outperformed another and to

ascertain the associated probabilities. A significant result would

indicate that, across the objectives, one group cfnsiatently had

higher mean scores than the other.

A comparison of the performance of the control group with that

of the experimental group which participated in the in-basket exer-

cise indicated a significant performance difference between the two.

The experimental gioup performed at a hiFher level on the objeft ives

significantly more often (p<.O01) than did the control group.

When the performance of the control group was compared with the

experimental group which participated in the controlled simulatioi,,

the results indicated that the exp.'rimental group had higher scores

sjgttIif [an'ly more ofter: (p-, C?2) than the control group.
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The final comparison between the performance of the two ex-

perimental groups showed no significant difference in the frequency

i of achieving a higher performance level on the training objectives.

These results indicate that the control group consistently per-

fotmed at a lower level on the training objectives than did either

of the two experimental groups. However, the small size of the

groups, especially the experimental group which participated in

the controlled simulation, should be taken into consideration when

interpreting these differences.

DISCUSSION

The findings of the program evaluation indicate that partici-

pation in the training program results in higher performance on the

terminal training objectives. However, the small sample sizes,

* especially in one of the experimental groups, lessen the reliability

associated with observed differences. The extent to which such dif-

ferences would be increased or diminished as a function of increased

sample size cannot be estimated on the basis of available data.

The observed differences between the experimental groups and the

control group could have been influenced to some extent by the evalua-

tion met' od which was used. Since the evaluation questionnaire is not

a performance test, it measures the cognitive (knowledge) more heavily

than the behavioral (skill) component of leadership. This emphasis

could be interpreted as favoring the group which was exposed to the

.conceptual material, i.e., the experimental group. Hlowever, in this
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case, several factors appear to contradict the position that such a

bias was the cause of the observed differences. First, several of

the comments elicited by Item 4 of the course evaluation form indicate

that conceptual material included in the program was perceived by

* many students as redundant with leadership material taught to them

during their senior year of ROTC. This is not surprising since the

conceptual material developed for this program was adapted from

existing leadership doctrine and training literature and, accord-

ingly, should be familiar to ROTC graduates. Since members of both

the control and experimental groups were ROTC graduates, control

subjects were not unfamiliar with the concepts and, therefore, dif-

ferences between the groups can be attributed to the combined effects

of the conceptual presentations and the assessment exercises.

A second and related factor pertinent to an interpretation of

the observed group differences concerns the subjects. The subjects,

both experimental and control, were all drawn by chance from the

same population--ROTC graduates classified as either Distinguished 4

Military Student (DMS) or Distinguished Military Graduate (DMG) and

who had accepted an RA commission in the Army. These students

represent a select group and, as such, would be expected to be more

familiar wit|h the ROTC material pertaining to leadership than are

the majority of ROTC graduates.

The two factors specified above would seem relevant to any in--

terpretation of the observed group differences. These faclors
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indicate that it is not likely that the differences among the groups

are due primarily to a bias introduced by the evaluation methodology.

On the contrary, in light of the particular subjects and their back-

grounds, it is quite likely that, if the experimental and control

I -groups were comprised of randomly selected ROTC students, the ob-

served differences would be much larger than those obtained in this

pilot test.

Based on the cited results, it can be concluded t'at the over-

all objectives of this project--to develop and evaluate a program

and materials for training selected personnel in improved per-

formance of various leadership behaviors--were accomplished. The

ii lprogram and materials provide effective means for improving selected

leadership capabilities of program participants. The responses and

opinions of the subjects in the pilot test of the program were used

to identify the student population for which this program will be

most productive. The two identified populations are (1) senior ROTC

students and (2) junior officers who have not participated in ROTC.

The technical expertise requirements for instructors to conduct

the course are minimal. The program can be adequately conducted by

anyone with academic training in behavioral science. An advanced

degree in behavioral science will, of course, result in a more ef-

fective program.
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Chapter 5

A MODEL FOR
DESIGNING ASSESSMENT EXERCISES

Task IV was devoted to development of a model for use in the I

design of assessment exercises. For this task, the fundamental

question was, "How can situational tests be designed such that

assessees will display behavior that is observable, scorable, and

relevant to th2 purposes for which the tests are constructed?" The

objective was to develop a model which would incorporate the

numerous factors to be considered and .'-.trolled and woxild provide

a procedure for integrating them into exercises capable of obtaining

the desired results. This chapter describes the various steps in

development of the model and includes a discussion of potential uses

of it. 4

BACKGROUNDi' For this report, "assessment" is defined as the use of systematic

information to evaluate an individual or a group for a Epecific purpose.

Although methods used for assessment may differ, all are based upon a

common process which Includes the following elements- (1) obtain

samples of behavior; (2) measure the behavior; (3) evaluate the be-

havior; and (4) interpret the results according to the specific

purpose of the assessment.

S'- •PURPOSES OF ASSESSMENT

The results of an assessment may be used for one or more of the A
following purposes:

I74
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(1) Selection and Placement. Assessment results are

frequently used to screen potential candidates for

promotion or assignment to particular jobs, or for

determining which among several jobs is moLt suit-

able for a candidate (placement). The results may

also be used for selecting students for educational

courses or training programs. Thus, in selection

and placement, assessment results are used to

predict success or failure in a specific context

* - such as a job or educational course.

(2) quality Control. Assessment results may also be

used to evaluate individuals, procedures, or train-

ing programs for quality control purposes. As

opposed to selection and placement, where assess-

ment results are used to predict future I-
performance, the purpose of assessment for quality

control is to dete .dine the level of current per-

formance. Assessment is often used to evaluate the

success of a training program in achieving its ob-

jectives. It may also be used to evaluate the

current proficiency of individuals in particular

jobs. In both instances, the emphasis is upon the

measurement of current levels of achievement rather

than the prediction of future accomplishment.

/5
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I
(3) ConeigadDvlpet Another use of assessmentI

S I results is in counseling personnel to assist them in

"their future development. For counseling purposes,

current strengths and weaknesses of an individual are

identified so that assistance may be provided in

determining the knowledges, skills, and attributes

which should be acquired or developed to enhance

future performance and career progression.

SITUATIONAL TESTS

Within the context of assessment centers, the predominant means

- for evaluating assessees are so-called "assessment exercises." These

exercises are, in effect, situational tests. That is, one or more

j individuals are placed in some performance situation where they are

required to execute a task, solve a problem, or interact with other

people toward an objective. Their behavior is observed in some

systematic fashion and is evaluated according to an organized frame-

work which permits conclusions concerning their standings in relation

to other individuals or in comparison with absolute criteria of per-

formance.

The fundamental purpose of this task was to develop a model which

will enable designers of assessment exercises to evoke behavior on the

part of assessees that will contribute to one or more of the assessment

purposes discussed above. To accomplish this purpose, it was necessary

to, first, develop a scheme for classifying the behavioral processes

!
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most likely to be evaluated in assessment situations. Second, it was

necessary to identify situational factors that facilitate assessees'

performance and influence the ways in which their assessible behavior

is manifested. After the classification scheme was developed and the

facilitating factors were identified, it was possible to develop a1 model to be used in analyzing the demand characteristics of assess-

ment situations and insuring that such situations have been

structured so as ta evoke assessible behavior.

"CLASSIFICATION SCHEME

A necessary prerequisite to the development of a model by which

assessment exercises can be designed is the identification of ex-

plicit dimensions or processes most likely to be evaluated. A

conceptualization of these processes and tne logical relatiouships

among several levels of abstraction of behavior are discussed in the

classification scheme which tollows.

LEVELS OF CLASSIFICATION

To develop the classification system, the approach was to begin

at the most general and abstract level of behavior. After specifica-

tion of appropriate and comprehensive categories, the next most

abstract level was considered. Four levels of abstraction were

reviewed and included in the scheme.

The levels of classification, withl brief definitions, follow.

Each element is discussed in detail later.
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(I) Skill Area--Skills are generally viewed as consist-

ing of either "soft" or "hard," designations which :

decive from the degree of the behavior and the

structure of the situation. However, a review of

V• •the skills typically evaluated in assessment programs j
reveals that these two terms do not include all

relevant attributes of the individual. Accordingly,

a third area was established relating to "personal

predispositions." Thus, hard skflls, soft skills,

j and personal predispositions comprise the three

3skill areas used in the classification scheme.

S(2) Process Function--The several process functions

reflect different aspects of interaction with Lhe

environment. The same process functions may occur

in a variety of contexts.

(3) Process--A process represents a specific strategy

"for implementing a certain process function.

(4) Indicator--An indicator is inferred from one or more

specific behaviors which are observable manifesta-

tions of a process.

The elements that comprise each level are discussed in the sections

which follow. Table 6 summarizes the principal elements of the classi-

fication scheme; however, indicators for the various processes are not
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Table 6

H'
Classification Scheme

Context of Process
Skill Area Performance Function Process

Information acquisition
Information processing

Sensing Problem analysis
Interactive diagnoscic competence

Inter- Information transmission
personal Decision making

"Coping Implementing decisions
Supervision
Organizational role performance

.. ___ Interactive action competence

Communi- Oral communication3 Soft cating

Skills Information acquisition
Sensing Information processing

Problem analysis

Information transmission
Indirect Decision making

Coping Implementing decisions
Administration
Organizational role performance

Communi- Written communication
cating

Adaptability
Personal Behavioral style
Predis- Personality Consideration
positions Internal Intellectual competence

Motivation
Tolerance for ambiguity

Information acquisition
Sensing Information processing

Task- Problem analysis
Hard Defined Information transmission

Skills
CpnDecision makingSCopingImplementing declsions

_ _ _ Psychomotor behavior

Communi- Written communication
cating Oral communication
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shown. Table 7 shows the processes and their respective indicators.

Frequent reference to these tables 
will assis t understanding of the

discussion to follow.

Table 7

Principal Indicators of Behavioral Processes

Process 
indicator

Interpersonal1 Co nt te x-t

Sensing Fucin
Infomatin acui-identifying a requirf'meflt 

for information

sitionDetecting tile avail-ability of information

- sition~y 
information source(s)

A 
Elfitting information

information proRelating discrete items o nomto

csinfomtong O Identifying relevant information

ces~iV'gOrganizing information 
into appropriate

form
Extrapolating or interpolatinlg on the

basis of information received

Problem analysis Determininlg type of problem

Determining scope of problem

identifying candidate causal 
factors

Interactive diagnostic Selecting relevant interpersonal 
cues

competence 
interpreting relevant interpersonal 

cues

Information trans- Selecting relevant information 
for trans-

mission minision
Organizing information to be transmitted

Identifying information consumer

Transmittinlg information

(Continued)
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Table 7 (cont'd)

Process Indicator

Decision making Using available information
Selecting one from alternative courses
of action
Selecting a course of action within

* •given time frame

Implementing decisions Selecting method of operationalizing
a decision

Obtaining feedback on effectiveness of
decision and implementation method
Eliciting acceptance and support of others

Supervision Providing instructions on task accomplishment
Defining expectations for subordinatesIMotivating subordinates
Establishing effective worP climate
Controlling quality of subordinate output
Using staff
Supporting subordinates

Representing subordinates to higher
organizational levels

Organizational role Implementing decisions of others
performance Functioning as subordinate to hierarchical

situations
Using formal channels of communication
Identifying occasions for use of informal
channels of communication
Working with peers
Functioning in interracial situations
Eliciting the acceptance by subordinates of
the decisions and instructions of higher
organizational levels

Interactive action Selecting behavior strategy in an inter-
competence active situation

Communicating Function:
Oral communication Presenting formal oral communication

Transmitting and receiving informal
oral communications

(Continued)
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j iTable 7 (cont'd)

Process lndicator

Indirect Context
Sensing Function:

Information acquisition Identifying a requirement for information
Detecting the availability of information
Identifying information source(s)
Obtaining information

Information processing Relating discrete items of information
Identifying relevant information
Organizing information into appropriate
form
Extrapolating or interpolating on the
basis of information received

Problem analysis Determining type of problem
Determining scope of problem

Identifying candidate causal factors

Coping lunction:
Information trans- Selecting relevant information for
mission transmission

Identifying appropriate information
consumer
Determining appropriate format for infor-
mation presentation
Transmitting information
Organizing information

Decision making Using available Information
Selecting one from available courses of
action

Selecting a course of action within a
specified time frame

Implementing decisions Developing methods and procedures for
implementing decisions
Specifying methods for obtaining feedback
on the effectiveness of declsion(s) and
their method(s) of implementation
issuing written instructions concerninig im-
plementation methods and/or feedback procedures

(Continued)
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Table 7 (cont'd)

Proces s Indicator

Administration Specifying the sequencing of intermediate
goals and tasks
Determining time requirements for tasks
Developing plans which recognize long-range
as well as short-range requirements
Assessing and utilizing organizational
resources
Coordinating actions of individuals and
gVgroups
Determining organizational requirements
Assigning task responsibility and
delegating authority }i
Identifying responsibilities which should

be delegated
Identifying the impact of previous actions,
instructions, or decisions on the internal

and/or external environment of the
organization

Organizational role Implementing decisions of others
performance Functioning as subordinate in hierarchical

situations I
Using formal written channels of communi-
cation
Identifying occasions for use of informal
written communications

Communicating Function:
Written comiunication Using an adequate vocabulary

Organizing material and structuring sentences v
Formatting documents
Completing forms

Internal Context
Personality Function: I

Adaptability Adjusting to stress
Functioning in conflictful situations
Altering behavior to situational demands

V (Continued)
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Table 7 (cont'd)

Process Indicator 1'
Behavioral style Displaying self-confidence

Behaving energetically
Displaying initiative
Accepting or assuming responsibility

Consideration Assigning priorities to the rights of others
Demonstrating awareness of others

intellectual competence Demonstrating general competence
Displaying skill in manipulation of
abstract concepts
Demonstrating a grasp of theoretical
and/or operational principles

Motivatlion Displaying work concentration and high
work standards
Demonstrating willingness to work with others
Demonstrating a concern for task success and
a desire to do well

Tolerance of ambiguity Demonstrates a consistent level uf per-
formance in unstructured situations
Demonstrates a capacity to function in an
unstructured situation without seeking
"additional guidance

Task-Defined Context
Sen-ing Fuiction:

Information acquisition Identifying a technical requirement for in-
formation
Identifying technical information source(s)
Detecting the availability of technical
information

Obtaining technical information

Information processing Relating discrete itens of information
Identifying technically relevant information
Organizing information into appropriate forms
Extrapolating or interpolating on the basis
of information received

j •(Continued)
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Table 7 (cont'd)

Process Indicator

Problem analysis Determining type of technical problem
Determining scope of technical problem
Identifying candidate causal factors

Coping FuLction:
Information transmission Selecting relevant technical information

for transmission
Identifying information consumer or location
Transmitting information

Decision making Using available technical information
Selecting one from available courses of action
Selecting a course of action within a speci-

fiedtimeframe
Using available information for inventory of

* the environment

I Iiimplementing Jecisions Identifying or developing technical methods
for operationalizing decisions
Specifying technical procedures for
operatlonalizing decisions
Obtaining feedback on effectiveness of
decision and implementation method

Psychomotor behavior Demonstrating reaction time

Dibplaying hand-eye coordination
Demonstrating fine motor control

Communicating Finction:
Written communication Using an adequate technical vocabulary

Completing forT,)s
Organizing material and structuring sentences
Formatting documents
Reading technical material

Oral communication Using an adequate technical vocabulary
Transmitting and receiving informal oral
technical communications

* iPresenting formal oral communication
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Cn.'!TEXT OF' PERFORMANCE

Since processes occur within a variety of organizational set-

tings, the developer of an assessment exercise must also consider H

the context of performance. This consideration is reflected by

inclusion of a dimension labeled "context of performance" in the

classification scheme. ilie four levels of abstraction occur

within several different contexts of performance

SKILL AREA

Skills are here classified as belonging either to the "soft"

or "hard" skill areas or to a class designated as "personal pre-

dispositions." Three dimensions are conceptualized by Whitmore and

j lFry (1972) as the criteria for determination of the appropriate

designation for a given skill:

(1) Degree of interaction with a machine.

(2) Degree of specificity of the behavior to be performed.

"(3) Type of on-the-job situation.

Each of these dimensions is briefly discussed below.

The degree of interaction with a machine ranges from the machine-

ascendant system in which an individual constantly operates a machine

to the man-ascendant system in which the individual manipulates

machines, forms, or symbols only in the abstract.

The specificity of the behavior to be performed also includes the

amount of definition which can be provided for the process in question.
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Another factor in this dimension is the extent to which a skill can

be applied to a particular job. At the most specific extreme in this

range is a case in which both the behavior and its application to a

particular job can be explicitly stated. The least specific extre,.e I
involves an instance in which the behavior, action, or process is 4
only implied by a given context, and the job application can be

described only in general terms. For example, a requirement that a

leader be able to motivate subordinates when the situation calls

for it may be implied but not specified for a particular job.

On-the-job situations may be located on a continuum from

3established to emergent. An established situation involves accurate

knowledge of physical and social environments and of the consequences

of alternative courses of action. In an emergent situation, such I
information is not completely known. Uncertainty is generally

I- associated with job functions in an emergent situation.

The three skill areas defined in this classification scheme are

discussed below with the performance contexts with which they are most

frequently associated.

Soft Skills

In general, soft skills may be characterized as those whose

performance frequently involves the development of a heuristic

strategy in an ill-defined context. They are man-ascendant, lack

specificity, and/or frequently are embedded in emergent situations.

'llhe context in which an individual performs job functions dictates-A
to some degree the skills and abilities critical to effective performance.
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Interpersonal Context. The interpersonal context subsumes all

soft skills whose performance involves direct interaction with 4
others. It is more difficult to specify the existing conditions I

'7

for this context than for any of the others. However, the skills

relevant to this context of performance represent those most t
critical to leadership ability (Jacobs, 1973).

1. Sensing. The process function designated as "sensing"

in the interpersonal context involves obtaining and assimilating

information from others about the environment.

a. Information Acquisition - This process includes all

activities of the individual which are focused on The identification .

of information sources and eliciting required data from others in the

situation.

b. Information Processing - All activities dealing with

review, selection, elimination, or assimilation of information ac-

qu 4 red from others are included in this process.

c. Problem Analysis - The activities included in this

process involve application of a strategy in the interpersonal situa-

tion to determine the type and scope of the problem and to identify

causal factors.

d. Interactive Diagnostic Competence - These activities

involve the accurate identification and weighting of selected relevant

cues emitted by another or others during interaction. ]
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2. Coping. Coping, within an interpersonal context, subsumes

all processes that involve dealing in some way with the interpersonal

aspects of the environment.

a. Information Transmission - Activities included in this

process pertain to the organization, scope, and content of an item or

items of information to be transmitted orally from one individual to

another. Selection of the information target is also included here.

b. Decision Making - The activities involved in this

process relate to the selection of a course of action from several

alternatives during interaction with others.

c. Implementing Decisions - This process involves all

necessary activities for operationalizing a decision in an inter-

personal context.

d. Supervision - The activities included in teis processe t

are those involving direct contact with subordinlates or representation

of subordinates to others.

e. Organizational Role Performance - 11Te activities sub-

sumed by this process are those performed by an individual in an

organizational interpersonal context in the course of satisfying his

own expectations, those of the organization, and those of subordinates.

f. Interactive Actic.> ýivnpetence - Activities in this

process pertain to the selection from the actor's repertoire of an

effective interpersonal behavioral strategy and the successful imple-

mentation of that strategy.
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3. Communicating. This process function deals with the con-

veyance of ideas, concepts, or data from one individual to others.

In the interpersonal context, only the oral mode of communication is

subsumed.

a. Oral Communication - The activities in this process are

those which involve both the formal and informal oral transmission and

reception of information, irrespective of the content of the informa-

tion.

Indirect Context. The soft skills performed in this context are

primarily administrative and procedural in nature. While personnel

and materiel may be dealt with as entities, there is no direct inter-

personal interaction or contact required by the job functions.

1. Sensing. In the indirect context, the sensing process

function is the same as in the interpersonal context except for the

source of the information; that is, the information acquired, pro-

cessed, and analysed is not from another person but from such sources

as forms or documents.

a. Information Acquisition - This process includes all

activities of the individual which concern the identification of written

sources of information and the acquisition of all required data.

b. Information Processing - All activities dealing with

review, selection, elimination, or assimilation of information acquired

from written sources are included in this process.
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c. Problem Analysis - All activities included in this process

involve application of a strategy to determine the type and scope of the

problem and to identify causal factors; in the indirect context, they

are limited to those performed in a situation which does not include

interaction with others.

2. Coping. The coping process function involves strategies

applied in the process of actively dealing with the environment but

not directly involving other individuals.

a. Information Transmission - Activities included in this

process pertain to the organization, formatting, target selection, and

transfer of information from one organizational member to another by

written means. 8I
ii w t eb. Decision Making - The activities involved in this process

j relate to the selection of a course of action from several alternatives

4 •in situations other than those involving interaction with others.

V - c. Implementing Decisions - This process subsumes activities

dealing with identification and written specification of the method(s) and

procedure(s) by which a decision is to be implemented.

d. Administration - The activities included in this process

are those in which an individual plans, organizes, and directs the

activities of others, without directly interacting with them.

e. Organizational Role Performance - The activities reflected

in this process are those which are performed by an individual in a non-

interactive situation in the course of meeting his own expectations, those

of the organiz tion, and those of his subordinates.
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3. Communicating. This process function deals with the con-

* veyance of ideas, concepts, or data from one individual to others. The

indirect context includes only the written mode of communication,

a. Written Communication - The activities in this process

are those which involve both the formal and informal written trans-

mission and reception of information, irrespective of the nature ot

the information.

Personal Predispositions

Personality characteristics have often proved critical to accurate

prediction of career success. Such personality characteristics could

not appropriately be assigned to either the hard or soft skill areas. j

The third skill area, personal predispositions, contains only those

attributes considered to be both relatively enduring and internal to

the individual.

Internal Context. As is self-evident, the skills and abilities

substmed in the personal predispositions skill area occur only in an

internal context. These skills are not directly observable, but must

be inferred from the individual's behavior.

