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FOREWORD

This report describes activities performed by the Human
Resources Research Organization (HumRRO) for a project devoted
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 (ARL).
Work on the project was begun in October 1973 and completed
in July 1974, and was conducted by HumRRO Division No. 4, Fort
Benning, Georgia. Dr. T. O. Jacobs is Director of Division No. 4
and Dr. Joseph A. Olmsread was Project Director. The re<s<-ch
staff consistcd of Dr. Larry L. Lackey, Mr. Harold E. Christensen, ;
and Mr, James A. Salter. Dr. Lackey was mailnly responsible for
the evaluation of assessment exercises as training methods and
development of the model for designing assessment exercises; Mr.
Christensen conducted the work concerned witn utilization of
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
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-0011.

Meredith P. Crawford
President
1luman Resnurces Research Organizatioun
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SUMMARY AND CONCLUSIONS

This report presents the results of a rescarch project concerned
with the potential utilization of assessment center methodes aud 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, Georgzia. The purpose of the
program is to determine the feasibility of assessment centers for the
Army. 1In the pilot program, student noncommissioned officers entering
the Noncommissioned Officer Educational System (NCOES) advanced program
and student officers entering the Infantry Officer Advanced Course
(IOAC) are assessed from a career counseling perspective and students
in the Branch Immaterial Officer Candidate Course (0CS) and the
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 pllot program. These
objectives are (1) to identify potential uses of assessment results

and techniques ir accomplishment of the leadership development mission

of the Infantry School and the Army, and (2) to develop wnys of T‘\
improving assessment procedures and methodology for use by the Army. - t

The project reported here consisted of a number of discriminable e

tasks and subtasks; several were coupieted durirg early phases and
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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 1 ~ INVESTIGATE POTENTIAL USES OF ASSESSMENT RESULTS

The objectives for Task 1 were to identify and delineate specific
ways in which assessment results can bz used productively by The
Infantry 3chool to advance its mission of leadership development. The
task consisted of three separate subtasks which are summirized below.

Subtask 1 - Relevance of Infantry School! Curricula for
Assessment Dimensions

Problem. Personnel processed by the USAIS Assessment Center are
i 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.

£
H

The following courses were surveyed: (1) 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
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Learning Center were surveyed. Examination of program contents and
1 instructional objectives led to conclusions concerning attributes
likely to be developed by each block of instructicn., Assessment
31 dimensions were matched with pertinent blocks of instruction and
blocks possessing potential for developing the attributes were ﬁf

identified.

Results. Detailed findings were presented in an interim report

in January 1974. For each course, blocks of instruction relevant for
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N each leadership dimension were specified and discussed. The results g

indicate that the principal curricula of The Infantry School con-
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stitute a substantial resource of training materials pertinent tc
3 the assessment dimensions. 1In addition, electives and Individual

4 - Learning Center programs offer highly promising sources of training
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materials for remedial and enrichment purposes. These programs

]

appear to possess the greatest potential for individually-~tailored

programs based upon assessment results.

Conclusions. The data resulting from this subtask will (1) con-
tribute to curriculum planning designed to overcome any common
deticiencies identified in student ponulations 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.
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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, interviews
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 assessment 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. Essentlal features
of the strategy include (1) 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

activlities.
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l Conclusions. It was concluded that the best use of individual
assessmeat profiles can be obtained through formal establishment of

a counseling service within The Infantry School. Implementation of

oo

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

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

PP ey e

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-

sions,

S e

Subrask 3 - Tdentification of Deficiencies Within Assessee
Populations

(ol b o

Problem. The objective of this subtask was to provide information

e

L

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

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

ey

Baric Course entering students, and (3) 53 entering students of the In- B
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fantry Officer Advanced Course. Data for OCS students were insufficient

T A

for reliable analysis.

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

general indicator scales subsumed under 12 leadership dimensions.
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Based upon performance standards explicit or implied in the scale
descriptors, cla~sifications of 'acceptable," "acceptable but needs
improvement,”" and "deficient" were cerived. Group mean scores were
then placed in the appropriate categories. Alsc, 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 10AC students, the pattern 1s 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 improvement was feund fer 16 general indicators.

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 assessmiat 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.
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Conclusion

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

The 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 exercices 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 tov effectiveness of assessors.

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

were ldentified as essential for inclusion in the training program.
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Manual, and materials necessary for conducting the exerciserr. The
final program is 19-1/2 hours in length, consisting of 3-1/2 hours
of lecture-discussion, 8 hours of practical exercises, and & hours
of feedback, critique, and summary.

For evaluatinn of the program, test subjects were newly-com-
missioned second lieutenants assigned to the Infantry Officer Basic
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 (1l4) 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 cvaluate achievement of a set of
terminal training objectives requiring analysis of test problems and
provision of problem solutions. Student reactions to the course were
alsc collected.

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 Corntrolled Simulation experimental groups achievad
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 experimental sub-groupec.
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TASK 11 - POTENTIAL USES OF ASSESSMENT METHODS

FOR TRAINING

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
by the Assessment Center to determine thelr potential as training
methiuds, followed by modification of selected methods for training
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 terwe of (1) description of the exercise, (2) attributes assessed
by the exercise, (3) findings of other studies pertaining to the
technigue, 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 deveioped 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

; assessment instruments, and (3) conduct of assessments. For each

TR, T P T

skill area, a terminal training objective was developed.

e

Training materials were designed to accomplish the objectives.
Since the principal purpuse 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. Fur-
thermore, the program was designed to permit early and frequent
exposure to practical exercilses and to provide continuous feedback
and critique of performance during the exercises. Also developed were
instruments and materials to be used in cvaluating the program.

The program was administered to eight second lieut¢nants who had
recent]y completed either the Infantry Officer Basic Course or the
Branch Immaterial Officer Candidate Course. Instruction was provided
by HumRRO persomnel. The full program was conducted in eight-hour

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

evaluation. 1n 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

- k Full results were presented in an inter.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

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

{: aspects of designing assessment exercises and making assessments. The
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final result is an integrated course entitled Fundamentals of Per-

sonnel Assessment.

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

;or 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 guldance and all forms and materials required
for conducting the program are included in the insiructor'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 .32, .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 shect 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 voth feasible and effective.

Conclusion

1t is concluded that the training program entitled Fundamentals

of Personnel Assessment is an effective means for equipping military

personnel to desiun and conduct performance-based assessment exercises.
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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 "assessment 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 Iinfluence 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. 17Then, an analysis was made of situational factors that
facllitate assessees' performance and factors that impact upon the
ways in which assessable behavicr is manifested. Finally, a model
was developed to be used in analyzing the demand characteristics of
assessment situations and for insuring that such situations have been

structured s0 as to cvoke assessable behavior.
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. Results i1
1, The product of this task is a 12-step model to be followed during ;

the design of assessment exercises. The steps are: '%

s 1. Determine assessment purpose. F

%

2. Analyze focal jobs or tasks. %

3. 1Identify 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. 1Identify candidate classes of exercises.
9. Determine degree of job remoteness.

10. Select 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

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

exercises in an organizational context is provided.

‘e Conclusion
The model 1s feasible for use in the design of assessment exercises and

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

Xv

classifying them so that ease and simplicity in using the model will be -
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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 irn various interim reports, and
describes the results of work not previously reported. The overall
purpose of the research was to enhance the capabilities of agsess-
ment centers for conducting effective assessments of military
personnel and for contributing 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 uce of multiple assessment methods to obtain
information about individuals.

(2) standardization of these mecthods 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
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data, interviews, and assessment exerciscs (e.g., situational tests,
work samples, simulations, group problem solving, and leaderless
discussion groups). Typically, perasons 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 may 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.
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. 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 (I0AC) are assessed from the career counseling
perspective and students in the Branch Immaterial Officer Candidate
Course (0CS) and the Infantry Officer Basic Course (I0BC) are assessed

from a selection perspective.

Plans for the pilot program included two particular objectives

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

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

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 - Investipate 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.

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
pgbulation as a whole, which data would assist the institutions in
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.
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(2) 1ldentify ways assessment results can be used
within The Infauntry 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 I1 - Evaluate Potential Uses of Assessment Methods for

Training Purposes

The program of the Ass:ssment 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-
siderably 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 II1 ~ Develop Procedurzs for Training Assessors to Use

Observational and Recording Techniques

One potential function of an assessment center 1s to serve as a

repository of expertise concerning assessment techniques and procedures
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and tec exploit this expertise by providing training to individuals
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 situuations and would be designed to provide a

common base of skills iu the use of performance-based assessment é
procedures. 'g
Task IV - Develop a Model for Designing Assessment %
Exercises :

An Aacsessment center uses a va .2ty of methods for obtaining
information about individuals who are assessed. Predominant among

' wvhich are, in effect,

these techniques are "assessment exercises,'
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 intn some sort of situation intended to

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

ever, a variety of situational factors may impact upon an assessee

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

TR

appropriate mix of such factors may be a critical determinant of
success cf 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 1is nct always evoked.




! 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
é - 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
4 -~ iect. Results for these early tasks and subtasks were fully

_<sented in 4 number of interim reports. Certain other tasks were

scheduled to be compleced only during the final stage of the groject
and their results have not been previously reporced.

In the remainder of this report, previnusly-reported tasks and
subtasks will be summarized in Chapter 1II. Then, in succeeding
chapteirs, all work which was 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.
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Chapter 2

SUMMARY OF REPORTED WORK
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As discussed in the preceding chapter, several tasks and sub-

tasks were completed during early phases of the project and were

i

fuily 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 USES OF ASSESSMENT RESULTS
The objectives for Tagsk 1 were to identify and delineate

. specific ways in which assessment results can be used productively

by The 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 assese—ent 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

it 1S K,
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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 imstructional 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-
slons 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 coursec 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 cach
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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 cours:, blocks

of instruction relevant to each assessment dimension were specified
and discussed.
The results indicate that the principal curricula of The In-

fantry School constitute a substantial resource of training materials

pertinent t~ the 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 cour:2 have been specifically designed to
achleve 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 greates: potential

for indjvidually-tailored programs based upon assessment results.

It was concluded that the data resulting from this subtask

will:
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(1) Assist counselors to design remedial programs

intended to overcome deficiencies in individuals
that are revealed by assessment profiles.

(2) Coatribute to curriculum planning designed Lo over-
come any common deficiencies identified in student

populations by assessment results.

Subtask 2 - Potential Uses of Asseasment Results for Individualized

Developmental Assistance

Probtlem. 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.
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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 counseiing 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 sirategy 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.

Implementation of the program would require {1) development of

criteria for identifying an individual's deficiencies frum assessment
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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

’\ Lk

- guidance to students with identified leadership deficiencles; 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 11, 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

phase were presented in an interim report and are summarized below.
Based upon the findings of the first phase, ARI and HumRRO per- Qé

sonnel then jointly selected several assessment methods to be adapted

for training purposes. The second phase was devoted tv development
of leadership training modules based upon the selected methods.

Results of this second phase have not been previously reported and

o R s o ket Nl

are presented in Chapter 4.

Phase 1 - Analyses of Assessment Methods

Problem. Tne assessment programs conducted by the Center include,
in addition to paper~and-pencil tests and interviews, a number of exer-

i. cises which can be subsumed under the rubrics of '"situational tests" éi

- 12




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 ldentify 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
the 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
(1) 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
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purposes. Then, each technique was analyzed to identify critical

determinants and requisites for effective performance in the
situation created by it. This also permitted determination of
types of experiences to which participants are exposed in the assess-
ment 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, Yor 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.




possesses some potential for developing leadership skills.

Management Exercise (Conglomerate) - Social Skills, Com-

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, Coumunica-

tion Skills, Motivation (Social), Decision Making,

Administrative Skills, Supervisory Skills.

It was concluded that every assessment exercise used by the Center

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 common 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.
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A number of issues pertinent to such evaluation were dis-
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y ! PROCEDURES FOR TRAINING ASSESSORS
Complete details of Task 111, Develop Procedures for Training

H Assessors to Use Observational and Recording Techniques, were pre-

sented in an interim report entitled A Program for Teaching

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 wmilitary 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 thar
will be generally applicable and can be used for numerocus purposes

under highly varied conditions. In addition, the training program

must be capable of being conducted by military personnel without

further guidance o: instruction by its designers.

? bl

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

the general skills needed by militarv personnel in order to perform

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

Assessnent 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-
ferent leadership dimensions.

(2) Design assessment instruments capable of validly and

reliably measuring three separate leadership
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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 edch 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 Candildate Course. Instruction was provided
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
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the terminal training objectives, student raactions 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 direction 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 cbjectives 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.

Studeut reactions were generally favorable. Certain specific

student comments, coupled with instructor observations, resulted in
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minor revisinns which were recommended in an errata sheet that ac-

companied the del’vered products. The major aspects of the course,
including a number of inncvations 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 1s an effective means for equipping military

personnel to design and cunduct performance-based assessment exer-

cises.
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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 rhat 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.

The objective of Subtask 3 was to provide information about
exigsting 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 information 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

’ uch attributes or skills exist for considerable numbers of entering
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students, this information would have significant implications for
the kinds of instruction that should be offered. 1t would be ex-
pected that wide individual differences 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
(I0AC). This was the total number of pérsonnel 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 {0OCS) because an insufficient number

of these personnel had been processed by the Center.
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THE ASSESSMENT PROCESS

In the programs conducted by ilhe Assessment Center, each assessee
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participates in a number of exercises during which his behavior is
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observed and evaluated. Brief discussions of each of the exercises
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follow.

Entry Interview

Each assessee 1s interviewed by a member of the Assessment Center
staff shortly after reporting to the Center. The interview 1s 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 assesser on various attributes such as range of
interests, motivation, self-evaluation of strengths and weaknesses,
self-confidence, communicating sbility, 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 I0BC student-
agsessees. Form B 1s used to assess senlor company-grade officers,

including IOAC. Assessees in the two forms address themselves to

iy

different problem situations, but the assessment objectives and
assessment ratings of both forms are identical. 1In Form A, the
problem centers around the selection of a Brigade Soldier of the

Month. Each of six participating assessees represents a different
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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. Fach 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 presentati~. 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.

Asgessees 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 senlor company-grade
officers (including IOAC) respectively, All three forns are very
rimjlar. In each, the assessee i8 put in the situation of one who is
assuming a new administrative position. He 1is instructed to respond to
in-basket material on the former administrator's desk--letters, reportes,

wemoranda, etc,--recommending 2ppropriate actions. The assessee is
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evaluated on administrative skills, decision making, communication . 757

skills, etc. E

Conglomerate Game

The conglomerate is a structured, competitive management game ' :LE
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 cf the game involves periods of planning as
well as trading periods. Assessees are evaluazed on social skills,
forcefulness, decision making, etc.

LEADER War Game

The Leadership Assessment and Development Exercise (LEADER War

Game) 18 a competitive war game involving military force planning
within the limits of time and budget constrainta. The game is played ;
in aix 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
8kills, effectiveness in organizational leadership role, etc.

Controlled Simulation

Controlled aimulations 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 officars. 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 wheo represent superior and subordinate organizational
levels. Turough the simulation, a series of structured situations
can be introduced and assessees' behavior scored. The assessors
scure 2ach assessee on a series of behavior checklist items. After
completion of the simulation, assessors also rate each assessee on
s 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 situaticon in which each assessee is required, on a
rotating basis, to lead a six-mau group through an assigned mission

or problem which tequires team activity and coordination. Each

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

to be accomplislied. 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 10BC

personnel participate in this exercise.
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Appraisal Interview

In this exercise, assessees act both as interviewers and inter-
vieweet 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 1issues follow.

Behavior in most instances can be best described as occurring

on a number of levels of generality or detail. The Infantry School

27
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Assessment Center's approach to assessment reflects this principle
by acknowledging broad dimensions of assessee performance, general

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

3
{

specific indicators which are actual behaviors indicative of

§n
B dimension-related performance. The dimension "Administrative Skills"

: 3 and its general and specific indicators are outlined at this point

O

z &

13

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

1 sification.
l Dimension: Administrative Skills
General Indicator: Ovganizational Ability ;
‘ Specific Indicators: (1) Makes personnel assignments . S
which maximally utilize ap- : E
prupriate skills. : 15
1 (2) Performs accurate assess- 1
- ments of available personnel’s %
relevant skills, %
1 (3) Coordina.es actions of indi- it
v viduals and units. :
(4) Determines required materiel. b
General Indicator: Planning Ability
Specific_Indicators: (1) Specifies the sequencing of
intermediate goals or tasks.
(2) 1ldentifies time requirements
for tasks.
5 (3) Develops plans which recognize
{ long-range, as well as short-
0T range, requirements. =
g General Indicator: Directing Ability
-

Specific Indicators: (1) 1Identifies respow:, ;ilities
which should be ¢ egated
to subordinates.
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: Issues orders and instructions,
L 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
i- detail that is deemed appropriate.

Early in the study it was decided to present results in terms of
only one level of assessment. General iadicators 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

1 : but are sufficiently general for such content to be applicable across

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

general indicators included in the study arranged by dimension.

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

mean of all ratings on scales of which it is comprised. Measures of

which general indicator scores are comprised are described in detail 1in
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Appendix A. All rating scales contributing to a score are listed in

the appendix, Simulate behavioral checklist scales are indicaced by
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 communication.
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 influencing others.

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

Adminigtrative Skills:
10. Organizational ability.
11, Planning ability.
12. Directing ability.

Motivation:
13. Work motivation.
14, Social motivation.

(Continued)
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Table 1 (cont'd)

Decision Making:
15. Dpecisiveness.
16. Use of avajlable information.
17. Decision quality.

Adaptability:
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

31
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unacceptable performance also implied in this scale and the rating
descriptors, while themselves highly general, are always tied to
specific behavioral descriptions through the definition of the
attribute being rated which pracedes the scale. The following
instructions which are provided to assessors in some of the rating

scales help clarify the rater set which is desired.

-~ Excellent - Mostly good qualities.

~ Good ~ Few poor qualities, many good.

Averape - Several poor qualities, several good.
- Fair - Many poor qualities, few good.

- Poor ~ Mostly poor qualities.

MWW
I

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 was usually
ineffective.

Another commonly-used rating format incorporates the behavior
being rated directly into the ecale-point descriptors. A typical

example of a scale of this type 1s a rating of decisiveness which

provides the following scale anchors:

32
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Frequently made timely decisions.
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Occasionally failed to make decisions or
some decisions made were not timely.

) 1 -~ Seldom made decisions or mogt 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
1 attempts to provide assessors with absolute standards for rating
2 behavior. 1t is probably unavoidahle that ratings be made with

k : some normative considerations; however, this does not negate the

cffecct of employment of an absolute standard for the acceptability

"
[———"

‘. or unacceptability of assessee performance. It should be possible

a

for all asscssees to be rated on the acceptable or unacceptable ends 3
of any of the rating scales, if performance warrants it. This is an %
E

important consideration in the present study because interest is i
{

primarily focused upon establishing population deficiencies rather 3

than in discerning individual differences. i

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 comparabie. [his 4
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comparability makes it possible, with some minor adjustments, to
combine results from relevant rating scales into general indicator
scores.

Adjustwent of Scales

For this study, the descriptors of scale points were abstracted
to the following general definitiomns:

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-
balance effeciive performance (acceptavac
with room for improvement).

2 - Perfcrmance marginally deficient, i.e., siightly
below acceptability; deficient performance out-
weighed effective performance.

1 ~ Performance highly deficient.

Although very f2w scales required adjustment, when necessary, scale
scores were adjusted to conform to the above general standards. One
major rype of measure--the Simuiate Behavioral Checklist--could not
be considered directly comparable to the system described above. Each
simulate scoring item is addrescsed to a specific structured situatioun
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:

34
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3 - Very satisfactory performance. Represents a
very effective method of dealing with the
structured set of circumstances.

