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PREFACE

‘This study examined the use of the Job Analysis and
Interest Measurement in identifying and descfibing student
assistant behavioral styles indicative of successful job
performance. The research results were then reviewed in
terms of their application to an employee selection model.

Impetus for this study was generated by my academic
and employment experiences at The George Washington
University. My graduate studies were partially financed
by my employment as a residence hall adviser. Upon comple-
tion of my master's degree I remained at GWU an additional
year to direct an experimental staffing program in one
residence hall. At the time, GWU utilized only graduate
students as resident hall advisers. In the residence hall
I directed, all staff were undergraduates. A committee of
residents interviewed all applicants and made the final
selection. My first choice for a staff member was not on
their final list. Their choices were excellent. The
undergraudate resident advisers surpassed their graduate
counterparts in both job commitment and job performance,
with the most noticeable effect being the establishment

of staff-student rapport.
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I had become acquainted with the Job Analysis and
Interest Measurement (JAIM) during a master's degree course
taught by Dr. Shirley McCune. Dr. McCune discussed the
research which she and JAIM author Dr. Regis Walther had
conducted. I discussed the application of JAIM generated
data to the assessment of residence hall staff job per-
formance with Dr. McCune and Dr. Walther. It was through
their encouragement that this study was finalized.

I wish to acknowledge the assistance and professional
guidance offered by the members of my dissertation
committée: Dr. Frank E. McFarland, chairman; Dr. Larry M.
Perkins; Dr. Kenneth D. Sandvold; and Dr. James M. Seals.

The encouragement and support provided by Dean Herbert
Mansfield, Dean John Spears, Mrs. Elaine Duffy, and particu-

larly my wife Betty are gratefully acknowledged.
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CHAPTER I
NATURE OF THE PROBLEM
Introduction

... the residence hall can be and should be

a scene of guided growth and development for the

individuals concerned; growth in the sense of

achieving intellectual and social maturity of

personality; development in the sense of achiev-

ing social as well as academic competency not

likely to emerge from classroom experiences

alone. . . . --John W. Kidd (1956, p. 52).

Colleges and universities recognize that the classroom
is but one of the campus learning centers. The Gestalt
approach of educating the "whole student" has increased the
responsibility of residence halls as informal living-learning
environments. The acceptance of this philosophy necessitates
a more careful allocation of resources than were required by
the o0ld "bed and board" dormitory concept.

A prime influence in the structuring and maintenance of
the living-learning environment as well as the main force in
providing guided student growth is the residence hall student
assistant. This individual is expected to embody the
institution's particular student-oriented philosophy and to
reflect this through one-to-one interactions with residents,

through development of programs and through administration

of applicable policies and procedures. Because he has more



contact with students than any other administrator, the
effectiveness of the student assistant is of major impor-
tance.. Job performance is contingent upon the student
assistant's knowledge, skills and behavioral styles and the
expression of these in the work situation.

Different jobs and different job emphases require dif-
ferent behavioral styles. "The achievement of an adequate
level of job satisfaction and performance requires an
adequate psychological match between the job and the
individual" (Walther, 1973, p. 1). It is important that an
institufion first ascertain the behavioral style requirements
of a job and then establish selection procedures which permit
identification and assessment of applicants' behavioral
styles.

The importance of matching job and employee behavioral
styles at the point of selection is of particular importance
to the residence hall student assistant position. Employee
recruitment, selection, placement, orientation, in-service
training, supervision, and evaluation are costly investments
of administrative staff time. Poor selection necessitates
increased staff-time expenditure in one or more of the afore-
mentioned efforts.

Unfortunately, present hiring procedures do not ade-
quately screen applicants according to the important
behavioral styles that a student assistant should possess in
order to succeed (Hoyt, 1967). More precise focusing of

selection procedures would promote the delivery of student



services as well as improve the cost-effectiveness of admin-
istrative time invested.

This research sought to identify the potential useful-
ness of the Job Analysis and Interest‘Measurement (JAIM) in
selecting student assistants with behavioral styles indica-
tive of successful future job performance. It was hoped
that the instrument would discriminate between the behavioral
styles held by superior performing and weak performing
student assistant groups--and furthermore, that this distinc-
tion could be ﬁade prior to job placements. Then, steps
could be suggested which might, in part, improve the staff
selection procedures and ultimately result in improved
delivery of services in residence hall living-learning

centers.
Statement of the Problem

The basic problem addressed by this study was the
assessment of the Job Analysis and Interest Measurement as a
tool for identifying the relationship of behavioral styles
to job performance of student assistants. The purpose was
to determine if the JAIM would generate information regarding
student assistant behavioral styles which would be useful in
the selection process. The selected research strategy
entailed identification of superior and weak performing
student assistants and the analysis of the behavioral styles

of each group.



The stability of each group's behavioral styles was
examined first through a test-retest format. It was deemed
important to limit further analysis only to those behavioral
styles which were not susceptible to significant change over
a six month period of employment. The study examined the
ability of the JAIM to discriminate between the behavioral
styles of the superior and weak performing groups.

If it were found that significant differences did exist,
then the JAIM could be used to define and describe these job
performance indicators and administrators responsible for
hiring student assistants could integrate refined assessment
of the behavioral style indicators into the selection
process. Furthermore, if it were found that any significant
behavioral style differences existed prior to job placement,
then the JAIM could be said to have potential predictive

value.
Need for the Study

Two forces impinging upon the student personnel admin-
istrator spotlight the critical need to improve student
assistant selection procedures. First, there is an increas-
ing number of applicants for this position. At the insti-
tution studied in this research, four times as many students
apply as are hired. Second, attrition is high. At Oklahoma
State University approximately half of the experienced

student assistants do not reapply for a second year of



employment in this position. An effective selection proce-
dure would aid in reducing these problems.

The beginning point for the development of a selection
procedure is an understanding of the theoretical framework
upon which such a procedure is founded. 1In its ideal form,
the selection procedure involves the following three steps:

1. The establishment of minimum job entrance
requirements. This is a statement of the
knowledge, skills and behavioral styles which an
applicant should possess. The desired attributes
are ranked according to their perceived importance
to successful job performance.

2. The development énd use of instruments and

N procedures focused on accumulating relevant data
on each applicant.

3. The analysis of the data in terms of the estab-
lished job requirements. Comparison of applicants
is followed by selection of candidates determined
to be best qualified, and hence, possessing the
highest potential for success.

This procedure is seldom followed in its ideal form. Its
weakest point is consideration of applicant behavioral
styles as one important basis for selection.

In most institutions of higher education, the job des-
cription is used as the statement of job entrance require-
ments. While desirable knowledge and skills may be

specifically spelled out or easily deduced from job



descriptions, behavioral styles tend to be ignored or only
vaguely indicated. The following example was excerpted from
the Oklahoma State University Student Assistant Job
Description. The underlining was added to emphasize the
references to desirable behavioral styles.

Work closely and cooperatively with the student
government and student leaders. Cultivate high
morals and understanding of the Residence Counseling
Program. Set an example through good behavior,
dress, academic progress, and ethics. . . encourage
respect for private and public property, and
encourage respect for visitors in the students'
residence living area. (Appendix A).

Data gathering instruments for selection procedures
include self-reports (application forms), reports by others
(recommendations), and personal assessment (applicant inter-
view). In comparison to data solicited on the applicant's
knowledge andAskills, data on behavioral styles (if
requested at all) tend to be biased when reported. The
applicant's response to "State Your Student Personnel
Philosophy" or "Why Are You Interested in This Position" is
written to impress the reviewer. References listed for
recommendations are chosen with the same purpose. Personal
interviews are more apt to expose the applicant's verbal
agility and adaptability than his values or future job
behavioral styles.

Consequently, the analysis of the data (incomplete or
biased) against the established criteria (which are at best

extremely general) is a serious dilemma if "proper"



. behavioral etyles are considered important to the job and
hence are a variable in selection.

There is a need to specify desired behavioral styles;
to systematically and more objectively gather data on the
applicant's possession of thege behavioral styles; and to
consider those behavioral styles which are associated with
successful job performance when making staff seleciion.
"This study examines the potential use of the Job Analysis
and Interest Measurement to meet this need.

/

Significa;ce of the Study

If findings in this study show significant differences
in the behavioral styles of the superior performing stuéent
assistant group as compared to the behavioral styles of the
weak performing student assistant group, then several
positions can be taken.

First, behavioral styles, per se, may be an important
indicator of superior student assistant job performance (as
institutionally defined) and, as such, should receive more
consideration in the selection process. Second, the JAIM
has value in determining which specific behavioral styles
differentiate between superior and weak performing student
assistant groups and thus has usefulness to the selection
process by refining the evaluation of applicant data. Third,
the JAIM may have some predictive value and, therefore, is
an apprOpriate data-gathering instrument which should be

incorporated into the selection process.



In addition to ascertaining information on selection,
the research has relevance for four major audiences. The
results of the research will benefit student personnel admin-
istrators of the institution studied, Oklahoﬁa State
University. This information will enable the institution to
initiate steps to improve the procedures for selecting
student assistants. If determined desirable, the selection
procedures may incorporate the use of the Job Analysis and
Interest Measurement. Potential benefits include a more
competent and conscientious staff as well as a reduction in
staff turnovers.

The dissemination of the study's results may encourage
other institutions to examine their own staff selection
procedures. If institutions so desire, the methodology and
design suggested by this study can be utilized with a
minimum of time, effort, personnel, expertise, and cost.:
Arrangements for obtaining copies of the test, having tﬁe
tests scored and securing desired tabulations of the reéults
can be made through the test's author, Dr. Regis H. Walther.
The design of this research would not be difficult to
replicate. Administering the instrument, individually or in
a group setting, to student assistants during the staff
orientation period and again after six months on the job
could be accomplished with little interruption of the on-
going staff schedule.

The research has significance to practitioners in the

general field of personnel work. Although the use of



ability and aptitude tests as criteria for employee

selection is widespread in government and business, there is
a noticeable gap in research related to the use of behavioral
tests for this purpose.

Further; the research helps extend and refine knowledge
concerning the JAIM. Study of the instrument continues in
evaluating its effectiveness of differentiating occupational
categories and high and low performers within occupational
categories. This‘is particularly important when a revised
form of the instrument is developed. The research conducted
with student assistants at Oklahoma State University utilizes
the most current form which was developed in June, 1969. The
hypotheses of this research are compatible with the long-
range validity and reliability goals described by the test's

author.
Hypotheses

Each of the null hypotheses below is examined for each
of the following scales as measured by the Job Analysis and
Interest Measurement: Optimism, Self-Confidence, Inter-
personal Trust, Open System, Plan Ahead, Orderliness,
Perserverance, Emotional Control, Schedule Activities,
Self-Assertive, Supportive of Others, Take Leadership, Move
Toward Aggressor, Move Away From Aggressor, Move Against
Aggressor, Concrete-Practical, Systematic-Methodical, Act
Independently, Work As An Assistant, Directive Leadership,

Motivate By Rewards, Motivate By Results, Social Interaction,
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Mechanical Activities, Group Participation, Activity-

Frequent Change, Job Challenge, Status Attainment, Social

Service, Approval From Others, Intellectual Achievement, and

Role Conformity.

H

l:

There is no significant difference in the scores
of the superior performing student assistant
group when they retake the Job Analysis and
Interest Measurement after a six month period

on the job.

There is no significant difference in the scores
df the weak performing student assistant group
when they retake the Job Analysis and Interest
Measurement after a six month periéd on the job.
There is no significant difference in the
behavioral styles of superior performing and weak
performing student assistant groups as measured
by the Job Analysis and Interest Measurement in
August, 1971.

There is no significant difference in the
behavioral styles of superior performing and weak
performing student assistant groups as measured
by the Job Analysis and Interest Measurement in

February, 1972.

Definition of Terms

The terms used throughout this study are defined as

follows:
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Behavioral styles--The consistent ways individuals

organize their physical, emotiohal and energy
resources. The operational definition of the term
is based on the measurements on the scales of the
Job Analysis and Interest Measurement and
encompasses work preferences and values.
Director--An individual employed by an institution
of higher education to reside in a residence hall
and to perform certain duties assigned by student
personnel administrators.

JAIM--The Job Analysis and Interest Measurement
developed over the past 14 years by Walther of the
Social Research Group, The George Washington
University. Form 669 was utilized in the study
and is attached as Appendix B. The corresponding
response sheet and answer key are included as
Appendices C and D, respectively. Scales of the
JAIM are reported in Appendix E.

Residence hall--A building that houses students

living on the campus of an institution of higher
education. The alternate form dormitory is some-
times used to designate a residence hall.

Student assistant--A student employed by an

institution of higher education to reside in a
residence hall and to perform certain duties
assigned by the director of that residence hall.

Alternate terms of staff member, resident
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- assistant, student counselor and paraprofessional

are sometimes used to designate a student
assistant.

6. Student personnel administrator--Individuals

employed by an institution of higher education
required to give overall direction to the
residence halls. The alternate term of housing

administrator is sometimes used.

7. Superior performing student assistant group--The

highest performing 25 per cent of the staff
members in each participating résidence hall as
identified by the director in February, 1972.
Each director was allowed to use his own defini-
tion of competent job performance.

8. Weak performing student assistant group--The

lowest performing 25 per cent of the staff members
in each participating residence hall as identified
by the director in February, 1972. Each director
was allowed to use his own definition of least

competent job performance.
Limitations of the Study

The study limits the population to one co-educational,
midwestern state university with an enrollment of approxi-
mately 19,200. The institution's sixteen residence halls
have a capacity for housing 7,316 students and are staffed

by a total of 135 student assistants. Due to the
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uncontrolled variables of time'and the possible impact of
concurrent "outside" events; personalities and philosophies
of the student personnel administrators; personalifies and
philosophies of the directors who supervised and rated
student assistants; and unique characteristics of the
institution and its facilities, the results of this research
cannot be generalized to any other population.

A second limitation is suggested by a potential
weakness of the instrument. A self-report inventory such as
the JAIM suffers from the possibility of "faking": respon-
dents may check items that they feel are "right" or
desirable, rather than those items which are truly descrip-
tive of their own behavioral style.

A third limitation is that caution should be exercised
in generalizing the results and potential use of the JAIM to
stress situations--such as when a respondent's scores would
qualify or disqualify him for a job. Previous research on
the JAIM has included one study of the effect of stress on
responses. While stress did influence the answers given,
the average respondent did not appear to be able to predict
what answer would benefit him the most (Walther, 1964). 1In
the research described herein the student assistant subjects

were administered the JAIM in a non-stress situation.
Assumptions of the Study

The theoretical assumptions underlying the development

of the JAIM are in harmony with those associated with this
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research:
The identification of the common characteristics

which distinguish high from low performers within a

job category ... is useful for inferring both job

requirements and worker qualifications ... This led

to the following additional assumptions:

1. Jobs establish behavioral requirements, and
provide opportunities for personal satisfaction
and feelings of value;

2. Individuals bring to the job a behavioral style,
preferences, and criteria for the judgment of
success; and that

3. The degree of match between job and the
individual, in these dimensions, crucially
influences how well the individual will perform
in the job (Walther, 1964, p. 2).