1. Personality. Personality is defined as the total complex

of characteristics that distinguishes an individual; however, only a

subset of these characteristics is included in this classification

" ~scheme. Although it is possible Lo assess numerouIs aspects of per-

sonality, only a few have been found relevant to job success. Those

which have been, and which are frequently evaluated in assessment

" prugrati-, are shuwn below.

"Ii
92

... , ,.. . ,.,1• .!!,,1*



-• a. Adaptability - Activities included in this process are

those which reflect an ability to adapt to changing situations which

make varying demands.t=

4 •b. Behavioral Style - This process includes those activities

V • •"reflecting the intention of the individual to responsibly initiate

' ifocused action.

V• c. Consideration - Activities which indicate a concern for

the rights of others are included in this process.

d. Intellectual Competence - This process includes all

activities which indicate the mental ability and general competence of

the individual.

e. Motivation - The activities in this process reflect the

individual's desire to perform tasks successfully and to work with others.

f. Tolerance for Ambiguity - Activities included in this

I process are those which demonstrate the individual's ability to deal

with task uncertainty and conflicting demands from others.

Hard Skills

The hard skills are those for which an explicit performance strategy

exists and whose performance is defined by the specific task, organiza-

tion, and personnel involved. Generally, hard skills are machine-

ascendant.

Task-Defined Context. The tremendous range in contexts for the

Sperformance of the hard skills rules out the possibility of developing

generalized descriptions that will include all situations. However, the
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main point is that hard skills are defined by the tasks to which they {
1. Sensing. This process function involves obtaining and

assimilating technical information from the task environment. The

component processes follow.

"a. Information Acquisition - This process includes all

activities which are focused on the identification of sources of

required technical information and the obtaining of such information.

b. Information Processing - All activities dealing with

the review, selection, elimination, or assimilation of the technical

information are included in this process.

c. Problem Analysis - The activities included in this

process involve application of a strategy to determine the type and

scope of a technical problem and to identify causal factors.

2. Coping. The coping process function deals with the pur-

I -poseful manipulation of some aspect of the task environment based on

data acquired by means of the sensing function.

a. Information Transmission - Activities included in this

process pertain to the organization, formatting, target selection, and

transfer of technical information from one organization member to

another.

b. Decision Making - The activities involved in this process

relate to the selection of a technical course of action from several al-

ternat ives. 9L

IU

_ ,94



c. Implementing Decisions - This process subsumes ac-

tivities dealing with the identification and specification of the

technical method(s) and procedure(s) by which a decision is to be

implemented.

d. Psychomotor Behavior - The activities included in

this process are those which pertain to motor effects of psychic

processes.

3. Communicating. This process function in the task-defined

context includes the conveyance, by either oral or written means, of

4 ideas, concepts, or data from one individual to another.

3 a. Written Communication - The activities involved in

this process are those which deal primarily with the written trans-

mission and reception of technical information.

b. Oral Communication - This process includes those

activities involving primarily oral transmission and reception of

technical information.

RELEVANT INDICATORS

This portion of the classification scheme will cover the fourth

level of abstraction, indicators, and will discuss the way in which

this level relates to the process level.

Indicators are behaviors which are the observable manifestations

of processes. Thus, a process is reflected by the behavioral indicators

evoked by an assessment situation. When an assessment exercise es-

tablishes the appropriate conditions for occurrence of a certain process,
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I I

7 the behaviors listed as indicators show that it is indeed occurring.

The group of indicators listed for each process does not include all

possible relevant indicators; those shown are representative of a

larger set of indicators which would reflect that process. The

designations of the indicators are self-defining.

Table 7 shows the most common indicators for the processes in-

cluded in the classification scheme.

Overview of Classification Levels

Four levels of abstraction were selected for inclusion in the

classification scheme. From most to least abstract these are

I1 (1) skill area, (2) process function, (3) process, and (4) indicator.

Each of thesc levels was discussed and the relationships to adjacent Ii
I j levels were described. In addition, the contexts of performance for

various processes and indicators were discussed. The classification

* scheme relates the proce3ses or dimensions frequently evaluated in

assessment programs to their relevant contexts of performance and to

relevant skill areas. Such a classification scheme will serve several

purposes. First, it allows tor easy review of the categories subsumed

by any skill area. Second, it allows the user to determine readily

the relationships among several levels of abstraction. Finally, it

provides the foundation for a model for the development of assessment

exercises.
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FACILITATING CONDITIONS

For most assessment purposes, the "process function" and "skill

area" levels of abstraction are too general. Therefore, the model

will focus upon processes as the most meaningful basis for the design

of assessment exercises. The problem for an exercise designer is to I
specify the processes to be evaluated and to identify conditions that

will facilitate the occurrence of indicators of the specified pro-

cesses. Assessment conditions most likely to facilitate the

evocation of each process are listed below.

"The reliability of an evaluation of a process will be increased

by the inclusion of as many appropriate facilitating conditions as

possible. Since each of the conditions tends to evoke some indication

of pertinent processes, the exercise which includes the greater number

of facilitating conditions is more likely to produce a greater number

of behavioral indicators and, hence, to result in more reliable

evaluations.

Descriptions of the most usual facilitating conditions for each

L7 process are presented below. Processes duplicated in the classifica-

tion scheme (Table 6) because of occurrence within different contexts

of performance are not repeated in the listing below. When a process

occurs only within one context of performance, its facilitating con-

ditions are usually unique to that context. On the other hand, if a

process ca.. occur within more than one context, the facilitating con-

dttirons Rhown below for the process apply to all contexts.
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The remainder of this section is comprised of a listing of

facilitating conditions for the 20 separate processes included in

the classification scheme.

Information Acquisition. This process is one component of a

sensing function; it involves the act of obtaining information con-

cerning a critical environment.
!A

The facilitating conditions are:

(1) A situation requiring additional information for

effective handling.

(2) A situation containing one or more potential in-

formation sources, one of which has exercise-

relevantL infortaLion.

(3) A situation in which complete information for meet-

ing exercise requirements is not provided an assessee

and which includes a provision for making relevant

information available contingent upon the assessee's

behavior.

Interactive Diagnostic Competence. This process, a component of

the sensing function, can be performnd only within a specific context.

The facilitating conditions are:

(1) A situation in which an assessee interacts with others

on a face-to-face basis.

(2) A situation in which others with whom an assessee

interacts emit a range of cues, some of which may be

clear-cut, easily distinguishable and probably
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interpretable, while others are more ambiguous and

difficult to distinguish, and whose meanings are

probably unclear.

(3) A situation in which an assessee is provided an

opportunity to obtain cues from other(s) in the

situation which reflect their feelings, thoughts,

and potential actions.

Information ProcesstIln. This process also is a part of the

sensing function and pertains to the evaluation of obtained infor-

mation.

The facilitating conditions are:

(I) A situation in which an assessee receives discrete

items of information, of which many have an exer-

cise-relevant aspect in common.

(2) A situation in which an assessee receives numerous

items of information, of which some are exercise-

relevant while the remainder are not.

(3) A situation requiring that an assessee organize

various items of information in a particular form

and in which information about the appropriate form

is either already known to the assessee or available

to him in the situation.

(4) A situation in which the informa-ion provided an assessee

does not specifically indicate an appropriate method of

S I
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I dealing with the exercise, but must be used as the

basis for interpolating or extrapolating to develop
7
R-the required information.

Problem Analysis. The sensing function is also reflected in this

process. The facilitating conditions are:

(1) A situation in which a problem description made

available to an assessee does not indicate the

specific type of problem, i.e., personnel, organi-

zation, production, but which must be used in

determination of the problem type.

1 (2) A situation In which sufficient problem-relevant

information is available to an assessee to allow

I for determination of problem scope, e.g., number

of personnel involved, an individual with multiple

I problems, etc.

(3) A situation in which sufficient problem-relevant

information is available to the assessee to allow

the identification of probable causes.

Decision MLaking. One of the processes involved in the coping

function, decision making, results in the selection of a specific

course of action for dealing with some aspect of the environment.

The facilitating conditons are:

(1) A situation requiring that some action be taken.

(2) A situation in which the relationships between

available and required outputs are unclear.
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(3) A situation in w•iich discrete items of information

available to an assessee must be assimilated by

him in determination of an end product or course

of action.

(4) A situation so structured that the information pre-

sented in the exercise can lead to multiple courses

of action which can be evaluated as to quality of

solution.

(5) A situation in which multiple solutions can be

identified by an assessee and a single solution

must be selected within a specified time period.

(6) A situation in which no additional data is made

available and the decision of an assessee can be

questioned by peers or superiors, and in which the

opportunity is made available for changing or

modifying the original decision. 1
Administration. This process, classified as one of several A:hich

reflect the coping function, has three components: (1) planning,

(2) organizing, and (3) directing. However, these components are

sufficiently interrelated in effective performance that they will

not be presented separately. The facilitating conditions for this

"process are a situation in which the assessee is provided with (1) a

hypothetical organizational position; (2) a job description; (3) in-

formation concerning the resources of the organization, both materiel

and personnel; (4) information pertaining to the philosophy and
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long-range goals of the organization; (5) notification of current

organizational and personnel requirements; and (6) information per-

taining to activities of organizational personnel, both goal- and

nongoal-related; and a situation as follows:

(1) One in which plans for both short-range and long-

range tasks must be developed.

(2) One in which intermediate goals must be sequenced

and the time requirement for each task specified.

(3) One in which the assessee must evaluate and

utilize organizational resources.

j (4) One in which the assessee must coordinate the

activities of individuals and groups.

(5) One in which the assessee must identify and delegate

responsibilities and authority.

(6) One in which information concerning the effects of

previous actions and decisions on the internal

and/or external environment of the organization is

made available to an assessee.

Implementing Decisions. This process also is a component of the

coping function. The facilitating conditions are:

(1) A situation in which information concerning a prior

decision and several means whereby the decision can

be put into effect are available to an assessee, and

one method must be selected to satisfy the exercise

requirements.

-10.
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(2) A situation in which an assessee must develop J

plan for evaluating the effectiveness both of a

decision and of the method selected to put the

decision into effect.

(3) A situation in which an assessee selects a method

for putting a decision into effect, and specifies

and/or demonstrates a strategy for eliciting

acceptance of the method by others.

Interactive Action CoZpetence. This process, related to the

coping function, is the activity counterpart of a process previously

presented, interactive diagnostic competence. These two processes,

which comprise interpersonal competence, are performed only in a

specific context--one involving interaction w-ith others. The

facilitating conditions are:

(1) A situation in which an assessee interacts with

others on a face-to-face basis.

(2) A situation in which an assessee must select and

implement a desired behavioral strategy in order

to attain a specified purpose with the other(s)

in the situation.

(3) A si',ation in which an assessee must cope with

"the demands of the other(s) in the situation.

information Transmission. This process also performs a coping V

function. The facilitating conditions are:

[
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j (1) A situation in which multiple items of information

must be organized for the purpose of transmission.

(2) A situation in which an assessee must select task-

relevant information from an accumulation of in-

formation, some of which is not task-relevant.

(3) A situation in which an assessee must determine

the appropriate consumer for information.

(4) A situation in which an assessee must transmit

information effectively.

"* Supet-vision. This process, a component of the coping function,

is usually performed in an interpersonal context. The facilitating

conditions are:

(I) A situation with requirements that subordinate

performance achieve a certain level.

(2) A situation which includes a barrier to subordinate(s)

accomplishment of assigned tasks.

(3) A situation which includes subordinate behavior in-

dicative of unacceptably low group morale.

(4) A situation in which a subordinate's decision or

action is questioned.

(5) A situation which includes a requirement for establish-

ing job parameters for the subordinate(s).

(6) A situation which includes the requirement that sub-

ordinates exceed prior performance levels or maintain

I
l-i current levels over an extended period of time.
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Organizational Role Performance. The coping function is re-

flected by this process. The facilitating conditions are:

(I1) A situation in which an assess , is assigned the

role of a subordinate and is required to deal

with various directives, instructions, and requests.

(2) A situation in which an assessee must specify

and/or demonstrate a strategy for eliciting ac-

ceptance by subordinates of decisions of higher

levels of leadership.

(3) A situation in which an assessee is required to

work with a group of peers to attain a specified

goal.

(4) A situation in which an assessee is required to

identify channels of organizational communication

"which should be used.

(5) A -! -zation in which an assessee is confronted with

conflicting demands from superior and subordinate

levels and is required to reconcile the demands.

Oral Cormmunication. This is one of two components of the communi-

cating function. The facilitating conditions are:

(1) A situation in which an assessee is provided with

items of information and is required to "-rike a

"formal oral presentation of the i.
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(2) A situation in which an assessee must use infor-

�mation received orally as the basis for

a, subsequent activities.

(3) A situation in which an assessee must transmit

information orally.

Written Comunication. This is the second of the two processes

which perform the communicating function. The facilitating condi-

tions are:

(1) A situation in which an assessee is provided with

items of information and is required to prepare a

written report about them.
a

(2) A situation in which an assessee is required to

evaluate the written output of others.

Adaptability. The facilitating conditions for this process

are:

(1) A situation in which demands made of an assessee

are frequently changed.

(2) A situation in which a decision by an assessee meets

with marked negative reaction by a peer.

(3) A situation in which a time or output requirement

which cannot be met is made of an assessee.

(4) A situation in which differing viewpoints must be

reconciled for task accomplishment.

106

" '"•~~~ ~ '*-*" "" -- ,, , ,i'•T ''-'F "



(5) A situation in which negative feedback is given

an assessee concerning the effects of his current

behavior.

(6) A situation in whical information contrary to his

currently held position is provided to an

assessee to act upon.

Behavioral Style. The facilitating conditions for this process

are:

(1) A situation requiring that an action be taken.

(2) A situation which includes the possibility of

~IinaItonfuture accountability for present action(s) or.i

inaction(s).

(3) A situation which requires a decision in the

absence of complete information.

(4) A situation which includes ambiguity as to

*1correct actions.

(5) A situation which insures an assessee's awareness

* of the probability of a loss in the event of an

S; incorrect decision or action.

Consideration. The facilitating conditions for this process

are:

(1) A situation in which an assessee is required to

evaluate the Impact of a decision upon specific

•o personnel.

4.10
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(2) A situation in which an assessee, as a member of a

group, must allocate to other group members less

6- than the required amount of a desired resource.

Intellectual Competence. The facilitating conditions for this

process are:

(1) A situation including a problem which requires

that the assessee understand and apply certain

principles.

(2) A situation whose effective handling involves

the manipulation of selected concepts.

Motivation. The facilitating conditions for this process

are:

(1) A situation in which an assessee is free to

establish his own standards of output quality.

(2) A situation in which an assessee is free to

terminate task achievement activity prior to

task completion.

(3) A situation in which an assessee can disregard 1

or minimize task demands if he choses.

(4) A situation in which an assessee can decide

whether to work with others or to work alone.

Tolerance for Ambiguity. The facilitating conditions for this

"eprocess are:

•10



(1) A situation in which only minimal guidance is pro-

vided an assessee for performance of tasks or

solving problems.

(2) A situation in which an assessee is provided only

minimal guidance and is informed that additional *1

guidance can be requested.

Psychomotor Behavior. 'The facilitating condition for this

process is:

(1) A situation in which an assessee is required to

S, perform certain bodily movements contingent upon

internal or external change states and stipulated

task requirements.

"SUMMARY

The "facilitating conditions" presented above are general condi-

tions necessary to be present within an assessment exercise in order

for the respective processes to occur. After an exercise designer

has "identified the processes most relevant for his assessment purpose,

ieference to the facilitating conditions pertinent to the identified

processes will provide guidance as to the types of situations, tasks,

or problems most likely to evoke behavior indicative of the processes.

Then, by reference to Table 7, the designer can ascertain the

indicators most likely to occur and design instruments for evaluating

S-- them. Data collected through use of such instruments will provide the

bases for judgments concerning assessees' performance of the processes

to be evaluated.
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IMPACTING FACTORS

Most assessment exercises are situational tests. An exercise

designer attempts to create a situation, or series of situations,

which will stimulate assessees to perform tasks such that their be-

havior will be susceptible of accurate evaluation. Within the limits

set by the situation, variability among assessees should be free to

occur. In this way, differences between assessees can be identi-

fied and evaluated.

However, the demand characteristics of a situation determine

in large degree the type of behavior that will occur and even

whether desired behavior will occur at all. For this reason, control

and manipulation of situational factors are the principal means for

j effectively designing assessment exercises.

One type of situational factor encompasses the so-called

"facilitating conditions" discussed in the previous section. These

are general conditions which, when present, can be expected to

stimulate performance of desired behavioral processes.

A second type are "impact factors." These factors are present in

every exercise and each has a potential for affecting the behavior of

assessees. They include such aspects as physical conditions and con-

Sduct of administrators and assessors, which are self-evident, however,

"two classes of factors exert the principal impacts and are those con-

sidered here. The classes are (1) factors related to assessee instructions

S~and (2) factors related to assessee tasks. Following is a list of the

. •principal factors. Each will be discussed in subsequent paragraphs.
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ASSESSEE INSTRUCTIONS
1. Degree of Structure

a. Goal clarity
b. Means clarity

(1) Procedures
(a) Sequencing of required activities

(b) Use of materials

(2) Material
(a) Amount required
(b) Availability and concingencies

(3) Specificity of assessee role

(4) Assessee constraints
(a) Distribution of power

(b) Imposed commutlication net

(c) Range of permissible response
alternatives

c. Evaluaticn clarity
(1) Identification of assessed attributes

(2) Specification of assessment standards

2. Complexity
a. Length
b. Number of topics covered

c. Reading level3, Node of Presentation 
I

a. Oral
b. Visual
c. Written

ASSESSEE TASK
1. Clarity of Task Goals

a. Multiplicity
b. Verifiability

2. Clarity of Goal Paths

a. Number of alternative procedures for task

accompl ishment
b. Feedback on progress toward task accomplishment

3. Difficulty
a. Level of effort

b. Duration
i c. mlimber of required operations

4. epexit

a. Variety of required activities

b. Rate of change of task input information
"" ~~5. Con v/oo eurements

6. Mobility Requirements
7. Technical Expertise Requirements

(Continued)
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8. EnvironmentI a. Social
(1) Setting
(2) Cooperation requirements

b. Physical
9. Realism

10. Familiarity
11. Intrinsic Interest

Figure 2. Impact Factors in
Assessment Exercises

ASSESSEE INSTRUCTIONS

Factors classified as instruction-related are those which per-

tain to the instruction structure or to methods of transmitting

information to a~sessees.

Degree of Structure

Goal Clarity. The degree to which instructions specify an end

product or the expected outcome of an exercise can affect the focus

of an assessee's behavior. Clear and explicit specification of

exercise goals will enable assessees to better channel task-related

activities. Unclear or ambiguous goal specification can result in a

greater number of ineffective activities.

Mean Clarity. An assessee's awareness of the various means

whereby a goal may be achieved can impact upon task performance.

Several discrete aspects of means clarity are:

(1) Procodure5. The procedural aspect can involve the

sequencing of activities required for effective task

accomplishment and/or the use of available materials.
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If the appropriate sequencing of intermediate ac-

tivities is a behavior which the assessment exercise

!* developer (AED) wishes to evaluate, no guidance

should be given. However, if it is not an assessed

behavior, lack of clarity places unnecessary demands

on the assessee. This is also true for the degree

of clarity concerning use of available materials.

- If problem solving or creativity is of interest to

the AED, then little guidance should be provided an

assessee. Otherwise, guidance necessary for ef-

fective utilization of available materials should be

provided. Failure to do so can result in in-

appropriately increasing the level of task difficulty

for assessees.

(2) Miterials. This category deals with both materials

and their acquisition, as distinguished from pro-

cedures rto- their use. Comments concerning the

potential impact of procedures on assessment behavior

also apply to this aspect of means clarity. Explicit

specification of the amount of material required for

task accomplishment, the extent to which it is readily

available, and contingencies for the acquisition of

additional material are means of influencing an

assessee's behavior. For example, if the amount of

available material is greater than that required for
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I
task accomplishment, and the assessees are not in-

formed of this fact, most will be hesitant to leave

any unused. If processes such as decision making

or adaptability are of interest to the AED, low

levels of clarity may be desirable.

Assessment of certain processes such as be-

havioral style or motivation will be assisted by not

providing full definition of ground rules concerning

material availability and various contingencies, e.g.,

penalties incurred if additional material is requested.

However, without at least a moderate degree of guidance,

assessees cannot be expected to accomplish assessable

portions of a task or to manifest sufficient behavior

for satisfactory evaluation of other processes.

(3) Specificity of assessee role. Many assessment exer-

cises include the assignment of an assessee to a

hypothetical role. In the event an assessee is

assigned a role, but the role description is unclear,

the measures obtained can be of questionable validity.

An assessee who is unsure of the role to be played is

likely to engage in fewer and more conservative actions

than might otherwise be the case. In a situation in- I
volving multiple assessees, low role clarity can result

in a substantial amount of time being devoted to the

L" development of working relationships, often accompanied
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by behaviors which are not of interest for assessmentI

purposes. On the other hand, if a process such as

organizational role performance is the evaluation

target, establishment of such an ambiguous situation

could be desirable.

(4) Assessee constraints. There are several types of con-

straints on the behavior of assessees which reflect

means clarity. Constraints are those provisions in

the design of the exercise which are intended to limit

or modify the assessee's behavior in some way.

The distribution of power, one type of constraint,

can be made on an equitable or a disproportionate basis.

Equal distribution of powc: to all assessees In an

exercise produces peers, while a disproportionate dis-

J tribution results in a superior-subordinate relationship.

Since different behaviors can be expected for these two

types ef relationships, the purpose of assessment will

determine the distribution. However, the design condi-

tions must be clearly explained to assessees. Low

clarity of the intended power distribution can result

in evolution of a different distribution during the

course of establishing working relationships, which, in

tucn, may produce behaviors other than those in which

the AED is interested.
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Another type of assessee constraint is a com-

munication net which the AED imposes upon a group

of assessees. The design of the exercise may requiro

that communication between assessees be restricted. -

Low instructional clarity on this point can result

in continued communication, thereby impacting both

upon the measures obtained and upon the result or

output of the exercise. The same consideration holds

for a design intended to produce a channeling effect,

in which all communication among assessees is channeled

j thrcugih a central person. Low clarity of this con-

straint would result in unrestricted communication.