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

1l - 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

O =MW
HN s

No system for adjusting scores can produce complete comparability
among the variety of measures used in the program of the Assessment
Center. However, through the eliminaticn nf obvious discrepancies
betweeu scales, comparability {s maximized to the extent that, if a
score on one general indicator reflects a particular degree of per-
formauce deficiency, a similar score on another general indicator
will iandicate, to a reasonable extent, the same degree of deficlency.

Criteria of Acceptability and Deficiency

As stated in an earlier section, general iundicator scores are means
of ratings on the scales which are subsumed under each general indlcator.

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

35
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: g‘ distributions of general indicator scores. Class intervals were ,g
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g defined as follows: AE
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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

N uu&ﬂi‘h

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

Ceneral indicator score categories 4 and 5 were classified as "acceptable," : 1

YRER T

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

s il ol A
bt nasrt -

P in the Results section of this chapter. Underlying this procedure is an
assumption that designers of the assessment exercises established rating

standards which coincide with general job requirements for the various

i student populations.

Population Differences

d 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 reasonables to
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;' expect differences on many of the assessed attributes,

In this regard,

certain factors should be kept in mind concerning any differences which

i may be found.

@)

(2)

(&€}

RESULTS

category for

dressed in this report.
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These factors are:
Rating scales used in the assessment process were
identical for the three groups.
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.
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 1is not directly ad-

assessee populations were not a fundamental issue in the study.

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

deviations, and percentages of assessees placing in each scoring

each general indicator.

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

and I0AC student-assessee populations.

37
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Senlor 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 defirciency. The two indicators on which performance is
deficient are Plauning Ability and Motivating Subordinates.

An examination of the percentages within the scoring categories
provides a more accurate indication of the extent of performance de-
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 ol assesseer showing deficiency. This
is followed, in turn, by Motivating Subordinates, 46 percent; Quality
Control of Subordinate and Unit Performance and Written Communication,
each with 37 percent; Support of Subordinates, 31 percent; NDisplay of
Initiative, 30 percent; Use of Available Information, 29 percent;

Decisiveuess, 27 percent; sud voth Dlrvezting Ability and Tolerance

of Stress, 25 percent.
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Table 2

General Indicator Scores for ANCOES Assesseesl

Percent of Assessees
in Each Score Category

General Indicator Score Category Mean |[Standard
S _174 i3 [ 2 J1 Rating [Deviation
1. Informal Communication 8 46 4] 4 1 3.47 0.57
2. Formal Oral Communication S5 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
5. Creative & Innovative 9 36 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. 1Influencing 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
16. Use of Available 1 16 54 24 5 2.91 0.63
Information
17. Decisiva Quality 9 3% 51 6 0 3.40 0.60
18. Tolerance of Stress 7 37 31 20 S 2,20 0.74
19. Behavioral Flexibility 14 a9 38 9 0 3.48 0.63
20. Self-Confidence 26 33 37 6 0 3.57 0.68
21. Display of Initiative 16 16 38 17 13 3.04 0.98
22, PFacilitation of Sub- 10 34 39 14 3 3.31 0.82
ordinates
23. Support of Subordinates 10 31 28 2 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

lN -

.87.

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

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

»
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need jmprovement. 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
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 10BC assessces :
have at least some need for improvement in all other areas. Indi- .

cators for which mean performance is indicative of clear-cut 3

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 Initjative, 39 percent; Facilitation of Sub-

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

‘ Others, 28 pr ‘cent. 1n addition to the above indicators, 50 percent

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

é
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', Table 3

General Indicator Scores for I0BC Asseseeesl

o
.

Percent of Assessees
in Each Rating Class
General Indicator Rating Class Mean Standard

IR S )
—-—“-n

5 |4 |3 | 2 | 1 |[Rating |Deviation
: 1. Informal Communication 3 50 4 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% 19 11 4 3.55 0.82
7. Positive Impression 11 50 30 9 0 3.50 0.61
8. 1Influencing Others 4 20 48 20 8 2.90 0.73
9. Working with Superiors 2 33 56 7 2 3.17 0.60
10. Orpganizational 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 4] 3.90 0.68
o 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 ' 1
: 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 j
22, Facilitation of Sub- 7 246 32 30 7 2.94 0.85 |
ordinates
23. Support of Subordinates*
24, Motivating Subordinates 0 4 4 46 46 1.77 0.79
1 25. Developing Esprit* -
| 26. Quality Control* : -

1y - 87.

*
IOBC assessees are not assessed for this indicator.
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the following 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 I0AC assessees appears in Table 4. The pattern of per-
formance among IOAC assessees is that of relatively high performance
which 1s 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
I0AC 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 10AC assessees are deficient or

need improvement in the following areas: Written Communication,

42
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General Indicator Scores for I0AC Assesseesl

Table 4

Percent of Assessees
in Each Rating Class

Rating Class Mean |Standard
! General Indicator 5 AJ Q_J 3 1;; J 1 Rating {Deviation
: 1. Informal Communication 9 58 29 4 0 3.65 0.51
2. Formal Oral Communication 3 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 Effectiveness 0 41 51 8 0 3.36 0.57
7. Positive Impression 1547 28 10 0 3.56 0.63
8. Influencing Others 6 25 60 13 2 3.10 0.66
i 9. Wo.king 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 o 4.12 0.68
.- 13. Work Motivation 47 38 15 0 0 4.10 0.58
14. Socilal 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 FlexiiLility 13 57 26 4 0 3.68 0.56
20. Self-Confidence 26 38 30 6 0 3.72 0.69
21. Display of Initiative 6 22 45 21 6 3.08 0.77
22, Facilitation of Sub- 43 34 21 2 1] 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

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

Social Motivation, and Use of Available Information.

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 deficlent 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. Earliec reports in this series have identified blocks of

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

I e

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

PR

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 1n the TOAC 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,

i Planning Ability, and Motivating Subordinates. These differences may

e

be due to some combination of the following factors: (1) earlier
training which students at the IQAC level may have received; (2) ex-
perience in military assignments; and (3) the selection processes

functioning through Army career development program. Assessment

alagi ot duton o el o et o R

results also show that all assessee groups are quite similar in

Creative Ability, Interpersonal Effectiveness, Positive Impression,

Organizational Ability, Soclal Motivation, and Decision Quality.

As far as the present study 1s 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 cf 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. 1t appears ifmpossible to con-
clusively determine whether such scores are indicative of "real"
performance or whether they are an artifact of conditions in the
asgessment 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 deficliencies 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. Thus, assessment results can frequently be compared

with related training or job performance information. Judging from
what is known about the assessed populations, mort of the assessment
results appear reasonable. For example, it should be expected that
I0AC assessees would show the highest directing ability, ANCOES
assessees the 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 3jroups on the communication indicators,
with IOAC assessees scoring consistently higher.

In Social Skills, little difference among assessee groups was
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 asscssment exercises and is
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, I0AC personnel scored very
high in Directing Ability but their scores were moderate in both

Orgarizational and Planning Ability, indicating some need for
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improvemer>~. ANCOES personnel were rated moderately high in Organi-
, za;i)na\.tgd Directing Ability, but very low in Planning Ability.
'115}7"£>;e;tees wcre rated low in both Planning and Directing Ability.

Th. ¥lanning Ability measure, which appeared to catch most
asseesees 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 wnrth 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 1s essentially an index
of cthe 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

to score moderately high in Behavioral Flexibility. IOAC personnel also
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scored high in Stress Tulerance, but the scores for ANCOES and I0BC

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
1s somewhat limited by the fact that not all groups were rated for
each general indicator. Since each assessee greup 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 thouch they are responsive to opportunities to
facilitate and support subordinates. 'j

Implementation of Results

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

R
BT remingtirgy

quirements, serve the purpose of documenting needs for training in

various areas of leadership performance. However, in determining

tralning requirements, the level of performance required by a job

A e mmwe g o e v < -




4
¥
i
H

i A

R

[ECCTTT N

oo

< e

must 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 IO0AC
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, ANCOES assessees may show deficiencies in writing
skills, but an examination of job requirements might indicate that
tiie 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.

PO -t - v
DT YT IR Y. = W




Chapter 4

USE OF ASSESSMENT TECHNIQUES
IN LEADERSHIP TRAINING

Task 11, 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. BRased 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 Fhase 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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conceptual knowledge and opportuvnities for application of the con-
cepts in practical exercises, with subsequent feedback and critique
of student performaace.

Two assegsment 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 conrepts and, thereby, to improve
their skills in selected aspects of leadership.

By agreement between the HumRRO 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 identiiicaiion ~f leadership dimensions per-
tinent to each of the exercises. The leadership dimensions relevant
to the selected assessment exercises are presented below:

Assessment Exercise Leadership Dimension

In-Basket Social Skills
Communication Skills
Decision Making
Admindistrative Skills
Supervisory Skiils

52
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Assegsment Exercise

Leadership Dimension

-
» -

"Emergency" Controlled Communication Skills
Simulate Decision Making

! Admiristrative Skills

! Supervisory Skills

o 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 leadership dimensions were derived. The resulting ob-
jectives follow.

1. Decision Making

a. In a written examination, correctly lists the steps

Siad  IGEE? WG Gt

in the decision-making process.

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

(1) 1Identifies 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
decisfon be made, commander's guidance, and the problem
statement:

(1) Identifles the pcrtinent facts hearing on the

problen.
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(2) Specifies three alternatives which solve the

g
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problem.
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(3) Analyzes the principal advantage and dis-

3

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

TR TR
L

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:

5‘ a. Upward communication.
b. Downward communication.

Sl 3. Social Skills (Interpersonal Competence) J;;

a. In a written examination, demonstrates a knowledge of
both effective and ineffective behaviors in in- 13
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- B

tative of one which could occur in a small military

!wu

unit, analyzes the situation and correctly identifies E:
|3

the cause of the problem.




c. Glven three descriptions of interpersonal situations,

analyzes each situation and selects the most ap-

propriate behavior from a list of alternative

e B B

behaviors. At least two-thirds of the selected
behaviors must be on a list developed by a panel

of behavioral scientists.

4. Communication Skills

In a written examination, lists seven factors which

a.
must be considered in preparing a well-written
"after-action" report. Each of the factors must
; appear in the "Reports" section of the Student Text.
? ‘ b. Given participation in one of the training exercises, ?
i

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.

I NI e

- 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-

The plan for each task must

complishing each task.

include at least six of the eight elements found in

the "Elements of Planning" section of the Student

§ro

Text.
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b.

Given a series of three vignettes concerning ac~-

tivities common to a small military unit, he:

(1)

(2)

Identifies at least one basic principle of
organization involved in each.

Analyzes each vignette in writing as to
how the identified organizational priunciple

1s involved.

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)

(2)

3

Whether the task was sufficiently defined
when assigned to the individual.
Whether feedback indicating adequate under-
starding was elicited from the individual at
the time of mission assignment.
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

56

T R e - " S—— - o

S ORI TR AR S SR N B Sy

s o e L 2R o i S 'ﬁmMQW‘ 3 %:M

AP TR,

"
o

T T A A alra et bk e




LI T IR P

——y
e - e

ki v;r-lv-wﬂwww'wﬂ\

P -

ARSI T Sl S fo e s

6.

experienced military officers and behavioral
sclentists. 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.

Supervisory Skills

a.

Given two vignettes concerning activities within a smail
military unit, analyzes each vignette in writing and
identifies at least two effective and two ineffective
supervisory behaviors in each.
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) wWhether 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 of experienced
officers and behavioral scientists. Complete
agreement with respect to the following major

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

adequately defined.
(b) Whether the superior needed to become in-
volved or not.

Development of Progrum ond 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 cowponents. For maximal
learning, post-performance feedback and critique periods were made
integral parts of the program. In addition, it was concluded that
mere experiencing of the exercises would not provide sufficient
structure for learnlng. It was judged that students would need some
conceptual framework for approaching the practical exercises. Ac~
cordingly, the final plan for the course involves 3-1/2 hours of
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

varioua 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

I g
o

Manual. The Student Text provides discussions of required leadership

concepts, while the Instructor's Manual contains complete guidance

ey

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 Infancry
Assessment Center.

Evaluation Plan

A plan for evaluating the training program was also developed.

The evaluation was designed to accomplish two objectives. These

were:

(1) To objectively evaluate the effectiveness of
the course for achieving the terminal train-

ing objectives.

(2) To determine subjective student reactions to

the gtructure and content of the course.

The evaluation design requires three groups of 10 individuals each.

ol a Bt

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 assessment method separately.

59




|
|
!

v
” '

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 cojectives. A total of three hours was designated as
the required time for administration of materials supplementing
these procedures.

An Evaluatijon Form to be provided to students in the form
of a booklet 1s 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 chree~hour time period should
be initjated. Students should be informed that breaks are allowed.

but discussion of the task is not permitted.

Scoring Procedures for the Evaluation Form. The written student

products can test be scored by content analysls procedures. There-
fore, concurrently with development of the Evaluation Form, protocols
for evaiuating student responses relative to termipnal training ob-
jectives were develored. 'These protocols list the points wnich should
be included in each response and set the criteria which should be sat-
isfied as the standavd of achievement of that training objective.

Two scorers, working independently, are assigned the task of reading
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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 regponses necessary to satisfy the criteria associated with
that objective. Cases of significant disagreement between the two
scorers are resolved through discussion following the completion of
scoring for all students. Tne protocols are nresented 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.

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, i1f 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. 1In addition, the Controlled Simulation

(Emergency) requires three controllers for every two students participating.
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A substantial portion of the program 1s oriented toward train-

L
s

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

TN

program, concepts pertaining to leadership are covered and dif-

po

] : ferent types of leader behavior are discussed. These early periods
insure an adequate knowledge base concerning relevant aspects cof

leadership.

PR R T T 0 i e e

The total program is 19-1/2 hours in length; however, either
3 one of the training exercises may be omitted if the instructor
desires. The lecture-discussion periods may be conducted either

4 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

Legend:

LD - Lecture~Discussion
TE - Training Txercise
C -~ Conference

Train- Instruc-
ing tor's
Period  Time Topic Method Notes Notes
1 3 mins. Introduction to Course 1.h 1
Purpose
Jnstructions to Students
Student Preparation
2 49 ming. Decision Making LD 2 1
3 45 wins., Supervisory Skills LD 3 2
4 25 mins. Souclal Skiils Ih 4 3 3
‘ 5 20 mins. O .municiation Skills LD 5 4 %
" , A
v 30 mino.  Admipistration Skills LD 6 5 S

(Cont inved)

02
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TRAINING SCHEDULE {(cont'd)

AP PR S N

.rain- JTnstruc- |
5 ing tor's H
] o Period Time Topic Method  potes Notes 13
? ] 7 15 mins. Organizational Leadership LD 7 6 5
3 Role Skills 35
; S
- 8 Administrative Simulation Appendix E
3 (In-Basket) B 11
: 3 hours a. Administration TE }ﬁ
2 hours b. Critique C 3
1 hour c¢. Summary LD _
9 Controlled Simulation Appendix
3 hours a. Administration TE (o
2 hours b. Critique “ 1
1 hour ¢. Summary LD
10 2 hours Summary and Conclusjons C 3

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 leadersliip behavior
relevant to them.

Training Materials

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

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

Sclected Aspects of Leadership, and (c) material pertaining to the ‘

conduct of each training exercise. The Student Text and the Instructor's

Manual have been delivered to the ARI Contracting Officer's Technical

Representalive as research by-products.




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
i studeats at least 24 hours before beginning the course and make

advance reading assignments as appropriate for the program schedule.

Instructor's Manual. The instructor's uwanual is designed for

T e e L

use solely by instructors and provides all guidance for conducting

Sk

the course, 1t 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 inciude training
notes for each period; sup -t requirements; detailed guidance for

conducting critique summzry sessions; and an appendix containing

pointers for conducting zroup discussions. The Table of Contents
for the instructor's manual is shown in Appendix F.

Exercise Materials. The materials for the 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

PR

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

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

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

tuis prcgram,
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Pilot Test

L M
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Subjects. The subjects selected to participate in the pilot

test of the training program were newly commissioned second lieu~-

ey

W g

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

s

at Fort Benning, Georgia. With one exceptiomn, all of the par-
ticipancs were ROTC graduates who, by virtue of their Distinguished
Military CGraduate 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. Twenty-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-trairing evaluation questionnaire developed to
assess program effectiveness. Ten of the experimental subjects re-
ceived the in-basket exercise and four participated in the "emergency”
controlled simulation. Only four subjects participated in the

simslation because of the limited svailabllity of controllers (two

g e

per subject) required to conduct the simulation exercise. Where

appropriate, results for these three groups will be presented

separately in the remainder of this chapter.
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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 instruntor employing the materials for amn
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 concerning the Student Text was that a qualified
instructor can prepare himself adequately for all scheduled lecture-
discussion periods by adhering to the rccommended lesson outlines

and using the Student Text as the sole referenca 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 ﬂ—

44
3.56

Moderately 34

21~ —4 4 .
Not at all 1T —+ —+ —
1

Valuable Organized Interesting

Figure 1. FEnd-of~Course Ratings by Students
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The three scaled items presented the students with the oppor-
tunity to be either critical or tavorable in their global evaluation
of the course under conditions where anonymity c¢f 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
vaiue oi the ccurse. 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
mist 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 1s to insure that students possess
a base level of knowledge cnﬁcerning the conceptualization of selected
aspects of leadershlip, it was felt that any further reduction of time

would oot be adviszable.
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Comments 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 werc 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, Description 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 corcluded that para-
metric statistics would be inappropriate for testing differences
between the three groups. Accordingly, a nonparametric statlistic,
the sign test (Siegel, 1956), was used to test differences between

groups on 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) (n=4) (n=9)
la Decision 6 5.3 5.8 3.0
1b Making 7 4.8 6.8 2.4
1lc 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
Leadership
Role
Skills
3a Social 10 6.5 7.0 3.7
3b Skills 1 0.6 0.2 0.3
3¢ 3 2.7 2.0 2.4
4a Communi=- 7 6.8 5.0 3.4
4b* cation 1 0.7 0.8 N/A
Skills
Sa Adminis-~ 12 8.7 8.0 4.4
5b trative 3 1.1 1.2 0.9
5c Skills 2 1.6 2.0 0.9
6a Super- 8 6.6 6.8 3.5
6b visory 1 0.9 0.8 0.1
Skills

*The control group was not required to respond to the question
dealing with this objective.
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was compared with the control group and the two experimental grouns
were also compared. In each comparison, a determination was made
as to which of two grovps had a higher mean score for each objective.
A plus (+) was assigned an objective when the firat group had a
higher mean score and a minus (-) was assigned where the mean score
of the second group was higher, After signs were assigned to each
objective, the nuecber of fewer signs wss determined and the ap-
propriate table was cousulted. If the hypothesis of no difference
between the two groups were true, about half the differences would
be pesitive and half would be regative. 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 sfignificant result would
indicate that, across the objectives, one grouv consistently 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 giocup performed at a higher level on the objertives
significantly more often (p<.001) than did the control group.

When the performance of the control group was compared with the
experimental group which participated in the controlled simulatior,
the results indicated that the exparimental group had higher scores

signlflcantly more ofter (p.002) than the control group.
% J r - ]
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The final compariscn between the performance of the two ex-
perimental groups showed no significant difference in the frequency
cof achieving a higher performance level on the training objectives.

These results indicate that the control group consistently per-
formed at a lower level on the training objectives than did either
of the two experimental groups. However, the small size of the
groups, especlally the experimental group which participated in
the controlled simulation, should be taken into consideration when

interpreting these differences.

DISCUSSION

The findirgs 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 favoriug the group wnich was exposed to the

conceptual material, i.e., the experimental group. However, 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, controil

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 {rom the
same population--ROTC graduates classified as either Distinguished

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 with 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 factors
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indicate that it is not likely that the differences among the groups

are due primarily to a blas introduced by the evaluation methodology.
g_ On the contrary, in light of the particular subjects and thelr back-~
l grounds, it is quite likely that, 1f the experimental and control
groups were comprised of randomly selected ROTC students, the ob-
served differences would be much larger than those obtained in this
pilot test.
C Based on the cited results, it can be concluded ttat 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
program and materlals 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 ldentify the student population for which this program will be

s = PLAIRS TN IR e - e —
P

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

i 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 1V was devoted to development of a model for use in the

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 the purposes feor which the tests are constructed?" The
objective was to develop a model which would incorporate the
numerous factors *to be considered and .-~trolied and would provide
a procedure for integrating them into exercises capable of obtaining
the desired results. This chapter describes the varjious steps 1in
development of the model and includes a discussion of potential uses

of it.