Another assumption of the JAIM is that behaviors (components
of behavioral styles) are distinguishable; they are capable
of being classified, identified, and described and, there-
fore, are subject to measurement--albeit approximate measure-
ment. Finally, the JAIM assumes that "a reasonably well-
adjusted individual knows what he likes and what he dislikes
and what works or what does not work for him" (Walther, 1964,
p- 2). It then follows that a self-report questionnaire can
be utilized to measure his behavioral styles.

Utilization of the JAIM in the research strategy of
this study assumes that student assistant job requirements
imposed by the institution would remain constant throughout
the study. Also, it is postulated that there would be some

uniformity in the evaluation criteria used by directors to

designate superior and weak job performance.



The research is grounded in the belief that the
residence hall is a valid enrichment aspect of a student's
higher education experience and the student assistant

contributes to the impact of this experience.
Summary

This chapter discussed the importance of residence hall
staff to the growth goals of college and university
students. Behavioral styles of student assistants were
discussed in terms of their impact upon successful job
performance. A theoretical framework for selection
procedures was described; an analysis of these procedures
indicated the need to specify desirable student assistant
behavioral styles and to explore ways to identify individual
styles prior to hiring. The Job Analysis and Interest
Measurement was cited as an instrument with poténtial use-
fulness in discriminating between behavioral styles of
superior performing and weak performing employee groups and

an overview of its use in this research was presented.



CHAPTER II
REVIEW OF THE RELATED LITERATURE
Introduction

The emergence of residence halls as living-learning
centers with responsibilities for informal education was
particularly relevant to this study. Concomitant with the
changing role of the residence hall has been the changing
role of the staff. To examine the student development
emphasis of residence halls was to document the need for
staff competent to direct this emphasis. To identify the
varied nature of residence hall informal education endeavors
was to underscore the importance of discriminating employee
selection procedures geared to match specific knowledge,
skills, and behavioral styles with specific job performance
requirements.

A historical perséective on the changing role of the
residence hall was deemed important to introduce three con-
temporary roles: the residence hall as a center for growth
through group interaction, the residence hall as a center
for education, and the residence hall as a center for per-
sonal adjustment through counseling. This discussion was

then related to the changing role of the étudent counselor

le
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and a foundation was laid relative to the importance of
employee selection. The literature was then reviewed to
ascertain the "state of the art" of selection procedures in
general-and of student assistant selection procedures in

particular.
Historical Perspective of Residence Halls

Charles Eliot, President of Harvard, in a letter to a

friend in 1856 stated:
'This parietal business is a nuisance, disagreeable
to shirk and disagreeable to do. Of the two the
last evil is the least, though a certain damage to
one's influence as a teacher is to be included
among the bad consequences of doing this sort of
work.' He might have elaborated further, but he
was interrupted by a disturbance in the dormitory
(Shay, 1964a, p. 182).

The road to acceptance has been stormy for residence halls
on callege campuses. During the colonial era college
housing was initiated as a modification of the British
system which was based on the belief that a student's
residence was vital to his experiences at college. But the
translation was poor for American colleges were isolated,
religious, and catered to a young clientele. Instead of
housing becoming part of a student's experience, it became
an austere place of lodging with stringent rules. The
following paragraph records what followed:
Accounts of the activities in the educational
institutions of the colonial era are filled with
disciplinary problems. These incidents have
generally been attributed to student reaction to

the rigid pattern of their lives prescribed by
the college. Rudolph (1962) cites an instance in
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which a duel resulting in the death of a student

was precipitated by two students' grabbing for the

same plate of trout at dinner. In the South

violence was even greater. Earnerst (1953) tells

of two college presidents who were killed by

students. According to him, tutors were often

barraged with sticks and stones, and in one case

members of the faculty at the University of Virginia

were horsewhipped by students. Students experienced

so much difficulty in getting permission to leave

campus that some University of Georgia students

disguised themselves as Negroes, went to a circus,

and sat in a section reserved for slaves so as not

to be déetected (Shay, 1964b, p. 27).

The 1800's, especially after mid-century, became the
time of the decline and, in some cases, the disappearance of
residence halls. Charles Eliot had had a distasteful
reaction to his years as a tutor. Colleges were moving from
religious to secular control. Faculty members at the time
had studied at German universities and were influenced by
the laissez-faire attitude of their alma maters toward
responsibilities for students out of the classroom. Money
was scarce and Henry Tappan, President of the University of
Michigan, 1851, converted dormitories into classrooms. Even
more important was the attitudinal reaction. The president
of Brown, Francis Wayland, was quoted as describing dormitory
life as the major contributor to the evils of American higher
education (Shay, 1964a).

The twentieth century brought a swing toward the
revival of residence halls. Community pressures mounted for
greater control of the college student for rowdiness had

become a major issue. Matthew Vassar had endowed a women's

college which brought a new dimension to residence halls,
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that is, "educating women to be ladies and ultimately good
wives and mothers" (Shay, 1964a, p. 181).

Dormitories grew over the "dead bodies" of more than a
few professors. They grew because they séemed to be the
only instrument to promote the American ideal on college
campuses. Regardless of one's background, everyone was to
live together. After the war they grew as a reaction to the
German educational processes, and for "ivy league" schools,
they grew from the fear of mass education and the loss of a
small college atmosphere. And, as they grew, there was a
decrease in the separation of curricular and extracurricular
activities (Shay, 1964b). They began to grow most rapidly
in the same institutions which had previously been instru-
mental in the former demise of residence halls, the large
state universities (Shaffer and Ferber, 1965).

This growth reflected the recurring concern for the
"total education" of the child which prevails to this day.
Students were also becoming more academically oriented; and
the "Roaring '20's" brought an intellectual as well as a
social revolution. As skirts became shorter discussions in
dormitories of current topics became longer. The 1930's
had brought sober, vocationally-oriented youths into higher
education. And, as college enrollments mushroomed, Federal
monies were employed in building housing brojects on
campuses. More importance was given to staffing the resi-
dence hélls. Sociological and psychological concepts were

being applied to dealing with students. Positions such as
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Director of Housing were created to manage the residence
halls which were becoming so large in number (Shay, 1964a).
The concept of a residence hall as a place of learning
emerged around the dual democratic principles of the
opportunity for individual growth and development of each
student and the indoctrination of that student into the
society of which he is a part.

In summary, when viewed from a historical perspective,
the histpfy of college housing was a mirror of the educa-
tional philosophy of the times. When the emphasis was on
intellectual and spiritual development, the concerns in
residence halls were largely religious.‘ When attention was
focused on the German conception of residence halls, they
became places which provided food and sheltet. As the indus-
trial revolution occurred, theories of learning were
advanced. It was during the span of time in which the
English philosophy dominated the thinking concerning resi-
dence halls that they flourished.

Nicholas Murray Butler, President of Columbia,
expressed the contemporary point of view by saying: "the
chief purpose of the residence hall is not the housing of
students, but of education and educational influence"

(Fossett, 1957, p. 27).
Group Interaction Within Residence Halls

Helen Schleman described the offerings of a residence

hall as being conducive to individual growth and development
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in terms reflective of a college catalogue's course
descriptions:

S.E.1 --a four-year course in elementary Social
Education offered by the Department of Residence
Halls . . . An intensive, first-hand study of the
fundamental principles underlying human behavior
with special emphasis upon techniques of getting

along with people. . . . Involves daily laboratory
experiments in analyzing the other fellow's point
of view accompanied by . . . mediation, concilia-

tion and compromise. I.E. & D. 1 --a four-year

course in Individual Education and Development. . .

a practical course in the development of interests,

tastes, personal habits, and personality traits. . .

direct observation . . . of oneself and those of a

similar age group (Fossett, 1957, pp. 28-29).

In her dissertation study, Freeda Odessa Hartzfeld
(19475 drew from the sciences of biology, anthropology,
sociology, and psychology, and established‘four basic
assumptions about general growth and development. She
applied these assumptions to residence halls and concluded
that residence halls serve well as laboratories for
socializing and developing students.

From biology she arew the tenet that a human being is
a product of his environment, as well as of his inherited
genés. She applied the anthropological findings that while
general societal influences affect an individual, the
influential differences between societies is that the
experiences which activate on life in one society will
produce a result which differs from the results achieved in
another identified society. (An army will produce a

different individual, for example, than a university.)

Sociologists' views on adolescent peer pressure groups were
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discussed relative to residence halls. And finally, she
devoted her attention to the psychologists' terminology of
the need to become self-sufficient, the need to develop a
satisfying point of view, the need for emotional independence
from a family, and the need to develop relationships to the
opposite sex (Hartzfield, 1947).

Hartzfield discussed the residence hall as a particular
societal grouping offered by colleges to provide students the
opportunity to work out the problems of independence and
growing maturity where college administrators offer freedom
and guidance for self-direction. She described it as a
vital setting for warm friendships, for activities which
foster responsibility and social skills, and for mutual
support. Her discussion is summed up in the words of
Harriet Hayes:

They (residence halls) have power greatly to further

the essential purposes of colleges, which include the

development of socialized human beings as well as the
promotion of scholarship. They may become the

college's best agency for the promotion of a

democratic social life among its students--a life-

which should be rich in experiences and broadening

in its influences (Hartzfeld, 1947, p. 21).

The Harvard housing system, as discussed by Jencks and
Reismann (1962), was founded on the aforementioned
principles. The administration of Harvard in the 1930's
decided that housihg did as much to improve undergraduate
education as did increased faculty salaries and library

books. The houses that Harvard established have been viewed

as centers of learning and leisure, with the dining area as
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the most important feature. The master ran the house
assisted by senior tutors, graduate students, nonresident
tutors, senior associates and faculty members who attended
house functions. The result is that:

. in this atmosphere, the houses re-enforce the

student's own desire to find friends in an unforced

setting, uncontaminated by ambition, uncoerced by

the brotherhood of the club or fraternity. . . .

These friends will largely be from within his own

house which is large enough to satisfy his develop-

ing sense of self, and by this time familiar enough

to seem protective and comfortable (Jencks and

Reismann, 1962, p. 750).

The importance of growth through interaction was further
affirmed by a study of 3,000 students at Michigan State
University which concluded, "The most significant reported
experience in the collegiate lives of these students was
their association with differing personalitieés in their
living unit" (Dressel and Lehmann, 1965, p. 255).

To list the ways personal and social growth occur in a
residence hall would not be as important as to say that
persons live in residence halls and bring with them into the
setting vitality, creativity, leadership qualities, talents
and other attributes. While this is individual, it merges
to create a Group, a Personality. The residence hall's
greatest offering to a developing individual was brought
into focus by former President Wilber of Stanford when he
said: "Since living in a dormitory with several hundred
boys for a number of years I have discovered no new kind of

man and no new kind of human reaction" (Hartzfeld, 1947,

p. 21).
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While group association and personal interaction are
growth promoting, per se, colleges and universities have
been experimenting with living environments structured to
enhance this impact. Hubbell and Sherwood (1973) described
living-learning residences which match environmental options
to individual student needs and thus aid students in their
personal, social, and educational developmenﬁ. The
University of Delaware, recognizing that learning should
occur outside the classroom and that this is an on-going
process without parameters, has experimented with various
living-learning centers in an attempt to meet diversified
student needs (Littlefield and Spencer, 1973).

Morstain (1972) described the "speciality houses"
program at the University of California at Davis where each
freshman residence hall centers on a specific theme. For
instance, freshmen residing in the theme center "Self in
Society" shared a common "course" which helped them examine
their relationship to the university and to society.
Morstain pointed out that resident advisors are selected not
only on their interpersonal abilities but also on their
academic competencies since they become small group leaders.
The program has encouraged on-campus and off-campus student
involvement, taking’the form of committee work, research,
governance, and other apprdved self-initiated projects.

Residence halls have also been structured to provide a
logical setting for integrated éfforts toward applied leader-

ship and participatory governance. The Carnegie Commission
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on Higher Education (1973) investigated undergraduate atti-
tudes toward student participation in residence halls. Of
the 10,002 students queried, 78 percent stated that under-
graduates should have some form of "control" or voting power
on committees concerned with residence halls.

Hoelting (1973) cited a case study of student partici-
pation in residence hall programming. Students were encour-
aged to form interest groups through which they generated
program ideas and planned, financed, and administered the
selected activities. As a result of the emphasis and method-
ology, 1,246 students were involved in group work initiated
within the residence hall, as compared with 40 the previous
year. Since the residence hall held only 500 students, the
effort had campus-wide effect.

The literature also reported the structuring of living
environments to integrate the institution's academic goals
with the residence hall's growth-through-association goals.
Both Southern Illinois University and Indiana University
have emphasized faculty involvement in the residence halls.
At the former university, the fusion of living and learning
has occurred as faculty members live in residence units.

The Indiana program included group dynamics, leadership
training, and co-curricular learning activities in the
residence halls. The number of faculty members associated
with the residence halls has grown from 20 to 70 in less
than four years (Shaffer and Ferber, 1965). DePauw

University in Chicago established eight orientation sessions
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directed to incoming residents. Session topics included the
responsibilities of a college educated person, academic
freedom, discrimination, and types of societies. The
emphasis by the faculty-rank staff was on awareness and free

and open discussion (Campbell and Richards, 1964).
Educational Influence of Residence Halls

Whether, in fact, an institution's educational goals
are influenced or promoted by the existence of residence
halls has been an issue of continuing controversy. Several
theories have been established to explain the direct and
indirect influence of residence halls on the educational
advancement of students. There has been a pleading tone in
the statements of those scholars who recognize the potential
of residence halls as educational centers: Stephen Leacock,
in an address at McGill University, expressed this
philosophy:

As a college teacher, I have long since realized
that the most that a teacher, as such, can do

for the student is a very limited matter. The

real thing for the student is the life and environ-
ment that surround him. All that he really learns,
he learns, in a sense, by the active operation of
his own intellect and not as the passive recipient
of lectures. And for this active operation what

he needs most is the continued and intimate contact
with his fellows. Students must live together and
eat together, talk and smoke together. Experience
shows that this is how their minds really grow.

And they must live together in a natural and
comfortable way . . . If a student is to get

from his college what it should give him, a college
dormitory, with the life in common that it brings
is his absolute right. . . . A university that
fails to give it to him is cheating him (Fossett,
1957, p. 32). :
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The literature reported tangible evidence of the con-
troversy. Chickering (1974) investigated the differences
between commuting students and resident students and con-
cluded that the residence hall environment had a significant
impact on the changes in attitudes, values, future plans,
aspirations, personal development, and intellectual compe-
tency of freshmen students. An opposite finding was reported
by Baird (1969) who studied the effects of college residence
groups on student's self-concepts, goals, and achievements.
His sample included 2,295 men and 2,854 women attending 20
colleges. Six groups were created: dormitory, fraternity/
sorority, off-campus apartments, on-campus apartments, off-
campus rooms, and living at home. College grades and self-
ratings were used to determine academic achievement and an
analysis of covariance was applied to assess effects. Baird
concluded that the living group "apparently had little effect
on college achievement in science, writing, humanities,
speech and drama, art and music" (p. 1020). The most
definite statement Baird made about dormitory students was
that they are the least likely to have cars! His concluding
thoughts indicated the present status of residence halls as
educational centers: while the potential impact is present,
it is as yet unrealized.