I A third type of assessee constraint is the range

of purmls-.Ible response alternatives. If the AED

intends that assessees should only be allowed to use

a subset of possible response alternatives in dealing

with task requirements, it should be made clear. One

way of accomplishing this is to specify a range of

restricted alternatives. Specification in terms of a

range wiil, not cue assessees as to the most appropriate

alternative. Low clarity of this restriction may result

in unintentional violation. by assessees, invalidating the

output or terminating the exercise. Awareness of either

result can have ar impact upon an assessee's behavior in

subsequent exercises, producing such effects as hostility,

frustration, or decreased motivation.
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WI
Eval~uation Cla~i~y,. There are two factors subsumed by this

designation, each reflecting an aspect of the evaluation procedure.

(1) Identification of assessed attributes. Identi-

fication to assessees of attributes to be evaluated
A

during an exercise will result in an assessee

narrowing the range of exhibited behaviors to

insure thaxt desired behaviors are performed. In

some cases it may be necessary to include a moderate

level of clarity in the instructions, e.g., "we are

concerned with your administrative skills," but the

level of clarity should never be higher than ab-

solutely necessary. The less sure an assessee is

"about target attributes, the more likely it is that

exhibited behavior will be contingent upon per-

ceived situational demands. This latter state is

one which the AED should always strive to attain.

(2) Specification of asses qment standards. This factor

should not be included in instructions except at a

moderate to low level of clarity. Fxplanation of

standards to be used causes a restriction of be-

haviors not directly related to the specified

standard. By concentrating an assessee'r attention

on certain aspects of the exercise, opportunity for

measuring other behaviors may be lost.

11



Complexity

The level of complexity of instructions should always be ap-

propriate for the purpose of the exercise and the comprehension

capabilities of assessees. Complexity is determined by three
I

factors:

Length. The length of instructions is not a critical aspect;

but, it is important. Excessively long instructions enhance com-

plexity because assessees may experience difficulty in assimulating

all of the information included in long instructions. Accordingly,

I instructions should be only of sufficient length to present neces-

sary and relevant information. Unnecessary or irrelevant information

can cause assessees to overlook or misunderstand essential require-

ments. Assessees may also experience frustration in attempting to

listen to ot read instructions which are unnecessarily long.

Number of Topics. The preceding factor is related to this one( ibecause the number of topics to be covered affects length of in-

structions. The comments and precautions discussed above also

pertain to this factor. The number of different topics included in I
exercise instructions should not exceed that required for clear under-

standing of the exercise and specific requirements.

Reading Level. When written instructions are used, this factor

can impact strongly upon assessee motivation and behavior. Instruc-

tions written at a reading level substantially below that of assessees11 "" may stimulate negative reactions from them, resulting in adverse effects
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upon their behavior during the exercise. On the other hand, in-

structions written at a reading level substantially above that of

,. assessees may not only produce frustration but few assessees will

S,- be able to perform adequately in the exercise. A reading level I
appropriate for all assessees should be sought by an AED.

Mode of Presentation

The mode in which instructions are presented has potential

for affecting comprehension and retention of required information

by assessees.

Oral. Use of the oral mode is appropriate when instructions

3 are brief and involve a limited number of topics. SInce assessees

usually are noL provide. copies of oral instructions, it is

unlikely that all information included in a lengthy set of in-

structions or those which include a number of topics will be

Visual. A visual display shares a drawback in common with

oral presentations; an assessee has no record of information pro-

vided in the instructions. However, this mode of presentation is

etill quite effective in situations where an assessee must locate

an object or manipulate certain objects during an exercise. The

mode may be especially appropriate where a task is very complex and

can be represented visually.

Written. This mode of presentation allows an assessue to retain

a record of the instructions and, thus, to review them an necessary.

I1
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This mode is usually preferred by assessees. If instructions are

* unwoidably complex, this mode should definitely be used. Written

instructions can be combined with either or both of the other

presentation modes with excellent results.

ASSESSEE TASK

A second major class of impact factors consists of attributes

of the tasks to be performed by assessees during the course of

assessment exercises.

Clarity of Task Goals

"Clarity of task goals" refers to the extent to which objectives

to be accomplished through the performance of assigned tasks are

clearly defined and communicated to assessees. Low goal clarity

increases ambiguity for assessees, thus leading to increased numbers

of inappropriate behaviors with accompanying fatigue and frustration.

Two especially critical determinants of clarity are multiplicity and

verifiability of goals.

Multiplicity. This aspect is concerned with the number of solu-

tions, decisions, or actions which can be considered "correct" with

respect to fulfilling exercise requirements. Exercises may vary

widely in the number of acceptable actions, decisions, solutions, etc.

Multiplicity of acceptable actions or solutions may affect the

extent to which an exercise "stretches" an individual and evokes allI-
of the behaviors planned tu be evaluated during the exercise. Since I

r a greater number of acceptable alternatives increases Lhe probability

1

120

V[ i "



that ove will be selected, an assessee may not find it necessary to

engage in the full range of activities for which assessment is

planned.

Verifiability. This factor is concerned with the extent to

which a solution, decision, or action can be verified as to its

"correctness." For example, a leaderless group discussion of a

human relations problem may produce a co'sensual solution; how-

ever, verification by assessees that this is the "correct"

solution is difficult, if not impossible. At the other extreme,

a lathe operator who forms a piece of wood or metal to specifica-

tions as part of a proficiency test can personally test the output

for "correctness" through use of a micrometer.

Low verifiability (few criteria available) can result in pre-

mature termination of activities by assessees as soon as a first

plausible solution is identified. Fucthermore, an assessee will

usually be less confident about the correctness of a selected!

alternative when verifiability is low, which can influence both sub-

sequent performance and the favorableness with which the assessment

experience is evaluated.

Clarity of Goal Paths

This factor is concerned with the explicitness of the goal path,

i.e., how a particular goal can be attained. "High clarity" occurs

when all procedures for attaining a goal are explicit and knc.:n to an

assessee. Conversely, "low clarity" occurs when an assessee has no

|: clear ideas as to how a goal may be attained.
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Alternative Procedures for Task Accomplishment. Exercises vary

with respect to the number of ways in which a required output can be

developed (goal attainment). Usually, clarity is greater with an

increase in the number of alternative procedures which are possible.C
However, it should be noted that increased clarity can lead to a

decrease in behavior reflecting information acquisition, information

processing, and problem solving. On the other hand, decision-making

behaviors may be evoked more often by such a situation.

Low clarity of goal paths resulting from limited alternative

"of procedures may lead to the exhibition of behaviors indicative of

personal abilities and predispositions, as well as a greater amount

of searching and problem-solving behaviors.

Goal path multiplicity is frequently confounded with goal multi-

plicity because multiple goals may be accompanied by a large number

of available procedures for attainment. However, even in the instance

of a single goal, alternative proced,.res may be available to assessees.

Feedback on Progress Toward Task Accomplishment. Although this

factor is not applicable for all exercises, it is quite relevant for

several, especially those having low clarity of goal paths. An

assessee who is unable to obtain information indicating the quality of

his progress toward goals will usually be more cautious, less confident,

and less willing to assume responsibility for outputs than is an

assessee who obtains such feedback.

I.12
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Difficulty

Several factors contribute to the level of difficulty of an

exercise. Usually, the more difficult an exercise (to an optimum

point), the more likely it is that an assessee will reveal personal

attributes.

Level of Effort. This factor reflects the degree of energy

expenditure required of an assessee in order for him to meet exer-

cise requirements. Exercises which require considerable physical

ur mental effort produce both stress and fatigue in assessees.

Accordingly, if stress and fatigue tolerance are not elements to

be assessed, it may be desirable to design exercises which require

only optimum levels of effort.

Duration. Tle longer an exercise lasts, the more difficult

task completion will be for aa assessee. The above remarks concern-

"ing level of effort are also applicable to this factor. Stress may

be produced through a requirement for sustained activity as well as

one fur a short-term, high-level output of energy.

Number of Required Operations. As the number of separate opera-

tions required for task completion increases, more energy expenditure

is required. In addition to fatigue, a large number of required

operations may also result in boredom and decreased motivation.

comrn exp

|, e complexity of an exercise or task is related to the variety

of requirements placed upon an assessee.

1.23
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Variety of Required Activities. This factor is concerned with

the number of different activities required for accomplishment of an

assigned task. As used in this context, "activity" refers to a con-

ceptually distinct set of behaviors. For example, in a business

game, an assessee might be required to engage in distinctly dif-

ferent activities such as marketing, recording, negotiating, etc.

The number of behaviors which can be observed and evaluated increases

with the number of different activities required. However, sub-

stantial task overload, accompanied by stress, can easily result

when a variety of differing activities are required of an assesset.

A large variety of required activities will usually increase both
3. t

the duration (difficulty) of the exercise and the possibility of

fatigue. Thus, a risk accompanies an increase in the number of

discrete activities because the measure obtained in the latter part

of the exercise may be of questionable reliability due to possible

negative effects upon assessees.

Rate of Change of Task Input Information. The designs of many

assessment exercises specify that all information which assessees

receive will be provided at the beginning of the exercises. Others,

e.g., a controlled simulation, include inputs of information through-

out the exercise.

A constant rate of information input throughout an exercise will

t I
have minimal impact upon assessee behavior. There will be some cumu-

t *. lative impact in that an assessee possesses a larger amount of
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information in the latter part of the exercise as compared with the

initial segment. However, unless the amount of information is very

great, assessee performance can be expected to remain relatively

constant, proviced that other conditions are not substantially

changed.

j" However, if the rate of information input increases with time,

task overload becomes a point of consideration. Although some

degree of overload is useful for eliciting behaviors indicative of

personal characteristics, excessive overload can reduce measurement

reliability. Under excessive overload, problem-analysis and

decision-making behaviors are more often performed on a reactive

rather than an analytical basis, which may be undesirable. Only if

the focus of an exercise is upon some process such as reaction to j
stress should a substantial task overload condition be established

and maintained.

Cognitive/Motor Requirements

This factor pertains to the ratio of mental requirements to motor

requirements resulting from task demands. The extent to which this

ratio is heavily weighted in either direction exerts certain limiting

effects with regard to the behaviors which can be expected to occur.

Thus, an imbalance in the direction of cognitive requirements may

result in only limited observable behavior, i.e., thinking cannot

be directly evaluated and tasks which require extended periods of

thought without the necessity for some actions restrict opportunities
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for behavioral observation by assessors. On the other hand, ex-

cessive imbalance in the direction of motor requirements limits

opportunities for evaluating the more complex problem-solving and

decision-making capabilities.

"Mobility Requirements

The extent to which a task requires that assessees move within

or between locations can be an important consideration. For example,

a field exercise may require substantial mobility while a business

game may involve very little movement. In general, any exercise

designed to be conducLed indoors will have relatively low mobility

5 requirements. High mobility requirements substantially increase

the level of difficulty of an exercise.

J Technical Expertise Requirements

II SAssessment exercises differ with respect to the degree of ex-

"pertise required of assessees. However, regardless of the purpose

of the assessment, the degree of required expertise will usually

increase as assessees are drawn from populations representative

from higher organizational levels.

An Exception may be the assessment of hard skills in the per-

formance of certain job specialties.

If the technical expertise required by an exercise is sub-

stantially higher than that possessed by many assessees, task goals

"j and goal paths may be unclear and difficulty and complexity of the
ti

exercise will be greatly increased for the assessees. Such a

I1
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T situation has significant implications for any assessment program.

If atscssees feel that they are required to perform tasks which are

I •beyond their capabilities, substantial negative reaction may result.

On the other hand, an exercise having technical requirements

well below the expertise levels of most assessees may not provide

assessors the desired informition. If all assessees perform ex-

tremely well, discrimination between them is not possible.

Accordingly, exercises should be designed with particular

assessee populations in mind and technical expertise requirements

should be such as to challenge assessees but not so stringent as I
to contaminate the manifestation of nontechnical attributes.

Environment

Social. The social environment is the context resulting from

the presence or contact with other people during an assessee's per-

formance. Two aspects of this factor are discussed below.

(1) Setting: The setting of an exercise is concerned with

whether an assessee is in face-to-face contact with

other assessees or is isolated from them. Some exer-

cises, e.g., a controlled simulation, require verbal

output from an assessee; however, since all assessees

receive identical inputs, each must be isolated when

participating. Other exercises, e.g., leaderless group

discussion, require face-to-face settings and, in part,

assessees may be evaluated on their interactions with
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I j others. In general, the presence of others has been

found to enhance task performance.

(2) Cooperation requirements: This aspect of the social

environment factor is concerned with the degree to
!

"which a task requires integrated action by several

UL-| assessees for successful accomplishment. It should be

pointed out that a requirement for integrated action

I does not necessarily involve face-to-face contact.

Thus, each of several assessees may have separate

functions to perform, but the functions can be per-

I formed in isolation, e.g., an assembly line type of

exercise. Requirements for a high level of co-

operation my be necessary for the most reliable

measurement of such processes as organizational role

performance and interactive action competence. Low

-" degrees of cooperation are most appropriate for

assessing on a process such as administration.

Physical. The physical environment includes not only the location

and conditions under which an exercise in conducted but also the type(s)

and quantity of equipment required for conducting the exercise. Re-

quirement for use of several types and/or amounts of equipment can

increase task complexity and/or difficulty. Each exercise should be

Sthoroughly reviewed to determine the implications of such require-

iments. t
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i ] Realism,

1The most realistic assessment exercise is one which exactly
S~duplicates some aspect(s) of an existina organizational environ-

I

meent. However, such realism may not be cost effective and there

is considerable evidence that it it not required for valid assess-

ment. An exercise can be realistic, that is, the relationships

within and among the requirements, settings, and materials may be

plausible, without full environmental duplication. The more

important issue is whether the exercise evoke-, realistic behavior

and assessable processes and this can usually be accomplished with-

out duplication of all aspects of a job setting.

Consideration of the amount of realism that is required is

Sone of the first decisions to be made in the development of an

assessment exercise.

Familiarity

The AED should consider the probability of an assessee having had

prior experience with the class of tasks to which an exercise belongs.

Unequal familiarity among assessees will result in spuriously high

evaluations of some assessees and spuriously low evaluations of others.

Intrinsic Interest

This factor can be critical to effective assessment. An assessee

who feels than an exercise is interesting is more likely to display

behaviors indicative of such target processes as motivation, inter-

personal aLtion competence, and behavioral style.
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3 IAssessment exercises vary widely in their intrinsic interest

* for assessees. Some, such as an interview, may be interesting at

times. Others, such as an assembly type of exercise, may be of

[ little interest to most assessees. Still others, such as a con-

trolled simulation, may be interesting to most assessees. An

exercise with (a) some novelty (low familiarity), (b) moderate to

high means and goal clarity, (c) moderate difficulty, and

(d) moderate to high complexity will be intrinsically interesting

to most assessees.

The function of an exejiise is not to entertain assessees;

* however, intrinsic interest is important for generating individual

involvement to the extent that an assessee's behavior is genuinely

representative of the manner in which suc'. a situation would be

handled outside of the assessment context.

INTERACTION AND IMPACT

Each of che factors discussed above has a potential for impact-

ing upon the behavior of assessees. Each can aiso interact with one

or more other factors to produce an effect on assessee performance.

Although it is beyond the scope of this report to present all possible

combinations and contingencies, several of the more critical inter-

actions were discussed. The impacts of a particular factor or the

interaction of multiple factors can usually not be predicted for a

specific assessee; however, the probable effects for a group of

F. assessees with specified characteristics can be estimated. Then, a
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test of each exercise should be conducted in order to check the

accuracy of the estimate.

The list of impact factors presented above should be used for

two purposes: (1) to estimate the impact of exercise content upon

assessees, and (2) to insure that all aspects have been considered

in design of an exercise.

ASSESSMENT EXERCISES

Assessment exercises, defined as techniques for evoking par-

ticular behaviors by means of specially designed situations, are

f -. one method for evaluating individual performance proficiency in

one or more processes. An important aspect of an assessment exer-

cise is the degree of correspondence between the exercise and

on-the-job performance.

REMOTENESS FROM JOB CONTEXT

As pointed out by Glaser and Klaus (1962), the extent of remote-

ness between performance measurement techniques and actual job

performance may be due to differences in (a) the behavior elicited

fc. im-isurement or (b) the eliciting stimuli themselves. In general,

the smaller the degree of correspondence between the test stimuli

and the job situation, the less similar the elicited responses are

to those observed in job performance.

Many of the assessment exercises described below may be su

designed as to reflect varying degrees of remoteness from the job
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situation, such as those discussed by Glaser and Klaus. One extreme

on the continuum of remoteness from job performance is measurement of

proficiency during actual job performance. The other extreme of

* *. this continuum, high job remoteness, is represented by measures (e.g.,

paper-and-pencil exercises) that are not obviously similar to actual

4 job performance, but which assess performance on tasks that correlate

with on-the-job behavior.

SAssessment situations that fall between these two extremes are

(a) those that require performance of the actual job task outside

of the real -ob environment, and (b) situations which attempt to

simulate the job task while simultaneously controlling factors

which, in "real" situations, may interfere with reliable and valid

measurement. A third intermediate situation, not discussed by

Glaser and Klaus, is a.n exercise unlike the job situation but which

evokes behavior corresponding to that required in job performance.

Basic to each of the positions along this continuum of remoteness

from the job situation is the valid identification of critical be-

haviors for effective job performance.

In sumuary, the five previously described positions along the

continuum are (a) on-the-job assessment, (b) work sample assessment,

-i(c) simulated-job assessment, (d) corresponding behavior assessment,

and (e) correlated-job assessment. Several considerations are in-

I volved in selection of the acceptable level of jcb remoteness to be

L reflected by an assessment exercise. Considerations relevant to each

I of these five positions will be discussed below.
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On-the-Job Assessment

The ideal is, of course, proficiency assessment in the job

situation. However, several problems are presented by this method.

One important problem involves measurement reliability, the con-

sistent and unambiguous recording and evaluating of elicited

behaviors. The degree of control possible in a job situation may

be too low to obtain reliable measures. Increasing the degree of

control by attempting to standardize the job often results in an
I

artificial situation. An additional and significant consideration

9. involves the sizable resources (personnel and materiel) required for

assessment of a rather limited number of personnel.

Work Sample Assessment

An assessment exercise reflecting a greater level of job re-

moteness involves selecting and removing samples of the actual job

task from the real work environment. Thus, assessees perform

actual tasks but not in the real job environment. This type of

exercise allows greater standardization of the assessment situation

and more reliable measures can be obtained than in on-the-job assess-

ment. However, many of the same objections also apply--high cost,

* I time requirements, and unsuitability as a method of assessing large

numbers of people.

Simulated-Job Assessment

* •Due to the problems associated with the assessment of proficiency

in the first two situations, a third assessment method is frequently

V
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used. It involves controlled simulation of the job. Successful

development of this assessment method depends upon design of test

stimuli that will elicit job-like responses susceptible to objective

measurement. Some of the methods most frequently used in such an

assessment situation are equipment mock-ups and simulators. A high

SI degree of standardization can be achieved in such a situation, which

facilitates the collection of reliable and valid assessment data.

SThis method not only allows for the assessment of large numbers of

individuals, but requires lower levels of resources over time than

either of the two previously discussed types.

SI Corresponding Behavior Assessment

This method differs from the simulated-job approach in that test

stimuli very remote from job environment stimuli may be used to elicit

behaviors corresponding to those observed in job performance. In other

I words, virtually no simulation of the job environment occurs in this

method. Highly standardized situations, allowing for the collection

of valid and reliable assessment data, can be developed. Resource

requirements are comparable to those of the simulated-job technique.

Large numbers of individuals can be assessed by means of this method.

Whereas the simulated-job technique is frequently most efficient

for assessment of hard skills, both the simulated-job technique and

the corresponding behavior method lend thcmselves to the assessment

of soft skills. Development of soft skill assessment exercises at

these levels of job remoteness often requires some creativity on the

1
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IA
j part of the designer, especially when using the corresponding be-

havior approach.

Correlated-Job Assessment

This method represents an extreme position on the job remoteness

continuum, and involves the use of tests which measure behaviors that

have been correlated with job behaviors. The most frequently em-

ployed type of correlated-job assessment involves the evaluation of

I substantially nonverbal skills through verbal responses, i.e., tests

of job knowledge to evaluate job performance.

Minimal resources are required for use of this assessment ap-

proach. Very large numbers of individuals can be assessed. However,

the relationships between tested behaviors and inferred behaviors,

SI e.g., job performance, may vary widely and must be carefully in-

vestigated before operational use of any measure.

I Summary

I Five positions on a continuum of remoteness between performance

measurement techniques and actual job performance were described.

The degree of remoteness may be due to differences in (a) the be-

havior elicited for measurement and/or (b) the eliciting stimuli

" themselves. The five positions on the continuum are identified as

(a) on-the-job assessment, (b) work sample assessment, (c) simu-

lated-job assessment, (d) corresponding behavior assessment, and

(e) correlated-job assessment. These positions have important

implications for the design of assessment exercises.
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i I CLASSIFICATION OF ASSESSMENT EXERCISES

The content of an assessment exercise can vary widely, con-

I• tingent upon the purpose of the AED, the processes of interest, and

the organizational context within which assessment occurs. Further-

more, the several classes of exercises differ in their suitability

*for obtaining measures reflecting the various processes. For

example, processes vary with respect to the degree of inference

necessary for measurement. For some processes, specific observable

behaviors may be identified which indicate performance of the

processes. An example is decision implementation. However, direct

behavioral measures are not possible for other processes, e.g.,

motivation. Assessment of such processes requires inference. That

I is, from observation of assessees, inferences must be drawn concern-

ing the level of effectiveness in the performance of the target

process.