BACKGROUND
For this report, "assessment" 1s defined as the use of systematic
information to evaluate an individual or a group for a specific purpose.
Although methods used for assessment may differ, all are based upon a
common process wiich 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 assessmenrt.

PURPOSES OF ASSESSMENT
The results of an assessment may be used for one or more of the

following purposes:
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(1)

(2)

Selection and Placement. Assessment results are

frequently used to screen potential candidates for
promotion or assigument to particular jobs, or for
determining which among several jobs is most suit-
able for a cendidate (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 fallure in a specific context
such as a job or cducational course.

Quality Control. Assescment results may also be

used to evaluate individuals, procedures, or train-
ing programs for quality control purposes. As
oppoced to selection and placement, where assess-
ment results are used to predict future
performance, the purpose of assessment for quality
control is to dete:-aine 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. 1In both instances, the emphasis is upon the
measurement of current levels of achievement rather

than the prediction of future accomplishment,

ol 1

o

il

¥

prp e oY AT

=
!
2




e g

O

8 4wy

LT Y

rs

(3) Counseling and Development. Another use of assessment

results 1s 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
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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3 most likely to be evaluated in assessment situations. Second, it was
: : ) necessary to identify situational factors that facilitate assessees'
3 performance and influence the ways in which their assessible behavior
3 is manifested. After the classification scheme was developed and the
: ¢ facilitating factors were identified, it was possible to develop a
j model to be used in analyzing the demand characteristics of assess-

] ment situatlons and insuring that such situations have been

structured so as to 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

‘m.m.- Gl el e 11

conceptualization of these processes and the logical rela’tiounships

among several levels of abstraction of behavior are discussed in the

fed e -

classification scheme which follows.

it R ] a8, sl

LEVELS OF CLASSIFICATION

To develop the classification system, the approach was to begin
at the most general and abstract level of hehavior. 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.

T T e

The levels of classification, with brief definitions, follow.

.- Each element is discussed in detail later. : f

P
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= (1) Skill Area--Skills are generally viewed as consist-~
5o 1: ing of either "soft" or "hard,'" designations which

derive from the degree of the behavior and the

-
T
il el

structure of the situation. However, a review of

1 13
; E. the skills typically evaluated in 2ssessment programs ;5
?7 ) § reveals that these two terms do not include all ,%
‘ relevant attributes of the individual. Accordingly, fg
é a third area was esiablished relating to "personal i

predispositions.” Thus, hard skills, soft skills,

B i BT T —

and personal predispositicns comprise the three

3kill areas used in the classification scheme.

e p -
ORI 5 TN, SR ML |t

(2) Process Function--The geveral process functions

ERS R

reflect different aspects of interaction with the

environment. The same process functions may occur

dd o A e

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 varlous processes are not

N

e
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Classification Scheme

Table 6
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Skill Area

Context of
Performance

Process
Function

Process

Soft

Inter~
personal

Sensing

Information acquisition
Information processing

Problem analysis

Interactive diagnoscic competence

Coping

Information transmission
Decision making

Implementing decisions
Supervision

Organizational role performance
Interactive action competence

Communi-
cating

Oral communication !

Skills

Indirect

Sensing

Information acquisition
Iuformation processing
Problem analysis

Coping

Information transmission
Decision making

Implementing decisions
Administration

Organizational role performance

Communi-
cating

Written communication

Personal
Predis-

positions

Internal

Personality

Adaptability

Behavioral style
Consideration
Intellectual competence
Motivation

Tolerance for ambiguity

Hard
Skills

Task-

Defined

Sensing

Information acquisition
Information processing
Problem analysis

Coping

Information transmissinn
Decision making
Implementing decisions
Psychomotor behavior

Communi-
cating

Written communication
Oral communication
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e processes and their respective indicat

shown. Table 7 shows tt

Frequent reference to these tables will assist understanding of the

discuseion to follow.

Table 7

Principal Indicators of Behavioral Processes

. Process Indicator
5 Interpersonal Context
{ l Sensing Function:
: Information acqui- Tdentifying a requirement for information
P sition Detecting the availability of information
. l . ldentifying information sourcel(s)
b Eli~iting information
[ 4
E : Information pro- Relating discrete items of information
| l cessing Identifying relevant information
Organizing information into appropriate
form
3 Extrapolating or interpolating on the
- basis of information received

Determining type of problem
. Determining scope of problem
1dentifying candidate causal factors

Problem analysis

nterpersonal cues

Selecting relevant i
nal cues

Interactive diagnostic
Interpreting relevant interperso

competence
Coping Function:
Information trans- Selecting relevant information for trans-
mission mission
nsmitted

Organizing information to be tra
Identifying information consumey
Transmitting informatiom

.- (Continued)
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Table 7 (count'd)

Process

Indicator

Decision making

Implementing decisions

Supervision

Organizational role
performance

Interactive action
competence

Communicating Function:

Oral communication

Using available information

Selecting one from alternative courses
of action

Selecting a course of action within
given time frame

Selecting method of operationalizing

a decision

Obtaining feedback on effectiveness of
decision and implementation method
Eliciting acceptance and support of others

Providing instructions on task accomplishment
Defining expectations for subordinates
Motivating subordinates

Establishing effective work climate
Controlling quality of subordinate output
Using staff

Supporting subordinates

Representing subordinates to higher
organizational levels

Implementing decisione of others
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

Selecting behavior strategy in an inter-

active situation

Presenting formal oral communication
Transmitting and receiving informal
oral communications

(Continued)
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Table 7 (cont'd)

Process

Indicator

Indirect Context

Sensing Function:
Information acquisition

Information processing

Problem analysis

Coping lunction:
Information trans-
mission

Decision maliing

Tmplementing decislions

Identifying a requirement for information
Detecting the availability of information
Identifying information source(s)
Obtaining information

Relating discrete items of information
Identifying relevant information
Organizing information into appropriate
form

Extrapolating or interpolating on the
basis of information received

Determining type of problem
Determining scope of problem
Identifying candidate causal factors

Selecting relevant information for
transmission

Identifying appropriate information
consumer

Determining appropriate format for infor-
mation presentation

Transmitting information

Organizing information

Using available information

Selecting one from available courses of
action

Selecting a course of action within a
specified time frame

Developing methods and procedures for
implementing decisions

Specifying methods for obtaining feedback

on the effectiveness of decision(s) and

their method(s) of implementation

lssuing written instructions concerning im-
plementation methods and/or feedback procedures

(Continued)
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Table 7 (cont'd)

Process 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
groups
Determining organizational requirements
K Assigning task responsibility and
1 delegating authority
Identifying responsibilities which should
be delegated
‘ Identifying the impact of previous actions,
instrucrions, or decisions on the internal
! and/or external environment of the

R

organization

T RNPEITTY r ——

Organizational role Implementing decisions of others
performance Functioning as subordinate in hierarchical
situations

Using formal written channels of communi-
cation

Identifying occaslons for use of informal
written communications

Communicating Function:
Written communication Using an adequate vocabulary

Organizing material and structuring sentences
Formatting documents
Completing forms

Internal Context
Personality Function:
Adaptability Adjusting to stress
Functioning in confljctful situations
Altering behavior to situational demands

. e
' .

(Continued)
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Table 7 (cont'd)

Process

Indicator

Behavioral style

Consideration

Intellectual competence

Motivation

Tolerance of ambiguity

Task-Defined Context
Sensing Function:
Information acquisition

Information processing

T et WSt e e -

S A s arom mim e mas e e ap e e o

Displaying self-confidence

Behaving energetically

Displaying initiative

Accepting or assuming responsibility

Assigning priorities to the rights of others
Demonstrating awareness of others

Demonstrating general competence
Displaying skill in manipulation of
abstract councepts

Demonstrating a grasp of theoretical
and/or operational principles

Displaying work concentration and high

work standarvds

Demonstrating willinpness to work with others
Demonstrating a concern for task success and
a desire to do well

Demonstrates a consistent level ol per-
formance in unstructured situations
Nemonstrates a capacity to function in an
unstructured situation without seeking
additional guidance

Identifving a technical requirement for in-
formation

Identifying technical information source(s)
Detecting the availability of techunical
information

Obtaining technical information

Relating discrete items of information
ldentifying technically relevant information
Organizing information into appropriate forms
Extrapolating or interpolating on the basis
of information received

(Continued)
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Table 7 (cont'd)

Process

Indicator

Problem analysis

Coping Function:
Information transmission

Decision making

Inplementing Jecisions

Psychomotor behavior

Communicating Function:

Written communication

Oral communication

Determining type of technical problem
Determining scope of technical problem
ldentifying candidate causal factors

Selecting relevant technical information

for transmission

Identifying information consumer or location
Transmitting information

Using available technical information
Selecting one from available courses of action
Selecting a course of action within a speci-
fied time frame

Using available information for inventory of
the environment

ldentifying or developing technical methods
for operationalizing decisions

Specifying technical procedures for
operationalizing decisions

Obtaining feedback on effectiveness of
decision and implementation method

Pemonstrating reaction time
Displaying hand-eye coordination
Demonstrating fine motor control

Using an adequate technical vocabulary
Completing forms

Organizing material and structuring sentences
Formatting documents

Reading technical material

Using an adequate technical vocabulary
Transmitting and receiving informal oral
technical communications

Presenting formal oral communication

85

NI

‘ VR wlawl s

o ol s & et

st o dusitost S adlian




, T
DU S L L

ol

"
B Ll

Y o it

PR

Ll P W T N ST

! R

’ MMq

»

m

CONTEXT OF PERFORMANCE

Since processes occur within a variety of organizational set-
tings, the developer of an assessment exercise must also consider
the context of performance. This consideration is reflected by
inclusion of a dimension labeled "context of performance'" in the
classification scheme. rhe 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
Fry (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 ebstract.

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 1s the extent to which a skill can
: i 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 extreae

L ot o SRS R

involves an instance in which the behavior, action, or process is

T

only implied by a gilven context, and the job application can be
described only in general terms. For example, a requiremeunt 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

p—

established 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 !

information is not completely known. Uncertailnty is generally

Yl " — [T—

associated with job functions in an emergent situation.

The three skill areas defined in this classification scheme are

ek ot s . B i

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

R B T R T T T

specificity, and/or frequently are embedded in emergent situations.

The context in which an individual performs job functions dictates

.

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
others. It 1s more difficult to specify the existing conditions
for this context than for any of the others. However, the skills
relevant to this context of performance represent those most
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-
quired 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-
rion 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 Transmisslon - 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 activiiies 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 this process
are those involving direct contact with subordinates or representation
of subordinates to others.

e. Organizational Role Performance - The activities gub-
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. 1Interactive Actic-. competence - 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. 1In the indirect context, the sensing process
function is thé'éame as in tﬁe interpersonal coﬁﬁext éécept 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. - Ce .
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¢. 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 ianvolves strateples
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.

b. Decision Making -~ The activities involved in this process

relate to the selection of a course of action from several alternatives

in situations other than those involving interaction with others.

¢. 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-

? e veyance of ideas, concepts, or data from one individual to others. The

é é indirect context includes only the written mode of communication.

é - a., Written Communication - The activities in this process ' ~
é g are those which involve both the formal and informal written trans-

mission and reception of information, irrespective of the nature ot

TP

the information.

i Wt o o i U0 B

Personal Predispositions

» »
Lv:‘.wmﬂf 7

Personality characteristics have often proved critical to accurate

prediction of career success. Such personality characteristics could

-
e Al

not appropriately be assigned to either the hard or soft skill areas.

The third skill area, personal predispositions, contains only those

e st A b nd

attributes considered to be both relatively enduring and internal to

et [ it

the individual.

Y )

Internal Context. As is self-evident, the skills and abilities

L ]
"

subsumed in the personal predispositions skill area occur only in an

internal context. These skills are not directly observable, but must i

be inferred from the individual's behavior. 1

1. Personality. Personality 1s defined as the total complex

g of characteristics that distinguishes an individual; however, only a
subset of these characteristics 1s included in this classification

scheme. Although it {is possible to assess numerous aspects of per-

ir sonality, only a few have been found relevant to job success. Those

which have been, and which are frequently evaluated in assessment
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programs, are shown below.
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a. Adaptability - Activities included in this process are
those which reflect an ability to adapt to changing situations which
make varying demands.

b. Behavioral Style - This process includes those activities
reflecting the intention of the individual to responsibly initiate
focused action.

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 1in this process reflect the
individual's desire to perform tasks successfully and to work with others.
f. Tolerance for Ambiguity - Activities included in this
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.,

Tusk-Defined Context. The tremendous range in contexts for the

performance 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

are applied.

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 coplng process function deals with the pur-
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 selectiom, 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-

ternatives.
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¢. 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
ideas, concepts, or data from one individual to another.

a, Written Communication ~ The activities inveolved 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 1in 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,

bl

T

TS
" LA

e T I T
A . . 3 -

3 =
3 :
& . i
# .
! o
5 -B
2
= H
i il
LA




T TR STIPI T 1N e

TN

.

UL UM

[

LRI, R )

g ity

[

[ e
v

g e [ hted

& il

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
(1) skill area, (2) process function, (3) process, and (4) indicator.
Each of thesc levels was discussed and the relationships to adjacent
levels were described. In addition, the contexts of performance for
various processes and indicators werc discussed. The classification
scheme relates the processes or dimensions frequently evaluated in
assessment programs to thelr 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

¢xercises.
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FACILITATING CONDITIONS

by el

For most agsessment purposeg, the 'process function" and "skill

. 31 area" levels of abstraction are tooc general. Therefore, the model Agf
; will focus upon processes as the most meaningful basis for the design 14
of assessment exercises. The problem for an exercise designer is to

specify the processes to be evaluated and to identify conditions that 1

will facilitate the occurrence of indicators of the specified pro-

cesses. Assessment conditions most likely to facilitate the ‘ P

evocation of each process are listed below, 'il

The reliability of an evaluation of a process will be increased

H by the inclusion of as many appropriate facilitating conditions as

possible. Since each of the conditions tends to evoke some indication
i of pertinent processes, the exercise which includes the greater number
.- of facilitating condlitions is more likely to produce a greater number
of behavioral indicators and, hence, to result in more reliable
evaluations. i

Descriptions of the most usual facilitating conditions for each

P

process are presented below. Processes duplicated in the classifica-

ot (IR I0 SR I

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, 1if a

|
i
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process ca.. occur within more than one context, the facilitating con-

s

ditions shown 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

gensing function; it involves the act of obtaining information con-
cerning a critical environment.
The facilitating conditions are:

(1) A situation requiring additional information for

A e

~uhl.wm.’mmhmim."mmmm;.m“”i” it LA

effective handling.

(2) A situvation containing one or more potential in-

-—
T

formation sources, one of which has exercise-

relevant information.

"= e o 4

(3) A situation in which complete information for meet-

ing exercise requirements is not provided an assessee

kS
f and which includes a provision for making relevant i
i information available contingent upon the asscssee's
' behevior.
Interactive Diagnostic Competence. This process, a component of

the sensing function, can be perform~d only within a specific context.

i 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

ot

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 Processing. This process also is a part of the

sensing function and pertains to the evaluation of obtained infor-
mation.
The facilitating conditions are:

(1) A situation in which an assessee recelves discrete
{tems of information, of which many have an exer—
cise-relevant aspect in cormmon.

(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 informacion provided an assessce

does not specifically indicate an appropriate method of

ITREN
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dealing with the exerclse, but must be used as the
basis for interpolating or extrapolating to develop
the required information.

Problem Analysis. The sensing function is 2lso 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.

(2) A situation in which sufficient problem-relevant
information is available to an assessee to allow
for determination of problem scope, e.g., number
of personnel involved, an individual with multiple
problems, etc.

(3) A situation in which sufficient problem-relevant
information is available to the assessee to allow
the identification of probable causes.

Decision Making. Onc 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.

R N LR IR
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(3) A situation in waich 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-
saented 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 decisiom.

Administration. This process, classified as one of several which

reflect the coping functiocn, 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
hiypothetical 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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i 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)

(2)

(3)

o L

(&)

(5)

" el ]

(6)

Implementing Decisions.

Ctne in which plans for both short-range and long-
range tasks must be developed.

One in which intermediate goals must be sequenced
and the time requirement for each task specified.
One in which the assessee must evaluate and
utilize organizational resources.

Cne in which the assessee must coordinate the
activities of individuals and groups.

One in which the assessee must identify and delegite
responsibilities and authority.

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.

coping function. The facilitating conditions are:

(1)

" "
e S T et T I BT

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.
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(2)

3

A situation in which an assessee must develop 2
plan for evaluating the effectiveness both of a
decision and of the method selected to put the
decision into effect.

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 Competence. This process, related to the

coping function, 1is 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 with others. The

facilitating conditions are:

1)

(2)

(3)

A situation in which an assessee interacts with

others on a face-to-face basis.

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.

A si-mation in which an assessce must cope with

the demands of the other(s) in the situation.

Information Transmission. This process also performg o coping

function.

The facilitating conditions are:
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(1) A situation in which multiple items of information E
. must be organized for the purpose of transmission.
%i (2) A situation in which an assessee must select task-
5. 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 transoit
information effectively. S
Supervision. This process, a component of the coping function, li
is usually performed in an interpersonal context. The facilitating ; ;
a- i
. conditions are: é é
;5 (1) A situation with requirements that subordinate % 3%
. performance achieve a certain level. ?
(2) A situation which includes a barrier to subordinate(s)
| accomplishment of assigned tasks.
(3) A situation which includes subordina;e behavior in-
dicative of unacceptably low group morale.
(4) A situation in which a subordinate's decision or r
action is questioned.
. (5) A situation which includes a requlrement for establish-~ ) é
; ,
. ing job parameters for the subordinate(s).
i‘ (6) A situation which includes the requirement that sub- '

ordinates exceed prior performance levels or maintain

current levels over an extended period of time.

e 1
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Oxrganizational Role Performance. The coping function is re-

flected by this process. The facilitating conditions are: ? i

a- (1) A situation in which an assess . is assigned the

CREE e, kb

role of a subordinate and is required to deal ]

s e e

: with various directives, instructions, and requests.

E (2) A situation in which an assessee must specify

proa

and/or demonstrate a strategy for eliciting ac-
ceptance by subordinates of decisions of higher

levels of leadership.

LI “nat Gt B ~a-e o3yt 0wty

(3) A situation in which an assessee is required to ]
% work with a group of peers to attain a specified

goal. g ]

[y §
-

(4) A situation in which an assessee is required to

identify channels of organizational communication

b &

e

which should be used.

; (5) A s{.:ation in which an assegssee 1s confronted with
conflicting demands from superior and subordinate
levels and is required to reconcile the demands.

Oral Communication. This 18 one of two components of the communi-

cating function. The facilitating conditions are:

It

i (1) A situation in which an assessee is provided with

[0

items of information and is required te -nke a

B a——

formal oral presentation of the .
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mation received orally as the basis for
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subsequent activities.
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(3) A situation in which an assessee must transmit

information orally.

Written Communication. 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 1s required to prepare a
written report about them.

(2) A situation in which an assessee is required to

P W

evaluate the written output of others.

hdaptability. The facilitating conditions for this process

r: bl g

are:

(1) A situation in which demands made of an assessee

. n

are frequently changed.
(2) A situation in which a decision by an assessee meets
with marked negative reaction by a peer.

(3) A situvation in which a time or output requirement

i which cannot be met 18 made of an assessee. v

(4) A situation in winich differing viewpoints must be

, . |
P oo, o e

reconciled for task accomplishment.
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(5)

(6)

A situation in which negative feedback is given
an assessee concerning the effects of his current
behavior.