That the potential impact may be realized through the
influence of residence hall staff was advanced in a study by
Zirkle and Hudson (1975). They examined the behavioral

styles of student assistants and related these to grades and
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maturity of residents. Their study involved 229 freshmen
male residence hall students from Pennsylvania State
University. The subjects were asked to classify their
student assistants as being counselor-oriented or
administrator-oriented. Grade point averages were utilized
to pinpoint academic achievement; responses to the Perceived
Self-Questionnaire produced an overall maturity score. The
statistical results showed that the students living under a
counselor-oriented student assistant had grade point averages
and maturity scores significantly higher than the students

residing under administrator-oriented staff.

Personal Adjustment Focus of

Residence Halls

The need for counselor-oriented student assistants was
further documented by the literature relative to the role of
the residence hall as a center for personal adjustment and
growth through counseling. "It matters not in which type of
housing a student lives . . . it is here that the student
personnel program of the institution can really function"
(Cunningham, 1958, p. 24).

Rhoda Orme (1950) in Counseling in Residence Halls

identified five factors which contribute to making residence

halls the most promising location for on-campus counseling.
The initial factor considered was the residence hall's

informal atmosphere. Since the counselor participated in

~
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activities and daily experiences of the résidents, conversa-
tion comes to be natural, relaxed and responsive.

Second, she cited the unlimited opportunity for obser-
vation. Said an experienced resident direcfor, "I have often
found it impossible to discover a situation before it assumes
tragic proportions" (p. 12).

The third factor was the student assistant's opportun-
ity to deal with many kinds of needs. If a personal crisis
occurs, the student assistant is an immediately available
counseling source. If a student is exhibiting unusual
behavior it is relatively easy for a staff mémber to inquire
about the health of the resident. If the student assistant
is aWare of a withdrawn or emotionally upset resident he can
attempt to merge conversation with counseliné.

Next was the residence hall's ideal location for general
adjustment problems. How to manage one's time, how to live
with others in the same rooms, how to assume social responsi-
bilities, and how to practice democracy are intertwined in
dormitory living and reinforced by the counseling.

Finally, the flexibility of conducting interviews was
viewed as paramount. Interviews can be scheduled or spon-
taneous, formal or informal.

The restrictions of office hours are usually absent;
and, the student assistant who is accessible encourages
communications that, in different surroundings, might not

have taken place.
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The literature has documented the variety of problems
brought by residents to their staffs, thus affirming the
importance of residence halls as locations chducive to
counseling. Lipsetz (1973) has reported that student as-
sistant counseling is a major factor in helping students in
their individual development. Karman (1974) investigated
students at a public and private college to determine
differences in expectations of the two groups as measured by
five sub-scales. Students from both colleges selected
"Personal Development" as being most important. After inter-
viewing faculty members and assessing their reluctance to
deal with matters relating to students' individual growth,
Karman recommended that the student personnel administrators
coordinate and implement programs to meet this need.

Noting the importance of the interaction between
student assistants and residents, Johnson (1958) surveyed
the types of problems which students discussed with their-
staff members. Major problems included housing and dormi-
tory information; academic information; basic values and
issues; and interpersonal adjustment.

Similar results were reported by Frye (1961) who
identified and classified 3,786 student problems brought to
residence hall assistants into 13 major categories. Five
categories accounted for over 70 percent of the problems:
aid in homework and stud§ problems; university rules and
dormitory information; academic information; social poise

and etiquette; and interpersonal adjustment. While the
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remaining categories represented proportionally fewer
problems, their inclusion further documented the variety of
concerns with which student assistants must deal. They
included religious problems, ethics discussions, physical
health problems, vocational concerns, financial problems,
legal problems, family relations, and interpersonal
conflicts.

Frye (1961) studied the importance of residence hall
counseling by examining the number and types of problems
voluntarily brought by.male students to undergraduate
student assistants and to Deans of Men. Data were collected
through questionnaires and interviews with student assis-
tants and Deans at ten midwestern collegeg and universities.
His study had two major findings. First, he stated that
over four times as many problems were taken by students to
the counselors than to the Deans. Second, he found that of
the 3,786 problems brought to the undergraduate student
assistants, they referred only 280 of them and only 69 to
the Deans. The importance of counseling within the
residence hall is underscored by his results.

A broader-based study by Dramer, Berger, and Miller
(1974) confirmed the variety of student concerns. Question-
naires were distributed to 1,200 students and the response
of 433 usable questionnaires were analyzed. Reported
results inciuded the finding that 48 percent of the male
respondents and 61 percent of the female respondents checked

vocational choice as being a serious concern. Personal
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unhappiness was listed by 33 percent of the maies and 56
percent of the females. Academic concerns were reflected
by 25 percent of the males and 34 percent of the females.

The literature also reported the perspective of student
attitudes toward the counseling and guidance functions of
the residence hall staff. Staff members from the Divis:ion
of Student Affairs at Indiana University devised the Reéi—
dence Hall Environment Index to determine undergraduate
students' attitudes toward student assistants. Of the 1,350
selected, 1,100 responded. Tabulation showed that 74.6
percent believed the role of the student assistant was to
aid students in academic, personal, and social development
(Duvall, 1969).

Sedlucek and Horowitz (1974) examined freshmen responses
to the College and University Environmental Scales and found
that the subjects "expected a highly studious environment
emphasizing self-understanding, but at the same time practi-
cal, with some consideration of others" (p. 48). Within the
residence hall environment, the student assistant has been

directed to meet this need.
Changing Role of the Student Counselor

The previous sections have discussed the role of the
residence hall as a growth-stimulating facility which
potentially promotes group interaction, education, and
personal adjustment. The catalytic and direct involvement

of the residence hall staff has had a major impact on the
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degree to which these goals were attained. The established
and emerging role of the student counselor--implicit in the
foregoing discussions--has been explicitly discussed in

this section.

Historical Perspective

In the 1930's skeptics considered student personnel
"an educational upstart with little academic breeding to
merit scholarly attention" (Cunningham, 1958, p. 34). At
fhe same time, however, some institutions were experimenting
with undergraduate student assistants in the reSidence halls.
The growth of residence hall counseling programs began
slowly, with two programs established from 1930-1935, seven
programs established from 1936-1940, and eight programs
established from 1941-1945.

To have participated in the use of undergraduate women
as student assistants prior to 1940 was to have been a
pioneer in the field. Ohio Wesleyan University and the
University of Maine reported the earliest date for the
establishment of such programs and remained the sole insti-
tutions with such programs for five years. Women's colleges
had developed student advising plans but coeducational
campuses had yet to entertain the thought. And, it was not
until 1946 that teacher training institutes began to utilize
student assistants.

The growth of residence hall counseling programs

evidenced a slight surge during the next decade with 25
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programs established from 1946-1951 and 35 programs estab-
lished from 1951-1956. As programs grew, the responsibil-
ities of the student assistants began changing from semi-
administrative functions to duties involving the actual
counseling of freshmen. In indicating the rapid advancement
of the responsibilities of undergraduate student assistants
it was startling to realize that as late as 20 years ago the
student assistants at a midwestern school were hired to sit
in the corridors to maintain order in the evening
(Cunningham, 1958)!

Margaret L. Cunningham (1958), in her dissertation
entitled "Dormitory Counseling Programs in Selected Colleges
and Universities Which Utilizé Undergraduate Women
Counselors," reported finding two universally-mentioned
functions of residence hall student assistants in her review
of job descriptions: first, to make residence hall programs
personal for each student; and, second, to perform distinct
services as a liaison between students and staff.

Riker (1965) viewed student assistants as the people
who can identify student needs and, when necessary, refer
the student to appropriaté sources of assistance. Another
study noted that staff were expected to counsel students on

study habits and personal problems (Crane, 1961).

Contemporary and Emerging Roles

The student assistant role is that of a paraprofes-

sional. Student personnel administrators have been
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concerned with the effectiveness of paraprofessionals and
with the degree to which they can accept responsibilities
traditionally delegated to those with credentials (Allen,
1974). Zunker and Brown's study (1966) compared the
effectiveness of certified school counselors to the effec-
tiveness of student assistants in helping freshmen. The
results noted that the student assistants were not only more
effective, but also better accepted by their clients.

The effective utilization of student assistant para-
professionals on the college campus has not been limited to
the residence halls. One study reported successful use of
paraprofessionals as group leaders for interpersonal commun-
ications skills training (Archer, 1972); another described
their use as group leaders in psychology classes (Wrenn and
Mencke, 1972).

Pyle and Snyder (1970) have reported an increased use
of student paraprofessionals by community colleges. Daytona
Beach Community College (1975) has identified specific tasks
appropriately assigned to paraprofessionals and has estab-
lished a peer counseling program to facilitate implémenta—
tion. Peer counselors have facilitated the reception of new
students to campus; interpreted the college's philosophy;
~explained the college catalogue, degree requirements, and
course information; assisted students in planning tentative
academic programs; interpreted and promoted counseling
services; participated in growth groups with professional

counselors; befriended lonely students; and acted as referral
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agents. Brown (1974) found that many studies regarding
paraprofessionals have been of poor design, but that well-
designed studies concluded that student-paraprofessionals
contribute poéitively to the improved adjustment of the
student-clients.

The literature cited expanded use of paraprofessionals
in a variety of the "helping" professions: as telephone
crisis workers (Tucker, Mengenity, and Virgil, 1970); within
social services (Gartner and Riessman, 1974); within
elementary and secondary schools (Varenhorst; 1974); within
mental health agencies (Nicoletti and Flater-Benz, 1974);
in minority programs (Thomas and Yates, 1974); in employment
work (Gordon, 1974); in drug education (Rudow, 1974); and

with community counseling centers (DeMoss, 1974).

Training Emphasis

The broadening role of the student counselor has neces-
sitated implementation of training efforts to improve job-
related knowledge, skills, and behavioral styles. Many
colleges and uniéersities have established a credit course
for this purpose. A frequently used model has been
Carkhuff's empathic understanding which centers on the
ability to listen, to respond to feelings, and to avoid well-
intentioned approaches that are more damaging than beneficial
(Bishop, 1972). Taking a portion of Carkhuff's scale,

Newton (1974) designed and tested a training program specif-

ically oriented toward improving empathic understanding,
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respect, and communicative accuracy of student
assistants.

An absence of empathy training for student counselors
was noted in the article "Effects of Short-Term Training on
Residence Hall Assistants" (Mitchell, 1971). The author's
review of the literature reported that although 40 percent
of the colleges using student assistants required them to
counsel students for personal problems, only 20 percent of
these utilized role playing or practice exercises in their
training. The remainder utilized less participatory and/or
basic information oriented teaching techniques. In response
to this Mitchell designed and tested an empathy-oriented
training course. A control group and an experimental group
were selected from the pool of resident aésistants at the
University of Arkansas. After the empathy training was
directed to the experimental group post-tests were adminis-
tered to both groups in the form of simulated counseling
interviews. The experimental group had significantly higher
"accurate empathy" and "warmth" scores than did the control
group.

Another model proposed to meet the training needs of
student assistants was that of the psychoecological counselor
(Peterson and Spooner, 1973). Thé thesis advanced was that
a student is influenced by peers, faculty and staff and,
therefore, a student assistant should work with the individ-
ual student and the "significant others." Training would

aid the student assistant in helping the client to "act,
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experience the consequences of his actions, and have an
opportunity to reflect on his experiences and feelings
about them" (p. 47).

Nickerson and Harrington, authors of The College Student

as Counselor (1972), reported that their text is utilized in
the resident assistant training program at Lewis and Clark
College. Here staff have been encouraged to assume varied
responsibilities including problem solving, friction reduc-
tion, supportive action, and project initiation. The authors
have stated that the text's usefulness as a teaching tool is
enhanced by its descriptions of staff roles and responsibili-
ties (e.g., how the residence hall experience can help
students mature; staff responsibility for student personal
growth; the resident assistant as referral agent); descrip-
tions of techniques (e.g., counseling approaches; how to deal
with serious problems; the floor as a cooperative unit); and
descriptions of specific problems in residence halls.
Job-oriented training for residence hall student
assistants has been only one aspect of contemporary para-
professional training. Danish and Brock (1974) described a
broader training program oriented to any baraprofessional.
True and Young (1974) described the recent Associate Degree
in Mental Health-Human Services that is offered in 174
colleges. 1In a somewhat different vein, Moore (1974) had
advocated the training of professionals in the skills of

utilizing, supervising, and evaluating paraprofessionals.
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He has further described a systematic approach to this
training.

Brown (1974) stated that institutions utilizing student
assistants want individuals who are empathic, warm,
sensitive, self-confident, and who can accept other people's
values. The discussion of the emerging role of the student
counselor referenced job emphases requiring these abilities.
Training efforts have been directed to improving expression
and utilization of these qualities. Of ultimate importance,
however, is the initial selection of employees embodying
these qualifications. The final two sections examine the

"state of the art" of selection procedures.
Overview of Employee Selection PFocedures

It is possible, but extremely difficult, for employers
to define the knowledge, skills, and behavioral styles
necessary for an employee to successfully perform a given
job. That the actual demands of a position can be
identified-—-and that steps have been taken to accomplish
- this--was described in a study by Rabourn (1967). Middle
managers having supervisory responsibilities over employees
in one job category were asked‘to identify the important
variables predictive of job success; the 13 managers
identified 41 variables.

- The ideal situation is when the employer knows "the
exact requirements of the job, the degree of importance of

each requirement to the total position, and, of course, the
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accuracy of the predictor in measuring each requirement and
‘the total, or whole, job" (Rabourn, 1967, p. 211).

One way to approach the problem of predicting job per-
formance is to analyze the strengths and weaknesses of
successful versus unsuccessful businessmen. A study con-
ducted at Harvard University analyzed the Thematic Appercep-
tion Test scores of 473 executives. It was found that 11
traits exclusively identified successful businessmen; 12
different traits identified unsuccessful businessmen. In
some of the cases both successful and unsuccessful execu-’
tives' scores on the test were not in accord with superiors'
ratings. In these cases an examination was made of the
businessmen's letters of recommendations. More often tﬂan
not the appraisals cited in the recommendations were in
agreement with the test scores (Gardner, 1948).

Once the desirable abilities and characteristics have
been established for a given job or position( the next step
is to implement procedures for gathering relevant data on
applicants for that position. Using tests for ﬁhis purpose
has been an established practice by business.

Surveys show that 80 percent or more of business

and industrial organizations, excluding only the

smallest, have testing programs. The most frequent

purposes of these programs are to help assure good
employee selection, placement, and appraisal for

promotion (French, 1966, p. 19).