Whether measurement can be accomplished through direct evalua-

tion of behavior or through inference depends, in part, upon the

structure of an exercise and, in part, upon the nature of the process

to be assessed. Figure 3 shows a classification of exercises based

upon structure. Each class, with its most relevant characteri 'tics,

is discussed below. Table 8 shows the processes which are the most

likely candidates for evaluation by each class of exercise and in-

dicates whether measurement can be accomplished by direct observation

e ~or inference. Exercise designers should also consult Mager (1962,

1 1972) when developing instruments for measuring the processes.
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j INTERVIEWS

4 •TABLE EXERCISES

Leaderless Group Discussion
Games
Group Problem Solving

WRITTEN EXERCISES

SIMULATIONS

Man-Ascendant Simulations
Man-Machine Simulations

Figure 3. Classification of
Assessment Exercises

Interviews

An interview is an interactive situation in which an assessee

and one or more interviewers conduct a discussion, the purpose of

which is to obtain information about the assessee and insights or

"impressions concerning significant attributes. The interviewer may

be an assessor; however, this is not an essential requirement. It

is possible for an assessor to observe an interview while someone

* else conducts it. Similarly, some situations have been devised in

which assessees interview each other. For maximum results it is

necessary that the interviewer possess at least a minimum of inter-

viewing skill. From an assessment standpoint, the principal feature

of an interview is that an aseess I is stimulated to talk frankly and

in depth, and to provide personal information so that both the in-

formation and the individual's behavior during the interview are subject !

to evaluation. Examples of some of the various types of interviews are:
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(1) Assessment interview in which an assessor interviews

an assessee. In a panel assessment interview, multiple

4 assessors interview one assessee. These interviews may

be structured, unstructured, or mixed.

S. (2) Appraisal interview in which one assessee interviews

another. Generally, the interviewer will have been

given an opportunity to develop an interview guide.

• •An assessor may sit in on the situation, or the in-

terview may be videotaped for subsequent viewing and

I evaluation by one or more assejsors.

are: Characteristics. 
The principal characteristics of interviews

1. Setting: Interpersonal interaction with the interviewer.

2. Type: !!oncompetitive.

3. Equipment Requirements: Minimal.

4. Material Requirements: Minimal.

5. Physical Facility Requirements: Low.

6. Time Frame: Usually less than one hour.

7. Administrator Requirements: Few.

8. Number and Qualifications of Assessors. Contingent upon:

a. Expertise required to make assessments: Moderate.

b. Number of assessees performing simultaneously: One.

c. Mobility required of assessors: None.

d. Complexity of the performance to be observed: Generally

Smoderate level.

r4
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3 •Table Exercises

A common feature of all table exercises is that a group of

assessees sits around a table and holds a discussion or performa

- some common task while under the observation of assessors. Three

of the principal forms taken by table exercises are discussed below.

Si-Leaderless Group Discussion. A group of assessees is assigned
a.

some task to be performed or some decision to be made. No leader

W • for the group is designated. During the course of the discussion,

I the members interact, often quite intensively, which makes it

possible to observe and evaluate various attributes under quasi-

rialistic conditions. A participant may either be assigned a position

to support during the course of the discussion or allowed to develop

3• his own position.

Games. Games generally involve one or more groups of assessees

4 1 who oppose either other Leams or a computer, in working through se-

ll ?~quences of alternatives in competitive (win-lose) situations which
usually involve the acquisition of resources (money, goods, etc.).

Group Problem Solving. A group of assessees is assigned some

problem to solve. An example is the NASA Moon Problem in which the

group is required to decide upon the order of importance of listed

items to be taken on a trip from one location to another on the moon's

surface. The group members may or may not be assigned specific roles

to play during the exercise.
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Characteristics. The principal characteristics are:

1. Setting: Interpersonal.

2. Type: Generally competitive. For games, competitive

among groups.

3. Equipment Requirements: None.

. 4. Material Requirements: Minimal.

5. Physical Facility Requirements: Low.

6. Time Frame: Usually two hours.

1 7. Administrator Requirements: Few.

8. Number and Qualification of Assessors. Contingent upon:

a. Expertise required to make assessments: Moderately

high.

I b. Number of assessees performing simultaneously: Six

to 10 per group.

c. Mobility required of assessors: None.

Jd. Complexity of the performance to be observed: Moderately

high.

I Written Exercises

Assessees are required to respond to questionnaires or to produce

some sort of written materials, e.g., letters, essays, problem analyses,

which may then be evaluated. A basic feature of the written exercise is

that the product remains available for evaluation after completion. This

I feature permits more detailed analysis and more considered evaluation

before recording the results. On the other hand, attributes assessed

V by such exercises are limited to those that can be revealed through
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written communication. Such exercises may range from paper-and-

pencil measures of personality characteristics to a description of

the assessee's job environment.

JI. Characteristics. The principal characteristics are:

1. Setting: Individual, no interactions.

2. Type: Noncompetitive.

"3. Equipment Requirements: None.

4. Material Requirements: Minimal.

1 5. Physical Facility Requirements: Very low.

6. Time Frame: Usually two hours or less.

7. Administrator Requirements: Few.

8. Number and Qualifications of Assessors. Contingent upon:

a. Expertise required to make assessment: Varies--the

I less structured the output, the more assessor ex-

pertise is required.

b. Number of assessees performing simultaneously: One.

c. Mobility required of assessors: None.

d. Complexity of the performance to be observed: Usually

low.

Simulaticns

The definition proposed by Bogdanoff, et al (1960) will be used

for this class of exercises:

I
S7
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"Simulation is the systematic abstraction and

partial duplication of a phenomenon for the pur-

poses of effecting (1) the transfer of training

from a synthetic environment to a real environment;

1. (2) the analysis of a specific phenomenon; or

(3) the design of a specific system in terms of

certain conditions, behavior, and mechanisms."

d. Thus, simulation is concerned with abstracting or representing

reality, and, in assessment, it attempts to isolate a segment of

reality for the purpose of evoking certain assessee behaviors.

Simulations can take many forms and include a variety of contents.

They may simulate the job task and/or the job environment. Several of

the principal forms taken by simulations will be discussed below.

One important dimension on which simulations may vary is the

degree to which inputs to the assessee are programed. Inputs may

be comple-Luly scheduled, they may be completely contingent, or they

may be mixed. For the completely scheduled situation, each input

occurs irrespective of assessee behavior. All the inputs may occur

at the beginning of the exercise, or the inputs may be scheduled for

various times throughout the simulation. In a completely contingent

situation, all inputs occur as a function of the assessee's behavior.

The mixed simulation contains both scheduled and contingent inputs.

All simulations will necessarily involve initial provision of suf-

ficient information to structure the situation and the role the

Sl.assessee is to play during the exercise.
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Due to the extreme diversity possible, the characteristics will

be presented for each form rather than a single listing as was done

for each of the preceding classes.

Man-Ascendant Simulations. The term man-ascendant is used to

, " Irefer to the situation where man is in control or dominates. Ex-

| 'amples of each of the various degrees to which assessee inputs are

structured are presented below.

~ i 1. Scheduled Inputs. Few simulations completely schedule

inputs t hrougtlout the exercise. A type cf simulation which involves

inputs only at the beginning of the exercise is the Administrative

Simulation. The most common administrative simulation is the In-

Basket Exercise) whose name is derived from the "in-basket" on a I

~ Imanager's desk, in which letters, reports, memoranda, and other papers

are deposited for the manager's attention and action. In the in-

basket exercise, an administrative job is simulated under specified

conditions by exposing assessees to a cross-section of problems likely

to be encountered in that job. From the assessee's disposition of I
-• these problems, usually in the form of written notes and memoranda, a

sample of administrative behavior can be obtained and evaluated. Each

assessee completes the exercise on an individual basis, and no group

interaction occurs. In some exercises, the written products are later

analyzed by an assessor and evaluated, On the other hand, some exer-

cises include an interview following completion of the exercise. During

the interview, an assessor attempts to learn the basis for an assessee's
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ac,.ions in handling specific problems. In this way, understanding can

Lbe oLrained of the reasoning used in arriving at solutions to the

, arious problems. In the in-basket exercise, emphasis is primarily

Supon problem solutions, although the problems may range widely from

those concerned with technical aspects of the job to supervisory and

* interpersonal problems handled, not through personal interaction but,

rather, through disposition of the paperwork related to the problem.

4 Characteriscics. The principal characteristics are:

a. Setting: Individual, no interaction.

b. Type: Noncompetitive.

c. Equipment Requirements: Minimal.

d. Material Requirements: Low. I
I e. Physical Facility Requirements: Low.

I f. Time Frame: About three hours.

g. Administrator Requirements: Few.

li. Number and Qualifications of Assessors. Contingent upon:

(1) Expertise required to make assessments: Moderately

high.

(2) Number of assessees performing simultaneously: One.

(3) Mobility requirements of assessors: None.

(4) Complexity of the performance to be observed:

Moderately high.

14i
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2. Contingent Inputs. An example of a simulation involving

completely contingent inputs is a role play. Role play involves in-

teraction in an imaginary situation. The assessee is assigned a role

to play in interacting either with an assessor or another assessee.

"The assigned role is designed to elicit realistic behaviors from the

Ir
assessee. The content of the role play may range from handling a

stressful and unexpected si-uation to conducting a simulated ap-

praisal interview with a subordinate.

Characteristics. The principal characteristics are:

a. Setting: Interpersonal.

j b. Type: Noncompetitive.

c. Equipment Requirements: None.

I d. Material Requirements: Minimal.

e. Physical Facility Requirements: Low.

f. Time Frame: One hour or less.

g. Adnit~istrator Requirements: Few.

h. Numbr and Qualifications of Assessors. Contingent upon:

(1) Expertise required to make assessments: Moderately

high.

(2) Number of assessees performing simultaneously: Octe-

(3) Mobility required of assessors: None.

(4) Complexity of the performance to be observed:

Moderately high.

I
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3. Mixed Inputs. Simulations will most trequently include both

scheduled and contingent inputs. Inclusion of both types allows for

greater flexibility in designing the exercise as well as increasing the

j j capability of eliciting a greater range of behaviors. This increased

capability is illustrated by one modification of the in-basket exercise.

"In this modification, the assessee has telephonic contact with one or

more controllers. Two other examples of this form of simulation are

presented below.

a. Controlled Simulations. In a controlled simulation,

real-life conditions are duplicated to one degree or another; however,

controllers actively participate in the exercise, making frequent

inputs so as to control the progress of the exercise and the character

of the problems encountered by assessees. Since a controlled simula-

" 1 tion usually follows a carefully devised script, it is possible for

assessment instruments and observations to be much more highly struc-

tured than in exercises where greater behavioral latitude is permitted

assessees. Thus, much more precision of measurement can be achieved.

Characteristics. The principal characteristics are:

(I) Setting: Individual, interaction only between an

assessee and the controller(s).

(2) Type: Noncompetitive.

(3) Equipment Requirements: Moderate.

; t(4) Physical Facility Requirements: Moderate.

(5) Timc Frame: Generally up to six hours.

(6) Administrator Requirements: Numerous.
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(7) Administrator Requirements: Numerous.

(8) Number and Qualification of Assessors. Contingent

upon:

(a.) Expertise required to make assessments: Mod-

erately high.

(b) Number of assessees performing simultaneously: V

Usually one, although this varies widely.

i•c) Mobility required of assessor: None.

(d) Complexity of the performance to be observed:

Moderately high to high.

b. Field Exercise. These consist of a wide variety of testsI in which assessees perform tasks, usually out of doors, under conditions

which make it possible to assess performance that involves mental,

physical, and technical capabilities. Thus, mobility is possible and

the effects of the physical environment can be taken into account. The

' •two principal types of field exercises are (1) "moving problems" in

which assessees move down lanes or other areas during which they en-

counter problems or perform various tasks according to instructions of

controllers, and (2) "county-fair" exercises at which problems or other

stimulus conditions are set up at permanent "stations" and assessees

move through a series of stations at each of which they solve a problem

or perform some task.

Inputs are of the mixed category in that assessees may be

Sgiven certain information at each problem contingent upon their be-

i •' haviot, and may also be scheduled to attempt each problem at a -
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specified time.

Characteristics. The principal characteristics are:

(1) Setting: Group setting--generally interaction only

with the controller(s), although this is variable.

(2) Type: Noncompetitive.

(3) Equipment Requirements: Variable, usually moderately

high.

(4) Material Requirements: Variable, usually moderate.

(5) Physical Facility Requirements: Moderately high to

high.

(6) Time Frame: Usually less than five hours.

(7) Administrator Requirements: Moderate. :1"
3 (8) Number and Qualification of Assessors. Contingent

upon:

(a) Expertise required to make assessments: Variable,

usually moderately high.

(b) Number of assessees performing simultaneously: May

vary from one per station to six to eight per group T

in a moving problem.

(c) Mobility requirements of assessors: Low for

county fair type; high for moving problem.

(d) Complexity of the perfcrmance to be observed: Mod-

erate to moderately high.

an-Machine Simulations. This type of simulation ranges from a situa-

tion requiring an assessee to spend a small portion of timc operating a
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I machine to the situation in which the machine is dominant. As with

the man-ascendant simulations, man-machine simulations can be

separated into three categories on the basis of the extent to which

inputs are programed. Since the particular type of machine in-

valved, the job environment, the organizational context, and the

* •purpose of the AED impact upon the design of the assessment exer-

cise, no specific exercise designs will be presented. An example

of the degree of complexity possible in a simulation of this type

is given in Porter (1964).

REMOTENESS AND DESIGN j
- I In designing an assessment exercise selected from any of the 31

classes discussed previously, the AED must determine the appropriate

level of remoteness from the Job context. Simulated job assesssment,

corresponding behavior assessment, and correlated job assessment

reflect the degrees of remoteness most frequently found ir, assess-

ment exercises. Usually, the cost to benefit tatio is so large that

few AEDs will consider designing exercises which reflect either of

the first two positions on the remoteness continuum.

Evaluation of hard skills will most frequently require a simu-

lated job exercise, while evaluation of soft skills most frequently

results in corresponding behavior assessment. The correlated job

r . assessment method is used for evaluation of both hard skills and

F soft skills, although somewhat more frequently for the latter. It
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I should be pointed out that these are generalizations and the AbED

must consider his particular situation and needs before reaching a

final decision.

Process Measurement

Some exercises are more conducive to eliciting assessable in-

dicators of a given process than are others. Table 8 shows processes

considered likely candidates for evaluation by each class of exer-

I cise. Where inferential measurement of a process may be likely,

an X is shown for that cell. If behavioral measurement is possible,

a Y is entered in the cell matrix. If a process cannot be meas'tred

in that exercise, a 0 is shown.

The candidate processes shown in Table 8 are those which

I generally can be assessed in a specific exercise. However, the

specific content of an exercise will be the determining factor.

Once the content has been developed, it may be found that pro-

V cesses other than those shown in Table 8 can also be evaluated in

that exercise. On the other hand, certain contents may not allow for

the evaluation of one or more of the candidate processes shown in

Table 8.

THE MODEL AND ITS APPLICATION

In the preceding sections of this chapter, the various elements

contributing to a model for the development of assessment exercises

I. were presented and discussed. In this section, the full model, to

i 1
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I
include relationships between the elements, will be described and

an example of application of the model will be presented.

THE MODEL

Figure 4 shows the model, with the several steps required toS|.
be performed for the development of an effective assessment exer-

. cise. Each step will be described in the following discussion.

Step 1: Determine Assessment Purpose

An assessment program is initiated by an organization in

response to some perceived need. This need will determine the

purpose of the assessment. The three purposes described earlier

are (a) selection and placement, (b) quality control, and

(c) counseling and development. Each purpose has implications for

the identification of critical attributes to be assessed.

I Step 2: Job Analysis

One of the initial steps in development of an assessment exer-

cise is to analyze the focal job, task, or position from a systems

standpoint. Both the objectives of the job, task, or position and

the contexts within which these objectives are usually achieved must

be identified. Based on this identification, the activities required

to attain the objectives within particular contexts, as well as all

contributing factors, can be specified. The same approach is ap-

plicable for either hard or soft skills.

9I
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Step 3: Identification of Critical Attributes

Data resulting from job or task analyses serve as bases for

identification of the attributes (skills, abilities, characteristics,

etc.) which are critical for success or failure on the job. Determi-

nation of critical attributes is usually based upon the results of

scientific studies, expert judgment, and inference.

If the assessment purpose is one of selection or placement, the

Scritical attributes consist of personality aspects or skills which

have been correlated with some criteria of job success. On the

other hand, assessment conducted for the purpose of quality control

requires that critical attributes be samples of knowledges or skills

needed for performance in a current position.

If the assessment purpose is counseling and development, the

critical attributes should be personality characteristics or skills

which have been correlated with some criteria of success in the

assessee's job or projected career.

The critical attributes should be stated as explicitly and

specifically as possible and selection of them should be on the basis

of a demonstrable relation3hip with job success.

Step 4: Develop Indicators of Critical Attributes

Once the critical attributes are identified, specific indicators

of each attribute must be identified. At this point, the indicators

shculd not be completely content bound, i.e., an indicator should be

an abstraction from actual behaviors. An example is an indicator of
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J decision making which states that the individual "uses available

information" rather than specifying just how the individual uses the
A

a information. The appropriate level of abstraction for indicators is

that used in presentation of the process indicators in this report.

Step 5: Identification of Target Processes

The first step in accomplishing this activity is to compare the

Slist of critical attribute indicators with the process indicators

I presented in Table 7 of this report. All indicators which are dupli-

cated on the two lists should be identificd and listed with the

processes for which they are appropriate. The remaining indicators

of critical attributes should then be .eviewed and a determination

should be made of the process appropriate for each. Upon completion

of this activity, every indicator of the critical attributes should

be subsumed under an appropriate process.

Step 6: Specify Primary Context of Performance

In the course of performing the job analysis, the situation in

which job functions are usually performed was identified. This situa-

tion should be compared with the contexts of performance listed in

the classification scheme (Table 6). The context which most ac-

curately reflects the job situation should be selected.

Step 7: List Facilitating Conditions

The facilitating conditions presented in this report for each

process should then be listed for each of the target processes to

be assessed. Additional conditions may be specified also, if ap-

-- propriate.
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Step 8: Identify Candidate Classes of Exercises

The classes of assessment exercises should then be checked against

(1) the target processes, (2) the specified context of performance,

and (3) the facilitating conditions to determine which classes of

exercises possess potential for effective assessment. Initially,

each class of exercise which has potential for eliciting indicators

of the target processes should be identified. Next, these identi-

fied classes and their associated characteristics should be reviewed

j •in light of the specified context of performance and the facilitating

conditions. Acceptable classes of exercises should be determined on

the basis of whether or not exercises within them can be structured

so as to allow for performance within the desired context and for

inclusion of the required facilitating conditions.

Step 9: Determine Degree of Job Remoteness

This element of the model is critical to final selection of a

class of exercises. The various degrees of job remoteness are dis-

cussed in this report with their implications for costs, staff

requirements, and validity of assessment.

In determLning the best level of job remoteness, consideration

should be given to the particular conditions within which the exer-

cise is to be developed and conducted. Thus, the purpose of

assessment, the number of anticipated assessees, the type of job,

permissible costs, available staff, and desired validity are repre-
=..

sentative of factors which must be considered in reaching a decision
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as to the appropriate degree of job remoteness which should be re-

flected in the exercise. Frequently, the final decision will

- require a "trade-off" between several of these factors. Usually,

costs decrease and control increases with an increase in job

remoteness. Face validity will be reduced; however, because in-

creased remoteness permits more effective controls of impact

factors, predictive validity may well be enhanced. As a general

rule, assessment exercises should be developed at the most remote

practicable level.

Step 10: Select Optimum Classes of Exercises

After the desired degree of job remoteness has been determined,

the list of candidate exercises should be reviewed. Final selec-

tion of the optimum classes of exercises should be based on the

following criteria:

(1) Efficiency of assessment of target processes: The

lower the number of exercise classes which will

allow for reliable and valid measurement of all target

pzocesses. the more efficient will be the assessment

program.

(2) Degree to which the desired degree of job remoteness

can te achieved.

k3) Compatihility of each class of exercise with the

organiL'.itional cuntext and demands.
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(4) Extent to which the requirements for conducting

each exercise class are compatible with available

resources.

(5) Type of job and general level of assessee popula-

tiou.

Other criteria whiLh are unique to a particular situation may

also require consideration.

Step 11: Develop Exercise Content and Structure

Once the final selection of optimum classes of exercise has been

made, the specific content ard structure of each exercise can be

I veloped. While content may vary widely, it should generally reflect

the organizational context within which the assessment is conducted.

I The structure of an exercise may vary widely, ranging from such

common types as the In-Basket. Test and Leaderless Group Discussion

to completely unique exercises designed for specific purposes and

special conditions. Numerous variations are possible and no restric-

tions upon structure are imposed by this model.

Step 12: Test Assessee Instructions and Tasks

After development of an exercise, both the task and instructicos
[V

should be checked against the impact factors listed in this report.

This check will permit determination of whether undesired assessee

t behaviors and effects are likely to result from some aspect of the

tasks or instructions which have been developed. Some re'ision of

thie vxetrcise may be nvc-essary to avoid undusired ImpactsI upon a.1,!SU.•es.
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" I After this check has been completed, the assessment exercise is

ready to be pilot-tested.

Development of the necessary measuring instruments, which has

not been touchel upon in this report, would necessarily occur prior

to the pilot test.

MODEL APPLICATION

The remainder of this report contains an example of an appli-

cation of the model. Other than a specification of the purpose of

the assessment, the sample application will not cover in detail

Ithose activities which were not extensively covered in this report,

5 e.g., job analysis and identification of attributes critical to job

success. Sufficient i 1erature concerning these activitiec is avail-

able to compensate foL any lack of experience concerning them.

First, the desc-ription of an organizational context will be

presented and the target position, as well as the assessment purpose, I

will be described. The activities necessary for acquiring the in-

formation to be used in the model will be specified. Next, the

application of the model will be discussed in detail. Finally,

aspects which should be especially emphisized will be discussed.

Organizational Context

The X-Z Corpo:ation is a large nationwide company which manu- I
factures electronic components. The company has a large number of

"smiall, plants located across the nation. The plants are small and

the director of eich plant is tesponsible to the na;tiolai -)rgan ization. t.
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V •- • The company attempts to maintain consistent standards, policies,

• • etc., throughout the organization, and requires adherence to es-

tablished procedure.