A situation in whicu information contrary to his
currently held position is provided to an

assessee to act upon.

Behavioral Style. The facilitating conditions for this process

are:

(»

(2)

(3)

(4)

(s)

A situation requiring that an action be taken.

A situation which includes the possibility of
future accountability for present action(s) or
inaction(s).

A situation which requires a decision in the
absence of complete information.

A situation which includes ambiguity as to
correct actions.

A situation which insures an assessee's awareness
of the probability of a loss in the event of an

incorrect decision or action.

Consideration. The facilitating conditions for thic process

are:

(1)

A situation in which an assessee is required to

evaluate the impact of a decision upon specific

personnel.
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(2) A situation in which an assessee, as a member of a

group, must allocate to other group members less
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 maripulation of selected concepts.
Motivation. The facilitating conditions for this process ;
are: H
(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
or minimize task demande 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

process are:

ey U 1
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(1) A situation in which only minimal guidance is pro-

vided an assessee for pertormance of tasks or
solving problems.

(2) A situvation in which an assessee 1s provided only
minimal guidance and is informed that additional
guidance can be requested.

Psychomotor Behavior. "he facilitating condition for this

process 1s:
(1) A situation in which an assessee 1s required to
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,
reference 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
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
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
agsessees. They include such aspects as physical conditions and con-
duct 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 Instructious
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.

2.

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 concingencles
(3) Specificity of assessece role
(4) Assessee constraints
(a) Distribution of power
(b) 1Imposed communication net
(c) Range of permissible response
alternatives
c. Evaluaticn clarity
(1) Identification of assessed attributes
(2) Specification of assessment standards
Complexity
a. Length
b. Number of topics covered
¢. Reading level
Mode of Presentation
a. Oral
b. Visual
c. Written

ASSESSEE TASK

1.

2.

[o IV, )

Clarity of Task Goals

a. Multiplicity

b, Verifiability

Clarity of Goal Paths

7. Number of alternative procedures for task
accomplishment

b. TFeedback on progress toward task accomplishment

Difficulty

a. Level of effort

b. Duration

c. Number of required operations

Compirexity

a. vardiety of required activities

b. Rate of change of task input information

Cognitive/Motor Requirements

Mobility Requirements

Technical Expertise Regquirements

(Continued)
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8. Environment
a. Social
(1) Setting
(2) Cooperation requirements
b. Physical
9. Realism

10. Familiarity
11. Intrinsic Interest

Figure 2. Impact Factors in
Assegsment Exercises

ASSESSEE INSTRUCTIONS

Factors classified as instruction-related are those which per-
tain to the instruction structure or to methods of transmitting
information to assessees.

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) Procedures. 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 behaviuor which the assrcssment exercise
developer (AED) wishes to evaluate, no guidance
should be given. However, 1if 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.

Materials. This category deals with both materials
and their acquisition, as distinguished from pro-
cedures ro- 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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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 avallability 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.

Specificity of assessee role. Many assessment exer-

cises Include the assignment of an assessee to a
hypothetical role. In the event an assessee 1is
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-
volving multiple assessees, low role clarity can result
in a substantial amount of time being devoted to the

development of working relationships, often accompanied
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by behaviors which are not of interest for assessment
purposes, On the other hand, 1f a process such as
organizational role performance is the evaluation
target, establishment of such an ambiguous situation
could be desirable.

Assessee constraints. There are several types of con-~

straints on the behavior of assessees which reflect
means clarvity. Constraints are those provisiouns 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 powe: to all assessees in an
exercise produces peers, while a disproportionate dis-
tribution results in a superior-subordinate relationship.
Since different behaviors can be expected for these two
types cf 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 require
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,

through a central person. Low clarity of this con-
straint would result in unrestricted communication.

A third type of assessee constraint is the range
of permiscible 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 will 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 mhtivation.
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Evaluation Clarity. There are two factors subsumed by this

designation, each reflecting an aspect of the evaluation procedure.

(1) 1Identification of assessed attributes. Identi-

wiilig «

- . fication to assessees of attributes to be evaluated . .

N
et .l

-
il

RO

during an exercise will result in an assessee

narrowing the range of exhibited behaviors to

P o 165,

insure that desired behaviors are performed. 1In

some cases it may be necessary to include a moderate

5

level »of clarity in the instructions, e.g., "we are

concerned with your administrative skills,' but the

et
ATNE CTCNn iy . 72

level of clarity should never be higher thar ab-

. solutely necessary. The less sure an assessee is

PITIRET I Dy

¥ about target attributes, the more likely it 1is that
exhibited behavior will be contingent upon per-

5. ceived situational demands. This latter state is
one which the AED should always strive to attain.

(2) Specification of assessment standards. This factor

should not be included in instructions except at a
moderate to low level of clarity. FExplanation of

standards to be used causes a restriction of be-

haviors not directly related to the specified -

TN

LA

standard. By concontrating an assessee's attention
on certain aspects of the exercise, opportunity for

measuring other behaviors may be lost.

TP S
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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 1s determined by three
factors:

Length. The length of instructions is not a critical aspect;
tut, 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,
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 or read instructions which are unnecessarily long.

Number of Topics. The preceding factor is related to this one

because 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
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 assessees

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
be able to perform adequately in the exercise. A reading level
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
are brief and involve a limited number of topics. Since assessees
usually are not provided coples of oral imstructions, it is
unlikely that all information included in a lengthy set of in-
structions or those which include a number of topics will be
retained.

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
gtill quite effective in situations where an asgessee must locate
an object or manipulate certain objects during an exercise. The

mode may be especially appropriate where a task 1is very complex and

can be represented visually.

a record of the instructions and,

Written. This mode of presentation allows an assessve to retain

thus, to review them as necessary.
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This mode is usually preferred by assessees. 1f instructions are

univoidably complex, this mode should definitely be used. Written

- .

..

instructions can be combined with either or both of the other

presentation modes with excellent results.

Y

ASSESSEE TASK

% A second major class of impact factors consists of attributes

of the tasks to be perfcrmed 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

. e

clearly defined and communicated to assessees. Low goal clarity

- TTT——

increases ambiguity for assessees, thus leading to increased numbers

of inappropriate behaviors with accompanying fatigue and frustration.

L]

Two especially critical determinants of clarity are multiplicity and

i verifiability of goals.

Multiplicity. This aspect 1s concerned with the number of solu- B

‘ ‘
e o il il il 4L

t 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, decigions, solutions, etc.
! Multiplicity of acceptable actions or solutions may affect the

1 . extent to which an exercise "stretches'" an individual and evokes all

of the behaviors planned tu be evaluated during the exercise. Since

a greater number of acceptable alternatives increases the probability
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that ore 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 consensual solution; how-
ever, verification by assessees that this is the "correct"
gsolution is difficult, if not impossible. At the other extreme,

a lathe operator who forms a plece 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 18 evaluated.

Clarity of Goal Paths

This factor is concerned with the explicliness of the goal path,

i.e., how a particular goal can be attained. "Hipgh 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.
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, aé 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 procedn.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 gquality 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.

122

QNI o ot

i

" <

AR I

s

e




" g

iy

CTPURRERIRTE ¢ g e

-
S

Sk

gy .
Lo

—i s

-

S apma—

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
or 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. The 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 for 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.
Complexity
The complexity of an exercise or task is related to the variety

of requirements placed upon an assessee.
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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, accompanled by stress, can easily result
when a varlety of differing activities are required of an assessec
A large variety of required activities will usually increase both
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

asgessment 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
have minimal impact upon assessee behavior. There will be some cumu-

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 remzin relatively
constant, provided that other conditions are not substantially
changed.

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
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 obgservation by assessors. On the other hand, ex-

5064

cessive imbalance in the direction of motor requirements limits

opportunities for evaluating the more complex problem-solving and

[ LT

decision-making capabilities,

o e

Mobility Requirements

The extent to which a task requires that assessees move within

e
- .

or between locations can be an important consideration. For exaumple,
a field exercise may require substantjial mohility while a business

game may involve very little movement. In general, any exercise

S e

designed to be conductcd indoors will have relatively low mobility
requirements, High mobility requirements substantially increase 2

the level of difficulty of en exercise.

™

Technical Expertise Requirements

Assessuent exercises differ with respect to the degree of ex-

2 lp

pertise required of assessees. However, regardless of the purpose

of the assessment, the degree of required expertise will usually

PRp——

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.

I1f the technical expertise required by an exercise is sub-

stantially higher than that possessed by many assessees, task goals

and goal paths may be unclear and difficulty and complexity of the

exercise will be greatly increased for the assessees. Such a
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situation has significant implications for any assessment program.
1f asscsseeg feel that they are required to perform tasks which are
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 informntion. If all assessees perform ex-
tremely well, discrimination between them 1s 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
to contaminate the manifestation of nontechnical attributes.

Environment

H
3

Social. The social environment is the context resulting from i
the presence or contact with other people during an assessee's per- V
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 isoluted 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 jinteractions with
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others. 1In general, the presence of others has been

found to enhance task performance.

Cooperation requirements: This aspect of the social

environment factor is concerned with the degree to
which a task requires integrated action by several
assessees for successful accomplishment. It should be
pointed out that a requirement for integrated action
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-
formed in isolation, e.g., an assembly line type of
exercise. Requirements for a high level of co-
operation may 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 enviruvnment includes not only the location
and conditicns 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

thoroughly reviewed to determine the implications of such require-

128

e T TR D LT e Tah o L Bt s Gl

A il

i
,‘UM'mwmm Mo o it Ll s
i

>

L

sl

ok

i

ks



ety SR 1 SENRETIET 4 S v

!
L )
3
F 1

[T
Y .

i d

Realisn

The most realistic assessment exercise is one which exactly
duplicates some aspect(s) of an existing organizational environ-
ment. However, such realism may not be cost effective and there
1s conaiderable 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 cf realism that is required is
one of the first decisions to be made in the development of an

assessment exercise.

Familiarity

The AED should consider the probavility of an assessee having had

prior experience with the class of tasks to which an exercise belongs.

Unequal familiarity among assecsees 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 1s more likely to display
behaviors indicative of such target processes as motivation, inter-

personal action competence, and behavioral style.

129

Wl sl

ST § el N

Ll
e -

bt




1
Bl Bl

- ; 3 Assessment exercises vary widely in their intrinsic interest
for assessees. Some, such as an interview, may be intecesting at

times. Others, such as an assembly type of exercise, may be of

L
i g

ii ) little interest to most assessees. Still others, such as a con-

P——

g ' trolled simulation, may be interesting to most assessees. An

exercise with (a) some novelty (low familiarity), (b) moderate to

E } 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 exe:cise is not to entertain assessees; : &
however, intrinsic interest is important for generating individual

involvement to the extent that an assessee's behavior is genuinely

Py

representative of the manner in which suc’. a situation would be

foie s

, handled outside of the assessment context.

Wb b

INTERACTION AND IMPACT

Each of che factors discussed above has a potential for impact-

s ol T 24 e it ki ot

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-

; actione were discussed. The impacts of a particular factor or the
interaction of multiple factors can usually not be predicted for a

HR specific assessee; however, the probable effects for a group of

assessees with specified characteristics can be estimated. Then, a
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test of each exercise should be conducted in crder to check the
accuracy of the estimate.

The list of impact factors presented above should be used for
twn purposes: (1) gorestimate 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
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
fo. uwecasurement 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 so

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

By Ry

: . on the continuum of remoteness from job performance is measurement of ; EE
L. g :
P 3 proficiency during actual job performance. The other extreme of

Lol .

é : i this continuum, high job remoteness, is represented by measures (e.g., 13
E o ] 1

paper-and-pencil exercises) that are not obviously similar to actual

job performance, but which assess performance on tasks that correlate

L2t -

b
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with on-the-job behavior.

R L YV

Assessment situations that fall between these two extremes are
(a) those that require performance of the actual job task outside

of the real job 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 zn 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 1

TvI—"

from the job sftuation is the valid identification of critical be~ -4
| haviors for effective job performance.
In summary, the five previously described positions along the

! continuum are (a) on-the-job assessment, (b) work sample assessment,

LR
& g

i {(c) simulated-job assessment, (d) corresponding behavior assessment,
i' 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

of these five positions will be discussed below.
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§ On-the-Job Assessment f
ax :
. The ideal is, of course, proficiency assessment in the job 3
é: gituation. However, several problems are presented by this method.

One important problem involves measurement reliability, the con-

sistent and unambiguous recording and evaluating of elicited

T )
. .

'

VT R Ty o o

behaviors. The degree of control possible in a job situation may

el

be too low to obtain reliable measures. Increasing the degree of

control by attempting to standardize the job often results in an

artificial situation. An additional and significant consideration

involves the silzable resources (personnel and materiel) required for

assessment of a rather limited number of personnel.

&
e

Work Sample Assessment

An assessment exercise reflecting a greater level of job re-

moteness involves selecting and removing samples of the actual job

T T bl b A
Pod GED BES  Gwd o

task from the real work environment. Thus, assessees perform

PRI )

actual tasks but not in the real job environment. This type of

o

exercise allows greater standardization of the assessment situation

i and more reliable measures can be obtained than in on-the-job assess-
ment. However, many of the same objections also apply--high cost,

time requirements, and unsuitabllity as a method of assessing large

| numbers of people.

Pos—
for iy

Simulated-Joo Assessment

-

Due to the problems associated with the assessment of proficiency

%,
é
]
i
t

in the first two situations, a third assessment method is frequently

T P
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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 cbjective
measurement. Some of the methods most frequently used in such an
assessment situation are equipment mock-ups and simulators. A high
degree of standardization can be achieved in such a situation, which
facilitates the collection of reliable and valid assessment data.
This method not only allows for the assessment of large numbers of
individuals, but requires lower levels of resources over time than
either <f the two previously discussed types.

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
words, virtually no simulation of the job environment occurs in this
method. Highly standardized situations, allowing for the collection
of valid and reliable assesement 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 themselves to the assessment
of soft skills. Development of soft skill assessment exercises at

these levels of job remoteness often requires some creativity on the
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part of the designer, especially when using the corresponding be-
havior approach.

Correlated-Job Asgessment

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
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,
e.g., job performance, may vary widely and must be carefully in-
vestigated before operational use of any measure.

Summary

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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CLASSIFICATION OF ASSESSMENT EXERCISES

The content of an assessment exercise can vary widely, con-
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

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
or inference. Exercise designers should also consult Mager (1962,

1972) when developing instruments for measuring the processes.
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INTERVIEWS
TABLE EXERCISES
Leaderless Group Discussion
Games
Group Problem Solving
WRITTEN EXERCISES
SIMULATIONS
Man-Ascendant Simulations

Man-Machine Simulations

Figure 3. Classification of
Agsessment Exercises

Interviews

An interview 1s 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 assess ¢ 18 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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are:

(1) Assessment interview in which an assessor interviews
an assessee. In a panel assessment interview, multiple
agsessors interview one assessee. These interviews may
be structured, unstructured, or mixed.

(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

evaluation by one or more assessors.

Characteristics. The principal characteristics of interviews

Setting: Interpersonal interaction with the interviewer.
Type: !oncompetitive.

Equipment Requirements: Minimal.

Material Requirements: Minimal.

Physical Facility Requirements: Low.

Time Frame: Usually less than one hour.

Administrator Requirements: Few.

Number and Qualifications of Assessors. Contingent upon:
a. Expertise required to make assessments: Moderate.

b. Number of assessees performing simultaneously: One.
¢. Mobility required of assessors: None.

d. Complexity of the performance to be observed: Generally

moderate level.
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Table Exercises

A common feature of all table exercises is that a group of
assessees sits around a table and holds a discussion or performs
some common task while under the observation of assessors. Three
of the principal forms taken by table exercises are discussed below.

Leaderless Group Discussion. A group of assessees 1s assigned

some task to be performed or some decision to be made. No leader
for the group is designated. During the course of the discusslon,
the members interact, often quite intensively, which makes it
possible to observe and evaluate various attributes under quasi-
r:alistic conditions. A participant may either be assigned a position
to support during the course of the discussion or allowed to develop
his own position.

Games. Games generally involve one or more groups of assessees
who oppose either other teams or a computer, in working through se-
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 1is 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.
7. Administrator Requirements: Few.
8. Number and Qualification of Assessors. Contingent upon:
a, Expertise required to make assessments: Moderately
high.
b, Number of assessees performing simultaneously: Six
to 10 per group.
c. Mobility required of assessors: None.
d. Complexity of the performance to be observed: Moderately
high.

Written Exercises

Assessees are required to respond to questionnalires or to preoduce
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
feature permits more detailed analysis and more considered evaluation
before recording the results. On the other hand, attributes assessed

by zuch exercises are limited to those that can be revealed through
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written communication. Such exercises may range from paper-and-

A

pencil measures of personality characteristics to a description of

- the assessee's job environment.

[}
AN
a

Characteristics. The principal characteristics are:

1. Setting: Individual, no interactions.

Sre—y
.

2. Type: Noncompetitive.

3. Lquipment Requirements: None.

B o)

4. Material Requirements: Minimal.

5. Physical Facility Requirements: Very low.
Time Frame: Usually two hours or less,

7. Administrator Requirements: Few.

8. DNumber and Qualifications of Assessors. Contingent upon:

n [
o Pt

a. Expertise required to make assessment: Varies--the

btk NEE P B
o

less structured the output, the more assessor ex- : 4

> pertise is required. 3

> b. Number of assessees performing simultaneously: One.
¢. Mopility required of assessors: None. f
d. Complexity of the performance to be observed: Usually

low.

Simulaticns

The definition proposed by Bogdanoff, et al (1960) will be used -

E ? , for this class of exercises:
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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;

(2) the analysis of a specific phenomenon; or
(3) the design of a specific system in terms of
certain conditions, behavior, and mechanisms."

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 complelcly 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. 1In a completely contingent
situation, all inputs occur as a function of the i.ssessee'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

asgessee 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

refer 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.

1. Scheduled Inputs. Few simulations completely schedule

inputs throughout the exercise. A type ¢f 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
manager's desk, in which letters, reports, memoranda, and other papers
are deposited for the manager's attention and action. In the in-
basket exerclse, 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 asscssee's disposition of
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
iateraction 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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aciions in handling specific problems.

“ be obvained of the reasoning used in arriving at solutions to the

marious problems. 1In the in-basket exercise, emphasis 1s primarily

upon 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, througt disposition of the paperwork related to the problem,
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Characteriscics. The principal characteristics are:

a. Setting: Individual, no interaction.
b. Type: Noncompetitive.

c. Fquipment Requirements: Minimal.

d. Material Requirements: Low.

e. Physical Facility Requirements: Low.
f. Time Frame: About three hours.

g. Administrater Requirements: Few.

a. Number and Qualifications of Assessors. Contingent upon:

In this way, understanding can

(3) Expertise required to make assessments: Moderately

high.
(2) Number of assessees performing simultaneously:
(3) Mobility requirements of assessors: None.
(4) Complexity of the performance to be observed:

Moderately high.
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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

assessee. The content of the role play may range from handling a

stressful and unexpected situation to conducting a simulated ap-

praisal interview with a subordinate.

Characteristics. The principal characteristics are:

a.

Setting: Interpersonal.

Type: Noncompetitive.

Equipment Requirements: None.

Material Requirements: Minimal.

Physical Facility Requirements: Low,

Time Frame: One hour or less.

Admiuistrator Requirements: Few.

Numboer and Qualifications of Assessors. Contingent upon:

(1) Expertise required to make assessments: Moderately
high.

(2) Number of assessces performing simultaneously: Cne.

(3) Mobility required of assessors: None.

(4) Complexity of the performance to be observed:

Moderately high.
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3. Mixed Inputs. Simulations will most frequently irclude both
scheduled and contingent inputs. Inclusion of both types allows for
greater flexibility in designing the exercise as well as increasing the
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. 1In 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-
tion usually follows a carefully devised script, it is possible for
assessment instruments and observations toc be much more highly struc~
tured than *n exercises where greater behavioral latitude is permitted
assessees. Thus, much more precision of measurement can be achieved.