In 1965 the Administrative Management Society surveyed

88 members and requested information concerning screening

procedures for hiring recent high school graduates. Results
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showed that 66 companies gave typing tests; 40 companies
assigned shorthand tests, and 36 companies used math tests.
However, only 1l companies adopted any interest, temperament,
attitude, or personality testing program ("A.M.S. Survey
Shows New Trends in Employment Testing," 1965).

While there is little documented use of such self-report
inventories in selection procedures, the use of these instru-
ments is not foreign in the business world. For many years
business has used the attitude survey to identify employee
complaints and organizational weaknesses. Prompting the use
of the survey has been management's desire to facilitate
communications among lower, middle, and top levels of
employees (McClure, 1966).

The positive or negative attitudes of employees toward
their jobs were studied in the Minnesota Mining and Manufac-
turing Company. An eight item attitude test utilizing a
five point Likert scale was administered to technical
employees. The results from this test were compared to
information obtained at the time of hire including inter-
viewer's prediction of future effectiveness and scores on
the Minnesota Engineering Analogies Test. Neither the
interviewer's predictions nor the engineering knowledge test
scores seemed to be related to consequent employee attitudes
toward work. However, when employees were asked to rate
their own performance, there was a relationship between this
and the attitude scores. "Any value in the study's results

appears to have been negated by comments of the company's
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Director of Personnel Research who pointed out that the
eight items were not necessarily good samples of attitude
and that the assessment of job performance may not have been
particularly good (Kirchner, 1967).

Analysis of the data gathered on each applicant in
order to make. selection decisions necessitates consideration
and evaluation of the procedure used for collecting the data.
"Some advocates feel that any additional insights a mahager
can glean into the inner thoughts, personality traits, and
motivations of a job applicant are legitimate aids to finding
the best man to fill responsible positions" ("Two Authorities
Put Psychological Testing on The Couch," 1967, p. 37). Of
particular concern is data gathered relevant to applicants'’
behavioral styles.

The personal interview is one of the major procedures
utilized to gather data on applicants' behavioral styles.

The validity of the interview approach was questioned in a
study by Wedell (1951). Two hundred subjects were asked to
rate their attitudes toward certain critical situations.

The subjects were then questioned by six trained and
experienced interviewers in relation to self-reported
attitudes by subjects. Perhaps more important was the
finding that there was little agreement among the various
interviewers. An assumption that the responses of the more
experienced interviewers would indicate more insight in
appraisal of employee attitudes was rejected after reviewing

the data.
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‘The validity of the employee interview'was also ques-
tioned by Lipstreau (1966), Professor of ﬁanégement in the
School Qf Business at the University of Colorado. Lipstreau
theorized that the iﬁterviewer's preponderance of subjec-
tivity distorted what occurred in the interview situation.
Problems have also resulted from inexperiénced interviewers
who tend to either oversell or undersell a position. Poor
communication skills and appraisal skills have also been
cited as contributing to poor selections. Lipstreau urged
that interview skills be upgraded periodically in order to
aid the selection process.

Regardless of expressed dissatisfaction with inter-
viewing as a selection technique, it has remained the most
widely used process (Mandel, 1956). The interview has been
perpetuated by its attributes: it is inexpensive; it is a
rapid device requiring little preparation; it permits
managers to see an applicant; and it is personal.

King Whitney, Jr., president of The Personnel Labora-
tory, Inc., and Dr. Robert N. McMurry, psychologist and head
of the McMurry Company, discussed the relative value of
tests ("Two Authorities Put Psychological Testing én The
Couch," 1967). Both men agreed that tests were more
beneficial in describing an individual, while McMurry's
philosophy was that tests or any selection device should be
used as a means of predicting the applicant's future

performance. Whitney stated:
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You can do away with psychological testing or with

an interview with a psychologist, but you can't do

away with psychology in the selection process.

Someone is going to practice it--the man's immediate

supervisor or the personnel department. We all use

it in everyday living (p. 44).

Caution has been advised in using tests not specifically
designed for thevpurpose of job selection. If such tests
are used, their results should be given minimum weight and
should only be used as an aid in examining impressions based
on other data collected (Ellovich, 1968).

Sidney Morris, assistant treasurer, American Savings
and Loan Association, Detroit, strongly recommended the use
of testing programs for applicant selection. His organiza-
tion's testing program utilized both aptitude and personal-
ity tests. He reported that the latter assisted in
identifying indications of extroversion, stability, anxiety
levels, leadership qualities, creativity, and initiative.
With the implementation of such an extensive testing program,
test proponent Morris (1967) hastened to add:

Even a perfect score on all of these factors will

not assure us of the perfect trainee and employee.

The tests are strictly a guide to be used in addi-

tion to the applicant's job experience, personality,

appearance, references, and interviews by depart-

ment heads (p. 48).

No surveys have proven beyond a reasonable doubt that
possession of success predictors--whether they be grades,
attitudes, abilities, or activities--will result in success,
or that without them an applicant will be unsuccessful. How-

ever, "by utilizing personnel tests, you have a guideline;

without them, at best, you are guessing" (Morris, 1967, p.48).
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Counselor Selection Procedures

Selection procedures are credited as one of the most
important factors determining the success of a residence
hall counseling program (Cunningham, 1958).

Recruiting staff for residence halls necessitates

that the student personnel administrator have a

clear concept of the contributions the halls are

to make to the educational objectives of his

institution . . . He must create realistic job

descriptions which include emphasis upon the
relationship between jobs and the relationship

between individuals on the jobs (Shaffer and

Greenleaf, 1965, p. 28).

The literature outlines a plethora of job requirements
assigned to student assistants. These in turn suggest
particular knowledges, skills, and behavioral styles which
student assistants should possess in order to perform
effectively.

What methods do administrators use to collect data on
applicants in order to select those best qualified to perform
the job of student assistant? Dixon (1970) studied the
student assistant selection procedures employed in 279 small
private institutions. The results indicated that most used
an application form, personal interview, and references. A
similar study by Murphy (1964) confirmed the predominant use
of these three practices in 107 other institutions. Brown
and Zunker (1966) found that institutions with an enrollment
over 2,000 emphasized grade point average and the residence

hall director's recommendation. Similar institutions gave

greater weight to peer-acceptance ratings.
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Data on an applicant's leadership abilities has been
deemed important in selection. Kidd (1952) believed that a
mistake in judgment in the selection of a student assistant
could make a difference in the growth of the students in the
residence hall. He devised a sociometric test and found
that the Leadership score was most important. He viewed the
following criteria as necessary for a good student assistant:
grades, reputation, appearance, speech, philosophy, and
general maturity. Kidd found some administrators used their
own "personal knowledge" of student leaders as a selection
method. Others utilized sociometric techniges. At two
Michigan State University residence halls, 94 pércent of the
639 students responded to a questionnaire which requested
their choices of friends and leaders in the residence halls.’
This information was considered in the selection procedures.

Murphy (1964) found that only 22 percent of the 107
institutions which he surveyed reported using test scores as
one basis for selection. However, the literature suggested
that tests can be used effectively--not only to gather data
on applicants, but also to assist in determining which
applicants have the most potential for success.

Simons (1968) found‘significant differences between
successful and less successful groups of student assistants
on thé Guilford-Zimmerman Temperment Survey and on the
Religious and Theoretical Value scales of the Allport-Vernon
Study of Values. The reéults also suggested that tests are

fairly valid and reliable when used for selection.
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Conflicting results have been reported concerning the
use of the Strong Vocational Interest Blank and the Edwards
Personal Preference Scales. Some researchers found these
tests to have predictive value in distinguishing successful
student assistants from those less successful (Dolan, 1965);
other researchers found no significance in the results
(Murphy, 1966). Such negative results should not cancel out
the potential usefulness and predictive ability of the posi-
tive results. Lawshe (1952) supported this by citing the
principle of situational wvalidity which ". . . refers to a
validity statistic specifically determined in a particular
selection situation; no effort (should be) made to apply
this statistic to populations other than the one from which
the validating sample was drawn" (p. 31).

It might be hypothesized that a psychological test
would aid in discriminating between high performing and low
performing groups of student assistants. However, research
involving the use of the Minnesota Multiphasic Personality
Inventory for this purpose revealed no significant dif-
ferences between these two groups (Schroeder, 1968).

Relevant to this discussion was research conducted with
560 subjects who held Indiana school counselor certificates
and were employed by public schools as either full-time
teachers, administrators, or counselors. The purpose of the
study was to determine if "life history" factors were indic-
ative of career commitment. Subjects identified as having a

career commitment were those who were still employed as
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full-time counselors. "The scored life history utilized the
collection of data which are representative of self-report
information pertaining to unplanned, typical events and
circumstances in the everyday life of individuals"(Frey,
1969, p. 952). 1Items on the instrument, particularly those
relating to personal needs for giving and receiving affection
and intimacy, were predictive of a counselor career

commitment.
Summary

The historical development of the residence hall has
been traced to its present-day status as a living-learning
center geared toward effecting student self-actualization.
The residence hall counselor h;é been responsible for the
delivery of services deemed necessary to optimize the resi-
dence hall's influence as a center for growth through group
interaction, as a center for education, and as a center for
personal adjustment through group counseling. Established
and emerging roles of the residence hall counselor, job
responsibilities necessitated by these roles, and employee
qualifications required for effective job performance have
been identified by.the literature.

In his role as a staff member, the student assistant
has served as a direct source of institutional information:
advising students on university rules, academic information,
and dormitory information. Furthermore, he has acted as a

referral agent, linking students:to specialized assistance
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and other university and community resources. The group
environment of the residence hall has established certain
job functions. The student assistant has been charged with
fostering social interaction, including the facilitating,
planning, and/or implementing of programs.

Although the aforementioned student assistant‘job
responsibilities have an effect upon student adjustment and
growth, the literature has emphasized that his primary job
function is the promoting of individual students' personal
development through counseling and guidance. The student
assistant job has required that he identify and respond to
student problems. The position also has dictated that he
influence student growth and maturity through the personal
example which he sets. Fulfillment of these responsibilities
has required the student assistant to be accessible; to
interact with students; to be a role-model for interpersonal
actions; to be empathic and supportive; and, thereby, to
establish a rapport which will encourage students to seek
his assistance and which will permit him to intervene if he
feels his guidance is needed.

Student personnel administrators have been confronted
with the difficulty of selecting staff with the knowledge,
skills, and behavioral styles oriented to this job
performance. Most selection has continued to be based on
three data sources: the application form, references, and
the personal interview. Some utilization of tests to gather

information on applicant behavioral styles has been noted.
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Research on the use of tests for this purpose has been more
evident in business than in education.

This review has discussed the importance of the
student assistant position and has indicated some of the
behavioral style requirements viewed as necessary for
successful job performance. The literature has confirmed
the need for more thorough exploration of behavioral styles
as a basis for selection. The research design of this study
has assessed the usefulness of the JAIM to elicit student
assistant behavioral style information relevant to the

selection process.



CHAPTER III
DESIGN AND METHODOLOGY
Introduction

This study examined behavioral styles of weak perform-
ing and superior performing student aésistant groups at two
points in time through use of the Job Analysis and Interest
Measurement. The hypotheses were developed to determine
which behavioral styles reflected test-retest stability for
each group and, of these, if any‘differenﬁiated between the
two groups at either the test of retest point in time. The
primary purpose was to ascertain if data gathered via the
JAIM would be a useful adjunct to the student assistant

selection process.
Subjects

The student assistants utilized as subjects were
employed by Oklahoma State University for the school year
beginning September, 1971. All student assistants, and thus
all subjects, were undergraduates.

A residence hall with a student assistant staff of less

then eight was not analyzed in this study because of the
difficulty in discriminating superior performing from weak

performing student assistants among a small number of staff

51
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members. The following 11 residence halls were utilized:
Fast Bennett, West Bennett, Cordell, Drummond, Kerr, Murray,
Stout, Wentz, Willard, Willham North, and Willham South.
Table I identifies all residence halls at Oklahoma State
University, the number of student assistants on the staff,
and the total number of students residing in the hall as of
September, 1971.

In February, 1972, each director of the 11 designated
residence halls was asked to identify his 25 percent best
performing student assistants. (Rounding off was permitted
if there was not a whole number when taking 25 peréent.)
This group was designated as the superior performing student
assistants. The same request was made in order to identify
the 25 percent lowest performing’ student assistants in each
dormitory. This group was then-designated as the weak per-
forming student assistants. The student assistants who were
not rated (the middle 50 perceht in each residence hall)
were not investigated in the study.

The 11 participating residence halls had the following
number of student assistants as sﬁbjects in the study:
Stout, Wentz, and Willard--the two superior performing and
the two ‘weak performing student assistants from each dormi-
tory; East Bennett, West Bennett, Cordell, Drummond, Kerr,
Murray, Willham North, and Willham South--the three superior
performing and the three weak performing student assistants
from each dormitory. Of the initially identified 60 student

assistants, subject mortality and unusable JAIM response
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RESIDENCE HALL STAFF AND
OCCUPANCY STATISTICS
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Residence Student Designed

Hall: Assistants: Occupancy:
Brumley 3 120
*Drummond 11 705
North Hall L 138
*¥Stout 8 L13
*Wentz 9 567
*West Bennett 12 545
*Willard 8 L13
*¥Willham South 13 824
Total Women: 68 3725
Athletic L 236
*Cordell 12 500
Cordell Annex 1 22
*Fast Bennett 12 551
*serr 11 705
*lurray 8 400
Parker L 236
Scott L 236
#WJillham North 11 705
Total Men: 67 3591
Grand Total: 135 7316

*Residence Halls Which Participated in This Study
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sheets reduced the total number to 44 subjects. This repre-
sented a 21 member superior performing group and a 23 member
weak performing group. Each group comprised a 70 percent

minimum response.
Procedures

Permission was obtained from the test's author,
Dr. Regis Walther, to utilize the JAIM for this research.
The proposed study was discussed with Oklahoma State
University Housing Department staff members. Permission was
secured to utilize residence hall student assistants as
subjects,'and the Housing Department staff sO informed the
residence hall directors.

The initial data-gathering step was to administer the
JAIM to all student assistants during the staff's orienta-
tion week in August, 1971. A testing period of 75 minutes
was scheduled for this purpose.

It has been found that it requires about 50 minutes

for the average person working in a whitecollar job

to complete the JAIM and almost all will finish it

within 60 minutes. There is no time limit, but

subjects should be encouraged to work as rapidly as

possible (Walther, 1964, p. 11).
The testing session was introduced with a brief explanation
of the JAIM; it was emphasized that the JAIM was not a test
with "right" or "wrong" answers, but a survey-type instru-
ment constructed to examine behavioral styles of student

assistants. Instructions were given relative to completion

of the response sheets (Appendices B and C) and the students
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instructed to begin. The total testing period required 70
minutes.

Student assistants who were absent from the group-
administered testing session were contacted and scheduled
for individual test appointments. Individual tests were
administered in a manner identical to that used in the group
setting. Approximately one week elapsed before all testing’
was completed. Although the JAIM was administered in both
group and individual settings, this was not viewed as conse-
gquential to the results:

The JAIM may be administered either individually or

to large groups. . . . It is desirable, but not

essential, that the JAIM be given under test

conditions (Walther, 1964, p. 11).