I iThe president of the corporation recently attended a con-

ference at which assessment centers were discussed. Upon

returning, the president informed you that you are now the Assess-

ment Exercise Developer. You are charged with developing an

assessment exercise or exercises which could be used to select

second-level management personnel for a number of new plants

which are currently under construction. A sufficient number will

5 be required to justify the establishment of a formal assessment

program.

These individuals are to be selected from first-level, manage-

ment personnel, since the organization's policy is internal promotion

on a merit basis. However, the president pointed out that, since

the people that would be ý.;elected are currently employed, a sub-

stantial amount of information is already available. lie felt that

you should focus on administrative-type skills, as the job functions

of the first-level supervisor require minimal activity in this area.

At this tinie, your only responsibility is the development of the

exercise(s) which you feel are sufficiently valid to warrant a pilot

test. The assessment purpose of selection and placement has been

* specified. Initially, a job analysis would be conducted. Such

I1-
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information sources as (a) job descriptions, (b) interviews with

position incumbents, and (c) review of organizational charts and

procedures could be used in the analysis. The critical incident

technique (Flanagan, 1949) represents one method for using in-

formation from job incumbents in the identification of attributes

critical to job success or failure. Using such sources as those

specified above, as well as any others which are available, the

V critical attributes can be identified.

While these critical attributes can take different forms, they

will frequently be described in terms of very specific knowledges

and skills, e.g., the second-level manager knows that Form 21 must

be completed to obtain a company vehicle; the second-level manager

is able to state the company's affirmative action plan. The process

of developing indicators for the critical attributes will involve

grouping various knowlcdges and/or skills on some selected basis.

The indicators represent the next level of abstraction above the

specific knowledges and skills (the critical attributes). The grouping

will usually be on the basis of the focus of the knowledges and skills,

e.g., those dealing with completing forms and those which concern

machine operation. The indicators which are developed should be at L

the level of abstraction represented by the indicators presented in

this report. I-
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Detailed Operationalization of Aspects of the Model

Assume that the critical attributes have been identified and the

following indicators were developed, keeping in mind that only indi-

S&-cators relevant to administrative-type activities are of concern here;

1. I6suing written instructions concerning implementation

methods and/or feedback procedures.

2. Specifying the sequencing of intermediate goals and

tasks.

"3. Determining time requirements for tasks.

S4. Developing plans which recognize long-range as well as

short-range requirements.

1 5. Assessing and utilizing organizational resources.

I 6. Coordinating actions of individuals.

7. Determining organizational requirements.

8. Assigning task responsibility and delegating authority.

9. Identifying responsibilities which should be dplegated.

10. Identifying the irmpact of previous actions, instructions,

or decisions on the internal and/or external environment I

of tHie organization. 14
11. Formulating documents.

12. Completing forms.

13. Demonstrating a consistent level of performance in un-

structured situations.

14. Denonstrating a capacity to function in an unstructured

Ssituation without seeking additional guidance.
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15. Selecting relevant information for transmission.

16. Identifying the appropriate information consumer.

17. Determining appronriate format for information

presentation.

18. Transmitting information.

19. Organizing information.

20. Using available information.

21. Selecting one from available courses of action.

22. Selecting a course of action within a specified time

frame.

23. Identifying a requirement for information.

24. Detecting the availability of information.

25. Identifying information source(s).

26. Obtaining information.

"27. Relating discrete items of information.

28. Identifying relevant information.

29. Organizing information into appropriate form.

30. Extrapolating or interpolating on the basis of informa-

tion received.

Once indicators for the critical attributes have been developed,

they are related to the list of indicators presented in Table 7 of this

report, and to the processes subsuming the indicators.

'Target Processes. The processes which subsume the developed in-

dicaturs are as follo4s:
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Developed

Process Indicators

Administrative 1-12

Tolerance of Ambiguity 13-14

Information Transmission 15-19

Decision Making 20-22

Information Acquisition 23-26

1, Information • .ocessing 27-30

Processes other than the "Administrative" are listcd because they

also reflect administrative types of activities. Since the developed

Sindicators reflect the critical job attributes identified in the job

analysis, the processes subsuming the developed indicators are there-

fore related to job success.

i Primary Contcxt of Performance. The next step ir, application of 1;.
the model is to specify the primary conteet of performance. In t..is

S 1 case, the primary context is Indirect because second-level management

is more frequently involved with "paperwork" thacj iin interacting wiii

others. If the job functions involved interacting with people more

frequently than paperwork was required, the primary context would

have beeii interpersonal.

Facilitating Conditions. Once the primary context (f performa ict.

has been identified, the facilitating conditions for each identific.i

target process should be listed. The facilitating concltionE for ,

of the target processes are presented elsewhere in this report tnod ,(il

not be listed here.

-i
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Candidate Classes of Exercises. The AED should next consult Table

8 of this report to identify the candidate classes of exercises. Can-

didate classes are those which will yield measures of the target

processes, ideally on a behavioral measurement basis. The AED should I

Sj also keep two factors in mind when selecting the candidate exercises,

the facilitating conditions and the primary context of performance.
7 .

The candidate exercises which are selected should be such that they

can be performed in the primary coutext of the job and can be designed

to include the necessary conditions.

i Review of Table 8 indicated that all but one of the target pro-

cesses (Tolerance of Ambiguity) could be behaviorally measured in
- I

- each of tie following:

Class of Fxercice Example

Table Exercise Games
Croup Problem Solving

Writtein Exercise Questionnaire

Simul-.tions
Man-Ascendant In-Basket

Role Play

Controlled Simulate
Field Exercise

MaO -Ma hLn1er

It would seem that almost all the classes of exercises would be

suiLable candidates. 1iowever, at this point, facilitating conditions,

and perfort'ace context. inmpacted heavily on the set of candidate

* - 'excrcises. Since thf primary cortext for performance of the job

I ..inctions uf interest IF, |ndlrei.t in natuce, involve. no interaction



with others, and requires a great deal of paperwork, most of the exer-

cises listed above were automatically excluded. The only two exercises

remaining for consideration were (a) a written exercise and (b) the

in-basket exercise.

Review of the facilitating conditions revealed the complexity of

the situation necessary to elicit indicators of the target processes.

It was considered most unlikely that a written questionnaire would

elicit sufficient indicators of the target processes to justify its

use. Therefore, the in-basket exercise was selected as the candidate

exercise.

In this case, only one candidate was selected. Two points should

be stressed at this time. The first is that only the exercises pre-

j sented as examples of each class of exercise were considered in

selecting candidate exercises. A creative AED may have developed

variations of the examples, or entirely new exercises which fall

within a given class of exercise. Second, as in this case, a par-

ticular group of target processes may result in one exercise clearly

being most appropriate for assessment of those processes. A different

group of target processes could have resulted in three or four exer-

"cises being selected as candidates. Assessment situations vary along

many dimensions and each must be closely examined by the AED priur to

& any conclusions regarding development of the assessment exercise.

Dgrev of lJob Remoteness. Prior to final selection of the optimum

classes of e-ercises and their conLtelit, the AED should determine the
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j appropriate degree of job remoteness for the exercises. In this

t case, since only one candidate exercise was identified, the AED

Srelated the degree of job remoteness to the exercise content. The

AED decided that an appropriate degree of remoteness would be re-

flected in the simulated-job assessment, which involved the

S[ development of a situation in which the environment and task

simulated those of the actual job.

Selected Optimum Class of Exercises. In this case, no activity

was required by this aspect of the model as only one candidate exer-

I cise had been identified. For situations in which multiple candidates

have been identified, final selection of optimum classes would be

made on the basis of the criteria presented earlier.

In connection with selection of an optimum class of exercises, a

frequently ignored but critical criterion is the general capabilities

of an anticipated assessee population for coping with certain classes

of exercises. Here, considerations include not only the organizational

level of assessees but, also, experience, intellectual ability, reading

£ : ability, etc. An AED) should accumulate sufficient data on the assesses

I population for a realistic evaluation of the capabilities of assessees

to cope with the demands of each class of exercise.[ •Exercise Content and Structure. The AED was now faced with the

task of developing an in-basket exercise containing a content which

simulated some segment of the actual job. The method which was used

is one that has effectively been employed in various nrganizational

16I'
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contexts. The AED collected the contents of the in-baskets of a

large number of individuals currently occupying second-level manage-

ment positions. The items were reviewed and approximately 50 were

selected. Those selected represented a range of situations with

which a second-level manager was expected to deal.

A standard in-basket exercise structure was developed. Usually

the assessee is given about three hours to deal with the in-basket

items. The assessee is required to write all decisions, actions to

be taken, etc., on paper so that they can be evaluated.

Assessee Task and Instructions. The AED had now developed an

assessment exercise. However, to insure that the behaviors evoked

by the exercise would closely correspond to those desired, the AED

first tested the exercise against the list of impact factors pre-

sented in this report. This test assured the AED that nondesired

or instructional factors in the assessment exercise. i
Subsequent to this activity, the kED designed the assessment

Sinstruments and pilot-tested the exercise.

SUMMARY

The fundamental problem in the development of effective assess-

ment exercises is to create conditions that will evoke behavior which

is observable, measurable, and relevant to attributes which are the

* planned targets of assessment. The model presented in this section is

intended to assist exercise designers to overcome this problem.
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The model consists of a series of steps which, when followed,

require exercise designers to consider a variety of factors which

both research and experience have shown to be determinants of be-

havior within most assessment situations. Wherever it was feasible,

S1 the attempt was made to provide schemes for systematically classify-

* ing the various contributing factors so that ease and simplicity in

using the model will be maximal.

* Strict adherence to the model should produce the most satis-

factory results. However, such .. beren(:3 olone will not automatically

I result in effective assessment exercises. A model can only outline

critical choice points, identify factors to be included in the con-

sideration of decisions, and provide some guidance for evaluating

I the merits of alternatives. Therefore, best results will b# obtained

when use of the model is accompanied by sound judgment and careful

I consideration of the many possible unforeseen circumstances which

can impact upon human behavior.
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APPENDIX A

Description of General Indicators

1. Skill in Informal Oral Communication. The score for this general
indicator was based on seven assessment measures obtained in five
assessment exercises: (1) Entry Interview, (2) Leaderless Group
Discussion, (3) Conglomerate Game, (4) Appraisal Interview, and
(5) the Simulate. Simulate behavior checklist scales were used

for the ANCOES and IOAC groups. The ANCOES scale--Communication
Skill--was a five-item scale. The IOAC scale--Informal Oral

*. Comnmunicatior--was a three-item scale. The central emphasis in
the ratings was the assessee's ability to convey his ideas to
others, and to be tuned in to the ideas of others, while

.* functioning in an informal setting.

The rating scales comprising Skili in informal Oral Communica-
tion are as follows:

Entry Interview No. 1

I To what extent does he effectively convey information?

a. Misunderstood; talks in circles; mumbles.
b.
C. Gets ideas across adeauately,d .

e. Easily conveys information; adjusts communication
to listener.

SEntry Interview No. 4

To what extent is he animated and enthusiastic?

a. Idle; passive; lethargic.
b.
c. Quiet; routine; matter-of-fact.
d.
e. Lively; moving; vigorous.

Leaderless Group Discussion 11-6

Communication Skill. This scale deals with the ease with
which the assessee conveyed his ideas to others and not withS • his amount of participation. It is not concerned with grammar

or pronunciation, but rather with whether others listened and

whether they quickly understood what he was trying to say. It
also deals with whether the assessee listened well and was

Stuned in to the other group members' ideas.
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APPENDIX A (cont'd)44.
Positive Behaviors Negative Behaviors

Put his ideas into words well. Was verbose; talked on after
Was alert; nodded; listened, others had the idea.
Made comments which facili- Acted bewildered.

tated the current flow Asked for repeated explana-
of communication. tions or clarifications.

Used nonverbal communication. Talked without getting ideas
Made good clarifications of clear to himself first.

others' ideas.

ScaLe:
a. Very low communication skill. Predominantly negative

behaviors shown.
b. Moderately low communication skill. More negative

than positive behaviors shown.
c. Average communication skill. About an even mixture of

positive and negative behaviors shown.
d. Good communication skill. More positive than negative

behaviors shown.

e. Very good communication skill. Predominantly positive
behaviors shown.

I Conglomerate Game 111-5

Oral Communication. Conveying ideas and listening to others.
This scale is not concerned with grammar or pronunciation,
but rather with whether others listened and understooe what
was said. Not a measure of participation.

Scale: a. Poor.
b. Fair.
c. Average.
d. Good.
e. Excellent.

Appraisal Interview 111-2

Oral Communication. This scale is directed at the assessee's

ability to speak (not the quality of his ideas).

Good Qualities Poor Qualities
Modulates voice. Mu-mbles or stammers.
Pronounces words correctly. Speaks abruptly.
Enunciates clearly. Makes grammatical errors.
Speaks tip. Loses train of thought.
Gestures appropriately. Speaks into hands.

174
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APPENDIX A (cont'd)

Scale-
a. Poor. Mostly poor qualities.
b. Fair. Many poor qualities, few good.
c. Average. Several poor qualities, several good.

d. Good. Few poor qualities, many good.
r e. Excellent. Mostly good qualities.

Simulate Global Rating

SCommunication Skills

Characteristics of Effectiveness

Ccmmunicating effectively with others by presenting
ideas or facts in a clear and concise manner; organiz-

ing the content of his communications into a logical
order; achieving an appropriate level of detai1;
articulating clearly; displaying an appropriate
vocabulary level; demonstrating accurate understanding
of communications addressed to him; using jargon or
special language only when it facilitates communic•-
tion; obtaining feedback from his listener to tsstII
understanding of his communications.

Characteristics of Ineffectiveness

Communicating ineffectively with others by omitting

or obscuring critical ideas or facts; distracting
listeners by using emotion-laden terms or language;
speaking hesitantly; asking irrelevant questions;
irritating listeners by belaboring points; making

distracting grammatical errors.

Simulate Scales:
Communication Skill (ANCOES)
Informal Oral (IOAC)
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APPENDIX A (cont'd)

2. Skill in Formal Oral Communication. The score for this general
indicator is composed of five rating scales from three assess-
ment exercises: (1) Entry Interview, (2) Leaderless Group
Discussion, and (3) Appraisal Interview. The ratings relate
to fluency, speaking ability, and the ability to organize
material for formal presentation.

The rating scales comprising Skill in Formal Oral Conimunication

are as follows:

Entry Interview No. 3

To what degree is he fluent and articulate?

a. Stammers; mutters; mispronounces and misuses words.
b.
c. Adequate grammar and speech mannerisms.

d.
e. Clear; distinct; expressive.

Leaderless Group Discussion I-i

Speaking Ability. This scale is directed toward the
assessee's speaking ability and not the quality of his
ideas.

Good Qualities Poor Qualities
Voice modulation for Mumbling; stammering.

effect. Repetitious use of uh, you
Effective use of pauses. know.
Clear pronunciation. Poor grammar.
Good volume. Loss of train of thought.
Appropriate gestures. Running ideas together.
Facial expressions. Flat monotone voice.

Scale:

a. Poor speech quality. Most poor qualities shown.
b. Fair speech quality. Many poor qualities, a few

good qualities shown.
"c. Average speech quality. Few poor qualities,

several good qualities shown.
d. Good speech quality. Almost no poor qualities,

many good qualities shown.
e. ExcellenLspeech quality. Most good qualities

shown.

1.
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APPENDIX A (cont'd)

Leaderless Group Discussion 1-2

Organization. This scale deals with the way the assessee
handled the materials given to him in his presentation to
the grcup. Much of the effectiveness of his presentation
depends on his selection of items to use and the way he
chooses to arrange them.

Organization Lack of Organization
Some form of introduction. Reading lists of non-
Recognition of points made relevant information.

by others or which could No mention or explana-
have been made by others. tion of weaknesses.

Grouping strong points. Trying to cover too many
Mentioning and explaining things.

weaknesses. No difference in emphasis
Assigning varying of different points.

priorities or values Uses handout forms as
to different points, crutch (overreliance

A good brief summary reem- on written material).
phasizing sLrong points.

Scale:
a. No evidence of organization. Most lacks shown.

b. Little organization. Many lacks, a few organi-
zation qualities shown.

"c. Moderately organized. A few lacks and several

Leaderless Group Discussion 1-3

Presentation Impact. This is an overall rating of the
presentation. Though it is partly organization and speaking
ability, it is much more. It is possible that a person with
good speaking ability could give a fairly well-organized
presentation and have little impact. Some of the things
which contribute to impact are:

Self-confidence Maintaining attention of
Eye contact other assessees
Use of names of other Effective use of gestures

assessees Effective use of humor
Use of blackboard or easel Use of personal reference

7 .
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Scale:
a. Very weak impact.
b. Weak impact.
c. Moderate impact.
d. Strong impact.

e. Vecy btrong impact.

Appraisal Interview 111-3

Use of Worksheets. This scale is directed at the assessee's
ability to use his outline worksheet and his narrative work-

3 sheet.

Good Qualities Poor Qualities
Uses outline as a guide. Heavy reliance on work-
Jots notes on narrative, sheet.
Covers areas in the outline. Writes continuously.
Departs into meaningful Noglects worksheets.

areas. Gets lost in worksheet.

Scale:
a. Poor. Mcstly poor qualities.
h). Fair. Many poor qualities, few good.
c. Average. Several poor qualities, several good.
d. Good. Few poor qualities, many good. VJ e. Excellent. Mostly good qualities.

3. ^kill in Written Communication. This score is made up of seven
..tems from three assessment exercises: (1) In-Basket, (2) Ap-
praisal Interview, and (3) the Writing Exercise. 1he ratings
include clarity, accuracy, and completeness of the assessee's
written material, as well as grammatical correctness.

The rating ý;cales comprising Skill in Written Communication are
as follows:

In-Basket No. 1 k

""Written Communications Skill

oa. eaning of the message is clearly understood
by the reader, well organized with no glar-
ing errors in grammar and spelling.

C-
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b.

c. Average readability and clarity, generally
accurate, occasionally effected by spelling
and grammar.

d.

e. Meaning of the message obscured, poor clarity,
inaccurate, very weak grammpr and spelling.

Appraisal Interview 11-1

Written Communication. This scale is directed at the

t assessee's ability to communicate by writing an evaluative
SI narrative.

Good Qualities Poor Qualities
* Is grammatically acceptable. Writes illegibly.
*Has good vocabulary. Has poor spelling.

Is easy to follow. Makes poor choice of
Writes clear and complete words.

I descriptions.

ScaLe:
3 a. Poor. Mostly poor qualities.

b. Fair. Many poor qualities, few good.

c. Average. Several poor qualities, several good.
d. Good. Few poor qualities, many good.
e. Excellent. Mostly good qualities.

Appraisal Interview 11-2

Organization. This scale is directed at the assessee's ability
to follow the instructions and organize his narrative within
three areas (description, selection, and explanation).

Good Qualities Poor Qualities
Describes candidate. Has confused sections.
Makes selection. Focuses on only one candidate.
Explains choice. Rambles; is without structure.

Scale:
a. Poor. Mostly poor qualities.
b. Fair. Many poor qualities, few good.
c. Average. Several poor qualities, several good.
d. Good. Few poor qualities, m:any good,
e. Excellent. Mostly good qualities.

179

i 1



APPENDIX A (cont'd)

Writing Exercise No. I

Accuracy of Information:

1 2 3 4 5

No One Two Three Four or More
I Errors Error Errors Errors Errors

Writing Exercise No. 2

Grammar:

5 4 3 2 1
Obvious Glaring Good General
Grammar Errors Adequate Engi.ish Usage

Writing Exercise No. 3

Spelling:

1 2 3 4 5
No One Two Three Four or More

Errors Error Errors Errors Errors
1A

Writing Exercise No. 5

Completeness: The following information is required for a
complete statement. Indicate what information was included
by a check mark.

a. Both writer and subject to include name, grade,
SSAN, unit (down to and including writer's
element).

b. Dates of assignment to supervisor's platoon. This
should be a from - to date inclusive of all time
assigned.

c. Number, reasons, and dates of counseling periods.
This may be listed or it may be written out.

d. Number of Article 15's and offenses while under
Ssupervisor's control. This may be listed or it

may be written out.

e. Rehabilitative Action Taken by Supervisor: Transfer

within the platoon.
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APPENDIX A (cont'd)

f. Recommendations - Summary: This should summarizeSEman s future potential to the Army and make a recom-
rmendation or action that should be taken relative to

individual at this time, i.e., discharged (unfit or
unsuitable), retained with unit transfer, counseled
by trained personnel, etc.

1 2 3 4 5 6
O-One Two Three Four Five Six
"Item Items In- Items Items Items Items
Included cluded Included Included Included Included

4. Intellectual Ability. This score is nmde up of two rating scales,
one from the Entry Interview and one from the LEADER War Game.
The scales have to do with the assessee's comprehension of the
game problem and with his general range of interests.

The scales comprising Intellectual Ability are as follows:

Entry Interview No. 6

How do you rate him on range uf interests?

a. Familiar with a broad range of topics. - H
b.
c. Limited in range of interests.
d.
e. Narrow range of interests.

-War Game IV-2

Problem Comprehension. This scale is directed at the assessee's
understanding of the problem. It will be demonstrated by the
questions he asks others, as well as the quality of recomi-
mendations he makes to the leader.

Scale,
a. Understood the game very well.
b. Good understanding of the game.
c. Moderate understanding of the game.

, d. Poor understanding of the game.
e. Very poor understanding of the game.

r
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5. Creative Ability. This score is based on one assessment rating
scale from the Entry Interview, as follows:

Entry Interview No. 13

How do you rate his creativity in envisioning the Army
"changing with a changing nation and world?

a. Kiny unique and thoughtful ideas about the
Army's adaptation.

be .

c. Comments show appreciation of some changes
needed, little uniqueness in changes un-
foreseen.

e. Fails to appreciate need for change; minimizes
adaptation needed.