Characteristics. The principal characteristics are:

(1) Setting: Individual, interaction only between an
assessec and the controller(s).

(2) Type: Noncompetitive.

(3) Equipment Requirements: Moderate.

(4) Physical Facility Requirements: Moderate.

(5) Time 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:
Usually one, although this varies widely.
tc) 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 tests

in which assessees perform tasks, usually out of doors, under conditions

!
i
;
H

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 Lhrough 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
given certain informaiion at each problem contingent upon their be-

havior, and may also be scheduled to attempt each problem at a
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. (1) Setting: Group setting--generally interaction only
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with the controller(s), although this is variable.
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g : (2) Type: Noncompetitive.

(3) Equipment Requirements: Variable, usually moderately

high.
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(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.
(8) Number and Qualification of Assessors. Contingent

upon:
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(a) Expertise required to make assessments: Variable,

vsually moderately high. 4

o o m g
I .

(b) Number of assessees performing simultaneously: May

; vary from one per station to six to eight per group
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-

3 erate to moderately high,

. an-Machine Simulations. This type of simulation ranges from a situa- E
LA | .
TR tion requiring an assessee to spend 8 small portion of time operating a 2
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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 bagis of the extent to which
inputs are programed. Since the particular type of machine in-
volved, 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

In designing an assessment exercise selected from any of the
¢lasses discussed previously, the AED must determine the appropriate
level of remoteness from the Job context. Simulated job assessment,
corresponding behavior assessment, and correlated job assessment
reflect the degrees of remoteness most frequently found in assess-
ment exercises. Usually, the cost to benefit ratio is so large that
few AEDs will consider designing exercisee which reflect either of
the first two nositions on the remoteness continuum.

Evaluaticn of hard skills will most frequently require a simu-
lated job exercise, while evaluation of soft skills most frequently
results in corresponding behavior asseasment. The correlated job
aggessment method is used for evaluation of both hard skills and

soft skills, although somewhat more frequently for the latter. It
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should be pointed out that these are generalizations and the AED
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 B shows processes
considered likely candidates for evaluation by each class of exer-
cise. Where inferential measurement of a process may be likely,
an X is shown for that cell. If behavioral measurement 1is possible,
a Y is entered in the cell matrix. If a process cannot be measnred
in that exercise, a 0 1s shown.

The candidate processes shown in Table 8 are those which
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-

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

were presented and discussed. 1In this section, the full model, to
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M, Table 8
: Candidate Processes for Measurement in Each Class of mxmﬂnwmmmp
CLASSES OF EXERCISE ;
Processes Interview [ Table Exercise ‘Viritten| Simulations !
| Man-Ascendant
Assessment| Appraisal |leader- Games| Group _ Ino : wowm ; mmw|m: Field {‘ian- _
J..._.mmm wnoc.ums wmmrm«._ Play _nncwwma Exercise Machine I
' Group Solving | Simulate :
__Ummnr_mmwoz ; - ]
! : 4
. Information X Y Y Y Y Y .Y )Y Y Y Y ]
_ acquisition ' ' I | ,
. Information v w | ; : Y Y i —
processing X Y Y Y v Y Y Y Y A
i m m
. Problem _ “ w ! |
analysis Y X Y f Y o Y Y Y X Y Y Y «
) ' .
. Interactive X m . _ _ _ h ;
diagnostic X ‘ X ! X X X Y Y X 0 X 0
competence : . . , ! . ,
H w ' W
. Information ! _ : . _ b
transmission N X ¥ LY Y Y ¥ Y Y Y Y ,W
i I 4
. L : | ,,“
. Decision ; ) i “ i
making X X _ ¥ Ly Y ¥ LY ¥ Y Y Y ;
' . i i |
1
*. Implementing i ! _ m ! __
decisions X X __ Y I Y ! Y Y Y Y Y Y Y _
; ; |« , ; J
; . . 1
5. Supervision 0 0 0 o ¢ ¥ X Y Y Y Y i
i
w 1 ]
| X= Inferential measurement possible; Y= behavioral measurement possible; 0= no measurement possible. _
* . . . . s [} . - o menn s !
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Table 8 (cont'd)
CLASSES OF EXERCISE _
Processes Interview Table Exercise TWritten Simulations
Assessment |Appraisall Leader- Games ﬁonocu s ZMMMMMnM“MW:n —— -
“ less _wwwv«msn Basket| Play |[trolled | Exer-: Machine
| Group Solving: ) i
. . . Simulate! cise !
; Discussion ' | ;
. Organizational _ M . . ;
role performance X Y v 0 0 0 i Y Y Y B Y Y Y |
T g _ |
. Interactive actior ‘ ) ! ! . _
competence 4 Y Y ¢ Y Y 0 X Y Y Y Y i
\ [ .
., Oral Communication Y Y % Y # Y Yy o 0 0 Y Y | Y ¥
. Administration X ¢ w X _ Y Y Y “ Y . Y Y Y Y |
“ H | { _ m
4, Written communi- 0 0 | 0 0 0 | Y _ Y | 0 Y 0 Y b
carion : — m : _
| _ | A ! !
.. Adaptability X X m X ‘ X X 1 X X i+ X x ' x X
__ ! “ : |
3. Behavioral Style X X “ X [ X X X % X M X X X X
i ! : ; . “
4, Consideration X X X : X 4 X % X _ x. X : X X
| . \ : . “
7. Intellectual X X X (X o X W O X X X
, . ; m . i . . C
4, Motivation X X ! X RS X X X X X i X X
. ! __ . '
9. Howwnm¢nm for X X m X ‘ X ! « ~ X v < ~ < . . <
ambiguity . 4 ﬁ ﬂ
1 ' '
| o ~
0. wmzmrosonOn be 0 0 ! 0 Lo ’ 0 M 0 _ 0 ~ o 0 ¢ y g
havior . ' : , _
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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 to
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
(¢) counseling and development. Each purpose has implications for
the identification of critical attributes to be assessed.

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 identificarion, 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.
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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
scilentific studies, expert judgment, and inference.

If the assessment purpose is one of selection or placement, the
critical 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 svccess 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 relationship with job success.

Step 4: Develop Indicators of Critical Attributes

Once the cratical attributes are identified, specific indicators
of each attribute must be identified. At this point, the indicators
should not be completely content bound, %.e., an indicator should be

an abstraction from actual behaviors. An example is an indicator of
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decision making which states that the individual "uses available
information" rather than specifying just how the individual uses the
information. The appropriate level of abstraction for indicators is
that used in presentation of the process indicators in this report.

Step S5: Identification of Target Processes

The first step in accomplishing this activity is to compare the
1ist of critical attribute indicators with the process indicators
presented in Table 7 of this report. All indicators which are dupli-
cated on the two lists should be identified aud listed with the
processes for which they are appropriate. The remaining indicators
of critical attributes should then be veviewed 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 Class2s of Exercises

The classes of assessment exercises should then be checked against
(1) the target processes, (2) the specified coatext 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
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 uallow 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 mcdel is critical to final selection of a
class of exercises. 7The various degrees of job remoteness are dis-
cussed in this report with their implications for ccsts, staff
requirements, and validity of assessment.

In determining the best level of job remoteness, cousideration
should be given to the particular conditions within which the exer=-
cise i{s 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 iucrease 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 exerclses 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
processes, the more efficient will be the assessment
prograr.

(2) Degree to which the desired degree of job remoteness
can pe achieved.

(3) Compatibility of each class of exercise with the

organizational context and demands.
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(4) Extant 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 which are unique to a particular situation may
also require consideration.

Step 11: Vevelop 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 :-
veloped. While content may vary widely, it should generally reflect
the organizational context within which the assessment is conducted.
The structure of an exercise may vary widely, raanging 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 thir model.

Step 12: Test Assessee Instructions and Tasks

After development of an exercise, both the task and instructicns
should be checked against the impact factors listed in this rcport.
This check will permit determination of whether undesired assessee
behaviors and effects are likely to result from some aspect of the
tasks or {nstructions which have been developed. Some revision of

the exercise may be necessary to avoid undesired fmpacts upon assessees,
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After this check has bLeen couwpleted, the assessment exercise is
ready to be pilot-tested.

Development of the necessary measuring instruments, which has
not been touched 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 no: cover in detail
those activities which were not extensively covered in this report,
e.g., Job analysis and identification of attributes critical to job
success. Sufficient 1 rerature concerning these activities is avail-
able to compensate foir any lack of experience concerning them.

First, the description of an organizational context will be
presented and the target position, as well as the assessment purpose,
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 emphasized will be discussed.

Organizational Context

The X-Z Corporation is a large nationwide company which manu~
factures electronic compounents. The company has a large number of

smal)l plants located across the nation. 7The plants are small and

the director of each plant {s responsible to the nationar arganization,
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The company attempts to maintain consistent standards, policiles,
etc., throughout the organization, and requires adherence to es-
tablished procedure.

The 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
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 selected are currently employed, a sub-
stantial amount of information is already available. He felt that
you chould focus on administrative-type skills, as the job functions
of the first-level supervisor require minimal activity in this area.

At this time, 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. 1Initially, a job analysis would be conducted. Such
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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
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 Torm 2] 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 knowledges 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 tliose which concern
machine operation. The indicators which are developed should be at

the level of abstraction represented by the indicators presented in

this report.
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5 - Detailed Operationalization of Aspects of the Model
- Assume that the critical attributes have been identified and the
; i following indicators were developed, keeping in mind that only indi-
: . . cators relevant to administrative-type activities are of concern here;
% : 1. Issuing written instructions concerning implementation
- methods and/or feedback procedures.
3 . 2. Specifying the sequencing of intermediate goals and
4 i tasks.
; o
] 3. Deterrining time requirements for tasks.
3 4. Developing plans which recognize long-range as well as
] short-range requirements.

Assessing and utilizing organizational resources.
6. Coordinating actions of individuals.
7. Determining organizational requirements.

8. Assigning task responsibility and delegating authority.

Piid et e Seied
b

9. Identifying responsibilities which should be delegated.

& e

10. Identifying the impact of previous actions, instructions,
i or decisions on the internal and/or external environment

of the organization.

it .l

i 11. Formulating documents.

12, Completing forms. "
: 13. DNemonstrating a consistent level of performance in un-
T structured situatijons.
: i3

14. Demonstrating a capacity to function in an unstructured

pa i

situation without seeking additional guidance.
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15,
16.

17.

18.
19.
20.
21.

22.

23.
24.
25.
26.
27.
28.

29.

Target Processes,

Selecting relevant information for transmission.
Identifying the appropriate information consumer.
Determining appronriate format for information
presentation.

Transmitting information.

Organizing information.

Using available information.

Selecting one from available courses of action.
Selecting a course of action within a specified time
frame.

Identifying a requirement for information.
Detecting the availability of information.
Identifying information source(s).

Obtaining information.

Relating discrete items of information.
Identifying relevant information.

Organizing information into appropriate form.

Extrapolating or interpolating on the basis of informa-

tion received.

Once indicators for the critical attributes have teen developed,
they are related to the list of indicators presented in Table 7 of this

report, and tc the processes subsuming the indicators.

dicaturs
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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
Information - .ocessing 27-30

Processes other than the "Administrative'" are listed because they
also reflect administrative types of activities. Since the developed
indicators reflect the critical job attributes identified in the job
analysis, the processes subsuming the cdeveloped indicators are there-
fore related to job success.

Primary Context of Performance. The rext step ir application of

the model 1s to specify the primary context of performance. 1In tuis

case, the primary context is Indirect because second-level management

is more frequently involved with "paperwork" than in intcracting wiih
others. If the job functions involved interacting with people more
frequently than paperwork was required, the primary context would
have beeit interpersonal.

Facilitating Conditions. Once the primary context of performaicve

has been identified, the facilitating conditions for each 1dentific.i
target process should be listed. The facilitating condi{tione for -.ch
of the target processes are presented elsewhere in this report wnd .ill

not be listed here.
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§ e
. Candidate Classes of Exercises. The AED should next consult Table :é

. B

4 LA _ 8 of this report to identify the candjidate classes of exercises. Can- E

3 . ‘ :

% o didate classes are those which will yield measures of the target 'ag
- ]

g. - processes, i1deally on a behavioral measurement basis. The AED should .g
L also keep two factors in mind when selecting the candidate exercises, 4
S |

‘E the fucilitating conditions and the primary context cf performance. H

< ' B
- i &
‘- i The candidate exercises which are selected should be such that they !

: i can be performed in the primary context of the job and can be designed 5
1 § - to include the necessary conditions. é
3 g i Review of Table 8 indicated tnat all but one of the target pro- 8

. 4

? cesses (Tolerance of Ambiguity) could be behaviorally measured in :

: I each of the following: : {

E ‘ Class of Fxercice Example ; ,

¢ . i

: 1

: Table Exercise Games i

. Group Problem Solving i

] 1
Written Exercise Questionnaire
Simulotions
Man~-Ascendant In-Basket }
Role Play y
Controlled Simulate

Field Exercise
Man-Machine
It would seem that almost all the classes of exercises would be
suitable candidates. Yowever, at this point, facilitating couditions
and performaice ccentuxt impacted heavily on the set of candidate

exercises. Since the primary context for performance of the job

[T

fancticns of interest Is indirect in natuce, involves no futeraction

s A .wm’

! ap w‘.
'
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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 justlfy its
use. Therefore, the in-basket exercise was selected as the candidate
exercise.

In thils case, only one candidate was selected. Two poirts should
be stressed at this time. The first is that only the exercises pre-
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 nf target processes may result in one exercise clearly
being most appropriate for assessment of those processes. A different
group cf 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.

Depree of Job Remoteness. Prior to final selection of the optimum

classes of exercises and thedir content, the AED should determine the
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appropriate degree of job remotenegs for the exercises, In this
case, since only one candidate exercise was identified, the AED
related 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
development of a situation in which the environment and task
simulated those of the actual job.

Selected Optimum Class of Exercises. 1In this case, no activity

was required by this aspect of the model as only one candlidate exer-
cise had been jdentified. 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 exerciscs, 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 assessece
population tor 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
simylated some segment of the actual job. The method which was used

is one that has effectively been employed in various nrganizational
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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 seccnd-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
behaviors and effects were not likely to be elicited by either task
or instructional factors in the assessment exercise.

Subsequent to this activity, the AED designed the assessment

instruments 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 overccme this problem.
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g The model consists of a series of steps which, when followed,
: éf require exercise designers to consider a variety of factors which E i
% both research and experience have shown to be determinants of be- 'i'
havior within most assessment situations. Wherever it was feasible, i
i. the attempt was made to provide schemes for systematically classify- ji

ing the various contributing factors so that ease and simplicity in

using the model will be maximal.

h
F

5

Strict adherence to the model should produce the most satis- %

B e Uve

factory results. Hcwever, such ~.jbherenc2 ~lone will not automatically
result in effective assessment exercises. A model can only outline I
critical choice points, identify factors to be included in the con-
sideration of decisions, and provide some guidance for evaluating

the merits of alternatives. Therefore, best results will be obtained

when use of the model is accompanied by sound judgment and careful

beid Sand maw s

consideration of the many possible unforeseen circumstances which IF

.- can impact upon human behavior.

LR

e aalaaa il AR AT AN B e




ol

L L T R

ot o S RO T

SRS

X FI T —

it

(L7 U

s I

Mo gy

LT
. 4

iy

. e
.

it

Yaniah ] L acd

L——e

REFERENCES

Whitmore, Paul G. and Fry, John P. SOFT SKILLS: Behavioral
Model Analysis Training Procedures. Alexandria, Va.: Human

Resources Research Organization, Professional Paper 3-74,
March 1974.

Jacobs, T. 0. The Evaluation of Leadership Skills. Alexandria,
Va.: Human Resources Research Organization, Professional Paper
11-73, December 1973.

Glaser, Robert and Klaus, David J. "Proficiency Measurement:
Assessing Human Performance.'" Psychological Principles in
System Development. New York: Holt, Rinehart and Winston,
& 1962, pp. 419-474.

Mager, Robert F. Preparing Instructional Objectives. Belmont,
Calif.: Fearon Publishers, (c) 1962.

Mager, Robert F. Goal Analysis. Belmont, Calif.: Fearon
Publishers, (©) 1972.

Bogdanoff, E., Brooks, H. E., Jasinski, F. J., Keys, L. B.,
Michael, A. L., Molnar, A. R., Proctor, G. L., Reeves, E. Y.,
and Thorsell, B. A. Simulation: An Introduction to a New
Technology, Technical Memorandum 499, System Development
Corporation, Santa Monica, March 1960.

Porter, E. H. Manpower Development: The System Training
Concept. New York: Harper and Row, 1964.

Flanagan, John C. "A Neu A;proach to Evaluating Persomnel."
Personnel, XXVI(1949), pp. 35-42.

171

|

e e

\
e Al g e R T IR




BT Dt I o I ) — . o S - T A o -~

-

]
-7
..y

C e

SPPYPUEPEP~ ous.- G

ara L

. —— . e

APPENDICES

" ) . - . . . . . . . . R
u,, i oy t et o ——— [m— e W p—r [ ] —— v g e . R [ [e—— ey pra—— — i

o ha il




o s

[ TN T

P

ST

»

v

D

fr—

, [ w

=
[ ] .

APPENDIX A

Description of General Indicators

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 I0OAC scale--Informal Oral
Communicatior--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 Skill in informal Ural Communica-
tion are as follows:

Entry Interview No. 1

To what extent does he effectively convey information?

Misunderstood; talks in circles; mumbles.

Gets ideas across adequately.

o e.n o

. Easily conveys information; adjusts communication
to listener.

Entry 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 I1-6

Communication Skill. This scale deals with the ecase with
which the assessee conveyed his ideas to others and not with
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
tuned in to the other group members' ideas.
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3
H : Positive Behaviors Negative Behaviors
g Put his ideas into words well. Was verbose; talked on after
P Was alert; nodded; listened. others hzd the idea.
Made comments which facili- Acted bewildered.
: i tated the current flow Asked for repeated explana-
z i of communication. tions or clarifications.
s Used nonverbal communication. Talked without getting ideas
. Made good clarifications of clear to himself first.
i others' ideas.
t Scaie:
R §' a. Very low communication skill. Predcminantly negative
: . behaviors shown.
: b. Moderately low communication skill. More negative
: than positive behaviors shown.
H ] ¢. Average communication skill. About an even mixture of
positive and negative behaviors shown.
d. Good communication skill. More positive than negative
© 1 l behaviors shown.
Eé e. Very good communication skill. Predominantly positive
i behaviors shown.
gf ' Conglomerate Game 1I1-5 é
LY
é : Oral Communication. Conveying ideas and listening to others.
E v ] This scale 1s not concerned with grammar or pronunciation, 3
E - but rather with whether others listened and understood what E
: N was sald., Not a measure of participation. 3
F . Scale: a. Poor.
» b. Fair.
3 c. Average.
d. Good.
e. Excellent.
Appraisal Interview 1II-2 :
Oral Communication. This scale is directed at the assessee's i
ability to speak (not the quality of his ideas). %
Good Qualities Poor Qualities ﬁ
T Modulates voice. Mumbles or stammers. A
! Pronounces words correctly. Speaks abruptly. H
o Fnunciates clearly. Makes grammatical errotrs. )
t } Speaks up. Loses train of thought, L
g, Gestures appropriately. Speaks into hands. J
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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.
i e. Excellent. Mostly good qualities.

P ) Simulate Global Rating

Communication Skills

Characteristics of Effectiveness

Cemmunicating effectively with others by presenting

- ideas or facts in a clear and concise manner; organiz-

J ing the content of his communications into a logical
order; achieving an appropriate level of detail;
articulating clearly; displaying an appropriate

] vocabularv level; demonstrating accurate understanding
of communications addressed to him; using jargon or
special language only when it facilitates communica-
tion; obtaining feedback from his listener to test .