In February, 1972, all available subjects were indi-
vidually retested using the same instrument.. The process
required three weeks to complete, due to difficulty in
contacting and scheduling the subjects.

Concurrent with the second testing, each participating
residence hall director was individually instructed to iden-
tify the 25 percent superior performing student assistants
and the 25 percent weak performing student assistants on his
staff. Selection criteria were not presented to the resi-
dence hall directors since recommendations for employment
and reemployment of student assistants at the time of this
study were based primarily upon the director's subjective
opinions.

The aforementioned procedures yielded test and retest

response sheets for the identified superior performing and
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weak performing student assistants. Response sheets were
batched into four groups in preparation for data analysis:
superior performing student assistant group as recorded in
August, 1971; weak performing student assistant group as
recorded in August, 1971; superior performing student
assistant group as recorded in February, 1972; and weak’
performing student assistant group as recorded in Februéry,
1972.

Scoring of the JAIM was coordinated through the test's
author. The response sheets were sent to George Washington
University (G.W.U.) wheré the computer program for the JAIM

was stored. The computer program converted the raw scores

into standard scores. Standard scores were cal¢ulated by
the formula z = gifﬁ x 100. The scoring of a scale was

accomplished in the following manner:

Items keyed to a scale can have either positive or
negative values. . . . The total score for each
scale is computed by adding values algebraically.
The higher the score on a particular scale, the
more often the subject has chosen the options for
this scale as being descriptive of himself in
preference to the options for other scales and
has avoided options which are negatively scored
for the scale. The lower the score on a particu-
lar scale, the less often the subject has chosen
the options for this scale as being descriptive
of himself in preference to the options for the
other scales and the more often he has selected
options which are negatively scored for the scale
(Walther, 1964, p. 12).

This process generated the standard scores on the 32 JAIM

scales for each of the four established groups.
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Data Analysis

At the beginning of this study it was not known if the
JAIM scale scores of Form 669 were normally distributed.
Blalock (1960), Champion (1970), and Siegel (1956) have
stated that non-parametric statistics should be utilized if
characteristics of distribution were in question. The use
of parametric statistics would have required data to have a
normal distribution and each sequence of observations to be
random. This study could not satisfy these assumptions.

The Wilcoxon Matched-Pairs Signed-Ranks test was determined
to be an appropriate statistical technique to test for
differences within groups (test-retest). The Mann-Whitney U
test was deemed an appropriate statistical treatment to
ascertain differences between the two groups (superior
performing versus weak performing).

Data computations necessitated by the Wilcoxon Matched-
Pairs Signed-Ranks test and the Mann-Whitney U test were
completed at the Embry-Riddle Aeronautical University
Computer Center utilizing all original computer cards
obtained from the G.W.U. Computer Center.

The superior performing student assistant group's test-
retest scores on each of the 32 scales were analyzed by use
of the Wilcoxon Matched-Pairs Signed-Ranks test. This
determined the stability of behavioral styles over the six
month period. Results were assessed at the .05 level of

significance. This rejection region permitted the
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acceptance or rejection of the first hypothesis:

Hl: There is no significant difference in the

scores of the superior performing student
assistant group when they retake the Job
Analysis and Interest Measurement after a
six month period on the job.

The procedure was repeated for the weak performing
student assistant group. Data results established accep-
tance or rejection of the second hypothesis:

H,: There is no significant difference in the

scores of the weak performing student as-
sistant group when they retake the Job
Analysis and Interest Measurement after a
six month period on the job.

Those scales which had not changed from August, 1971,
to February, 1972, for either group were then investigated.
The objective was to ascertain if the JAIM could identify
behavioral style differences between the superior performing
and the weak performing student assistant groups (two-tailed
test). If significant differences between groups occurred,
then it could be stated that one group (superior performing
or weak performing) had a higher preponderance or a lower
preponderance of a given characteristic (behavioral style)
than the other group, without saying how much higher or
lower.

The Mann-Whitney U test was used to ascertain dif-
ferences between the two groups. The third and fourth
hypotheses were acceptéd or rejected based on the statisti-
cal results, accepted at the .05 level of significance.

H,: There is no significant difference in the

3 behavioral styles of superior performing and
weak performing student assistant groups as
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measured by the Job Analysis and Interest
Measurement in August, 1971.

Hy: There is no significant difference in the
behavioral styles of superior performing and
weak performing student assistant groups as
measured by the Job Analysis and Interest
Measurement in February, 1972.

Instrumentation of the Study

JAIM Form 669, a 154 item self-report questionnaire,
was normed against a college population of West Point Cadets.
The stated purpose of this instrument suggested its
potential usefulness in describing the desired behavioral
styles of student assistants and in discriminating between
the behavioral styles of superior performing and weak
performing student assistant groups.

The Job Analysis and Interest Measurement (JAIM)
was designed to measure the personal qualities of
the worker (other than his aptitudes, training, or
knowledge) which have an influence on success or
failure in a job. . . . It has commonly been observed
that job failures often result not from lack of
specific abilities, but from so-called "personality
difficulties" . . . Experienced managers know that
while every job requires some minimal level of
knowledge and specific ability, after this level is
reached the determinants of job success or failure
are intangible and complex and often described in
such terms as 'can't stand pressure,' 'can't get
along with other people,' and so on. It was
elements such as these that the JAIM was designed
to measure (Walther, 1972, p. 1).

Creation of the JAIM began in 1957. The instrument
contained 68 questions which attempted to predict adjustment
to overseas service for Foreign Service personnel. Forced-
choice responses were designed to give profiles of the

following areas: grades, interest in school, hobbies,
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relationship with parents, social activities;, likes and
dislikes of a job, and steadiness of employment. The JAIM's
value proved to be limited for this first assignment.
However, further analysis of the data showed that it did
illuminate differences in various occupational groups as
well as differentiate between high and low performers in

the same occupational group.

The original survey has undergone many revisions. The
most important modification was on Form 663 which emphasized
the present and future instead of the past. The 125
questions attempted to identify the respondent's values,
preferences, and behaviors. Between the original inventory
in 1957 and Form 669 (June, 1969), the JAIM's various
revisions combined scales or eliﬁinated scales viewed as no
longer useful.

A scale is considered to have established its use-

fulness when on the one hand it makes reliable

discriminations among occupational groups or within
occupational groups on a criterion of job perform-
ance, stability, or satisfaction, and on the other
hand the hypothesis for the scale can be integrated

into a theory regarding occupational choice,
success or failure (Walther, 1972, p. 2).

Reliability

During the past 14 years, the JAIM has been utilized to
examine over 40 professions and occupations. A study of 26
clerical employees on preliminary Form 162 was conducted to
establish JAIM's test-retest reliability after a two day

interval; the range for 32 scales was from .69 to .96 with
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an average product moment correlation of .85. A study of
split-halves reliability of 100 Foreign Service bfficer
applicants on Form 162 showed a range from .46 to .76 on the
32 scales with an average correlation of .6l1. Walther
theorized that this low reliability was a result of
heterogeneous items. Data are insufficient to conclude the
exact reliability of the JAIM. Walther (1964) has stated
that the reliability is in the low to middle .80's for a

homogeneous occupational group.
Validity

The predictive validity and concurrent validity of the
JAIM have been examined to determine if it would differen-
tiate between high and low performers in a job. 1In a study
of Foreign Service secretaries and code clerks, scales were
studied and combined in order-.to derive a formula for pre-
diction. When the formula developed for secretaries was
applied to the cross-validation group, it was possible to
predict performance with a product moment correlation of
.60; the correlation was .38 for code clerks (Walther, 1964).
Examinations of the JAIM have demonstrated its concurrent
validity.

A number of studies have been completed demonstrat-

ing that the JAIM can be used effectively to

differentiate among occupational groups. Data

gathered on over 30 occupational categories reveal

highly significant differences between categories,

and stable results have been obtained when dif-

ferent samples have been taken from the same
occupation (Walther, 1964, p. 29).
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In a study of 43 clients in a university counseling
cehter the following tests were given to determine the
JAIM's construct validity: Kuder Vocational Preference
Record, Edwards Personal Preference Schedule, Survey of
Study Habits and Attitudes, Otis Test of Mental Ability,
Cooperative General Culture Test, Ohio State University
Psychological Examination, and Q Sort (Compafing Self-Rating
with Ideal Rating). Additionally, 40 Peace Corps employees
responded to both the JAIM and the Minnesota Multiphasic
Personality Inventory. Finally, 624 candidates took the
Foreign Service Officer examination and the JAIM. These
were all correlated to ascertain if the JAIM scales were
developed from an underlying hypothesis and if there was a
relationship between scale items;and the scale hypothesis
(Walther, McCune, and Peterson, 1972). Varying degrees of
concurrent validity were noted from a positive correlation
of .70 on the Kuder Vocational Preference Record, to a
negative correlation of .58 on the M.M.P.I.

Two factor analytic studies have been completed in an
attempt to determine exactly what the JAIM measured. In
the first study of 1,062 subjects from different occupations,_
seven factors from JAIM Form 162 accounted for 99.46 ofnthe
variance; Combined examinatidn of studies found the JAIM
measured: relation to authdrity, interpersonal relation-
ship, leadership decision styles, leadership motivational
styles, and reaction to aggression. Walther (1964) has admiﬁted

the need for more factor analytic research on the JAIM.
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Summary

This chapter has detailed the methodology employed to
identify superior performing and weak performing student
assistant groups. The JAIM was employed as a data collec-
tion tool and procedures relative to the test-retest
administration of the instrument were described. The
rationale was presented for selection of the Wilcoxon
Matched-Pairs Signed-Ranks test and the Mann-Whitney U test
as appropriate statistical techniques for data analysis.
The development of the JAIM and the status of its

reliability and validity were discussed.



CHAPTER 1V
PRESENTATION AND DISCUSSION OF RESULTS
Introduction

Behavioral styles of superior performing and weak per-
forming student assistant groups were identified by responses
to the JAIM in August, 1971, and in February, 1972. Group
standard scores for each of 32 scales were computed for both
test dates.

Application of the Wilcoxoq Matched-Pairs Signed-Ranks
test produced a group test-retest stability statistic for
each scale. Results permitted acceptance of the first two
null hypotheses as discussed in the section titled
Behavioral Style Differences Within Groups.

The ability of the JAIM scales to differentiate between
superior performing and weak performing student assistant
groups was analyzed using the Mann-Whitney U test. Statis-
tically significant scales were identified for each of the
two test periods. These data have been presented relative
to rejection of the third and fourth null hypotheses in the
section titled Behavioral Style Differences Between Groups.

In the next section, Behavioral Stylés Descriptive of

Student Assistants, data generated by the research are

64
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discussed. Patterns have been identified which assist in
relating relevance of results to desired ﬁob performance
standards of student assistants.

Finally, methods of‘applying the research results to an
employee selection model have been presented. The useful-
ness of the JAIM in improving student assistant selection

procedures was then discussed.

Behavioral Style Differences

Within Groups

Superior Performing Student Assistant

Group

The responses of the superipr performiné student
assistant group for each of the 32 JAIM scales as recorded
in August, 1971, were compared to the same group's responses
as recorded in February, 1972. The purpose was to ascertain
which scales evidenced stability during the six month
interval. The Wilcoxon Matched-Pairs Signed-Ranks test was
applied to the test-retest group scores for each scale. No
scale was identified as having a variance at the .05 level
of significance. Thus, the first null hypothesis was
accepted.

Hy: There is no signifiqant differgnce in the

scores of the superior performing student
assistant group when they retake the Job

Analysis and Interest Measurement after a
six month period on the job.
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Weak Performing Student Assistant Group

The test-retest stability of JAIM scale scores obtained
by the weak performing student assistant group were statis-
tically analyzed through application of the Wilcoxon
Matched-Pairs Signed-Ranks test. All scales recorded a
stability in excess of the .05 level. On this basis, the
second null hypothesis was accepted.

H,: There is no significant difference in the

scores of the weak performing student
assistant group when they retake the Job
Analysis and Interest Measurement after a
six month period on the job.

Behavioral Style Differences

Between Groups

Comparison of Groups on First Test

The 32 scale scores obtained by each group as a result
of the August, 1971, test session were statistically com-
pared through application of the Mann-Whitney U test. The
scale titled Take Leadership (scale 12) was significant at
the .05 level. The third null hypothesis cannot be rejected
for the remaining scales.

Hy: There is no significant difference in the

behavioral styles of the superior perform-
ing and weak performing student assistant
groups as measured by the Job Analysis and
Interest Measurement in August, 1971.

Data generated by the Mann-Whitney U test have been

summarized in Table II.
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MANN-WHITNEY U AND CORRESPONDING
RESULTS OF STUDENT ASSISTANT
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GROUPS IN AUGUST, 1971
Scale
lo. Name U 7 Probability A or R
1. Optimism 189 -1.24 .21 A
2. Self-Confidence 240 - .02 .98 A
3. Interpersonal
Trust 219 - .53 .59 A
L4, Open System 214 - 6L .52 A
5. Plan Ahead 213 - .67 .50 A
6. Orderliness 203 - .90 .37 A
7. Perseverance 236 - .12 .90 A
8. Emotional Control 208 - .79 A2 A
9. Scheduled
Activities 215 - .62 .53 A
10, Self-Assertive 233 - .20 .84 A
11. Supportive of
Others 168 -1.73 .08 A
12. Take Leadership 156 -2.01 . Ol R
13. Move Toward
Aggressor 236 - .13 .89 A
14, iiove Away From
Aggressor 233 - .20 .84 A
15. Move Against
Aggressor 231 - .25 .80 A
16. Concrete-
Practical 187 -1.30 .19 A
17. Systematic-
Methodical 196 -1.08 .28 A
18. Act Independently 186 -1.35% .17 A
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Scale

No. Name U z Probability A or R
19. Work As An
20. Directive

Leadership 235 - .15 .88 A
21. Motivate By

Rewards 222 - 47 .63 A
22. Motivate By

Results 214 - .66 .51 A
23. Social .

Interaction 188 -1.26 .17 A
24, Mechanical

Activities 215 - .62 .53 A
25. Group

Participation 214 - .65 .51 A
26. Activity-Frequent
28. Status

Attainment 229 - .30 .76 A
29. Social Service 222 - L6 .64 A
30. Approval From

Others 205 - .86 .38 A
31. Intellectual

Achievement 239 - .06 .95 A
32. Role Conformity 206 - .83 A1 A

#*P (.05
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Comparison of Groups on Retest

The scale scores obtained by each group as a result of
the February, 1972, administration of the JAIM were compared
by use of the Mann-Whitney U test. Results showed that four
scales differentiated between the behavioral styles of the
superior performing and weak performing groups, acceptable
at the .05 level of significance. The scale Take Leadership
(scale 12) was again significant. The other three scales
were Interpersonal Trust (scale 3), Emotional Control
(scale 8), and Supportive of Others (scale 11). The fourth
null hypothesis cannot be rejected for the remaining scales.