6. Effectiveness in Interpersonal Situations. This score is based
on one assessment rating scale, the simulate global rating for
Social Skills (Interpersonal Competence), which is reproduced

l ~ ~as follows :

Simulate Global Rating

Social Skills (Interpersonal Competence)

Characteristics of Effectiveness

Dealing effectively with others by quickly diagnosing
important aspects of interpersonal situations; re-
acting sensitively to the needs of others; communicating
sincerity and a genuine interest in others; maintaining
or increasing the self-esteem of others during his
interaction with them; generating willing acceptance

| • of his influence.

S: Characteristics of Inieffectiveness

Dealing ineffectively with others by focusing almost
entirely on the task and ignoring needs of others during
his interaction with thein; showing little awareness or
concern about the effects of his behavior on others;
attempting to dominate others rather than working
toward cooperation and mutual trust; damaging the
self-esteem of others.
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• 7. Positive Impression. This indicator is based on two rating
scales, one each from the Entry Interview and the Leaderless

Group Discussion.

The scales are as follows:

Entry Interview No. 2

How do you rate his cheerfulness and sense of humor?

a. Very witty; bright; a sharp sense of humor.
b.p

c. Pleasant; a good conversationalist.
d.
e. Dull; humorless; no attempt at brightening

conversation.

Leaderless Group Discussion 11-5

Negative Social Impression. On this scale, ;he ratings should
reflect the degree to which the behaviors of the assessee were
likely tu rub others the wrong way Some behaviors likely to
create a negative social reaction are:

Attacking another's position Overtly showing superiority -

without regard to effect arrogance.on personal feelings. Personal attack.

Cutting off another person Displayed a vegative attitude
while speaking. that affected other's

Derogating ideas presented on willingness to participate.
policy or procedure.

Scale:
a. A higl. amount of negative behavior shown.
b. A moderate amount of negative behavior shown.
c. A low amount of negative behavior shown.
"d. Little or no negative behavior shown.
e. Not observed.

12. Note: A scoring adjustment was made for each of the
above items. For the Entry Interview item a=5,
b=4, c=4, d=3, and e-l. For the Leaderless Group
Discussion item a-l, b--2, c=4, d=4, and e=no score
(missing data).
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8, Effectiveness in Influencing Others. Nine rating scales were
included in this indicator, two each from the Leaderless Group
Discussion, LEADER War Came, and Conglomerate Came, and three
from the Assigned Leader Field Exercise (ALGE). Emergent

leadership and group facilitation are both emphasized in this
composite score.

The rating scales comprising Effectiveness in Influencing
Others are as follows:

Leaderless Group Discussion 11-2

Group leadership and Facilitation. This scale deals with
behaviors directed toward getting the group to carry out
procedures aimed at accomplishing the goal of group decision.
It is independent of attempts by the assessee to get his
man chosen or his projects funded. Independent means that
behaviors by the assessee may sometimes help or sometimes
hinder his projects cr candidate. The assessee may abandon
his position in pushing for a group decision or he may use
group leadership/facilitation as a strategy in support of
the interest he represents. His group leadership attempts
should be rated independently from his attempts to gain JJ
support for his projects or candidate. Some group leader-J ship/facilitation behaviors are:

Recommending orgaaizational Asking for policy sugges-
procedures. tions.

Calling for votes. Controlling interaction (e.g.,
Summarizing expressed feel- by calling on some members

ings. or cutting off others).
ualling for priorities. Redirecting discussion.
Recommending policy em- Pushing for meeting time

phasizIng group task, deadlines. V

Acting as ongoing Stating group conclusions.
recorder/secretary.

Scale:
a. Very little leadership/facilitation displayed.
b. Little leadership/facilitation shown.
c. Average leadership/facilitation shown.
d. Fair amount of leadership/facilitation shown.
e. Considerable leadership/facilitation shown.

1
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Leaderliss Group Discussion 11-3

Persuasiveness. This scale deals with the manner and success
with which the assessee argued for his projects or candidates.
It deals primarily with the effectiveness of his persuasive
behaviors. If the assessee made little or no attempt at
persuasion, he could not be very effective. On the other hand,
an assessee might show great skill while trying various per-
suasion strategies and still not win all his objectives. The
"highest ratings should go to assessees who showed awareness
of resistance areas, and who showed some adaptability in
their overall persuasion program and not simply to the man

• - whose projects or candidate were finally supported.

EfIfecive Persuasive Ineffective Persuasive
Behavlors Behaviors

Challenging other's arguments Repetition of the same points
without offending. when they have not had

Rebuttal of challenge without impact.
offending. Argument which is offensive.

Anticipation of weaknesses and Failure to counteract attacks
having reactions prepared. on weak poirts.

Trading support with other Arguments which do not
assessees (forming recognize policy adopted

alliances), by the group.

Scale:
a. Mostly ineffective in persuasion.
b. More ineffective than effective in persuasion.
c. Mixed effective and iieffective persuasive behaviors.
d. More effective than ineffective in persuasion.
e. Mostly effective in persuasion.
f. Not observed.

War Game 111-2

Leadership. This scale is directcd at the appointed leader's
ability to influence members of the team. The impact of the
leader on others, as well as the leader, must be observed to
complete this scale. Examples of good leadership behaviors
include displaying initiative, issuing instructions, assigning
tasks and responsibilities, and supervising performance.

Scale:
a. Very good leadership.

. b. Good leadership.
c. RModerate leadership.
d. Poor leadership.
e. Very poor leadership.

185

- =__-----. - -- - - - --



APPENDIX A (cont'd)

War Game IV-3

Leadership Emergence. This scale is directed at the assessee's
ability to emerge as a leader when he is in a follower role.

SAn emergent leader does much of the directing and makes fre-
qu.nt suggestions which are supported bv the group. In many
cases, little emergent leadership will be displayed. Do not
be concerned if most assessees appear below average on this
scale.

Scale:
a. No emergent leadership displayed.
b. A small amount of emergent leadership diaplayed.
c. Moderate emergent leadership displayed.
d. Iligh amount of emergent leadership displayed.
e. Very high amount of emergent leadership

displayed.

Conglomerate Game 111-2

Group Facilitation. Pulling self and others toward the group3 goal and working towards winning.

Scale:
a. Poor.
b. Fair.
c. Average.
d. Good.
e. Excellent.
f. Not Observed.

Conglomerate Game 111-3

Leadership Emergence. Leading and directing the group effort
in whatever direction or game strategy undertaken.

Scale:
a. Poor.
b. Fair.
c. Average.
d. Good.
e. Excellent.
f. Not Observed.
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ALGE III-1

Emergent Leadership. This scale is directed at the assessee's
ability to emerge as the leader, when he is in a follower role.

Good Qualities Poor Qualities

Take charge. Makes no attempt
Makes valued suggestions. to lead.
His instructions are Suggestions dis-

followed, regarded by
He does much/most of the group.

directing.

Scale:
a. Poor. Mostly poor qualities.
b. Fair. Many poor qualities, few good.
c. Average. Several poor qualities, several good.
d. Good. Few poor qualities, many good.
e. Excellent. Mostly good qualities.

ALGE 111-2

Group Facilitation. This scale is directed at the assessee' s
ability to pull the group towards the goal.

Good Qualities Poor Qualities
Actively assists. Displays no enthusiasm.

-. Does his share or more. Makes negative comments.
A key man in all the tasks. Waits to be told what to do
Takes action on his own at and/or when to do it.

obstacles/mission sites. No suggestions.

Scale:
a. Poor. Mostly poor qualities.
"b. Fair. Many poor qualities, few good.
c. Average. Several poor qualities, several good.
d. Good. Few poor qualities, many good.
e. Excellent. Mostly good qualities.

"ALCE 1-2

Leadership. This scale is directed at the assessee's ability
to lead, i.e., influence the group to carry out procedures- aimed at accomplishing the goal.
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Good Qualities Poor Qualities
Issues instructions. Does not control.

Sets example. Allows 3thers to take
Supervises performance. the lead.
Makes corrections. Trys to do everything
Encourages. himself.
Assigns tasks/responsibilities. Overdirects.

Scale:
a. Poor. Mostly poor qualities.
b. Fair. Many poor qualities, few good.
c. Average. Several poor qualities, several good.
d. Good. Few poor qualities, many good.
e. Excellent. Mostly good qualities.

9. Effectiveness in Working With Superiors. This general indicator

is made up of two scales, an assessor rating on effectiveness in
working with superiors from the In-Basket exercise and a be-
havioral checklist scale from the Simulate. For the IOAC group,
the Simulate scale is Working With Superiors; for IOBC and
ANCOES, the scale is Informing Superiors.

The rating scales comprising Effectiveness in Working With pj Superiors are as follows:

In-Basket Ni. 14

Working With Superiors:

a. Often failed to implement decisions, to keep
the commander informed, or to provide
meaningful recommendations.

b.

c. Effective in some areas.

d.

e. Worked effectively with superiors by implement-
ing decisions, by keeping the comnander informed,
and by providing meaningful recommendations.

¶ Simulate Scales:
Working with Superiors, 18 items, bOAC.
Informing Superiors, 15 items, !0BC.

7 Informing Superiors, 9 items, ANCOES.
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10. Organizational Ability. This general indicator is composed of

three scales: (1) an assessor rating on the assessee's quality
of organization selection, while performing in the LEADER War
Game; (2) a rating of the assessee's planning and organizingI *during In-Basket exercise performance; and (3) Simulate check-
list scales for the ANCOES and IOBC groups.

The rating scales comprising Organizational Ability are as
follows:

War Game III-1

Organization. This scale deals with the quality of the
organization the leader selected. Much of the effectiveness
of the team depends upon adequate organization. A goodI organization handles the functions of offensive systems,
defensive systems, research and development, intelligence
and comptroller, as well as allowing the leader to plan,
direct, and supervise the team's activities.

Scale:
a. Very poor organization.
b. Poor organization.
c. Moderate quality of organization.
d. Well organized.
e. Very well organized.

In-Basket No. 2

Planning and Organizing:

___ a. Failed to plan work, organize materials, or
establish priorities.

b.

c. Made some plans with a little organization. A
few priorities were established.

d.

e. Formulated a strategy to accomplish the task,
displayed organization in his approach to the
items, clearly established priorities.

Simulate Scales:
Administrative Skills, 7 items, ANCOES.
Coordinates Activities, 6 items, IOBC.
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1i. Planning Ability. This general indicator is made up of six
rating scales from four exercises--one each from the LEADERI •War Game and the ALGE Field Exercise, and two each from the
In-Basket exercise and the Appraisal Interview. In addition
to general ratings of Planning Ability, scales in this
indicator are also concerned with attention to detail and
problem analysis in the In-Basket exercise, and selection and
organization of topics for the Appraisal Interview.

1 •Scales comprising Planning Ability are as follows:

War Game 111-3

Planning. This scale is directed at the quality of the
leader's plan to accomplish the tasks the game presents
while he Is leader. Good qualities include actions which
demonstrate an analysis of the task such as good use of
time and tentative budget allocation to subordinates, as
well as attention to detail and completeness.

Scale:
a. Very poor planning.

Sb. Poor plaaning.
c. Moderate quality plarning.
d. Good planning.J e. Very good planning.

In-Basket No. 9

Attention to Detail:

a. Rarely recognized details.

b.

c. Some decisions were affected by assessee
failing to recognize significant points.

d.

e. Recognized details or problems that most
people failed to pick up.
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In-Basket No. 3

Problem Analysis (five designated problems):

a. Always made excellent problem analysis.

b.

-_ c. Mýade good problem analysis on three of the

five designated problems.

S•• d.

____ e. Rarely made correct problem analysis.

! IAppraisal Interview I-1

Organization. This scale is directed at the assessee's
ability to outline and organize the elements and topics
of the interview.

Good Qualities Poor Qualities
SAcknowledges need for rapport. Writes out script.

Allots time for each area. Allocates time un-11Sequences topics to be covered, realistically.Acknowledges need for closure. Prepares too many topics.
Starts slowly with easy topics. Prepares too few topics.

Does not outline (lists).

Scale:
a. Poor. Mostly poor qualities.
b. Fair. Many poor qualities, few good.
c. Average. Several poor qualities, several good.
d. Good. Few poor qualities, many good.
e. Excellent. Mostly good qualities.

Appraisal Interview 1-2

Topc. This scale is directed at the assessee's ability to

select meaningful and relevant, but not sensitive, topics
for the interview.
Good Qualities Poor Qualities

Has meaningful content. Has Irrelevant topics.
Makes effort to be Has sensitive topics.
Has job-specific content. on topics.
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Scale:
a. Poor. Mostly poor qualities.
b. Fair. Many poor qualities, few good.
c. Average. Several poor qualities, several good.
d. Good. Few poor qualities, many good.
e. Excellent. Mostly good quaiities.

ALGE I-1

Planning. This scale is directed at the quality of the
assessee's plan.

Good Qualities Poor Qualities§
Plan addresses both obstacle Plan incomplete.

and task. Plan does not address
Plan includes organization of organization.

team. No selection of items
Plan includes appropriate included.

selection of items. No apparent plan at
Plan includes contingencies. all.
Plan includes attention to Plan ignores critical

detail, details.

Scale:
a. Poor. Mostly poor qualities.
b. Fair. Many poor qualities, few good.
c. Average. Several poor qualities, several good.
d. Good. Few poor qualities, many good.
e. Excellent. Mostly good qualities.

12. Directing Ability. This general indicator includes one rating
scale from In-BLsket exercise, which rates the correctness of
the assessee's delegation of actions or decisions, and Simulate
behavior checklist scales for the IOAC and IOBC groups.

Scales comprising Directing Ability are as follows:

In-Basket No. 5

Directing Ability:

a. Decisions or actions were delegated to the

correct individuals.

h.

___c. Occasionally delegated appropriate actions.

d .

e. Us-ally failed to recognize where a decision
or action should be delegated.
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Simulate Scales:
Directing, five items, IOAC.
Appropriate Instructions, four items, IOBCG 1.

13. Work Motivation. This indicator is made up of three rating scales:
I• (I) a rating of assessee's attitude toward the Army as a work

"environment, from the Entry Interview; (2) a rating of motivation/
attitude from the ALGE Field Exercise; and (3) the Simulate global
rating of motivation.

Scales comprising Work Motivation are as follows:

Entry Interview No. 12

How do you rate his attitude toward the Army as a work
environment?

a. Rather negative; says little of a positive nature.
b.
c. Mixed; some positive and some negative comments

about Army work atmoRphere.
d.

t e. Generally positive; a few constructive criticisms.

ALGE 11-1

Motivation/Attitude:

Good Qualities Poor Qualities
Enthusiastic. Negative comments.
Positive statements. Waits to be told what to do.
Eager. Needs prodding.
Does his share or more. Lack of humor.
Initiates action. Complains or makes dis-
Encourages others. couraging remarks.
Accepts the problem.

Scale:

a. Poor. Mostly poor qualities.
b. Fair. Many poor qualities, few good.
c. Average. Several poor qualities, several good.
d. Good. Few poor qualities, many good.I e. Excellent. Mostly good qualities.
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Simulate Global Rating

3 Motivation

Characteristics of Effectiveness

Maintains a high level of motivation as evidenced
by approaching new tasks in a positive manner;
desiring to complete work on time; maintaining
realistically high standards for the quality of
work; persevering in the face of barriers to task
accomplishment; displaying high level of concen-
tration upon accomplishment of objectives or
missions.

Characteristics of Ineffectiveness

Maintains a low level of motivation by taking a negative
attitude toward initiating new tasks; maintaining quality
standards which are lower than can be tolerated by the
organization; pursuing personal goals at the expense of
o rganizational goals; failing to display any initiative 1
in performing duties or solving problems.

14. Social Motivation. Tils indicator consists of four rating
scales, one each from Leaderless Group Discussion, Con-
glomerate Game, In-Basket, and the Appraisal Interview. The
scales are primarily concerned with rating the assessee's
concern and sensitivity for the feelings of others, and with

• the need for establishing rapport and friendly relations.
ii

The scales comprising Social Motivation are as follows:

Leaderless Group Discussion II-4

Concern with Social Interaction and Personal Feeling. This

scale deals with sensitivity to feelings as opposed to
driving taszk orientation. It involves sensitivity to
negative feelings aroused by the assessee and by others in
the group. More than this, it shows positive concern for
establishing friendliness in addition to accomplishing the
task at hand. Some behaviors showing concerti for feelings
and social interaction are:Ih
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Smiling. Smoothing over a hostile interaction.
Joking. Apologizing when offense is taken.
Questions about personal Showing support for the value of

background which show another's ideas when they are
genuine interest, rejected.

Sharing personal informa- Inviting participation by a nervous,
tion. reticent group member.

Scale:
a. No social concern shown.
b. Little social concern shown.
c. Moderate social concern shown.

Sd. Fairly high social concern shown.
e. Very high social concern shown.
f. Not observed.

Conglomerate Game 111-4
t

Social Interaction. Sensitivity to feelings as opposed toI I driving task orientation. Involves sensitivity to negative
feelings aroused by the assessee and by others in the group.
It shows positive concern for establishing friendliness, in
addition to accomplishing the task at hand.

Scale:
a. Poor.
b. Fair.
c. Average.
"d. Good.
e. Excellent.
f. Not Observed.

In-Basket No. 10

Sensitivity:

a. Frequently concerned with the welfare of others;
perceived and reacted sensitively to their needs.

__ _b.

c. Occasionally concerned with the welfare of others.

d.

e. Seldom reacted sensitively to others. Demonstrated
a disregard for the weltare of subordinates.
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- Appraisal Interview 111-4

* Accommodation. This scale is directed at the assessee's
ability and willingness to put himself out and work at
establishing a modicum of rapport and creating a semblance
of a comfortable atmosphere.

Good Qualities Poor Qualities
t Smiles and nods. Acts superior.
"- Is relaxed. Acts incredulous.

Is animated. Is stiff and formal.
Establishes rapport. Acts bored.
Responds supportively. Frequently interrupts.

Scale:
a. Poor. MIostly poor qualities.
b. Fair. Many poor qualities, few good.
C. Average. Several poor qualities, several good.
d. Good. Few poor qualities, many good.I poorman
e. Excellent. Mostly good qualities.

15. Decisiveness. This general indicator is made up of two rating
scales, one each from the In-Basket and ALGE Field Exercise.
The ratings emphasize the timeliness of the assessee's decision
making.

The scales comprising Decisiveness are as follows:

In-Basket No. 13

Decis iveness:

i a. Frequently made timely decisions.

_b.

c. Occasionally failed to make decisions, or some
de(isions made were not timely.

d.

" e. Seldom made decisions, or most decisions made
were not timely.
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1 ALCE 1-3

Decisiveness. This scale is directed at the assessee's
ability to make clear-cut and timely decisions.

Good Qualities Poor Qualities
Makes decisions promptly. Frequently changes mind.SSticks by decisions. Decide% hesitantly or too late.

Decisions are clear-cut. Uses poor judgment.
I Decisions of good quality. Doesn't consider consequences.

Changes when challenged byI ' ___ other member(s).

! I Scale.

a. Poor. Nostly poor qualities.
b. Fair. Many poor qualities, few good.
c. Average. Several poor qualities, several good.
d. Good. Few poor qualities, many good.j le. Excellent. Mostly good qualities.

S16. Use of Available Information. This indicator is t.ade up of three
assessment scales, one each from Conglomeratu Game, In-Basket
exercise, and the Simulate. The Conglomerate rating emphasizes
the assessee's receptivity to the ideas of others; the In-Basket
rating is concerned with the assessee's use of available informa--
tion; and the Simulate behavioral checklist scales rate the
seeking of information and the use of information.

The scales comprising Use of Available Information are as follows:

Conglomerate Game II-1

i Receptivity: Listening to and considering ideas from others.

I S-cale:
a. Poor.

b. Fair. iS~c. Average.":

d. Good.
e. Excellent.
f. Not Observed.
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In-BasketNo8

Use of Available Information:

a. Seldom used available information and only

sought additional information in a few cases.

b.

c. Occasionally used available information and

sought additional information.

d.

e. Frequently used available information and

sought additional information as needed.

•:imulate Scales:

Information Seeking, 6 items, ANCOES.IJ
Information Seeking, 8 items, IOBC.

Use of Informat 4.on, 3 items, IOAC.

j 12. Decision Quality. This indicator is made up of four assessment L

scales from the Conglomerace Game, In-Basket exercise, and the

Simulate. The Simulate contributes two scales, the Decision-

Making global rating and a behavior checklist scale for

Decision Quality.

"The scales comprising Decision Quality are as follows:

Conglomerate Game 111-7

Judgment. The ability to reach logical conclusions based on

the information at hand. Includes intelligent, logical, and

realistic decisions or suggestions.

Scale:
a. Poor.

b. Fair.
c. Average.
d. Good.
e. Excellent.
f. Not Observed.

I.
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APPENDIX A (cont'd)

In-Basket No. 4

Decision Making:

a. Seldom made quality decisions which solved the
problem. Decisions solved only a minor aspect

of the problem.

__ _b.

c. Occasionally made quality decisions.

_ ._V 11

__ e. Frequently made quality decisions which had

immediate and long-range applicability.

Amulate Global Rating

Derision Kaking

MkgCharacteristics of Effectiveness

ýViking effective decisions by identifying the major
I a:;pects of the problem; actively searching for facts
relevant to the decision; evolving decisions which
are technically correct in view of available infornia-
tion and circumstances; producing decisions which are
timely in view of requirements of the task or situation;
taking into account all possible contingencies, alterna-
tives, and possibilities; making all decisions which are
"properly his to make.

Characteri.;tics of ineffectiveness

.- Making ineffective decisions by ignoring or overlooking
sources of relevant information; focusing narrowly on
relatively minor aspects of the problem; vacillating
indecisively beyond the time frame in which an optimal
"decision can he implemented; refusing to accept decision-
making rvsponsibilit' "hclih is properly his by referring

V" it upward or downward.
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APPENDIX A (cont'd)

Simulate Scale:
Decision Quality, 13 items, IOBC.
Decision Quality, 3 items, IOAC.
Decision Quality, 5 items, ANCOES.

18. Tolerance of Stress. This indicator is made up of two assessment
scales from the ALGE Field Exercise and the Simulate. Both scales
are specifically addressed to stress tolerance. The Simulate be-
havior checklist scale is used with IOAC only.