] understanding of his communications. : E

3 Characteristics of Ineffectiveness

o Communicating ineffectively with others by omitting

i or obscuring critical ideas or facts; distracting

i listeners by using emotion-laden terms or language; 3
speaking hesitantly; asking irrelevant questions;
irritating listeners by belaboring points; making i
distracting grammatical errors. 3

Simulate Scales:
Communication Skill (ANCOES) i
Informal Oral (IOQAC) -
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APPENDIX A (cont'd)

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 Cosmunication
are as follows:

Entry Interview No. 3

To what degreec 1s he fluent and articulate?

a. Stammers; mutters; mispronounces and imisuses words.

=2

c. Adequate grammar and speech mannerisms.
e. Clear; distinct; expressive.

Leaderless Group Discussion I-1

Speaking Ability. This scale is directed toward the
assessee's speaking ability and not the quality of his
ideas.

Good Qualities
Voice modulation for

Pocr Qualities
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 idcas 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. lixcellent speech quality. Most good qualities
shown.
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APPENDIX A (cont'd)

Leaderless Group Discussion I-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. Trving 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 strong 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 I-3

Presentation Impact. This is an overall rating of the
presentation. Though it is partly organization and speaking
ability, it is much more. Tt 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

Eve contact other asscssees

Use of names of other Effective use of gestures
assessees Effective use of humor

Use of blackboard or easel Use of personal reference
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APPENDIX A (cont'd)

a. Very weak impact.
b. Weak impact.

c. Moderate impact.

d. Strong impact.

e. Veuy strong impact.

Appraisal Interview III-3

Use of Worksheets. This scale is directed at the assessee's
ability to use his outline worksheet and his narrative work-

sheet.

Poor Qualities

Good Qualities
Heavy reliance on work-

Uses outline as a guide.

Jots notes on narrative. sheet.
Covers areas in the outline. Writes continuocusly.
Departs into meaningful Neglects workslhicets.
areas. Gets lost in worksheet.
Scale:

a. Poor. Mcatly poor qualities.

b. Fair. Many poor qualities, few good.

c¢. Average. Several poor qualities, several good.
d. Gocd. Few poor qualities, many good.

e, Excellent, Mostly good qualities.

“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. The ratings
include clarity, accuracy, and completeness of the assessee's
written material, as well as grammatical correctness.

The rating scales comprising Skill in Written Communication are
as follows:

In-Basket No. 1

Written Communications Skill

a. Meaning of the message i{s clearly understood
by the reader, well organized with no glar-
ing errors in grammar and spelling.
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c. Average readability and clarity, generally
3 : accurate, occasionally effected by spelling
1 and grammar.

Wi

o
W .

e. Meaning of the message obscured, poor clarity,
inaccurate, very weak grammer and spelling.

*uw\mwl
e .
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Appraisal Interview II-1

Written Communication. This scale is directed at the
assessee's ability to communicate by writing an evaluative

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 aud completc words,

descriptions. ) h

Ly Y

Scase:
a. Poor. Mostly poor qualities.
b. Fafr. Many poor qualities, few good.
c. Average. Several poor qualities, several good.
d. Good. Few poor qualities, many good.
e. Excellent. Mostly good qualities.

LaRE ] e [ ] o

Appraisal Interview I11-2

Orpanization. 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, many goed,
e. Excellent. Mostly good qualities. : -
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APPENDIX A (cont'd)

Writing Exercise No. 1]

Accuracy of Information:

1 2 3 4 S
No One Two Three Four or More
Errors Error Errors Errors Errors

Writing Exercise No. 2

Grammar :
) 4 3 2 1
Obvious Glaring Good General
Crammar Errors Adequate Engsish Usage

Writing Exercise No. 3

Spelling:
1 2 3 4 5
No One Two Three Four or More
Errors Error Errors Errors Errcrs

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).

Dates of assignment to supervisor's platoon. This
should be a from - to date inclusive of all time
assigned.

Number, reasons, and dates of counseling periods.
This may be listed or it may be written out,

Number of Article 15's and of fenses while under
supervisor's contrel. This may be listed or it
may be written out.

Rehabilitative Action Taken by Supervisor: Transfer
within the platoon.
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APPENDIX A (cont'd)

f. Recommendations - Summarv: This should summarize
man's future potential to the Army and make a recom-
mendation or action that should be taken relative to
individual at this time, i.e., discharged (unfit or
ungsuitable), retained with unit transfer, counseled
by trained personnel, etc. '

1 2 3 4 5 6
0-One Two Three Four Five Six
Item Ttems In- Items Items Ttems Items

Included cluded Included Included Included Included

Intellectual Ability. This score is made up of two rating scales,

one from the Entry Interview and one from the LEADER War Game.
The scales have to do with the ascessee's comprchension 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 of interests?

a. Familiar with a broad range of topics.

b.
¢. Limited in range of interests.

d.
e. Narrow range of interests.

War Game IV-2

Problem Comprehiension. 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 recou~
mendations he makes to the leader.

Scale:
a. Understood the game very well.
b. Good understanding of the game,
¢. Moderate understanding of the game.
d. Poor understanding of the game.
e. Very poor understanding of the game.
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] APPENDIX A (cont'd) 5
5. Creative Ablility. This score is based on one assessment rating g
? scale from the Entry Interview, as follows: 3
7 Entry Interview No. 13 g;
?» How do you rate his creativity in envisioning the Army i
changing with a changing nation and world? 1
: a. Many unique and thoughtful ideas about the %
.- Army's adaptation. E
b. 4
7 c. Comments show appreciation oi some changes Jé
4 needed, little uniqueness in changes un- f
foreseen. -
d. ;
l e. Faills to appreciate need for change; minimizes
adaptation needed. 3
I 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) i
I
_ Characteristics of Effectiveness
. Dealing effectively with others by quickly diagnosing i
important aspects of interpersonal situations; re- i
[ acting sensitively to the needs of others; communicating 1
: sincerity and a genuine interest in others; maintaining !
1 or increasing the self-esteem of others during his i
3 interaction with them; generating willing acceptance ‘
E of his influence. f
E
]
. Characteristics of Iueffectiveness
o Dealing ineffectively with others by focusing almost
. entirely on the task and ignoring needs of others during
E his interaction with them; 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
sclf-csteem of others.
182
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APPENDIX A (cont'd)

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.
c¢. Pleasant; a good conversationalist.

e. Dull; humorless; no attempt at brightening
conversation.

Leaderless Group Discussion II-5

Negative Social Impression. On this scale, ihie 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 nepative social reaction are:

Attacking another's position Overtly showing superiority -
without regard to effect arrogance,
on personal feelings. Personal attack.

Cutting off another perscn Displayed a negative 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.

Note: A scoring adjustment was made for each of the
above items. For the Eantrv Interview item a=5,
b=l c=4, d=3, and e=]1. For rthe Leaderless Group
Discussion item a=1l, b=2, c=4, d=4, and e=nv score
(missing data).
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APPENDIX A (cont'd)

Effectiveness in Iufluencing Others. Nine rating scales were

included in this indicator, two each from the Leaderless Group
Discussion, LEADER War Game, and Conglomerate Game, 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 II-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 bv the assessee to get his
man chosen ot 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 atrempts
should be rated independently from his attempts to gain
support for his projects or candidate. Some group leader-
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).

vdlling for priorities., Redirecting discussion.

Recommending policy em- Pushing for meeting time
phasizing group task. deadlines.

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.
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APPENDIX A (cont'd)

Leaderless Group Discussion 11-3
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Persuasiveness. This scale deals with the manner and success
with which the assessee argued for his projects or candidates.
1t deals primarily with the effectiveness of his persuasive
behaviors. T1f 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 adantability in

their overall persuasion program and not simply to the man
whose projects or candidate were finally supported.

Effective Persuasive lneffective Persuasive
Lechaviors 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 points.

Trading support with other Arguments which do not
assessces (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 1reffective persuasive behaviors.
d. More effective than ineffective in persuasion.

e. Mostly effective in persuasion.

f. Not observed.

War Game 111-2

i

Lo Y

[} MMN:

EE

Leadership. This scale is directcd at the appolnted leader's
ability to influence members of the team. The impact of the
leader on others, as weil as the leader, must be observed to
complete this scale. Examples of good lecadership behaviors
include displaying initiative, issuing instructions, assigning
tasks and responsibilities, and supervising performance.

Scale:
a. Very good leadership.
b. Good leadership.
c. Moderate leadcrship.
d. Poor leadership. .
e. Very poor leadership. -
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War Game IV-3
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Leadership Emergence. Tnis scale is directed at the assessee's
ability to emerge as a leader when he is in a follower role.

An emergent leader does wuch of the directing and makes fre-
quent suggestions which are supported by the group. In many
cases, little emergent leadership will be displayed. Do not

be concerned if most assessees appear below average on this
scale.

’,WT{M ¥ .

Scale:
a. No emergent leadership displayed.
b. A small amount of emergent leadership ditsplayed.
¢. Moderate emergent leadership displayed.
d. High 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 group
goal and working towards winning.

ong G SEE W el B

Scale:
a. Poor.
b. Fair.
c. Average.
d. Good.

e. Excellent.
- f. Not Observed.

& g

bt LIRS

Conglomerate Game I111-3

3 Leadersnip Emerpence. Leading and directing the group effort
in whatever direction or game strategy undertaken,

W

Scale:
R a. Poor.
: b. Fair.
- c. Average.
d. Good.

e. Excellent.
f. Not Observed.
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APPENDIX A (cont'd)

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

ability to pull the group towards the goal.

Take charge. Makes no attempt
( Makes valued suggestions. to lead.
I His instructions are Suggestions dis-

followed. regarded by
. He does much/most of the group.
! directing.
.
Scale:

3 a. Poor. Mostly poor qualities.
1 b. Fair. Many poor qualities, few good.

¢. Average. Several poor qualities, several gouod.

d. Good. Few poor qualities, many good.
l e. Excellent. Mostly good qualities.

ALGE T1II-2

l Group Facilitation. This scale 1s directed at the assessee’s

Good Qualities

Poor Qualities

Actively assists.
L Does his share or more.
A key man in all the tasks.
Takes action on his own at
obstacles/mission sites.

M,

i Scale:
a.

: b.

| c.

d.

e.

Displays no enthusiasm.

Makes negative comments.

Waits to be told what to do
and/or when to do it.

No suggestions.,

Poor. Mostly poor qualities.

Fair. Many poor qualities, few good.

Average. Several poor qualities, several good.
Gocd. Few poor qualities, many good.
Excellent. Mostly good qualities.

ALCE 1-2

0

aimed

poq g

Leadership. This scale is directed at the assessee's abi-ity
to lead, 1.e., influence the group to carry out procedures

at accomplishing the goal.
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APPENDIX A (cont’'d)

Good Qualities Poor Qualities

Issues instructions. Does not control.
Sets example. Allows others 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. Fafir. Many poor qualities, few good.
c. Average. Several poor qualities, several good.
d. Good. Few poor qualities, many good.

e. Excellent. Mostly good qualities.

Ef fectiveness 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 I0AC 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
Superiors are as follows:

In-Basket Nn. 14

Working With Superiors:

a. Often failed to implement decisions, to keep
the commander informed, or to provide
meaningful recommendations.

c. Effective in some areas.

e. Worked effectively with superiors by implement-
ing decisions, by keeping the commander informed,
and by providing meaningful recommendations.

Simulate Scales:
Working with Superiors, 18 items, TOAC.
Informing Superiors, 15 items, IQBC.
Informing Superiors, 9 items, ANCOES.
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APPENDIX A (cont'd)

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 organizing
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 good
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.

¢. Made some plans with a little organization. A
few priorities were established.

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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APPENDIX A (cont'd)

Planning Ability. This general indicator is made up of six
rating scales from four exercises--one each from the LEADER
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,

Scales comprising Planning Ability are as follows:

War Game I11-3

Planning. This scale is directed at the quality of the
leadex's plan to accomplish the tasks the pame 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:

Very pcor planning.

Poor plaaning.

Moderate quality plarning.
Good planning.

Very good planning.

P oae o

In-Basket No. 9

Attention to Detail:

a. Rarely recognized details.

c. Some decislons were affected by assessee
failing to recognize significant points.

e. Recognized details or problems that most
people failed to pick up.
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APPENDIX A (cont'd)

In-Basket No. 3

Problem Analysis (five designated problems):

a. Always made excellent problem analysis.

c. Msde good problem analysls on three of the
five designated problems.

e. Rarely made correct problem analysis.

Appraisal 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
Acknowledges need for rapport. Writes out script.
Allots time for each area. Allocates time un-
Sequences topics to be covered. realistically.
Acknowledges need for closure. Prepares too many toplcs.
Starts slowly with easy topics. Prepares too few toplcs.

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 I-2

Topics. This scale is directed at the assessee's ability to

select meaningful and relevant, but not sensitive, topics
for the interview.

Good Qualities Poor Qualitics
Has meaningful content. Has irrelevant topics.
Makes effort to be Has sensitive topics.
thorough. Rambles; fails to focus
Has job-specific content. oun toples.
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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.
e. Excellent. Mostly good quaiities.

ALGE I-1

Planning. This scale is directed at the quality of the
assessee's plan.

Good Qualities
Plan addresses both obstacle

Poor Qualities
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.

Directing Ability. This general indicator includes one rating

scale from In-Bisket exercise, which rates the correctness of
the assessee's delegation of actions or decisions, and Simulate
behavicr checklist scales for the I0AC and 10BC groups.

Scales comprising Directing Ability are as follows:

In-Basket No. 5

Directing Ability:

a. Decislons or actions were delegated to the
correct individuals.

¢. Occasionally delegated appropriate actions.

e. Us:ally failed to recognize where a decision
or action should be delegated.
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APPENDIX A (cont'd)

Simulate Scales:

Directing, five items, 10AC.
Approprlate Instructions, four items, I0BC.

Work Motivation. This indicator is made up of three rating scales:

(1) 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 Fleld 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?

Good Qualities

a. Rather negative; says little of a positive nature.
2: Mixed; some positive and some negative comments
about Army work atmosphere.
g: Generally positive; a few constructive criticisms.
ALGE 1I-1
Motivation/Attitude:

Poor Qualities

Enthusiastic.
Positive statements.

Negative comments.
Waits to be told what to do.

Faper. Needs prodding.

Does his share or more.
Initiates action.
Encourages others.

Lack of humor.
Complains or makes dis-
couraging remarks.

Accepts the problem.

Scale:
a.
b.
c.
d.
e.

Poor. Mostly poor qualities.

Fair. Many poor qualities, few good.

Average. Several poor qualities, several good.
Good. Few poor qualities, many good.
Excellent. Mostly good qualities.
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APPENDIX A (cont'd)
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Simulate Global Rating : 4??

Motivation

Characteristics of Effectiveness

[ 25 Y

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- E
tration upon accomplishment of objectives or
missions.

W e b

.

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
organizational goals; failing to display any initiative .
in performing duties or solving problems. : L

il IS

l4. Social Motivation. This 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 1

the need for establishing rapport and friendly relations.

™

Fo— g ans — "

i 10

Ll L

' The scales comprising Social Motivation are as follows:

Leaderless Group Discussion 1I-4

Concern with Social Interaction and Personal Feeling. This
scale deals with sensitivity to feelings as opposed to
driving tazk orientation. It involves sensitivity to
: negative feelings aroused by the assessee and by others in
i the group. More than this, it shows positive concern for
establishing friendliness in addition to accomplishing the

i task at hand. Scome behaviors showing concern for feelings é
K and social interaction are: 3
F ;
3 { £
! : R,
- - -1
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Smiling. Smoothing over a hostile interaction.

Joking. Apologizing when offense is taken.

Questions about personal Showing suppert for the value of
background which show another's ideas when they are
geznuine interest. rejected.

Sharing personal informa-  Inviting participation by a nervous,
tion. reticent group member.

Scale:
a. No social concern shown.

b.
c.
d.
e.
f.

APPENDIX A (cont'd)

little social concern shown.
Moderate social concern shown.
Fairly high social concern shown.
Very liigh social concern shown.
Not observed.

Conglomerate Game 111-4

Social Interaction. Sensitivity to feelings as opposed to

driving task orientation. Involves sensitivity to negative
feelings aroused by the assessee and by others in the group.
1t shows positive concern for establishing friendliness, in
addition to accomplishing the task at hand.

Scale:
a.
b.
c.
d.
e.
f.

In-Basket

Poor.

Fair.
Average.
Good.
Excellent.
Not Observed.

No. 10

Sensitivity:

a. Frequently concerned with the welfare of others;
perceived and reacted sensitively to their needs.

¢, Occasionally concerned with the welfare of others.

e. Seldom reacted sensitively to others. Demonstrated
a disregard for the weltare of subordinates.
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APPENDIX A (cont'd)

R ey

Appraisal Interview 1I11-4

H Accommodation. This scale is directed at the assessee's
- ability and willingness to put himself out and work at

i establishing a modicum of rapport and creating a semblance

:, of a comfortable atmosphere.

- Good Qualities Poor Qualities

i Smiles and nods. Acts superior.

it Is relaxed. Acts incredulous.
Is enimated. Is stiff and formal.
Establishes rapport. Acts bored.
Responds supportively. Frequently interrupts.

Scale:

a. Peoor. Mostly poor qualities.

b. Falr. Many poor qualities, few good.

c. Average. Several poor qualities, several good.
d. Good. Few poor qualities, many good.

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 Fieid Exercise.
The ratings emphasize the timeliness of the assessee's decision
making.

ik am N B B

The scales comprising Decisiveness are as follows:

In~-Basket No. 13

PR

Decisiveness:

a. Frequently made timely decisions.

c¢. Occaslonally failed to make decisions, or some
decisions made were not timely.

PR

e. Seldom made decisions, or most decisions made
were not timely.

’ -v_mmf
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APPENDIX A (cont'd)

ALGE I-3

Decisiveness. This scale is directed at the assessee's
abllity to make clear-cut and timely decisions.

Good Qualities
Makes decisions promptly.
Sticks by decisions.
Decisions are clear-cut.
Decisions of guod quality.

Poor Qualities
Frequently changes mind.
Decides hesitantly or too late.
Uses poor judgment.
Doesn't consider consequences.
Changes when challenged by
other member(s).

Scale:
a. Poor. Mostly poor qualities.
b. Fair. Many poor gualities, few good.
c. Average. Several poor qualities, several good.
d. Good. Few poor qualities, many good.

e. Excellent. Mostly good qualities.

Use of Available Information. This indicator is made up of three
assessment scales, cone each from Conglomerate Game, In-Basket
exercise, and the Simulate. The Conglomerate rating emphasizes
the assessee's receptivity to the ideas of others; the In-Basker
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 III-1

Receptivity: Listening to and considering ideas from others.
Scale:

a. Poor.

b. Fair.

c. Average.

d. Good.

e. Lxcellent.

f. Not Observed.
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APPENDIX A (cont'd)

i

In-Basket No., 8

Povine .

1
1

Use of Available Information:

a. Seldom used available information and only
sought additional information in a few cases.

T )
-

&
[e)

Occasionally used available information and
sought additional information.

e. Frequently used available information and
sought additional information as needed.

iiﬁg}ate Scales:
Information Seeking, 6 items, ANCOES.
Information Seeking, 8 items, IOBC.
Use of Information, 3 items, IOAC.

17. Decision Quality. This indicator is made up of four assessment
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
becision Quality.

——— QDG @A s Bsd

The scales comprising Decision Quality are as follows:

Conglomerate Game ILI-7

Judgment. The ability to reach logical conclusions based on
Lhe 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.
1
)
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APPENDIX A (cont'd)

timulate Global Rating

Decislon Making: I%
a. Seldom made quality decisions which solved the g
problem. Decisions solved only a minor aspect 4

of the problem. i

b,

i

. ¢. Occasionally made quality decisions. -

”

e. Frequently made quality decisions which had
immediate and long-range applicability.

"

Derision Making

Characteristics of Effectiveness

Making effective decisions by identifying the major
aspects of the problem; actively searching for facts
relevant to the decision; evolving decisions which

are technlcally correct in view of avallable informa-
tion and circumstances; producinp 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.