Hy: There is no significant difference in the

behavioral styles of superior performing

and weak performing student assistant groups
as measured by the Job Analysis and Interest
Measurement in February, 1972.

Data generated by the Mann-Whitney U test have been

summarized in Table III.

Behavioral Styles Descriptive

of Student Assistants

Behavioral Styles Reflected by

Standard Scores

Statistical analysis of the null hypotheses has estab-
lished that all scales reflected test-retest stability and
that four scales significantly differentiated between the
superior performing and weak performing student assistant

groups. These data were useful in interpreting Table IV
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MANN-WHITNEY U AND CORRESPONDING
~ RESULTS OF STUDENT ASSISTANT
GROUPS IN FEBRUARY, 1972
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Scale
No. Name U Z Probability A or R
1. Optimism 232 - .23 .81 A
2. Self-Confidence 199 - .99 .32 A
3. Interpersonal
Trust 154 -2.06 .03% R
L, Open System 201 - .95 .34 A
5. Plan Ahead 237 - .11 .91 A
6. Orderliness 170 -1.69 .09 A
7. Perseverance 238 - .07 .ol A
8. Emotional Control 158 -1.97 . OL* R
9. Scheduled
Activities 237 - .11 .01 A
10. Self-Assertive 228 - .31 .75 A
11. Supportive of
Others 120 -2.87 . 004 * R
12. Take Leadershin 156 -2.02 LOL* R
13. Move Toward
Aggressor 184 -1.38 .16 A
14. IMove Away From
Aggressor 216 - .60 .55 A
15. HMove Against
Aggressor 224 - .41 .68 A
16. Concrete-
Practical 185 -1.34 .18 A
17. Systematic-
Methodical 180 -1.49 .13 A
18. Act Independently 231 - .26 .79 A
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Scale

No. Name U z Probability A or R
19. Work As An

Assistant 225 - .39 .69 A
20. Directive

Leadership 231 - .25 .80 A
21, Motivate By

Rewards 208 - .79 A2 A
22. DMotivate By
23. .ocial , :

Interaction 219 - .53 .59 A
24, Mechanical
25. Group

Participation 204 - .88 .37 A
26. Activity-Frequent

Change 198 -1.03 . 30 A
27. Job Challenge 192 -1.16 .25 A
28. Status

Attainment 220 - .51 .61 A
29. Social Service 231 - .24 .81 A
30. Approval From

" Others 225 - .38 .70 A

31. Intellectual

Achievement 233 - .19 .84 A
32. Role Conformity 232 - .22 .82 A

#P £ .05
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STANDARD SCORES OF STUDENT ASSISTANT GROUPS
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IN AUGUST, 1971, AND FEBRUARY, 1972
JAIM Scale
No. Name Sq S Wy W,
1. Optimism 41 34 6 23
2. Self-Confidence -9 -12 ~-20 11
3. Interpersonal
Trust 9 18 14 -39
4.1 Open System 30 51 10 28
5. Plan Ahead -1 7 23 18
6. Orderliness -10 17 -34 -38
7. Perseverance -17 -34 -9 -30
8. Emotional Control 25 Lo -12 -24
9. Scheduled
Activities -9 -3 -2 -12
10. Self-Assertive -29 -52 -31 -37
11, Supportive of
Others 68 92 21 8
12. Take Leadership -2 b -56 -42
13. Move Toward
Aggressor 22 L9 28 20
14, Move Away From
Aggressor -13 -3 -16 5
15.. Move Against
Aggressor -6 -bl -7 -33
16. Concrete-
Practical 0 -15 ) -61
17. Systematic-
Methodical 13 21 -20 -23
18. 8 8 -32 -1

Act Independently
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JAIM Scale

No. Name Sy Sp Wy Wa
19. Work A« An

Assistant 61 25 53 20
20. Directive

Leadership -41 -66 -34 -69
21, Motivate By

Rewards 14 L2 0 62
22. Motivate By

Results 30 16 14 3
23. Social :

Interaction Ls b2 8 20
24, Mechanical

Activities -5 13 14 0
25. Group

Participation 18 Ly 36 23
26. Activity-Frequent '

Change : 0 -12 -22 11
27. Job Challenge -31 -41 -20 -18
28. Status

Attainment -60 -61 -55 -65
29. Social Service 71 73 63 68
30. Approval From

Others 31 23 8 20
31. Intellectual

Achievement -15 -2 -17 -4
32. Role Conformity -6 -7 13 -1
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which has identified the standard scores of the superior
performing group in August, 1971 (Sl), and February, 1972
(Sz); and the standard scores of the weak performing group
in August, 1971 (Wl), and February, 1972 (Wz). For Table 1V,
the mean of the normative group (West Point cadets) was set
at 0 and the standard deviation at 100.

Standard scores, presented in Table IV, recorded each
group's performance on each scale at two different points in
time. Standard scores assisted in clarifying score
differences within groups and between groups, as well as
noting subject group differences compared to the JAIM norm
group, West Point cadets. Mann-Whitney U analysis relevant
to each scale has been summarized in Tables II and III.

A complete listing of individual ranked scores utilized for
between-group comparisons has been included, by scale, in

Tables V-XXXVI, Appendix F.

Behavioral Styles Reflected by
|

|
JAIM Scores

Central units of statistical analysis in this study
have been the 32 JAIM scale scores. These scales were
repre;ented as descriptive measurements of job-related
behavioral styles. It has been deemed both useful and
appropriate to review the results of this research in
relationship to the 32 JAIM scales. The purpose of this

presentation was to more thoroughly describe and discuss

the behavioral styles of the subject groups. The format
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utilized has been to identify each scale by number and
title, followed by a quotation of the JAIM scale definition

(Appendix E). This is followed by data anélysis.

Scale 1: Optimism. "The degree to which the individ-
ual assumes that satisfactions can be expected in the
natural course of events, and states that he gets a lot of
fun out of life." The results showed that the superior
performing student assistant group evidenced more optimism
than the weak performing student assistant group; the latter
was similar in optimism to the normative group. There was a
greater difference in the between-group scores on the first
"test than on the retest as evidenced by an increase from
.21 to .81 level of probability. This was due primarily to
the increase in scores of the weak performing student
assistant group in February, 1972. |

Scale 2: Self-Confidence. "The degree to which the

individual believes that he can, by his own actions, in-
fluence future events, expects to do well in the things he
tries to do, and feels that he is as smart and capable as
most other people." Both student assistant groups had
scores similar to the West Point cadets. The self-
confidence scores of the weak performing student assistant
group were slightly higher than those of the superior
performing student assistant group on the retest. The
standard scores reflect a high degree of test-retest
stability for the superior performing group. A much lower

stability level was registered by the weak performing group
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which changed its score from below to above the normative

group mean over the six month interval.

Scale 3: Interpersonal Trust. "The degree to which

the individual trusts other people and has confidence in
their good intentions toward him." This scale was signifi-
cant at the .03 level, effectively discriminating between
the two subject groups as a result of the February, 1972,
test. The superior performing student assistant group, the
weak performing student assistant group, and the normative
group were all similar on the first test. The superior
performing group and the normative group were similar on
the retest. Significance occurred from the extreme score
decrease registered on the retest by the weak performing
group.

The weak performing group registered a behavioral style
of significant less trust and more suspicion in February.
It was in February that residént directors were asked to
rank student assistants as superior performing or weak
performing. It was possible that thé members of the weak
performing group were consciously or unconsciously aware
that their job performance was not satisfactory to their
respective resident director. It was also possible that an
outside factor--such as low expression of interpersonal
trust in working with students--caused both events.

The weak performing student assistant group's retest
score was representative of the following beliefs: (1) I

have some/many enemies; (2) I have sometimes/often been
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double crossed by people; (3) I have found that people
sometimes/frequently break promises which they have made to
me; (4) I believe that most people would cheat if they
thought they wouldn't get caught; (5) I agree that most
people are crooked when they have the chance; (6) I agree
that it is hard to get ahead without breaking the law now
and then; (7) My supervisors or teachers for the most part
have been indifferent, shown lack of sympathy and under-
standing in dealing with me; and (8) I believe most people
are more inclined to look out for themselves (Appendices B
and D).

Scale 4: Open System. "The degree to which the indi-

vidual is willing to experiment and try new things as
opposed to preferring the established and conventional way
of doing things." Both subject groups increased their
standard scores from the first to the second test period
which put them minimally above the normative group.

Scale 5: Plan Ahead. "The degree to which the indi-

vidual establishes long-range goals and attempts to achieve
them." Both subject groups were similar to the normative
group on both test dates.

Scale 6: Orderliness. "The degree to which the indi-

vidual is orderly, attends to details, and keeps things in
their place." The weak performing student assistant group
registered less orderliness than the superidr performing

group or the normative group. The weak performing group's

scores remained stable. The superior performing group's
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scores increased over time from below to above the normative
group mean. This movement resulted in a Mann-Whitney U
probability score of .09 in February, thué indicating dis-
similarity between the groups.

Scale 7: Perseverance. "The degree to which the

individual keeps at something even when he is not particu-
larly interested in it, does not like to leave a task
unfinished, and is thorough in anything he undertakes."
Both subject groups decreased their scores over time. Both
scored lower than the West Point cadets on this behavioral
style.

Scale 8: Emotional Control. "The degree to which the

individual keeps control of his temper, does not do things
which he later regrets, and does not tell people off when
they bug him." The scale significantly differentiated be-
tween the superior performing and the weak performing student
assistant groups at the .04 level in February, 1972.

The standard scores identified an increase between
testing periods for the superior performing group and a
decrease for the weak performing group. Additionally, the
standard scores reported that the weak performing group
continued to score lower than the normative group, while the
superior performing group continued to score higher than the
normative group. Between—groupbmovement in opposite direc-
tions accounted for the significant behavioral style
differentiation on the retest. It should be noted that

there was no distinction between the two groups on the
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initial test as evidenced by the generated Mann-Whitney U
probability of .42.

Scale 9: Scheduled Activities. "The degree to which

the individual likes to follow a schedule or a daily routine."
Superior performing student assistants, weak performing
student assistants, and West Point cadets had a similar
behavioral style relative to scheduled activities. Test-
retest stability for both subject groups was indicated by
the standard scores.

Scale 10: Self-Assertive. "The degree to which the

individual likes competition and tends to pursue his own
goals when they are in competition with others.” Both
subject groups registered lower self-assertive scores than
did the West Point cadets. The superior performing
student assistant group's scores decreased over time.

Scale 11: Supportive of Others. "The degree to which

the individual is concerned about the feelings of other
people, goes out of his way td support or comfort them, as
opposed to doing what has to be done even if it doesn't
please everyone." This scale was statisticaliy significant
at the .004 level in February, 1972. The August, 1971,
score indicated a between-group dissimilarity at the .08
level.

A review of the standard scores indicated that the
'superior performing group had scores higher than the weak
performing group. Both groups were more supportive of

others than the normative group. After six months, the
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superior performing group's scores increased while the weak
performing group's scores registered a minimal decrease.
This accounted for a high degree of statistical significance
(.004) on the retest.

An additional point which merited attention was the
extreme difference in behavioral styles of the superior
performing student assistant group and the West Point
cadets. On the retest, the superior performing group's
score (92) approached the level of one standard deviation
difference compared to the normative group.

In summary, the superior performing group was signifi-
cantly more supportive of others than either the weak
performing group or the normative group. This scale
exhibited the greatest degree of significant difference
between the two subject groups.

Scale 12: Take Leadership. "The degree to which the

individual assumes a leadership role and likes to direct
and supervise the work of others." This was the only scale
which recorded a significant result on two of the hypotheses.
It differentiated between the two subject groups at the .04
level of significance in both August, 1971, and February,
1972. The standard scores revealed within-group test-retest
stability. This enhanced the potential usefulness of the
scale in selection of student assistants.

The superior perforﬁing group and the West Point cadets
recorded similar Take Leadership styles. The weak per-

forming group reflected the following types of answers to
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JAIM questions relevant to this scale: (1) I seldom find
myself taking a position of leadership in a group I am
with; (2) If I were asked to be an officer of an organiza-
tion I would not choose to be president or vice—president;
I may choose to hold no office at all; (3) I would prefer
to work as a member of a group, by myself, or helping my
supervisor with whatever needs to be done--rather than
directing and coordinating the work of other people;

(4) It bothers me a little/very much to have to give orders
to other people; (5) I do not enjoy giving a speech or
reciting before a large group--I try to avoid this;

(6) I would prefer to be doing important and interesting
work, or to be working closely with and being of assisfance
to a supervisor doing important ‘and interesting work--as
opposed to organizing and directing the carrying out of an
interesting and important task (Appendices B and D).

Scale 13: Move Toward Aggressor. "The degree to which

the individual tries to behave diplomatically when someone
acts toward him in a belligerent or aggressive manner."

The two subject groupé were similar on the initial test as
reported by a generated Mann-Whitney U probability of .89.
This decreased during the six month interval to .l16. While
both subject groups were similar to the normative group in
August, 1971, the superior performing group increased its
tendency over time to select this as a self-descriptive

behavioral style.
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Scale 14: Move Away From Aggressor. "The degree to
which the individual withdraws when someone acts toward him
in a belligerent or aggressive manner." Subject group
scores were similar to normative group scores at both test
dates. The weak performing student assistant group's
standard scores evidenced a minimal increase over time from
below to above the JAIM mean.

Scale 15: Move Against Aggressor. "The degree to

which the individual counter-attacks when someone acts
toward him in a belligerent or aggressive manner." 1Initial
scores of the subject groups were similar to the normative
group. Both subject groups decreased their scores over time
as reflected by the standard scores, giving this scale a

low test-retest stability.

Scale 1l6: Concrete-Practical. "The degree to which

the individual considers himself as practical, sensible
with both feet on the ground in contrast to being imagina-
tive, ingenious, and having novel ideas." Although not
statistically signifiéant, this scale represented dis-
similarity between the two subject groups as documented by
Mann-Whitney U probability scores of .19 in August, 1971,
and .18 in February, 1972. The superior performing group
initially scored the same as the normative group, then
decreased its score on the retest. The weak performing
group was lower than both other groups at all points in
time. This group also registered a decreased score on the

retest.
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Scale 17: Systematic-Methodical. "The degree to which

the individual uses step-by-step methods for processing
information and reaching decisions." A minimal increase in
the superior performing group's retest score and a minimal
decrease in the weak performing group's retest score
resulted in a differentiation between the groups of .13 in
February, 1972, as calculated by the Mann-Whitney U.

Scale 18: Act Independently. "The degree to which the

individual likes to have freedom in working o6ut his own
methods for doing the work rather than having definite
procedures and instructions which he can follow." Scores
of the superior performing student assistant group on both
test dates and the retest score of the weak performing
student assistant group were similar to the normative group.
However, on the initial test, the weak performing group
scored lower, resulting in a .17 level of dissimilarity
between the two subject groups.