The scales comprising Tolerance of Stress are as follows:

ALGE 111-2

Stress Tolerance. This scale is directed at the assessee's
ability to control anxiety.

Good Qualities Poor Qualities
Kept "cool." Lost "cool."
Maintainpd humor Appeared angry.

throughout. Negative reaction to
leaders' instructions.

Scale:
a. Poor. Mostly poor qualities.

b. Fair. Many poor qualities, few good.c. Average. Several poor qualities, several good.
d. Good. Few poor qualities, many good.
e. Excellent. Mostly good qualities.

Simulate Scale:
Stress Tolerance, 4 items, IOAC.

19. Behavioral Flexibility. This indicator is made up of five Items
from four assessment exercises, two from the Entry Interview and
one each from LEADER War Came, ALGE Field Exercise, and the
Simulate. The two ratings from the entry interview have to do
with the assessee's evaluation of his own strengths and weak-
nesses. The rating scales from LEADER and ALGE both are concerned
with the assessee's ability to change and adjust to conditions in
those exercises. The Simulate behavior checklist scale applies to
the IOAC group only and rates the assessee's flexibility in pre-
selected simulate situations.

F=

200

§ - _MA



APPENDIX A (cont'd)

The scales comprising Behavioral Flexibility are as follows:

I Entry Interview No. 8

k - How does he evaluate his own assets?

a. Inaccurate evaluation of assets.
b.

Sc. Adequate recognition of assets.
d.
e. Accurate evaluation of assets.

Entry Interview No. 9

3 How does lie evaluate his o-.n liabilities?

a. Inaccurate evaluation of liabilities.
b.

Ac. Adequate recognition of liabilities.
d.
e. Accurate evaluation of liabilities.

War Game 111-4

Flexibility. This scale is directed at the leader's abilityI to recognize need for change and to readily adjust as neces-
sary. fligh flexibility includes readiness to evaluate other's
recommendations as well as changing strategy and team organi-
zation when earlier plans proved less effective.

Scale:

a. Very high flexibility.
b. Good flexibility.
c. Moderate flexibility.

d. Poor flexibility.
e. Very poor flexibility.

ALGE 1-4

Flexibility. This scale is directed at the assessee's ability
to recognize need to change and to readily adjust as necessary.
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APPENDIX A (cont'd)

Good Qu!alities Poor Qualities
Tries another approach when Won't vary his approach,

plan is rot working. even when unsuccessful.
Accepts suggestions of others. Doesn't accept other's
Innovative solutions. suggestions.

Scale:
a. Poor. Mostly poor qualities.
b. Fair. Many poor qualities, few good.
c. Average. Several poor qualities, several good.
d. Good. Few poor qualities, many good.
e. Excellent. Mostly good qualities.

Simulate Scale:
Flexibility, 3 items, lOAC.

20. Self-Confidence. This indicator is made up of three rating
scales, one each from the Entry Interview, In-Basket, and
the Appraisal Interview. The ratings have to do with the
assessee's confidence in expression of opinion and problem
solving, and with assessee appearance of self-confidence.

Scales comprising Self-Confidence are as follows:

Entry Interview No. 5

How do you rate him on expression of opinion?

a. Uncertain; indecisive; evasive; vacillates.
b0.
c. Reasonably sure of self; some indecision.

r d.
e. Definite; forceful; firm.

In-Basket No. 12

Self-Confidence:

a. Seldom confident in problem solutions.

b.

c. Was confident about several specific items,
.- but lacked confidence in overall in-basket

solution.

d.

c. Confident that his problem solutions are
correct.
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I APPENDIX A (cont'd)
Appraisal Interview IIl-i

Self-Confidence. This scale is directed at the assessee's
ability to conduct and project himself in a self-assured,

, jconfident manner.

Good Qualities Poor Qualities
Is poised. Speaks unsteadily.
Is calm. Appears nervous or anxious.
Speaks firmly. Loses initiative of interview.

Scale:
a. Poor. Mostly poor qualities.
b. Fair. Many poor qualities, few good.
c. Average. Several poor qualities, several good.
d. Good. Few poor qualities, many good.
e. Excellent. Mostly good qualities.

3 21. Display of Initiative. This general indicator is made up of one
rating from the In-Basket exercise and a behavior checklist scale
from the Simulate. Behavior checklist scales for initiative are3 available for IOAC and ANCOES assessees.

The scales comprising Display of Ini'iative are as follows:

J In-Basket No. 15

Personal Actions and Initiative:

a. Frequently took appropriate action on his own.
Displayed initiative beyond the requirements

of the task.

b.

c. Occasionally took appropriate action on his own.

_ d.

e. Seldom took action on his own. (Delayed, dele-
gated, or referred) Took inappropriate action.
Displayed a lack of initiative.

[ Simulate Scales:
Initiative, 3 items, IOI.C.
Initiative, 3 items, ANCOES.
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APPENDIX A (cont'd)

22. Facilitation of Subordinates. This indicator is based on
behavior checklist scales from the Simulate.

The scales for Facilitation of Subordinates are as follows:

Simulate Scales:
Facilitation, 12 items, IOAC.
Informing Subordinates, 13 items, IOBC.
Informing Subordinates, 9 items, ANCOES.

23. Effective Support of Subordinates. This general indicator is
available for the IOAC and ANCOES populations only. The score
for the indicator is based upon behavior checklist scales from
the Simulate.

Scales for Effective Support of Subordinates are as follows:

Simulate Scales:
Support of Subordinates, 8 items, bAG.

Concern for Subordinates, 4 items, ANCOES.

24. Motivating Subordinates. This indicator is based on behavior
checklist scales from the Simulate.

3 The scales for Motivating Subordinates are as follows:

Simulate Scales:
Motivating Subordinates, 10 items, IOAC.
Rewards Performance, 3 items, IOBC.
Rewards Performance, 5 items, ANCOES.

25. Developing Unit Cohesion and Esprit. This indicator is available
for the IOAC population only and is based on a behavioral check-
list scale from the Simulate.

! The scale for Developing Unit Cohesion and Esprit is as follows:

Simulate Scale:

Developing Esprit, 3 items, IOAC.

26. Quality Control of Subordinate and Unit Performance. This iudlcator
is available for the IOAC and ANCOES populations only and is based
on behavioral checklist scales from the Simulate.
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APPENDIX A (cont'd)

Scales for QualiL, Control are as follows:

W •Simulate Scaies:
FQuality Control, 8 items, 1OAC.

-" Quality Control, 5 items, ANCOES.
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I
I STUIJENT EVALUATION FORM

] INSTRUCTIONS

The material in this booklet describes a number of tasks whichIr you are to perform. These will range from listing certain items to
i •analysis of a case study.

This evaluation period is six hours long. At the beginning of
the period everyone will watch a short video taped group discussion
after which each student will make several ratings of the d4.scussants.
Once that task is completed, you are to complete the remaining tasks.

You may take a break if you feel that you need to. Do not dis-
cuss this evaluation with other students. When you have completed

iI the booklet turn it in to the instructor.
TASKS [

1. You are going to view a video-tape of a group discussion. Observeji the interaction and identify the behaviors that are either effec-
tive or ineffective in influencing others. List five effective
and five ineffective factors.

14

a. Effective Factors

b. Ineffective Factors

2. Three interpersonal situations are described below. Read each

description carefully and then select one from the list of alter-
"native behaviors presented immediately below the description. The
alternative behaviors describe actions which could be taken.
Select the one which you would perform in that situation.

a. You have been drilling a squad in preparation for the upcoming
drill competition. You have been having quite a bit of trouble
getting the men to improve their performance. You are really
tired since you've been at it all afternoon. You had Just
given an order and one of the men asked "Sir, are you supposed
to give a facing movement when we're at present arms?"

j $ •You would:

(1) Tell the man that you're in charge and that you give the
orders.

207

[
-, ......-. .. . - - -

• • , i I i I I I i I'= " I I I • •p



I

(2) Reprimand the man for talking in formation.

(3) Have the man fall out and punish him In some way.

(4) Acknowledge the error and then continue the drilling.

(5) Acknowledge the error, plan to coin.,el the man later
concerning his lack of tact, and then continue the
drilling.

(6) Dismiss the men because you obviously are fatigued or
you wouldn't have made the error.

b. You lire talking with your commanding officer, lie has just
asked you if you would stay after duty hours to help him with
a project which he is doing for a civilian club of which he
is a member. You had already made plans to attend an event
with several other officers.
You would tell your commanding officer that:

(1) You will stay but you have to inform your friends that
you will not be able to go with them.

(2) You are unable to stay today due to previous plans. I
(3) You don't feel that it is appropriate to ask you to stay

after duty hours.

(4) You would be happy to stay.

(5) You cannot stay.

c. As a platoon leader you are ii the process of preparing for
a ,an inspection by the commanding officer of your platoon. You

ihad told the platoon sergeant how you wanted the man to dis-
play their equipment. The seigeant has just told you that

lhe doesn't think that that type of display is regulation.
You would tell the sergeant that"

just as you had described.

(2) lie could well be right since he has quite a bit of

experience and to have the men set them up to conform to

Li
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(3) He was out of step with the "new" Army.

(4) You know what the regulations are and if he isn't sure
he had better check with them himself.

S(5) He should do it any way he wanted to.

* (6) You will not stand for your platoon sergeant to question
your orders in front of the men.

$ I 3. Analyze the following situation to identify the probable course of

the problem specified below.

Problem: Master Sergeant Healy, an acting platoon leader of the
2nd Platoon is not only acting very coldly and in a hostile manner
toward 2Lc. Bolin, the platoon leader of the 1st Platoon, but he
has made several remarks about 2Lt. Bolin trying to run the company.

Situation:
Captain Hands was short one officer in his company and

assigned the ranking platoon sergeant, Master Sergeant Healy, as
acting platoon leader of the 2nd Platoon. During the weekly
platoon leader's meeting he noticed Master Sergeant Healy's be-
havior toward 2Lt. Bolin. Healy acted in a very cold and hostile
manner toward Bolin. CapLaiu Hands was uncertain whether 2Lt.
Bolin was not aware of the sergeant's behavior or whether he was
just ignoring it as he definitely did not show his awareness by
his actions.

Later, he heard the first sergeant discussing a detail of
men with Master Sergeant Healy and Healy stated that the lieu-
tenant should get the detail since he's trying to run the company.

Captain Hands knew that until recently Healy and Bolin had
gotten along well, so he revicwed the information which he had
on each of the men.

Master Sergeant llcaly is 42 years old, has 19 years of
E 'experience, and has been with the company for several years. He

is competent and runs a good platoon.

Second Lt. Bolin is 22 years old and was assigned to the
company about two weeks ago. He has no troop command experience

and no enlisted experience. He has gained a reputation as a

[
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conscientious and hard worker. lie seems to get along well with
the other platoon leaders.

Captain Arrms decided to talk with the executive officer,
"Lt. Sams, to determine whether or not he knows anything related
to tile problem. Lt. Sams stated that he can't think of anything
which could have caused such a reaction. Hle said that the lastS• time he had seen, tile two men at tile same time was tile previous"
week. At that time he had been crossing the company area and

noticed SFC Rigdon, one of the 2nd Platoon squad leaders, training
his squad. The squad was performing in a sloppy manner with very
little enthusiasm and making a number of obvioub mistakes. As
he was on his way to talk with SFC Rigdon about it, 2nd Lt. Bolin,
who was closer, went over to the squad, took the squad leader
aside, and corrected him. After that the squad straightened tip.
Lt. Sams said that he stayed around a little while to watch and
saw Master Sergeant Healy enter the company area. About then
2Lt. Bolin left, and as le met Healy he spoke to him and left theII
area. Lt. Sams was certain that there has not been any more con-
tact between the two men.

C,\ptain Arms has to decide what is causing the problem or
the whole company may be affected, as all of the NCOs in the
company seem to know about the problem.

T1he probable cause of the problem is:

4. There dre several factors that can affect communica-

tion within an organiational hierarchy. List five factors for
each of the following processes which caii affect communication. p
a. Upward communication

b. Dcwnward communication

5. List seven factors which mnst be included in a well-written "After

L. Action" report.

6. Write an "After-Action" report describing the content of the train-i • Ing exer,: ise in which you participated. (If you participated in I
two, write the report on the controlled simulation.)

7. Assume you are a platoon leader of an airborne Infantry company.
The company is at full strength (6 officers, 176 enlisted). The
inventory of platoon equipment is presented on the next page. The

company commander has assigned you two tasks. T'he content of the
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RIFLE PLATOON/IIQ

EQUIPMENT INVENTORY

i

No.

! I B49272 3 Bayonet-Knife:W/Scabbard for XMI6EI Rifle 4
B67081 3 Binocular: 6X30 Military Reticle 2
C68719 1 Cable Telephone: WD-I/TT DR-8 1320 FT 2
E63317 2 Compass Magnetic:Lensatic 1:58 in Dia Dial 3

|K23746 I Iteadset-Microphone . H-161/U 1

"M35691 2 Metascopc Assembly:Image Infrared Transistorized 1
Q20935 1 Radiacmeter: IM-93/UD 2
Q21483 I Radiacmeter: IM-174/PD 1
Q35454 1 Radiost t: AN/PRC-6 2
Q37005 I Radio Set: AN/PRC-25 1
R56742 1 Reel Equipment: Portable Wire Laying Unit I
R94977 3 Rifle 5.56 Millimeter:With Bipod 4V30252 1 Telephone Set: TA-i/PT 6

W28757 8 Tool Kit: General Use Ttols Sig Part/DWG No TE33 1

3 Rifle Squads

B49272 3 Bayonet-Knife:W/Sc',,jiard For )a[I6E1 FLitle 30
E63317 2 Compass Magnetic:Lensztic 1/58 In Dia Dial 9
L44575 3 Launcher Grenade: 40 Millimeter 6
M96741 3 Pistol Caliber .45 Automatic: 6 U
Q354 54 1 Redio Set: AN/PRC-6 3
R94977 3 Rifle 5.56 Millinmeter:With Bipod 24
1b2q238 2 Starlight Score Hand Held Or Weapon Mounted 7 Items 6

3 Weapons Squads

B49272 3 Bayonet-Knife:W/Scabbard For XMI6EI Rifle Ii

B67081 3 Binocular: 6X30 Military Reticle 3
E63317 2 Compass Magnetic:Lensatic 1.58 In Dis Dial I
L92386 3 Machine Gun 7.62 Iillimeter:Light Flexible 2
M75714 3 Mount Tripod M-achine Gun:7.?2 Millimeter 2
N96741 3 Pistol Caliber .45 Automatic: 8
Q3545 4 1 Radio Set: AN/PRC-6 1
R94977 3 Rifle 5.56 Millimeter:Witlh Bipid 3
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I2
plans developed for task accomplishment should conform to

3• elements of a good plan.

a. Task number one - One of your duties is to serve as Mess
Officer. The company is going to the field for two days.
The bivouac area will be 35 miles from the company area.
You are to develop a plan for getting the mess area set
up before the rest of the company arrives.

b. Task number two - You are to develop a plan for a patrol
mission. The mission is to send out a four-man 48-hour
reconnaissance patrol to locate enemy artillery positions.

8. Analyze each of the following situations. In each situation
you will be required to identify a principle of organization
and state how it is involved in the situation.

Example: An officer is assigned to a job which involves the5 direct supervision of 75 subordinates.

The principle of organization which is involved is span
of control. It is involved in this situation since no super-
visor should be responsible for a greater number of subordinates
than can be effectively supervised and 75 would likely exceed

the optimum number of subordinates.

For two of the situations you will also be required to
identify two effective and two ineffective supervisory be-
haviors. Examples of effertive supervisory behaviors are
(a) identifying and maintaining an awareness of the unit's
state of morale and (b) distinguishing between failures re-
sulting from lack of ability and failures resulting from poor
motivation. Examples of ineffective supervisory behaviors are
(a) ignoring the problems and complaints of members of the unit
and (b) not expiaining why assigned tasks must be accomplished.

a. Analyze the following situation and identify two effective
and two ineffective supervisory behaviors. The supervisor
may be the same in all instances, as several command levels
ray be involved. You are also to identify one principle of
organization and state how this principle is involved in the
situation.

The platoon is preparing to leave the company area for
a training area. Lt. Mayo, the platoon leader, loudly told
the men to load up, and then asked the platoon sergeant,
SFC Lewis, if everything was ready. SFC Lewis told him
they were nearly ready and asked if some of the crew-served
weapons could bu left behind. He stated that if it was an
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j attack problem there wouldn't be enough men to displace them
by hand. Lt. Mayo told him that he knew better than that
since it was a defense problem. lie then told SFK Lewis to

* move the men out.

During the problem Lt. Mayo checked several of the men
and changed tile sergeant's instructions. When they protested
ihe told them that he was in charge and not to forget it.

After the problem the men assembled for the return, but
ithe trucks failed to show up. IL. Mayo prepared to return to

the company area in the jeep. SFC Lewis asked him about the

weapons as there weren't enough men to carry them back. Lt.
Mayo told him that they would just have to make out, and then

left. When the men asked about tile weapons thle sergeant told
them that they would just have to carry them. He then stated3 that he would try Lo obtain some men from a rifle squad to help.

(1) Supervisory BehaviorsIK
(a) Effective 

4

(b) IneffectiveII
(2) Principle of Organization

b. Anaiyze the fol lowing si tuito and identify two effect ive
and two ineffective supervisoyy behaviors. The supervisor
may not be the same in all instances, as several command
levels may be involved. You are also to identify one principle
of organization and state how this principle is involved in
the situation.

Sergeant Hlealy, a team leader, is talking with Sergeant
Smith, a squad leader whose squad is acting as outguard for
the platoon during a night field maneuver. Sergeant Healy has
just commented on how exhausted everyone is and how glad he Is
that there is only one more day of the problem.

Sergeant Smith asked what security is to be maintained.
hSergeant fely replied that hie didn't know, probably l he same
as usual. When Lt. Arms, the platoon leader called earlierShe ha~d forgotten to ask him and then when hie called back, the

lieuttenant was not at the platoon CP. Sergeant Hlealy said thate •a 50 percent alert would probably be enough.

2i 3
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I
When Lt. Arms arrived about three hours later, he be-

came very angry with Sergeant Healy because half of the men
were sleeping. Sergeant Healy replied that nothing had been F
said about the personal comfort of the men and a 50 percent
alert was the standard procedure. lie further pointed out that
the men were exhausted. The men were all awake now and stanc-
ing around. Lt. Arms angrily told Sergeant Healy that he was
incompetent and would be punished later. He further stated
that his platoon had been charged with security for the areaand that a 100 percent alert should have been in effect.

(1) Supervisory Behaviors

L l (a) Effective

(b) Ineffective

(2) Principle of Organization

c. Analyze the following situation and identify one principle of
organization and state how it is involved in the situation.

Lt. Bolin had assumed command of A Company three months
ago. Two weeks later he had been assigned the task of con-
structiiig i Leader's Reaction Course to be used for training.
lie had then called the leader of the 1st Platoon in and in-
formed him of the requirement. Ht! told the platoon leader
that the members of the 1st Platocn would perform the workJ ]necessary to develop the course.

The plans were soont completed and construction of the
course began shortly thereafter. Since then, Lt. Bolin has
spent the greatest part of his time at the site of the course.
lie has supervised each of the activities necessary to con-
struction of the course. On one occasion, the platoon
sergeant of the 1st Platoon asked I f he could do anything to
help but Lt. Bolin assured him that everything was proceeding
smoothly. The course will be completed by next week.

(1) Principle of Organization

9. Analyze the following case study. The written analysis should
include the following factors:

a. Adequacy of task definition.

b. Adequacy of feedback on task assignment.i zI "
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c. Adequacy of performance standards specification.

d. ITe most appropriate behavior(s) for the superior concern-
ing the subordinate and the task at the conclusion of the
case study. (What should the commander do?)

Major Rolin has been assigned as battalion XO. He has
had eight years of military experience, having entered the
Army as a second lieutenant in Aviation. Upon making the
rank of Captain, he was first assigned to ROTC duty as an
assistant PMS and later was transferred to Reserve Com-
ponent Duty. His command experience prior to assignment
to this tactical battalion is minimal.

When he reported into the battalion last month, the
battalion commander, LTC Jones, gave him a briefing on the
battalion. He cited several problems in the battalion.
These problems were:

(1) There is a critical shortage of experienced personnel
which requires that he use "crisis management" and
centralize operations whenever possible.

(2) Captain Sharp, the commanding officer of C Company,
is the only advanced course graduate. The baLtaljon
has 97 percent of it3 authorized company-grade officer
strength; most of the lieutenants have recently
graduated from the Infantry Officer Basic Course (IOBC).
Only two of the lieutenants have any field experience.

(3) The same situation holds for the NCOs. About 40 percent
of the senior NCO positions are fille6 by relatively
junior NCOs who have little experience in a garrison
situation. They are capable and are proficient in
insurgency-type warfare. However, they have little
knowledge of combat tactics in other environments.

(4) Maintenance on the equipment is very bad.

(5) The brigade commander feels that the men in the unit
should be frequently checked by the junior leaders.

(6) While the oversecs returnees are generally pretty
hitter and have low morale, most of thenm will be
separated within the next few months.

(7) The battalion commander doesn't feel that the men

K feel a part of the unit.
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"Since the briefing, Major Rolin has noticed several other
"things. These other factors were:

(1) The S3 has complained about the inexperienced help and
the worthless NCOs assigned to his section, The output
io the S3 section is of low quality. The S3 and his

assistant seem to put in fewer work hours than some of
the other officers.

(2) Very few of the soldiers show up for training. In-
structor assignments are made just prior to the time
for the class.

(3) Some of the officers appear to be more likely than
others to crack down on infractions of discipline.

LTC Jones has called Major Rolin into his office and given
him the following acsignment. Prepare a report in which you
assess the leadership climate of the battalion. Major Rolin
agreed and asked when the report should be completed. LTC
Jones told him to submit the report in one week, that he
wanted a good report, and that the report would provide the*1 basis for developing a program which ,would improve the
"sense of belonging" within the unit. He then dismissed

S1 .Major Rolin.