Characteristics 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 {n which an optimal :
decision can be implemented; refusing to accept decision-

making responsibility shich is properly his by referring

a
7Y Ty

pr

.l el oot

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.

Tolerance of Stress. This indicator 1s 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 I1I-2

Stress Tolerance. This scale is directed at the asseasee's
ability to control anxlety.

Good Qualicties Poor Qualities
Kept '"cool." Lost “cool."”
Maintained 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, IO0AC.

Behavioral Flexibility. This indicator is made up of five items
from four assesgment exercises, two from the Entry Interview and
one each from LEADER War Game, ALGE Field Exercise, and the
Simulate. The two ratings from Lhe entry interview have to do
with the assessce'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 1in
those exercises. The Simulate behavior checklist scale applies to

the IOAC group only and rates the assessee's flexibility in pre-
selected simulate situations.
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APPENDLX A (cont'd)

ES

N

The scales comprising Behavioral Flexibility are as follows:

Slia i) i

Entry Interview No. 8

C- - How does he evaluate his own assets?
3
= &
P ) a. Inaccurate evaluation of assets.
T . b.
i c. Adequate recognition of assets.
& d.

e, Accurate evaluation of assets.

Entry Interview No. 9

How does he evaluate hig own liabilities?

a. Inaccurate evaluation of liabilities.
b.

¢. Adequate recognitivon of liabilities.
d.

e. Accurate evaluation of liabilities.

War Game 111-4

Flexibility. This scale is directed at the leader's ability

to recognize need for change and to readily adjust as neces- 13
_ sary. High flexibility includes readiness to evaluate other's 4
recommendations as well as changing strategy and team organi- 1

»
'

zation when earlier plans proved less effective.

i

Scale:
i a. Very high flexibility. :
: b. Good flexibility. :
c. Moderate flexibility.
' d. Poor flexibility.
| e. Very poor flexibility.

ALGE 1-4

i Flexibility. This scale is directed at the assessee's ablility
to recognize need to change and to readily adjust as necessary. ]
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- Good Qualities Poor Qualities ] -},
.3 Tries another approach when Won't vary his approach, ' =13
e plan is rot working. even when unsuccessful, 3
= Accepts suggestions of others. Doesn't accept other's ;
-3 Innovative solutions. suggestions. &
H g . 7

Scale: &

a. Poor. Mostly poor qualities.

b. Fair. Many poor qualities, few good.

¢. average. Several poor qualities, several good.
d. Good. Few poor qualities, many good.

e. Excelilent. Mostly good qualities.

[ -y
. .

§ “:\W”w!.

Simulate Scale:
Flexibility, 3 items, 10AC.

N T R YO RN

20. Self-Confidence. This indicator is made up of three rating 14
scales, one each from the Entry Interview, In-Basket, and 3
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

finit I WD S

How do you rate him on expression of opinion?

a., Uncertain; indecisive; evasive; vacillates.

* g 1§

b
c. Reasonably sure of self; some indecision. 14
d.

e. Definite; forceful; firm.

PR

In-Basket No. 12

Lo caat BTEL LIS

Self-Confidence!

a. Seldom confident in problem solutions.

———

P

Was confident about several specific items,
but lacked confidence in overall in-basket
solution.

=
o

0 R EL RETE
a,
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¢. Confident that his problem solutions are
correct.
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AL

Appraisal Interview III-1

. Self-Confidence. This scale is directed at the assessee's
3 ability to conduct and project himself in a self-assured,
> confident manner.
é Good Qualities Poor Qualities
) Is poised. Speaks unsteadily.
Is calm. Appears nervous or anxious.
Speaks firmly. Loses initiative of interview.
Scale:

a. Poor. Mostly pvor qualities.

b. Fair. Many pouor qualities, few good.

c. Averape. Several poor qualities, several good.
d. Good. Few poor qualities, many good.

e. Excellent. Mostly good qualities.

JORL XV, e S 04

21. Display of Initiative. This general indicator is made up of ome
rating from the In-Basket exercise and a behavior checklist scale )
from the Simulate. Behavior checklist scales for initiative are H !
available for IOAC and ANCOES assessees. i

The scales comprising Display of Ini:iative are as follows:

In-Basket No. 15

Personal Actions and Initiative:

k4

<. a. Frequently took appropriate action on his own.

4 Displayed initiative beyond the requirements

] of the task.

b.

1 ¢, Occasionally took appropriate action on his own.

H 4.

\ e. Seldom took action on his own. (Delayed, dele- .
% gated, or referred) Took inappropriate action, =
- Displayed a lack of initiative.

Simulate Scales:
Inftiative, 3 ftems, IOAC.
Initiative, 3 items, AHCOFS.

P

Cd [ B

203

RO DU PR Ny e

;;%;
v
%
:
13
E;
1
l\
‘n




’.Mmu

4 Gmm D B Geed Bees o

*
"

22.

24.

25.

26.

APPENDIX A (cont'd)

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 icems, IOBC.
Informing Subordinates, 9 items, ANCOES.

Effective Support of Subordinates. This general indicator is
available for the IOAC and ANCOLES 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, IQAC.
Concern for Subordinates, 4 items, ANCOES.

Motivating Subordinates. This indicator is based on behavior
checklist scales from the Simulate.

The scales for Motivating Subordinates are as follows:

Simulate Scales:
Motivating Subordinates, 10 items, IOAC.
Rewards Performance, 3 items, TIOBC.
Rewards Performance, 5 items, ANCOES.

Developing Unit Cohesion and Esprit. This indicator 1s available

for the I0AC 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.

Quality Control of Subordinate and Unit Performance. This iundicator
1s available for the IOAC and ANCOES populations only and is based

on behavioral checklist scales from the Simulate.
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APPENCIA A (cont'd)

Scales for Quali., Control are as follows:

Simulate Scales:

Quality Control, 8 items, 1OAC.
Quality Control, 5 items, ANCOES.
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STUDENT EVALUATLON FORM

INSTRUCTIONS

The material in this booklet describes a number of tasks which
you are to perform. These will range from listing certain items to
analysis of a case study.

This evaluation period 1is 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 discussants.
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
the booklet turn it in to the instructor.

TASKS

1. You are going to view a video-tape of a group discussion. Observe
the interaction and identify the behaviors that are either efiec-
tive or ineffective in influencing others. List five effective
and five ineffective factors.

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 iL.aving quite a bit of trouble
getting the men to improve their perforimance. You are really
tired since vou've been at it all afterncon. You had just
given an order and one of the men asked 'Sir, are you supposed
to glve a facing movement when we're at present arms?"

You would:

(1) Tell the man that you're in charge and that you give the
orders.
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(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 continuz the drilling.

(5) Acknowledge the error, plan to counsel 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.

You are talking with your commanding officer. He has just
asked you 1f 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 o go with them.

(2) You are unable to stay today due to previous plans,

(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.

As a platoon leader you are in the process of preparing for
an inspection by the commanding officer of your platoon. You
had told the platoon sergeant how you wanted the man to dis-
play their equipment. The sergeant has just told you that

he doesn't think that that type of display is regulation,

You would tell the sergeant that:

(1) You are in charge and to get the equipment dlsplayed
just as you had described.

(2) He could well be right since he has quite a bit of

experience and to have the men set them up to conform to
regulations.
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(3) He was out of step with the "new'" Army.
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(4) You know what the regulations are and if he isn't sure
he had better check with them himself,

'

& g

(5) He should do it any way he wanted to.

i §_ (6) You will not stand for your platoon sergeant to question

H your orders in front of the men.

i -

¥ H

¥ i 3. Analyze the following situation to identify the probable course of
* the problem specified below.

2 % Problem: Master Sergeant Healy, an acting platoon leader of the

2nd Platoon is not only acting very coldly and in a hostile manner b
toward 2Lt. Bolin, the platoon leader of the lst 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, Captain Hands was uncertain whether 21Lt.

Bolin was not aware of the sergeant's behavior or whether he was
just ignoring it as he Jefinitely 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.

AL Wi P
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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 Healy is 42 years old, has 19 years of
’ experience, and has been with the company for several years. He
3 . is competent and runs a good platoon.

oy o

P

Second Lt. Bolin is 22 years old and was assigned to the
company about two weeks ago. He has wo troop command experlence
and no enlisted experience. He has gained a reputation as a

R s
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conscientious and hard worker. le seems to get along well with
the other platoon leaders.

Captain Arms decided to talk with the executive officer,
Lt. Sams, to determine whether or not he knows anything related
to the problem. Lt. Sams stated that he can't think of anything
which could have caused such a reaction. He said that the last
time he had seen the two men at the same time was the 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 enchusiasm and making a number of obvious 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 up.
Lt. Sams said that he stayed around a little while to watch and
saw Master Sergeaunt Healy enter the company area. About then
2Lt. Bolin left, and as hie met Healy he spoke to him and left the
area. Lt. Sams was certain that there has nct been any more con-
tact between the two men.

Captain 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. ¢

The probable cause of the problem is:

There are several factors that can affect communica-

tion within an organizational hierarchy. List five factors for
each of the following processes whicihh can affect communication.
a, Upward communication

b. Decwnward communication

List seven factors which must be included in a well-written "After
Action" report.

Write an "After-Action" veport describing the content of the train-
Ing exersise in which you participated. (If you participated in
two, write the report on the controlled simulation.)

Assume you are a platoon leader of an airborne Infantry company.
The company is at full strength (6 orficers, 176 enlisted). The
inventory of platoon equipment is prescnted on the next page. The
company commander has assigned you two tasks. The content of the

TR AV
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B49272
B67081
C68719
E63317
K23746
M35691
Q20935
Q21483
Q35454
Q37005
R56742
R94977
V30252
W28757

B49272
E63317
L44575
M96741
Q35454
R94977
u29238

B49272
B67081
E63317
192386
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RIFLE PLATOON/UQ
EQUIPMENT INVENTORY

Bayonet-Knife:W/Scabbard for XM16El Rifle
Binocular: 6X30 Military Reticle

Cable Telephone: WD-I/TT DR-8 1320 FT

Compass Magnetic:lensatic 1:58 in Dia Dial
Headset-Microphone: H-161/U

Metascope Assembly:Image Infrared Transistorized
Radiacmeter: 1M-=-93/UD

Radiacmeter: IM-174/PD

Radioset: AN/FRC-0

Radio Set: AN/PRC-25

Reel Equipment: Portable Wire lLaying Unit

Rifle 5.56 Millimeter:With Bipod

Telephone Set: TA-1/PT

Tool Kit: General Use Tcols Sig Part/DWG No TE33

3 Rifle Squads

Bayonet-knife:W/Sc~birard For XM16ELl Flrle

Compass Magnetic:Lensctic 1/58 In Dia Dial

Launcher Grenade: 40 Millimeter

Pistol Caliber .45 Automatic:

Radio Set: AN/PRC-6

Rifle 5.56 Millimeter:With Bipod

Starlight Score Hand Held Or Weapon Mounted 7 ltems

3 Weapons Squads

Bayonet-Knife:W/Scabbard For XM16El Rifle
Binccular: 6X30 Military Reticle

Compass Magnetic:lensatic 1.58 In Dia Dial
Machine Gun 7.62 Millimeter:Light Flexible
Mount Tripod Machine Gun:7.62 Millimeter
Pistol Caliber .45 Autumatic:

Radio Set: AN/PRC-06

Rifle 5.56 Millimeter:With Bipid
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plans developed for task accomplishment should conform to
elements of a good plan.

a. Task number one - One of your duties 1s to serve as Mess
Officer. Tie company is going to the field for two days.
The bivouac area will be 35 milas 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
missjon. The mission is to send cut a four-man 48-hour
reconnaissance patrol to locate enemy artillery positions.

Analyze each of the following situations. In each situation
you will be required to identify a principle of organization
and state how it 1s involved in the situation.

Example: An officer is assigned to a job which involves the
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 responaible for a greater number of subordinates
than can be effectively supervised and 75 would likely exceed
the optimum rumber 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
may be involved. You are also to identify one principle of
vrganization 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 be left behind. He stated that if it was an

o PTOADCL Sl bt b
]

A i,



TR EC T

|
|

By ki

G, mwu\ul‘ W “ ~ [ s iy

St ot

ey

[
«

b.

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., He then told SFC Lewis to
move the men out.

During the problem Lt. Mayo checked several of the men
and changed the sergeant's instructions, When they protested
he told them that he was in charge and not to forget it.

After the problem the men assembled for the return, but
the trucks failed to show up. Lt. Mavo prepared to return to
the company arca in the jeep. SFC Lewis asked him about the
weapons as there weren't enough men to carry them back. Lt.
Mayo toid him that they would just have to make out, and then
left, When the men asked about the weapons the sergeant told
them that they would just have to carry them. He then stated
that he would try vo obtaln some men from a rifle squad to help.

(1) Supervisory Behaviors
(a) Effective
(b) lneffective
(2) Principle of Organization

Anatyze the following situatiou and identify two effective

and two ineffective supervisory 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 Healy, a team lcader, is talking with Sergeant
Smith, a squad leader whose squad is acting as outguard for
the platoon during a night fileld 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.
Sergeant lealy replied that he didn't know, probably the same
az usual, When Lt. Arms, the platoon leader called earlier
he had forgotten to ask him and then when he called back, the
licutenant was not at the platoon CP.  Sergeant Healy said that
a 50 percent alert would probably be enough.
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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
said about the personal comfort of the men and a 50 percent
alert was the standard procedure. He further poiunted out that
the men were exhausted. The men were all awake now and stana-
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 area
and that a 100 percent alert should have been in effect.

(1) Supervisory Behaviors
(a) Effiective
(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 situatiom.

Lt. Bolin had assumed command of A Company three months
ago. Two weeks later he had been assigned the task of con-
structing o Leader's Reaction Course to be used for training.
He had then called the leader of the 1lst Platoon in and in-
formed nhim of the requirement. He told the platoon leader
that the members of the lst Platocn would perform the work
necessary to develop the course.

The plans were soon 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.
He has supervised each of the activities necessary to con-
struction of the course. Ou one occasion, the platoon
sergeant of the 1lst Platoon asked 1f 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

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.

b
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Adequacy of performance standards specification.

The mest 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 tc Reserve Com-
ponent Duty. His command experience prior to assignment
to this tactical battalion 1s 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 battalion
has 97 percent of it3 authorized company-grade officer
strength; most of the lieutenants have recently

graduated from the Infantry Officer Basic Course (I0BC).

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 filled by relatively
junior NCOs who have little experience in a garrison
gituation. They are capable and are proficient in
insurgency-type warfare. However, they have little
knowledge of combat tactlcs 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 oversees returnees are generally pretty
bitter and have low morale, most of them will be
separated within the next few months.

(7) The battalion commander doesn't feel that the men
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
cf the S3 section is of luw 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. Im-
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
basis for developing a program which would improve the

"sense of belonging'" within the unit. He then dismissed
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 to
LTC Jones and told him: "I really feel that 1 have made progress
and am on the right track, but I haven't been able to obtain in-
formation about certain topics. I would like to have an additional
week to attempt to obtain and check over some records."

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 datail as you can which will reflect the manner in which you
went about handling the situation.

The quality of the decision vou reach 1is 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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11.

situation description. If this should occur, you are free to
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 of action
was most costly, which was next most, and so on. However, you
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 ___
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
allied army.

One week later, you received notice that two biliets, a mess
hall, and several firing ranges had been placed at your disposal.
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
complztely inadequate. The beds have straw mattresses which
are of questionable sanitary conditions. The mess hall is
small and very filthy.

What is your decision?

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.

The last part of this appendix presents the criterion for
program effectiveness.

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 che 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.
(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) CJreates satisfactory compromises.

(8) Expresses interest in others.

(9) Allows others equal time to present thelr views.
b. Ineffective Factors

(1) Attempts to dominate other group members.

(2) Ignores the comments of others.

W
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(3) VUses the same approach for all group members.

(4) Doesn't participate.

(5) Elicits hostility from nthers by his actions.

(6) Contributes to group tension.

(7) Focuses activity completely on task accomplishment.
(8) Attacks others personally.

(9) Refuses to compromise.

Scoring Procedures

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"
section.

2. Criteria Description (Social Skills)

The student is required to analyze each of the three descriptions of
interpersonal situations and to sclect one of several alternative
behaviors vhich would be performed in that situation.

The behaviors selected by a panel of hehavioral 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
will not be able to go with them.

¢. 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.

Scoring Procedures

The student will be scored on the degree of agreement betwcen his
selection and those presented above. One point will be assigned
for each alternative correctly selected by the student.
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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-comnand to make an on-the-spot correction and failed to
inform MSGT Healy, who resents the violation of his pre-
rogatives as a platoon leader.

Scoring Procedures

A student will be considered as having successfully achieved
thils training objective if 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.

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) 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 {nformation source doesn't have the "big
picture" in mind.

(4) Assuming that superiors are not interested in the in-
formation.

(5) Belfeving 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.
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b. Downward Communication

(1)
(2)

3)

(4)

(&)

(6)

Believing that expression alone is communication.

Failing to recognize that for maximum effectiveness
communication must go both ways, and that obtaining
feedback may be as critical as information trans-
mission.

Overcommunicating instructions and orders. This can
result in clogging or overloading downward channels.

Looking for formulas or communication gimmicks rather
than coming to grips with basic problems such as fit-
ting the communication to the recipient(s).

Failing to consider the importance of nonrational,
covert, emotional aspects of the communication
climate.

Fajiling 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 wnich 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

Y

(2)
(3)
(4)
(5

Background, e.g., previous operations in area,
description of area, present situation.

Name of operation.
Date of operation.
Location.

Terrain.
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(6) Weather.

(7) Control headquarters' location.

(B) Reporting officer.
b, List of Units Involved in the Operation.
c. Supporting Forces.

d. Mission. g

e. Concept of Operations (Brief overview of strategies
employed).

f. Execution (Sequence of events).

g. Summary of Statistics.

h. Communications. . !
i. Civil Action,
J. Psywar.

i

k. Intelligence.

ol I B el

1. Supply and Administration.

(1) Opecrational organization (e.g., supply points, method
and frequency of resupply).

- SO ——

(2) Treatment of casuvalties.
(3) Problems encountered.

m. Operational Problems Encountered.

Scoring Procedure

The student will be scored on the basis of the number of
fact rs listed which are represented on (or e¢quivalent to
the factors on) the list presented above. A maximum of
seven points will be assigned the student.
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6. Criteria Dascription (Communication Skills)
The student was required to develop en "Aftzr--Action" report
which described the training evercise in which the student
had participated.

Scoring Procedure
The report is evaluated Ly twn independe.t judges who are
familiar with the exercises. The reports are evaluated on
the hasis ¢f adequacy, represented by clarity, conciseness,
and accuracy. Any disagreements between the two judges
should ba resolved through discussion. Scoring will be on
a "yes" o:r "no'" basis, with one point assigned for a "yes'"
Judgment

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
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:i. external cooperation or assistance.

g. Time frames specified.

h. Specification of progress reports.

i. Coordinating agencies.

j. 1ldentification of possible problem areas.

Scoring Procedure

The student will be scored on tne basis of the extent to which
each of the two plans which are developed included the elements
of planning presented above (or their equivalents). One point
will be assigned for each such element for each of the twe plans
to a maximum of six points per plan.
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Criteria Description (Administrative and Supervisory Skills)

The student was 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
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 Oune

(1)

(2)

Effective supervisory behaviors

(a)

%)

(c)

The platoon sergeaut passed the order to march

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 men,

The platoon sergeant asked his superior about
getting the weapons back, indicating a concern
tor the welfare of the men.

The platoon sergeant told the men that he would
try to obtain assistance, thereby facilitating
their perforuwance of the assigned task.

Ineffective supervisory behaviors

(a)

(b)

(c)

It would seem that the platoon leader had not
briefed his sergeant concerning the nature of the
rroblem. This represents ineffective facilitation
of the subordinate's task accomplishment.