Scale 19: Work as an Assistant. "The degree to which

the individual likes to work closely with his supervisor
rather than working by himself." The standard scores for
both groups decreased between the first and the second
tests: there was a fairly high value placed on this
behavioral style in August, 1971, but it became less
important by February, 1972. Both subject groups remained
above the normative group. |

Scale 20: Directive Leadership. "The degree to which

the individual believes than an effective supervisor makes
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the decisions himself rather than consulting with sub-
ordinates and delegating as much as possible to them; and
keeps a careful watch for deficient performance to disci-
pline those who fall below standard." Both subject groups
registered negative scores on this scale compared to the
normative group in August, 1971. The subject groups
decreased their scores over time.

Scale 21: Motivate by Rewards. "The dégree to which

the individual believes that people are best motivated by
praise and rewards (extrinsic motivation)." The standard
scores of the weak performing student assistant group in-
creased from 0 to 62, thus rendering the scale extremely
unstable, though not at a statistically significant level

as measured by the Wilcoxon Matched-Pairs Signed-Ranks test.
The weak performing group evidénced a major behavioral style
change over the six month time interval, placing much more
importance on this behavioral style in February, 1972, than
at the beginning of employment. The superior performing
student assistant group recorded a similar behavioral style
change, although not as dramatic as the counterpart group's
change.

Scale 22: Motivate by Results. "The degree to which

the individual believes that people are best motivated by

the chance to accomplish something (intrinsic motivation)."
No significant results were evident in the data analysis of
this scale. The subject groups were similar to each other

and to the normative group.
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Scale 23: Social Interaction. "The degree to which

the individual likes work involving interaction with other
people." No significant results were noted in analysis of
this scale. The superior performing student assistant group
scored slightly higher than the weak performing student
assistant group in August as indicated by a Mann-Whitney U
probability of .17.

Scale 24: Mechanical Activities. "The degree to which

the individual likes mechanical activities.”" The behavioral
styles reflected by the subject groups were similar to the
normative group. Data analysis revealed no significant

characteristics.

Scale 25: Group Participation. "The degree to which
the individual likes to work as a member of a group."”
While both subject groups scored a minimal level above the
mean, the superior performing student assistant group
increased its score over time; the weak performing student
assistant group decreased its score over time. In effect,
the two subject groups reversed scores on the tests.

Scale 26: Activity-Frequent Change. "The degree to

which the individual likes to be engaged in work providing
a lot of excitement and a great deal of variety as opposed
to work prbviding a stable secure future." No results were
evident on this scale to differentiate between the two sub-
ject groups. However, the superior performing student

assistant group decreased its score from the mean to below
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the mean, while the weak performing student assistant group
increased its score from below the mean to above the mean.

Scale 27: Job Challenge. "The degree to which the

individual likes activities providing a challenge with high
performance standards." Standard scores revealed a greater
test-retest consistency in the scores of the weak performing
student assistant group than in the scores of the superior
performing student assistant group. No other results were
noted on this scale.

Scale 28: Status Attainment. "The degree to which the

individual values himself by his achievement of the status
symbols established by his culture." The subject groups'
‘extremely low scores on this scale represented the highest
amount of negative divergence from the normative group (West
Point cadets) compared to all other scales. The student
assistants' behavioral style did not encompass the factors
elucidated in the definition of this scale.

Scale 29: Social Service. "The degree to which the

individual values himself by contributing to social improve-
ment." Subject groups' standard scores were as divergent on
this scale as on the preceding scale, this time registering
extremely high scores compared to the normative group. This
was not unexpected since the importance of social service
has been a commonly stressed factor in the student assistant
job description.

Scale 30: Approval from Others. "The degree to which

the individual values himself by obtaining the approval of
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others." No significant results were evident in the data
analysis. Both subject groups were similar to the normative
group.

Scale 31l: Intellectual Achievement. "The degree to

which the individual values himself through his intellectual
attainments." No significant results were evident in the
data analysis of test-retest stability or of the scale's
ability to differentiate between the two subject groups.
Subject groups had scores similar to the normative group of
West Point cadets.

Scale 32: Role Conformity. "The degree to which the

individual values himself according to how successfully he
has conformed to the role requirements of the society." No
significant results were evident in the data analysis. The
standard scores of both subject groups were similar to the

normative group.

Behavioral Styles Interpreted by

Normative Group

Review of the standard scores has indicated that
desired student assistant behavioral styles as measured by
the JAIM Form 669 reflected high group scores on Social
Service and Supportive of Others; and low scores on Status
Attainment and Directive Leadership. When the JAIM has been
used to identify a baseline of desired student assistant
behavioral styles~-and where standard scores have indicated

one or more scales with major deviations from the JAIM mean--
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then future use of the JAIM as a selection tool would
require that applicant scores on these scales be evaluated
to ascertain similarity to the score deviétion and
direction established by the baseline group.

Use of the JAIM as an instrument to describe desired
behavioral styles of student assistants has required an
understanding of and an interpretation of the standard
scores, relative to the normative group. 1In comparing the
scores of 35 occupational groups, it was found that West.
Point cadets, the normative group for JAIM Form 669, were
among the lowest scoring groups on four scales (Walther,
1972, pp. 13-16). On two of these scales--Motivate by
Results and Emotional Control--study of the superior per-
forming student assistant group showed that they scored
higher than the normative group. On the behavioral style of
Act Independently, the superior performing student assistant
group's scores were similar to the normative group's score.
This suggested that the desired job performance of both the
student assistant group and the West Point cadet group
required a lower degree of exerted independence in relation-
ship to authority than did many other jobs. The normative
group scored low on Perseverance, compared to many other
occupational groups; the superior performing student
assistant group scored lower than the normative group. It
should be noted, however, that social workers have also been

low scorers on this scale.
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Behavioral Styles Interpreted by

Social Worker Group

The residence hall counselor's emerging role as a para-
professional has been documented by the literature. De-
scriptions emphasized involvement in the "helping" profes-
sions, not unlike the professiohal occupational category of
social worker. 1In view of this, Walther's research on
social worker's behavioral styles as reflected by high and
low JAIM scores was reviewed to assess similarities in these
behavioral styles to those reflected by student assistants
(Walther, 1972, pp. 13-16). It was theorized that if the
student assistant job category was a paraprofessional equi-
valent to the social worker job category, then desired
. behavioral styles as recorded by the JAIM would be similar.
This was generally confirmed by the data results.

It was previously noted that the superior performing
student assistant group evidenced high scores on Social
Service and Supportive of Others. Research has reported
social workers also recorded high scores on these two scales.
The superior performing student assistant group's JAIM
scores were low on Status Attainment and Directive Leader-
ship. Walther reported the same finding regarding social
workers.

Behavioral style similarities between the student
assistant group and the social worker group were noted‘on

five additional scales. Social workers were high scorers on



90

Group Participation and Move Toward Aggressor. The student
assistant group's scores on these two scales were higher
than the normative group's scores on the first test and
increased on the retest. Social workers recorded low
scores on the behavioral styles represented as Self-
Assertive, Move Against Aggressor, and Perseverance. On
each of these scales the student assistant group recorded
scores below the JAIM mean on the first test and decreased
scores on all three scales over time.

Five additional social worker scale scores were noted
by Walther as being extremely high or low. These were not
in agreement with student assistant group scores. Social
workers scored high on Motivate by Result; and low on
Mechanical Activities, Orderliness, Scheduled Activities,
and Systematic-Methodical. Several observations were in
order regarding non-confirmation of these behavioral style
tendencies by the student assistants. Mechanical Activity,
a statement of work preference, was more apt to be expressed
by a group who had made a career commitmernit. Student
assistants had not yet made a career commitment. Subject
group scores on three of the scales might be partially
explained by the group's full-time student status. Extreme-
ly low scores on Orderliness (attention to detail),
Scheduled Activities (willingness to follow a schedule), and
Systematic-Methodical (step-by-step processing of informa-
tion) would be disfunctional and counterproductive to

scholastic requirements.
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In summary, on all four behavioral style scales where
superior performing student assistants had extreme high or
low scores, social workers had correspondingly éxtreme high
or low scores. On five of the remaining ﬁen behavioral
style scales where social workers recorded extreme high or
low scores, the superior performing student assistant group
had scores which were initially in the same high or low
direction and which became closer to the social worker's
high or low extreme at the time of the retest.

A review of the extreme high or low scores recorded by
35 occupational categories (Walther, 1972, pp. 13-16),
established that the behavioral styles of the superior
performing student assistant group were more like the social
worker job category than any other job category. It should
be noted that the nine JAIM scales where the student
assistant group and the social work group had similarly
extreme high or low scores, army officers, F.B.I. agents,
policemen, and business executives recorded extreme high
or low scores in the opposite direction. This indicated
that a high or low preponderance of certain behavioral
styles appropriate and functional to the job categories of
social worker and student assistant would be disfunctional
and inappropriate to the job categories of the army officer,
F.B.I. agent, policeman, and businessman. The converse

would also be indicated.
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Behavioral Styles Interpreted by

Performing Subject Group

Four JAIM scales were found to differentiate between
the superior performing student assistant group and the weak
performing student assistant group: Emotional Control,
Interpersonal Trust, Supportive of Others, and Take Leader-
ship. A discussion of each of these scales, including the
study results, has already been presented. It was appro-
priate, however, to briefly examine these scales as a
pattern of behavioral styles required for effective student
assistant job performance.

fhe literature emphasized that the primary job function
of the student assistant is to promote individual students'
personal development. This has fequired the student as-
sistant to be accessible, to interact with students, to be
a role-model for interpersonal actions, to be empathic and
supportive; and, thereby, to establish a rapport which would
encourage students to seek his assistance and which would
permit him to intervene if he felt his guidance was needed.
If the preceding were accepted as descriptive requirements
for successful student assistant job performance, then
behavioral styles reflective of Emotional Control, Inter-
personal Trust, and Supportive of Others would be essential.
That the JAIM measured significant differences between the
superior performing student assistant group and the weak

performing student assistant group on these particular
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scales was of major importance. Job success as defined by
student personnel administrators has been contingent upon
these three factors.

The Take Leadership scale was noteworthy in that it
differentiated between the superior performing student
assistant group and the weak performing student assistant
group on the initial test as well as on the retest.
Responses of the superior performing student assistant group
to Take Leadership, viewed in concert with the group's
responses to Group Participation and Directive Leadership,
has established that the behavioral style characterized was
that of persuasive leadership. According to Walther, "This
style is most effective for situations where it is important
that the individual personally influence the behavior of
others" (Walther, 1964, pp. 14-15).

The residence hall group environment has established
certain job functions for student assistants which include
the fostering of social interaction and the facilitating,
planning, and implementing of programs. An institution
which has placed high importance on this would be concerned
with selecting applicants with behavioral styles indicative

of Take Leadership.

Usefulness of the JAIM to Selection

Procedures

The research design of this study was oriented to

assess the usefulness of the JAIM-albeit the 32 behavioral
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styles measured by this instrument--relative to selecting
student assistants with behavioral styles indicative of
successful job performance. A theoretical framework has
been described which identified three steps necessitated by
the applicant selection process: (1) the establishment of
minimum job entrance requirements; (2) the development and
use of instruments and procedures focused on gathering
relevant data on each applicant; and (3) selection of the

applicant determined to be best qualified.

Behavioral Style Data Generated by

the JAIM

The importance of behavioral styles to the student
assistant job has been documented by the literature. How-
ever, there has been a noticeable absence of the collection
and use of behavioral style information in the selection
process. The JAIM has proven to be a valuable instrument
for establishing a baseline description of behavioral styles
indicative of successful job performance. The JAIM's
ability to establish such a baseline for the student
assistant job category has been indicated by this study.
Concurrent administration of the JAIM and assessment of
student assistant job performance by an institution's
employee evaluation criteria would produce baseline de-
scriptions which might differentiate the superior performing
student assistant group from the weak performing student

assistant group. The test-retest format and the statistical
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analysis suggested by this study would offer a refinement
of the behavioral style data, and also might indicate

predictive capabilities of the JAIM.

Use of JAIM Generated Data

The job description has been the employer's statement
of established job entrance requirements. A well con-
structed job description would enumerate position responsi-
bilities and would detail minimum qualification requirements.
Use of the JAIM would promote a more thorough description of
desired behavioral‘étyle job requiréments and associated
employee qualifications.

Traditional instruments and procédures utilized to
gather relevant data on each applicant have included the
application form, references, and the personal interview.
JAIM generated data would be useful in improving each of
these by facilitating planned emphasis of those behavioral
styles determined by the institution to be most important to
the student assistant job. An institution which determined
that the behavioral style of Take Leadership was important
would be able to (1) construct the application form to
include a list of all groups in which the applicant had been
active and all offices which he had held; (2) design
recommendation forms to list significant JAIM scale
definitions followed by a five-point Likert scale for use by
the reference person in evaluating the applicant's behav-

ioral style abilities; and (3) structure personal interviews
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to elicit oral responses to questions excerpted from the
JAIM in order to reflect the applicant's behavioral style
orientations.

The JAIM behavioral style baseline descriptions might
suggest other appropriate applicant data collection or data
evaluation methods. This study has established that, during
the time period described at Oklahoma State University, the
behavioral styles of Emotional Control, Interpersonal Trust,
and Supportive of Others discriminated between superior
performing and weak performing student assistants. An
institution with this pattern would want to consider the
involvement of applicant peers on a recommendation or
selection committee.

The JAIM itself has been identified as a data gathering
tool useful to the selection process. The value of the JAIM
has increased in direct proportion to its ability to discrim-
inate between superior performing and weak performing student
assistant groups priOr to employment, as described by this
study. It has not been recommended that the JAIM be the
sole criterion for selection. However, used in conjunction
with other applicant data collection and data evaluation
instruments and procedures it would be a useful adjunct.

The JAIM-derived behavioral style baseline descriptions
would be useful in specifying applicant qualifications and
in ranking these according to their perceived importance to
successful job performance. Once desired behavioral styles

have been specified, the JAIM has suggested ways of focusing
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applicant data collection instruments and procedures. The
continuing objective has been to obtain a more complete
picture of each applicant, to improve the prediction of how
well he will perform in the given job, and thereby, to

improve the student assistant selection procedures.
Summary

Study results showed JAIM scale scores to be of
acceptable stability over time. The Take Leadership scale
was found to significantly differentiate between the
superior performing student assistant group and the weak
performing student assistant group on both the initial test
and the retest. Interpersonal Trust, Emotional Control and
Supportive of Others were the three scales which signifi-
cantly differentiated bétween high and low performers after
six months of job experience.

JAIM data established a baseline describtion of desired
student assistant behavioral styles at the institution
studied. Most predominate characteristics desired were high
behavioral stjle expressions of social service and‘sup—
portive of others; and low behavioral style expressions of
status attainment, directive leadership, independent action
relative to authority, and:perseverance.

A discussion of the useful‘applicationvof JAIM
generated data to the student assistant selection process
was presented. This emphasized the ability of the JAIM to

improve the selection process tools including the job
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description, the application form, the reference form, and
the personal interview. The JAIM was cited as a valuable
aid in establishing criteria and evaluating applicants

against these criteria.