For four days Major Rolin examined every operation within
the battalion. He decided that, in order to prepare an adequate
report, he would need additional time. Accordingly, he went toI .•LTC Jones and told him: "I really feel that I have made progress
and am on the right track, but I haven't been able to obtain in-

F formation about certain topics. I would like to have an additional
week to attempt to obtain and check over some records."

10. In this problem you will be applying the decision-making process.
You are to handle the situation just as you will in real life.
Write out a complete description of how you go about handling the
situation through use of the decision-making process. For each of
the critical steps in the decision-making process, e.g., alternatives,
criteria, be sure and list every one you would consider. Provide as

much detail as you can which will reflect the manner in which youwent about handling the situation.

The quality of the decision you reach is less critical than
your ability to effectively apply the decision-making process.
You may identify alternative courses of action or evaluative
criteria for which little or no information is presented in the
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situation description. If this should occur, you are free to

t •develop your own information concerning the alternative or the
criterion, but you must spell out the assumptions you made in
developing the information. For example, if you had identified
three alternative courses of action and one of the criteria
selected was cost and there was no information in the situation
description, you might arbitrarily decide which course o• action
was most costly, which was next most, and so on. However, you

j must explicitly state your assumptions.

You will have 20 minutes to deal with the situation. You are
to time yourself. The instructor will not be timing you, so
use the spaces provided below to enter your starting and stop-
ping times. Do not exceed the 20-minute time limit,

*'- Starting time

Completion time

I Situation:

Assume that you are the Battery Commander of Battery A, 2d
Howitzer Battalion, 2d Artillery stationed at Ulm, Germany.
The annual battery test is to be conducted in four weeks. In
order to prepare for the test, you have urgently requested that
the S3 obtain for your use the closest training area where actual
firing can be conducted. The S3 located a training area but it
is 60 miles away in another zone and under the control of an

J ]allied army.

One week later, you received notice that two billets, a mess
hall, and several firing ranges had been placed at your digposal.
Unofficially you hear that in order to obtain permission to use
"these facilities the Div Arty CG himself had to personally per-
suade the allied commander to release them based on your urgent
need for them.

. You immediately go to the training area to inspect the
facilities. You observe that the billets and mess hall are
completely inadequate. The beds have straw mattresses which
are of questionable sanitary conditions. The mess hall is
small and very filthy.

"•hat is your decision7

S11. List the six steps in the decision-making process.
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This appendix presents a description of the tasks and task
criteria. The criteria are presented for each training ob-
jective and the relevant leadership dimensions. The scoring
procedure for each of the criteria is described.

I The last part of this appendix presents the criterion for
program effectiveness.

I
TRAINING OBJECTIVE CRITERIA DESCRIPTION

1. Criteria Description (Social Skills)

The trainee is required to view a videotape of a group discus-
sion and to identify both effective and ineffective factors in
influencing others. The videotaped group discussion viewed by
the students is staged to insure that both effective and in-
effective factors in influencing others are exhibited by the
discussants. The following factors reflecting either effec-
tiveness or ineffectiveness in influencing others are shown
in the performance of one or more of the five actions:

a. Effective Factors

(1) Uses a different approach with different group members.

(2) Participates actively throughout the discussion.

1 (3) Doesn't interrupt others.

(4) Encourages the participation of others.

(5) Attempts to resolve conflicts between other group
members.

(6) Acknowledges effective contributions from others.

(7) 2reates satisfactory compromises.

(8) Expresses interest in others.

- (9) Allows others equal time to present their views.
I

b. Ineffective Factors

(1) Attempts to dominate other group members.

(2) Ignores the comments of others.
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(3) Uses the same approach for all group members.

1 (4) Doesn't participate.

(5) Elicits hostility from others by his actions.

(6) Contributes to group tension.

(7) Focuses activity completely on task accomplishment.

(8) Attacks others personally.

1 (9) Refuses to compromise.

Scoring Procedures

[ I A student will be scored on the basis of the number of factors
which are identified. One point will be assigned for each ef-
fective and ineffective factor to a maximum of five points for
each category. The 10 factors must be included in (or equivalent
to) the list of behaviors presented in the "Criteria Description"

3 section.

2. Criteria Description (Social Skills)

The student is required to analyze each of the three descriptions of
interpersonal situations and to select one of several alternative
behaviors uhich would be performed in that situation.

I •The behaviors selected by a panel of behavioral scientists as most
appropriate for each of the three situations are as follows:

a. Acknowledge the error, plan to counsel the man later con-
cerning his lack of tact, and then continue the drilling.

b. You will stay but you have to inform your friends that you
I . will not be able to go with them.

c. The sergeant could well be right since he has quite a bit of
experience and he should have the men set them up to conform

- to regulations.

S~Scoring Procedures

The student will be scored on the degree of agreement betfween his
selection and those presented above. One point will be assigned
for each alternative correctly selected by the student.
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3. Criteria Description (Social Skills)

The student was required to analyze a case study describing an
episode representative of one which could occur in a small
military unit and correctly identify the cause of the problem.
The cause of the problem is that 2LT Bolin violated the chain-
of-command to make an on-the-spot correction and failed to
Sinform 1SGT Healy, who resents the violation of his pre-
rogatives as a platoon leader.

Scoring Procedures

A student will be considered as having successfully achieved
this training objective it his analysis includes the descrip-

* tion presented above, or a similar interpretation, of 2LT
Bolin's actions. Scoring will be on a "yes" or "no" basis,
with one point assigned for a "yes" judgment.

4. Criteria Description (Organizational Leadership Role Skills)

The student was required to list at least five factors that
can affect communication effectiveness for each of the two
processes of upward and downward communication.

The factors relevant to each process which had been discussed
with the students were-,

a. Upward Communication

1 (1) Assuming that superiors will consider any opposition
to their opinion to be "negative thinking."

(2) Viewing gripes as the normal state of affairs and not

passing such information upward.

(3) Deciding that certain information is unimportant and
that the information source doesn't have the "big
picture" in mind.

[(4) Assuming that superiors are not interested in the in-
formation.

(5) Believing that you will cause trouble for yourself or
your unit if you pass this information upward.

(6) Believing that your superiors do not want to hear bad
things, only good ones.U _



I,
b. Downward Communication

(1) Believing that expression alone is communication.

LI (2) Failing to recognize that for maximum effectiveness
communication must go both ways, and that obtaining
feedback may be as critical as information trans-

~1 mission.

(3) Overcommunicating instructions and orders. This can
result in clogging ot overloading downward channels.

(4) Looking for formulas or communication gimmicks rather
than coming to grips with basic problems such as fit-
ting the communication to the recipient(s).

(5) Failing to consider the importance of nonrational,
covert, emotional aspects of the communication
climate.

(6) Failing to recognize that human communication involves
interpersonal relationships.

Scoring Procedure

The scoring for each process will involve the assignment of one
point for each factor provided the factors are on (or equivalent
to) the relevant list presented above. A maximum of five points
for each process will be assigned.

5. Criteria Description (Communication Skills)

The student was required to list seven factors which must be
considered in preparing a well-written "After-Action" report.

The list of factors which need to be considered is presented
below.

a. General

(1) Background, e.g., previous operations in area,
description of area, present situation.

"(2) Name of operation.

(3) Date of operation.

(4) Location.

S(5) Terrain.
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I
(6) Weather.

(7) Control headquarters' location.

(8) Reporting of ficer.

b. List of Units Involved in the Operation.

I c. Supporting Forces. i
d. Mission.

I e. Concept of Operations (Brief overview of strategies

employed).

1 f. Execution (Sequence of events).

g. Summary of Statistics.

h. Communications.

* i. Civil Action.

J. Psywar.

Sk. Intelligence.

I. Supply and Administration.

I (1) Operational organization (e.g., supply points, method
and frequency of resupply).

(2) Treatment of casualties.

(3) Problems encountered.

m. Operational Problems Encountered.

Scoring Procedure

1. The student will be scored on the basis of the number of
fact irs listed which are represented on (or equivalent to
the factors on) the list presented above. A maximum of
seven points will be assigned the student.

2
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6. Criteria Description (Communication Skills)

The student was required to develop fn "After-Action" report

which described the training excercise in which the student
had participated.

Scoring Procedure
StoThe report is evaluated by two independe.'t judges who are

familiar with the exerc:ises. The reports are evaluated on

the basis (f adequacy, represented by clarity, conciseness,
and ac(:uracv. Any disagreements between the two judges
should be resolved through discussion. Scoring will be on
a "yes" n; "no" basis, with one point assigned for a "yes"
judgmentr

7. Criteria Description (Administrative Skills)

The student was required to develop two plans for the accomplish-
ment of two tasks appropriate for a small military unit. The
elements of planning which should have been considered are as '1
follows:

a. Statement of terminal objectives to be achieved.

b. Clear statement of assumptions.

c. Specification of priorities.

d. Identification of units or agencies affected.

e. Resource requirements.

f. Requi' - external cooperation or assistance.

g. Time frames specified.

h. Specification of progress reports.

i. Coordinating agencies.

J. Identification of possible problem areas.

Scoring Procedure

SThe student will be scored on the basis of the extent to which
each of the two plans which are developed included the elements

will he assigned for each such element for each of the two plans

to a maximum of six points per plan.
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8. Criteria Description (Administrative and Supervisory Skills)

The student w.s required to analyze each of three vignettes
concerning activities common to a small military unit. For
two of the vignettes the student was to identify two effective
and two ineffective supervisory behaviors. For each of the

S�three vignettes the student was to identify a principle of
- organization and explain how it was involved. The supervisory

behaviors reflected in two of the vignettes, and the principle
of organization involved in each, are presented below.

a. Vignette Number One
j (1) Effective supervisory behaviors

(a) The platoon sergeaut passed the order to marchI 1 back to the men without stating that he didn't
agree with it, which could have had an even greater
adverse effect on the morale of the nmn.

(b) The platoon sergeant asked his superior about

getting the weapons back, indicating a concern
for the welfare of the men.

S(c) The platoon sergeant told the men that he would
try to obtain assistance, thereby facilitating1 ' their performance of the assigned task.

(2) Ineffective supervisory behaviors

(a) It would seem that the platoon leader had not
briefed his sergeant concerning the nature of the
Problem. This represents ineffective facilitation
of the subordinate's task accomplishment.

(b) T1he platoon leader failed to support his platoon
sergeant when he changed the instructions which
the sergeant had given the men.

(c) hle platoon leader expressed disregard for the wel-
fare of his men when lie told the platoon sergeant'I { to irarch the men back and have them carry the weapons.
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(3) Principle of Organization

The principle of organization involved in this situa-
tion is that of command unity - any member of the
organization shonld be required to report to only one
superior. On two occasions - loading the trucks and in
the field - the platoon leader bypassed the chain of
command. The field incident was more serious than the
one in the company area, as the platoon leader counter-
manded the sergeant's instructions.

b. Vignette Number Two

(1) Effective supervisory behaviors

(a) Sergeant Healy considered the welfare of his
subordinates. Since they were exhausted he
arranged the situation so that some of them could
get some sleep.

(b) The team leader gave specific direction to the
squad leader as to how the job was to be done,
that is, he directed that a 50 percent alert be

initiated.

(c) Sergeant Healy also represente- his subordinates
to his superior even at the risk of becoming un-
popular with his subordinates when he informed the
lieutenant of the men's physical state.

(2) Ineffective supervisory behaviors

(a) Lt. Arms failed to provide the sergeant with all
needed information which would facilitate the
subordinates' performance of the assigned task.

(b) Ilie lieutenant not only criticized a subordinate in
front of others, but he also criticized him as a

person rather than criticizing specific acts of the
subordinate.

(c) The lieutenant criticized the subordinate in an
emotional manner.

226

i. .



(d) Tile lieutenant failed to insure compatibility of
tthe unit's goals and those of the larger organi-
zation (the company), by not providing sufficient

i information to subordinates.

(e) 1he lieutenant, by being unavailable to the
subordinate, failed to maintain quality control of
the unit's -,rformance.

(3) Principle of organization

T1he principles of organization involved in this situation
are those of goal clarity - the goal of the organization
should be clear and all personnel should understand its
purpose - and assignment of responsibility - the assigned
responsibilities should be specific, definitive, and
tunders Landable. Tlie lack of informz "on concerned both
of these principles as the subordinate was not clear of
the goal - security of the entire area - nor did lie
understand the responsibility which the lieutenant
assigned him - initiation of a 100 percent alert.

Violation of these principles can result in an unsuccess-
ful mission.

c. Vignette Number Tiree

f (1) Principle of organization

T'he principle of organization involved in this 7ituation
-" is that of delegation of authority - authority should be
Sdelegated to the lowest practicable level. In this

"case the platoon leader would probably have been tasked
with supervision of the mission, with the platoon ser-
geant carrying out the ,ctual supervision. A company

* !commander's time is too valuable to spend in such a
fashiop. In addition, such behavior weakens tile chain
of command and lessens ýhe authority of subordinate
leaders.

Scoring Procedure

"A student will be scored on these objectives in the

following manner:
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a. Supervisory Behaviors

The Lwo effective and two ineffective supervisory behaviors
identified for each of two vignettes must be on (or equivalent

* to the items in) the list presented in the "Criteria Descrip-
tion" section for the respective vignette. One point will be
assigned for each effective or ineffective behavior to a
maximum of two points for each type of supervisory behavior,
or a total of four points per vignette.

b. Principle of Organization

I The principle of organization identified as being involved in
each of the three vignettes must correspond to the principle
presented (or its equivalent) in the "Criteria Description"
section for the respective vignette. Scoring will be on a
"yes" or "no" basis, with one point assigned for each "yes"

judgment.

1 9. Criteria Description (Supervisory Skills - Administrative Skills)

The student was required to analyze a case study, which analysis
must include the following factors:

a. Adequacy of task definition.

b. Adequacy of feedback on task assignment.

j c. Adequacy of performance standards specification.

d. The most appropriate behavior(s) for the superior concerning
I •the subordinate and the task at the conclusion of the case

study.

Each of these factors, and the manner in which it should be re-
flected in the analysis, will be discussed below.

a. The analysis should point out that the task assigned Major
Rolin was vague, indefinite, and extremely ambiguous. At no
point did LTC Jones state what factors he felt were indicative
of leadership climate, nor how a program to implove the men's
"sense of belonging" would relate to the leadership climate.
Considering the history of Major Rolin, and his explicit lack
of command experience, the assignment of such an ill-defined
task represents extremely ineffective supervisory behavior
and poor administrative skills.

b. The case study exaggerated what was obviously ineffective super-
visory and administrative behavior on the superiors' part. Not
only did LTC Jones fail to ask if the major had any questions,
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but he also failed to determine whether or not common under-
standing of the task existed. Simply 6tating the task does
not insure that the other person understands it in the way in
which it was intended to be understood. The analysis should
clearly point out this leadership defect.

c. Performance standards were not adequately specified for the
subordinate. The statement by LTC Jones that he wanted a "good"
report conveys very little information as to what he considers
to be "good." The superior not only failed to provide the sub-[l
ordinate with adequate standards against which the report could
be compared, but the subordinate had to actively ascertain the
length of time to be allowed for the report. The students'
analysis should indicate that the degree of specification of
performance standards by the superior was unacceptably low.

d. The students' analysis should cover the appropriate behavior(s)
for the superior concerning the subordinate and the task at
the conclusion of the case study. Two aspects are critical to
this part of the analysis. First, the student should realize,
and so state, that the subordinate requires additional guidance.
Simply because the subordinate makes a statement such as, "I
really feel that I have made progress," is not really descriptive
of what progress has actually been made. rhe fact that the sub-
ordinate did not detail specific activities and degree of task
completion are strong indicators that he is still searching for
the best method of completing the task. The serond critical
aspect concerns the fact that the superior should realize that
he may need to become involved to facilitate the subordinate's
accomplishment of the task. The subordinate's statement that,
"...I haven't been able to obtain information about certain
topics.," should not have been overlooked in the analysis. An
effective superior is alert for any cue indicative of a sub-
ordinate's need for assistance.

Scoring Procedures

The student will be scored in the following manner:

a. Administrative Skills

A maximum of two points will be assigned if the first three factors
(or their equivalent) are included in the analysis and they are in

I agreement with the positions presented in the "Criteria Descrip-
tion" section.

b. Supervisory Skills

One point will be assigned if the fourth factor (or its equivalent)
is included in the analysis and is In agreement with the position
presented ii the "Criteria Pescription" section.
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1 10. Criteria Description (Decision Making)

The student was required to analyze a situation description and
to apply the decision making process in order to identify an
appropriate course of action. In the course of applying the
decision making process, the student was required to identify
alternative courses. of action, to develop evaluative criteria
for the alternatives, to specify the advantage and disadvantage
of each alternative, and to select a course of action within
20 minutes.

The listings of various alternatives, criteria, advantages and
disadvantages, and the most probable course of action are presented

I below.

a. Alternative Courses of Action

(1) Use billets which have been provided.

3 (2) Bivouac in the area, taking all needed equipment with you.

(3) Cancel the firing practice.

3 (4) Report the situation to the Div. Arty. CG.

(5) Have the S3 attempt to locate another training area.

(6) Transport tihe men to the training area every day.

b. Evaluative Criteria

(1) Cost.

(2) Comfort of men.

1 (3) Amount of equipment required and length of requirement.

(4) Time required to implement each alternative.

t (5) Personnel required.

(6) Outside resources required.

(7) Impact upon relations between Div. ArLy. CG and the
allied commander.

t (8) Effect on performance on battery test.
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I C. Advantage of Each Alternative

(1) Maintains good relations between Div. Arty. CG and the
allied commander, as well as costing less than other
active alternatives.

(2) Men at the training area but not forced to stay in
bad conditions.

I "(3) Does not negatively impact upon relations between Div.
Arty. CG and the allied commander and doesn't require
that men stay in bad conditions. Costs least of all.

(4) Demonstrates your concern for your men's weltare.

(5) N more suitable training area might be available.

(6) Doesn't require that men stay in bad conditions.

j d. Disadvantage of Each Alternative

(1) Men have to stay in bad conditions.

(2) Extra equipment, personnel required.

(3) Possible negative impact upon battery test.

L (4) This will put the CG on the spot, since he either has
to recommend that the men stay in bad conditions or will
have to go back to the allied commander to cancel the
request.

(5) Word might get back to the CG or to the allied commander
and negatively impact upon the chance of future coopera-
tion.

e (6) .e travel would result in less effective trAining as
well as probably requiring additional vehicles and
drivers. The cost would also be higher.

e. Most Probable Course of Action

1te most probable decision in this case would be to bivouac
in the area. This would only require that the men be moved
once, they would receive sufficient training to perform well
on the battery test, the men would not be required to stay
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in bad conditions, the vehicles would not be required other
than for the two trips, and the good relations between the
Div. Arty. CG and the allied commander would be maintained.

Scoring Procedure

The student's responses should correspond to the respective
* •material presented in the "Criteria Description" section (or

II be equivalent to the material). The student will be scored
in the following manner:

* Ia. Decision Making (Use of Available Information)

Up to a total of seven points will be assigned the student
for identification and listing the relevant information,
to include the extent to which evaluative criteria are
associated with possible alternatives.

b. Decision Making (Decision Quality and Decisiveness)

The student will be assigned up to the designated number of
points associated with each of the following requirements
which are reflected in his response. The maximum number of
points is shown in parenthesis following each requirement.

i (1) Correctly interpreted the principal factors bearing
on the problem (2 points).

(2) Specified three alternative courses of action which

S- would solve the problem (3 points).

(3) Accurately analyzed the principal advantage or dis-
advantage of each alternative (3 points).

(4) Selected an appropriate course of action (I point).

(5) Accomplished the above activities within a specified

1 C e time frame (I point).

11. Criteria Description (Decision Making)

The student was required to list the steps in the decision-making
-- process. The steps are;

I

I a. Identify the problem.

I b. Gather information.

23I2
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I

c. Identify and list courses of actiou.

d. Select the best course of action.

e. Implement the selected course of action.

I f. Obtain feedback on the decision effectiveness.

Scoring Procedure

A student will be assigned one point for each of the six
steps listed correctly.

PROGRAM EFFECTIVENESS CRITERION

The effectiveness of the training program will be determined by
a comparison between the performance of students participating in
the training and a comparable group who are not exposed to the
program. If the experimental (trained) students perform sig-
nificantly higher than the controls (nontrained), the program willIbe considered to have accomplished the specified purpose.

IA
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S I Student Course Evaluation

1. How valuable do you feel this course is for junior officers? -

Very Moderately Not
Valuable Valuable Valuable

At All

2. How well was the course organized?

I I I

Very Moderately Not
Organized Organized Organized

At All

13. How interesting was the cour,.e to you?

Very Moderately Not
Interesting Interesting Interesting

At All

4. What aspects of the course did you find least interesting? Please
describe this aspect below, including the reason why you found it

S -. least interesting.

4
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This report describes research concerned with potential utilization of assess-

* ment center results and methods within the U.S. Army. The work consisted of
four separate tasks. In the first task, curricula of the U.S. Army Infantry

dimensions that are assessead by the USAIS Assessment Center and to identify3 ~ways in which assessment results can be used to plan curriculum development
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""&nd individualized remedial instruction. In the second task, assessment

center techniques were analyzed to determine their potential for adaptation
as leadership training methods. Then, two methods, the In Basket Exercise 3
and the Controlled Simulation, were incorporated into a leadership training
program. A pilot test revealed that, when accompanied by appropriate con-
ceptual material, the exercises are effective for improving leadership knowl- |
edge and skills. In the third task, a program for training assessors was

- 'developed. The program was designed to teach military personnel the skills
required to perform observation and recording activities within a variety of 1
performance testing contexts. A pilot test revealed that the program is
effective for training military personnel in fundamentals of personnel assess-
ment. The fourth task involved development of a model for use in designing
assessment exercises. The result was a 12-step model which assists exercise :
desigiers to consider and cope with situational and test factors that impact

upon the behavior of assessees.- -

!7

I-

I

UNCLAS SIFIlED

SECURITY CLASSIFICATION OF THIS5 PAOE(W#am bata KAtgee,.)