The platoon leader failed to support his platoon
sergeant when he changed the instructions which
the sergeant had given the men.

The platoon leader expressed disregard for the wel-
fare of his men when he told the platoon sergeant
to march the men back and have them carry the weapons.
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Principle of Organization

The principle of organization involved in this sitva-
tion is that of ccmmand unity - any member of the
organization should be required to report to only cne
superior. On two occaslons - 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 instructioms.

b. Vignette Number Two

(1)

(2)

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 sta‘e.

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) The lieutenant not only criticized 4 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.
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(d) The lieutenant failed to insure compatibility of
the unit's goals and those of the larger organi-
zation (the company), Ly not providing sufficient
information to subordinates,

(e) The lieutenant, by beilng unavailable to the
suborcinate, failed to maintain gquality control of
the unit's purformance,

Principle of organization

The 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
understandable. 1he lack of inform: :on concerned both
of these principles as the subordinate was not clear of
the goal - security of the entire arca - nor did he
understand the responsibility which the lieutenant
agsigned him - initiation of a 100 percent alert.
Violation of these principles can result in arn unsuccess-
ful mission.

¢, Vignette Number Three

(1)

Principle of organization

The principle of organization involved in this situation
is that of delegation of authority - authority should be
delegated 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 actual supervisjon. A company
commander's time is too valuable to spend in such a
fashion. 1In addition, such behavior weakens the chain
of command and lessens ithe 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 two 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

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 assligned for each '"yes"
judgment,

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 definitionm.
b. Adequacy of feedback on task assignment.
¢. Adequacy of performance standards specification.

d. The most appropriate behavior(s) for the superior concerning
the subordinate and the task at the conclusion of the case
study.

Each of these factors, and the manner in which 1t 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 improve the men's
"sense of belonging" would relate to the leadership climate.
Considering the history of Major Rolin, and his explicit lack
of command expericnce, 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 stating 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.

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-
ordinate with adequate standards agailnst 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.

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. The 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 second 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,
"...1 haven't been able to obtain informatlion 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 thelr equivalent) are included in the analysis and they are in
agreement with the positions presented in the "Criteria Descrip-
tion" section,

Supervisory Skills

One point will be assigned 1f the fourth factor (or its equivalent)

i is included in the analysis and is in agreement with the position
: presented in the "Criteria Deacription' section.
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10.

Criteria Description (Decision Making)

The student was required to analyze a situaticn description and
to apply the decision making process in order to identify an
appropriate course of action. Ia 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 speclify 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 acrion are presented
below,

a. Alternative Courses of Action
(1) Use billets which have been provided.
(2) Bivouac in the area, taking all needed equipment with you,
(3) Cancel the firing practice.
(4) Report the situation to the Div. Arty. CG.
(5) Have the S3 attempt to locate another training area.
(6) Transport the men to the training area every day.
b. Evaluative Criteria
(1) Cost.
(2) Comfort of men.
(3) Amount of equipment required and length of requirement.
(4) Time required to implement each alternative.
(5) Personnel required.
(6) Outside resources required.

(7) Impact upon relations between Div. Arty. CG and the
allied commander.

(8) Effect on performance on battery test.
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Advantage of Each Alternative

(1)

(2)

(3)

(4)

(5)
(6)

Maintains good relations between Div. Arty. CG and the
allied commander, as well as costing less than other
active alternatives.

Men at the training area but not forced to stay in
bad conditions.

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.

Demonstrates your concern for your men's welfare.

A\ more suitable training area might be available,

Doesn't require that men stay in bad conditions.

Disadvantage of Each Alternative

(1)
(2)
3)
(4)

(5)

(6)

Men have to stay in bad conditions.
Extra equipment, personnel required.
Possible negative impact upon battery test.

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.

Word might get back to the CG or to the allied commander
and negatively impact upon the chance of future coopera-
tion.

The travel would result in less effective tr.iining as
well as probably requiring additional vehicles and
drivers. The cost would also be higher.

Most Probable Course of Action

The 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

231

L MR o

s

TR

L IR o g N i Wl N, okl 1N

e

:mmmmwnrwm-wmmmiué T
il Ll R

g gt Rl g




A

TV T W ey

"

AT "

e g e

i oty

s by Gud N WS Daae Gl e &g

PRSI

[N

BN Omn emg ot

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

11.

The student's responses should correspond to the respective
material presented in the '"Criteria Description" section (or
be equivalent to the material). The student will be scored
in the following manner:

a. 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 degsignated number of
points associated with each of the following requirements
which are reflected in his response. The maximum number of

points 1s shown in parenthesis following each requirement.

(1) Correctly interpreted the principal factors bearing
on the problem (2 points).

(2) Specified three alternative courses of action which
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 (1 point).

(5) Accomplished the above activities within a specified
time frame (1 point),

Criteria Description (Decision Making)

The student was required to list the steps in the decision-making
process. The steps are:

a. Ildentify the problen.

b. Gather information.
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c, Identify and list courses of actiou.

d. Select the best course of action.
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e. Implement the selected course of action.
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 will
be considered to have accomplished the specified purpose.
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Student Course Evaluation

1. How valuable do you feel this course is for junior officers?

-1 ) % 1
Very Moderately Not
Valuable Valuable Valuable
At All
2. How well was the course organized?
1 1 1 j
Very Moderately Not
Organized Organized Organized
At All
3. How interesting was the course to you?
1
' 2 3 Il
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
least interesting.

235

T Ao 1 {44 g W [ b, 1

i

@ —————




TN T P TP

T R R ™

Appendix E

Table of Contents of the Student Text

for

Selected Aspects of leadership

'l M\L’

>
——R

gy 7o

B
H




~Léﬂ§83;mw

‘r z‘%xy—e. ﬁgj -

- Table uf Contents

Saction

Page

I, INTRODUCTION 4iiiunivvnnsosarsssnesonssstoornsonnncaness
PURPOSE 4t ttisttnantnesserstonensnsiatnennneasasannss
CONTENT & it vttenn teonansnrasnasannsrnsennninsenesons
LEADERSHIP DIMENSIONS ..... PN

II. DECISION MAKING ...... Cer et se ettt ittt e e
DEFINITION tiuvtnennionetoneronorcenssinenrannsan ceene
MAKING DEGISIONS ..ivevsennnennennnens Caseaear et e s

Steps in the Decision Making Process svvviiniesians
Phase I - The Intelligence Phase ... .vevvvievnns
Phase Il - The Creative Attack Plan ........ cerae

W WOV s e bt

Phase IIL ~ The Judgment Phase (....iieivveviones 5
Phase IV - The Execution Phase .....iiievvvionnes !
Errors in Decision Making .....civeivniiiienannnens %
Timeliness i verivireiareenoninotioeseareennenesaes .o 4
DECISIVEN@SS v vuieresernrornonensosnensns e .. P

—
(=]

SUMMARY . ..ivveninnnnann S
II1. SUPERVISORY SKILLS ..ivievrinonmonnsanssnsaronencnnsans
CRITICALITY .vvvuvunn Y ohea :
RECOGNITLON OF UNIQUENESS ............. Crv v aeaneay :
DEFINING EXPECTATIONS FOR SUBORDINATES .....vevivenss :
Benefits ..... et ererea sttt s veees
Task Performance Cletest e
Discipline .iveinivnreenerineienean Cetaneetvasatans
FACILITATION OF SUBORDINATES' TASKS ..vveevereeossosn
Matching Capabilities ... v .viiiiiiiiiiinieiinnnn,
Overcoming Obstacles ...civivevinenrinnnnnanns oo 13
Coordination ...... ettt R 11
EFFECTIVE SUPPORT OF SUBORDINATES T 11 1
Accessibility ... o i et et 14

o

.

.

.

.

.

.

.

.
O T i o N SRy =
W W NN RN =
L il o

lu oumd SN AED G0 S R GGl DN eas WD

Gl I
. "

Represents InteresSts ...ieeovessans Chr et e et 15

MOTIVATING SUBORDINATES ........... Cesenen Ceeaveraae 15

i Expectations ,.....c000.n sesenaa veearreataseanaaes 15
1 Setting the Example ....c.ciivveinennnerinsssnnnnas 16
v Rewarding PerforMancCe «...eeeessveeennnsnnenansasns 16

DEVELOPING UNIT COHESION AND ESPRIT DE CORPS .,....... 16 -.
Group Solidarity «secvv.ioan., Ceb ittt P €
Goal Congruence .......... T 17
Unit Confidence and Pride .....vciivevnrnrrecencan 17
QUALITY CONTROL OF SUBORDINATES' AND UNIF S
PERFORMANCE ........¢cc0cuu B
Criticizes Constructively .. ieveierionrenncereseanes 17

‘
E
'
j
g
4
;

L A

i ans i T R U R

237

S OGNS N e

n 3 0 & o B 8 e s




|
l
!
i
i
1
i
1
|
i
]

(A T

PYTTR,

t‘-mm

Table of Contents (cont'd)

Section Page
Critiques Unit Performance ...i.cisesvosescssnicnsses 18
Counsels and Develops Subordinates ....evvevvevneacs. 18

EFFECTIVE USE OF SUBORDINATES +:veevnverarerenrnsnnsres 18
INputs ..vevusennans S & -
Operation ....cvv0.n P -

IV, SOCIAL SKILLS (INTERPERSONAL COMPETENCE) ......... veeenee 20

IMPORTANCE st tvveninsntorossnsasnososossatonssassennnnssn &

EFFECTIVENESS IN INTERPERSONAL SITUATIONS ............ 20
Skill in Diagnosing Interpersonal Situations ........ 20

Dyadic CONteXE suvvetesnneesvoeenssnosnsnnnnrecsnss 20
Group CONLeXt tuvervescracrsosnonsoerssosranssnssess 21
Skill in Performance ...ciovee. Cesaa it ee s atsaaa e 21

POSITIVE IMPRESSION .¢iveivrnnrnarscaanss tetresesanaass 22
Sincerity sviveernnenransonnn A
Qutlook ...viivuans Ciee s Ce b et arteniesrsrenre 23
Abilities and Achilevements .....vvevennionncnsesvsonss 23

EFFECTIVENESS IN INFLUENCING OTHERS .....cievvvneceaess 23
Quality of Decisions ..iciveveinenenvsvecassnsenseaes 24
Structure of S1tuationsS sieev et cennnsens ciesnrees 24
Setting EXAmPleS t.iuvivevioereanssnonrssrsosansnosssess 25

V. COMMUNICATION SKILLS .....civiinnncnnnnn ctriess e ana .o 26
TYPE OF COMMUNICATION SKILLS tiiveesnrecetocsncassasees 26
Gkill in Informal Oral Communication .........ccc0uun 217
LANBUAEE tevvenrseesnrsssrscasanas B |
Feedback ....oevv S e ie e re et e e es s ns e 27
Presentation ...viceceteotssrtencenensvonsnsesnonans 27
AffECt v v ir it nnneronneraseannn ettt esa et eens 28
Skill in Formal Oral Communication .........c000v0 ., 28
Speech vvevvennne Seerreenanans Ciiereraesersaseeass 28
Organization .....ciiiiiiiiiiiieinnonas erersisnes 2
Skill in Understanding Communication
(Oral or Written) .....ciiieeniirnrennianes 28
Attention ........ cer e Cer et e isrerssaraearsass 28
Feedback vt itinnrierteeroeeeecnenesnsosonssnnanas 29
Skill in Formal Written Communication terecereneesees 29
Critical Behaviors .. .iciusvsevesenesnsacanaroonsnsne 29
REPOYLE i vivvainroeacense G 10

THE HUMAN SYSTEM ... viveenvers e et et e et et e 32

Communication Structure ........c.vueeiuoneas P ¥4

Barriers to Communication Effectiveness ........... 32

Upward Communication Filters .........00000.s cevees 33
238

%;
i
[]

T SR A R TR




Table of Contunts (cont'd)

Section Page

VI. ADMINISTRATIVE SKULLS ...viiiennnsesirennccensonosarsaes 35
PLANNING ABILITY ..vvececvonnn. eeiianresosraeresasses 35
Forecasting sievsistieatinnriestrisesasessencsasnsnss 35
Planning «veceeviiisnevitiiosoresarassenansscsessonss 35
Analyze the Situation ...ivieivveiearserersasesasss 35 E
Cunsider Resource Requirements .........e.eouveees 36 '
Specify Policies and Procedures .......... - 1
Determine Intermediate Goals ...siivevencevenens .. 36
Review the Plan .....ivuiniiniiiinscnaccnesrsnnnees 36
Feedback ...ciiavriininenniiiinennnnnas cvseseaaeaes 37
ORGANIZING ABILITY .ii.vvvvenenionnceasas B
Organizational StrUCLUre ..ci.eivrevenrronnvecnns vese 37

L

ST 8T e ot

-

Persounel v..iiviennniann it e ittt st 37 £

Responsibility and Authority ...... et etei e, 37 T

RESOUTCES «ivnvtonsonstnnssnnens et cvenneee 37 )

Coordination . .uveesevseroesooossasnecnsseaness cevees 37

Review .....v..iies et el s te ettt 39 :

Feedback ...v..enn. e T 1 ] :
DIRECTING ABILITY teevenannvcorvnnesnans veeesnsaanenes 39 :

Jrders and Instructions ...eeoeee... Cereeaaa ceveenss 39

Guidance and Direction «.iivee ettt oirarenaecransonns 39

Supervision ceevviiiiiian . N 40

VIL. ORGANIZATIONAL LEADERSHIP ROLE SKILLS .....c..00ieue ceess 41
WORKING WITH SUPERIORS +.iverevevinnnnann, P S |
Informing .......... st e et et ar et e e . 41
Interacting ..ot eaannne Ceree it aa e Cer e 41
Carrying Out Orders ,............. Cebe e ceereeas 41
COOQPERATION WITH PEERS .....civeniievnvnnsnnn ceverseseass bl
DEALING WITH RACES AND MINORITIES .........cvcveun oy 42

COPING WITH ROLE AMBIGUITY ....... b as it st eesteee e 42 |
- ADHFRING TO THE CHAIN OF COMMAND .....ocvinnees B /X
CONCLUSION .« 1vuuvnnveannnnnnrisnannnerennnanns R X |

Gt arinid
A )

oo

W
e )

T

£ s

L

|
!
:

239

D Nk My b




T

M NS TR o

Lo W S,

PYomm——

g

<

[

ame Gne e

Appendix F

table of Contents of the Instructor's Manual
for

Selected Aspects of Leadership

?
i
%
§

D

b s i Y

P
-t A et . i MR G

et
ol

[V RN




i

L il

Table of Contents

Section Page

I. INTRODUCTION et evrvecranannesonsas

B |

L

Ceneral Considerations ... eeieiieriniooensoones
Purpose of the Course ......icvivevivennenns
Terminal Training Objectives v evivuin.n.
Orientation of the Course .. .iviviiivivereserosennenns
lnstructors and Instructor Preparation ....seececeson
Student Preparation ..i.eivevevsnnnsacsrconroneeonns

L A )

TRTTR STUGETICTA .90 ) ST, 1 3, g

~N oYW W

11, TRAINING SCHEDULE ......cvivvnvvennnen

B -

ITII. TRAINING NOTES ...vevennvnuosronaereenses

eraeeseiesasas 9

Kl

”“*WﬁﬂﬂﬁvuﬂhmWW%wuwwmmmﬁwW#ﬁ\ﬂ“

Lesson Outline for "Decision Making" ...........cc00. 9 3
lesson Outline for "Supervisory Skills" ............. 10
1 lesson Outline for "Social Skills (Inter- : A
personal Competence)" ........ P B | : :
= Lesson Outline for "Communication Skills" ........... 12 . 12

Lesson Outline for "Administrative Skills" .......... 13 ;
Lesson Outline for "Organizational f %
Leadership Role Skills" ......iiivuiieersneronnenss 15 :

‘ —w';~:wmlwa1‘ﬂwﬂ‘wwm‘& i “ ’ g

Gicd P S N el S0 G e e ool

IV, INSTRUCTIONAL NOTES +ivevivrenrtonroronensossosonocensas 16
V. SUPPORT REQUIREMENTS ..cvceeevntnranrenvoosssnassssansse 19
- i, VI. REFERENCE MATERTALS ..:veivevinnvnrossssaciscaosseannnnss 20
£
C 1 : Appendices
i_ A Instructor's Gui': - "Instructor's Guide to Training
. Exercise A: Administrative Simulation ;
é (In-Basket ) vttt ierteracrooroorecnnenseronennens . A=l
B Instructor's Guide - "Instructor's Guide to Training N
] Exercise B: Controlled Simulation" ......... e B~1

C Instructor's Guide - "Pointers for Conducting Group
DisScUSSIONS" it verearercorestaresnnensesssaaensarsss C-1

N [ T P o —
ol

S G O s
i

—~—

e e SRS BT SELEIERS ST T s T eSS TOLIM




b ; // /{:'4
UNCLASSIFTED \‘/ }// - / 72," 7.3 --( ett” 75/

SECURITY CLASSIFICATION OF YHIS PAGE (WAen Data Entered)

REPORT DOCUMENTATION PAGE BEFORE CONPLET G FORM

el D P 2. GOVT ACCESSION ND.J]3. RECIPIENT'S CATALOG NUMABER

4 HumRRO-FTR-Dlo-74 18] AD- 038 3|5

W s 8. TYPE OF REPORT A PERIOD COVERED
é ) Q Technical Report

Research on Utilization of Assessment Results
\ and Methods » S

PR 2% et R Rl S RS L e 8. PERFORMING ORG. REPORYT NUMBELER
i ) HumRRO FTR~D4-74-18

CONTRACT OR GRANT NUMBER(S)

@1 )Joneph A. / lmstead)llirry L. /Lackey; and (/5' DAHCl9—7lo-C—-.76'0T17'7

Harold E. Ahristensen

9. PERFORMING ORG ANIZATION NAM:E AND ACTRES 10, PROGRAM ELEMENT PROJECT TASK
Human Resources Resgearch Organization (HumRRO) AREA b WORK UNIT NUMB ERS

300 North Washington Street

’ Alexandria, Virginia 22314
]

11, CONTROULLING OGFFI{CE NAME AND ADDRE 893 B RI.DATK ..
U.S, Army Research Institute for the Behavioral G/ Ju 4_]
and Social Sciences, 1300 Wilson Boulevard, S ER OF P AGES
Arlington, Va., 22209 260

dc[[elenl [mm Covurollm,O]/occ) B. BECURIYY CL ASS, (of thix repors)

14, MONITORING AGENCYNAME b ADDRESS(I

Unclassified

18a. DECLASSIFICATION/OCOWNGR ADING
SCHEDULE

18. DISTRIBUTION STATEMENT (of this Report)

i
:
¢
:

17. DISTRIRUTION ST ATEMENT (of the abitracs entered in dlnck 20, if different from Repaort)

e st . o e ol a0, s 4N

1. SUPPLEMENTARAY NOTES

# ot

Research performed by HumRRO Divigion No. 4, Fort Benning, Georgia.

pp——————1 T T SRR TP

FImpre.

19, KEY wOnOS (Continue on reverse side (f neces cary and identify by block number)
Asgessment Centers Assessment Exercise Design -
Assessment Results Leadership Training
Assessor Training

s 4 o e

il
ey

[

) O -t o
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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
i four separate tasks. In the first task, curricula of the U.S. Army Infantry
School were analyzed to determine their relevance to the various leadership
dimensions that are assessed by the USAIS Assessment Center and to identify
' ways in which agsessment results can be used to plan curriculum development
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‘\nd individualized remedial instruction. In the second task, asaessment
center techniques were analyzed to determine their potential for adaptation
as leadership training methods. Then, two methods, the In Basket Exercise
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
~-4>developed. The program was designed to teach military persomnnel the skills
required to perform observation and recording activities within a variety of
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 & model for use in designing
assessment exercises. The result was a 12-step model which assists exercise
desighers to consider and cope with situational and test factors that impact
upon the behavior of assessees. .
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