CHAPTER V
SUMMARY, CONCLUSIONS, ANDiRECOMMENDATIONS
Summary

This study was conéerned with the identification and
description of behaviorél styles indicative of successful
student assistant job performance as recorded by the Job
Analysis and Interest Measurement. It was hypothesized that
if the JAIM significantly discriminated betwéen superior
performing and weak performing 'student assistant groups,
then this instrument would be able to establish baseline
behavioral style descriptions of use to the applicant
selection process. Furthermore, if significant differences
between the two groups was identified prior to job placement,
then a potential predictive‘value of the JAIM could be cited.

The JAIM was administered to all student assistants at
one institution prior to job placement and again after six
months of job expeéerience. Concurrent with the éeCOnd‘
testing, resident hall directors with staffs of eight or
more were asked to identify the 25 percent superior per-
;forming student assistants and the 25 percent weak performing
student assistants under their immediate supervision. Sub-
ject mortality and unusable test response sheets reduced the

subject population from 60 to 44 student assistants.
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The study analyzed JAIM data generated by a 21 member
éuperior performing student assistant group and a 23 member
weak performing student group.

Responses to JAIM Form 669, a 154 item self-report
questionnaire, yielded superior performing group and weak
performing group standard scores for each of 32 behavioral
styles. All scores recorded within-group test-retest
stability in excess of the .05 level, as measured by the
Wilcoxon Matched-Pairs Signed-Ranks test. The Mananhitney
U test identified four scales which discriminated between
the superior performing and the weak performing groups.

The behavioral style of Take Leadership was significant at
the .04 level on both test dates. Emotional Control,
Interpersonal Trust, and Supportive of Others (with signifi-
cance levels of .04, .03, and .004 respectively) discrimi-
nated between high and low performers after subjects had
completed six months of job experience.

Further data analysis ascertained that the superior
performing student assistant group was more characterized by
the behavioral sfyles of Social Service and Supportive of
Others; the group was least characterized by the behavioral
styles of Status Attainment, Directive Leadership, Act
Independently, and Perseverance. These same behavioral
styles have been found to describe social workers.

This study ascertained the JAIM's ability to establish
baseline descriptions of behavioral styles associated with

successful student assistant job performance. This has
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direct application to the student assistant selection

process by aiding in the es?ablishment of behavioral style
selection criteria. Analysis of components of the identi-
fied behavioral styles would suggest methods of improving

collection of applicant behavioral style data.
Conclusions

The following conclusions were drawn as a result of
this study:

(1) Behavioral styles, per se, are important indi-
cators of successful job performance.

(2) The JAIM is useful in describing the behavioral
style requirementé of the student assistant job.

(3) Concurrent administrétion of the JAIM and assess-
ment of student assistant job performance by an institution's
employee evaluation criteria will produce baseline behavioral
style descriptions which may differentiate high and low
performers.

(4) The value of the JAIM increases in direct pro-
portion to its ability to discriminate between high and low
performers prior to employment.

(5) Baseline behavioral style descriptions indicative
of successful job performance are appropriate statements of
minimum job requirements and as such afe useful criteria for
assessment and screening of job applicants.

(6) JAIM scale definitions and scale test items

suggest methods and procedures for focusing and systematizing
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the collection of applicant data relative to behavioral
styles.

| (7) While this study establishes the JAIM'S usefulness
in focusing an institution's staff selection procedures on
behavioral style job performance indicators, the JAIM's
inclusion in the selection process as a predictive instru-

ment is not firmly substantiated.
Recommendations

As a result of this study it is recommended that
student personnel administrators at Oklahoma State
University, the institution at which the study was conducted,
utilize the JAIM-generated data to improve the selection of
student assistants. Specific actions suggested include:

(1) Incorporate into the student assistant job
description precise statements of the behavioral styles
identified as important to job performance, and therefore
required of staff.

(2) Construct the application form to include
information on all groups in which the applicant has been
active and to include ‘an indication of the offices which he
has held. Utilize this to assess applicants relative to
the Take Leadership behavioral style.

(3) Redesign the reference form to include the
important JAIM scale definitions, followed by a five-point
Likert scale, for use by the reference person in evaluating

the applicant's behavioral style abilities. Request
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respondents to furnish additional comments on the
applicant's expression of these.

(4) Structure personal interviews to elicit oral
responses to questions excerpted from the idéntified JAIM
scales in order to further define the applicant's behavioral
styles.

(5) Establish a student committee from each residence
hall to interview, screen, and recommend selection of appli-
cants who reside in their respective residence halls.

(6) Institute a systematic method for evaluating the -
applicant behavioral style data as part of the total assess-
ment and final selection process.

(7) Update and further refine JAIM-generated baseline
data on behavioral styles. Replicate this study if the
nature of the student assistant job changes, or if the
method for evaluating superior and weak performance changes.

Study findings have suggested applications and impli-
cations of interest to planners and practitioners in the
specific field of student personnel administration and in
the general field of personnel administration. The
following recommendations have been indicated:

(1) Review this research, and other JAIM research, in
view of the focus on use of behavioral style indicators and
a behavioral style test as criteria for staff selection.

(2) Replicate the methodology and design of this
study if administrative dissatisfaction with employee

retention rates and/or with employee job performance



104

appear to result, in part, from inadequate selection
procedures.

Finally, this study had several implications which
recommend further research.

(1) Data analysis reveals support for the theory that
the student assistant job category is a paraprofessional
equivaient to the social worker job category. This suggests
the need for study of innovative and/or successful social
worker selection procedures used within the public sector
and the private sector; and an assessment of the potential
application of these social worker selection procedures to
the student assistant selection process.

(2) An area in need of additional study is the identi-
fication and evaluation of insﬁruments and techniques for
determining applicant behavioral styles. Particular
attention should be given to the use of tests and the use of
simulated experiences.

(3) A new occupational category, the residence hall
student assistant, has been established for JAIM research.
It is recommended that the JAIM.data storage and analysis
capabilities of the George Washington University Computer
Center be utilized for extended inter-institutional research

on the student assistant job category.
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OKLAHOMA STATE UNIVERSITY

JOB TITLE: Student Assistants

JOB DESCRIPTION: A primary function is to provide infor-
mation and individual assistance to the
residents. Being students, the student
assistants can represent the student
opinion to the University officials,
while at the same time they represent
the University.

RESPONSIBLE TO: The Head Resident and through him to the
Assistant Director of Single Student
Housing for Men.

DUTIES: 1. Identify students with problems and
assist them directly with counseling or
refer them to other counselors or
personnel agencies. These problem areas
include adjustment, family relations,
physical health, vocational orientation.

2. Consult with staff members of appro-
priate referral agencies and follow-up
students referred.

3. Orienting students to the structure
and functions of University and resi-
dential facilities and familiarige
students with University policies and
regulations.

L, Supervising the organization and
planning of group activities, social
events, special events and activities,
judiciaries, and all aspects of student
government.

5. Fostering leadership ability and
development of student responsibility.
Work closely and cooperatively with the
student government and student leaders.

6. Cultivate high morals anduunderstand-
ing of the Residence Counseling Program.
Set an example through good behavior,
dress, academic progress, and ethics.
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7. Communicate and consult with students,
co-workers, supervisors, other staff
members, professional agencies, and with
members of the Office of the Dean of
Students.

8. Maintain records and make written
and verbal reports.:

9. Prepare for and attend training
sessions and staff meetings.

10. Stimulate and maintain an atmos-
phere in the residence unit which will
promote scholastic attainment by aiding
students in the development of good study
skills and habits.

11. Aid the Head Resident in maintain-
ing good health standards in the apart-
ments by helping keep them clean and
inspecting them regularly.

12. Assume responsibility during
emergency situations.

13. They should report misuse of
facilities, encourage respect for private
and public property, and encourage
respect for visitors in the students
residence living area.

14, Other specific duties as the
occasions require.
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THE GEORGE WASHINGTON UNIVERSITY
RESIDENT ASSISTANT PROGRAM FOR MEN

Resident Assistants are members of the staff of the Office of
the Dean of Men and of the hall in which they reside. There
is one Resident Assistant for every 45 residents in each of
the undergraduate halls. In addition, there is a Resident
Director, Assistant Director and Administrative Assistant in
the halls for administration and supervision. The staff
members work together to develop a program that meets the
needs of the residents, is intellectually stimulating and
that gives a maximum of responsibility to the student resi-
dents.

Duties

1. The Resident Assistant's primary responsibility is that
of a counselor to the residents on his floor. To fulfill
this responsibility the Resident Assistant must be avail-
able on his floor a sufficient period of time; he should
periodically engage in an evaluation session with each
resident. The Resident Assistant should spend a certain
amount of time each week actually counseling the resi-
dents on his floor. He should be available at most times.

2. The Resident Assistant should work closely with the floor
representative to the Council. This will keep the Resi-
dent Assistant informed of hall activity and better insure
floor awareness and participation.

3. The Resident Assistant should organize and lead several
floor meetings that will acquaint the residents with
services available at the University.

4, The Resident Assistant should contribute to the adminis-
tration of the hall by working in the office. He will
handle regular hall business and be available for any
problems or emergencies. This duty will consume approx-
imately four hours per week.

5. Resident Assistants participate in a week-long orienta-
tion program prior to the opening of the halls in
September. Weekly group meetings are held as well as
individual meetings when necessary.
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Resident Assistants assume responsibility for the halls
on specified nights and weekends, the details of which
are arranged during the orientation period. They must
also arrange certain hours in their schedules when they
will be available for individual student contacts and
general activities.

The halls will remain open during all holiday periods.
During the Thanksgiving holidays, semester break, and the
spring recess, Resident Assistants have some responsi-
bility for administrative coverage of their halls. (This
is arranged on an alternating basis). Resident Assistants
remain in their halls one day after classes end for the
Christmas holiday and must return by the day prior to the
beginning of classes after the holidays.

COURSE WORK

Resident Assistants may assume a full-time course load.

APPOTNTMENTS

Resident Assistants receive an official letter of appointment
from the Office of the Dean of Men. Appointments are for two
semesters (September-June). Six positions are available for
the summer sessions; the stipends vary according to the duties.
Applications for summer positions should be made in March.

OUTSIDE WORK

Resident Assistants may assume outside employment up to 15
hours per week.

REQUIREMENTS

Academic status of senior or graduate student.

One year of prior experience in residence hall work.

REMUNERATION

One furnished room, rent-free. One-half tuition (up to six
hours per semester).
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SOCIAL RESEARCH GROUP

The George Washington University Form 669

DO NOT WRITE IN THIS BOOKLET

JOB ANALYSIS AND INTEREST MEASUREMENT (JAIM)
FORM 669

This booklet contains a number of questions about
your background, interests, and work preferences. There are
no "right" or "wrong" answers to any of the questions. The
JAIM was designed as a method for examining the "behavioral
styles” of different occupational and professional groups.

To date, it has been used for studying more than thirty occu-
pational groups including engineers, lawyers, foreign service
officers, ambassadors, judges, social workers, policemen,
physicists, and secretaries. It has been found to be highly
effective in differentiating among occupational groups.

Directions

You will find an answer sheet enclosed in the
questionnaire booklet. Please read the following instruc-
tions before answering the questions:

1. Fill in the identifying information at the
top of the answer sheet.

2. Read each question carefully, select your
answer, and enter it on the answer sheet.
If you make a mistake, erase the wrong answer
and enter the right one. There is no time
limit, but do not spend a great deal of time
considering your answers. You should work
steadily and as rapidly as possible, and where
interpretation is required, use your best
judgment. You can expect that for some of the
questions you will see little if any differ-
ences among the items, but it is important
that you make a choice for each question. It
is important that you make a choice for each
question. It is the pattern of your choices
which is important and not the answer to any
specific question.
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3. When you have finished, you should check
over the answer sheet to be sure you have
answered every question.

BOTH THE QUESTIONNAIRE AND THE ANSWER SHEET
SHOULD BE RETURNED

Copyrighted, 1969
Regis H. Walther
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Form 669

JOB ANALYSIS AND INTEREST MEASUREMENT (JAIM)

Part I

This questionnaire is divided into three parts, with dif-
ferent instructions for each part. Questions 1-105 should
be answered by entering on the answer sheet the number of
the one option in each of the following questions which best
applies to you. Answer every guestion.

1. What
1.

2.
3.

kind of games do you enjoy most?

Games requiring a great deal of reasoning and
thinking

Games requiring some reasoning but also some luck
Games of chance which you can play without too
much thinking

2. How often do you take time out to think over what you

1.
2.

have done and to plan what you will do next?

Frequently
Sometimes
Seldom
Almost never

3. How well do you keep track of your possessions?

L. When
you
1.
2.
3.
L,
5.

Everything is almost always in its place

Most everything is in its place

Sometimes things get misplaced

Frequently things get misplaced

You have great difficulty keeping track of things

you have something to do that doesn't interest you,

Nearly always do it without delay

Do it after a little delay

Do it after considerable delay

Do it only after pressure is put on you
Seldom get around to doing it

5. You consider yourself to be

n&SWwno=

Unusually orderly

More orderly than average

About average in orderliness

Somewhat below average in orderliness
Considerably below average in orderliness
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11.

12,
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When you have an appointment or have to be somewhere,

you are

1. Almost always there ahead of time
2. Almost always on time

3. Sometimes a little late

4. Frequently late

5. Almost always late

Which of the following describes you best whenever you
have a choice?
1.

2.
3.

You get up at about the same time and do not like
to stay in bed later than your getting up time

You usually get off to a slow start in the morning
You have no fixed pattern and sometimes get up
earl  and sometimes sleep late

How effective are you at finding lost objects?
1.

2.
3.

L

.

Other people seldom find something after you have
tried and given up

You are usually able to find things

You sometimes have difficulty finding things

You often have difficulty finding things

The thing you like best in playing cards or similar
competitive games is
1.
2'
3.

When working in your spare time on a hobby or something

tha

1

.

2.
3.
I

The competition
The sociability
You do not like competitive games

interests you, do you

Concentrate for long periods of time and complete
each project you start

Complete most projects that you start

Finish those things that continue to interest you
and forget about the rest

Finish only a few things you start in your spare

time

Do you take the initiative in planning a party?
10
2.

3
L

.

Frequently
Sometimes
Seldom
Almost never

You lose your temper
1.

2
3
L

Frequently
Sometimes
Seldom
Almost never
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14,

1s.

16.

17.

18.

19.

20.
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You look to other peovnle for comfort and emotional
support

1. Frequently

2. Sometimes

3. Seldom

L, Almost never

How often do you find yourself taking a position of
leadership in a group you are with

1. Almost always

2. Frequently

3. Sometimes

4, Seldom

5. Almost never

How difficult do you find it to give a speech cr to
recite before a large group?

1. You have almost no difficulty

2. You are a little nervous at first, but have little
difficulty after getting started

3. You do not enjoy it, but are able to do it ade-
quately when requlred

Ly, You avoid public speaking or re01t1ng whenever

possible.

It bothers you to have to give orders to other people.
1. Very much

2. A little

3. Not at all

What was your academic standing in high school?
1. An honor student and awarded commendation
2. Above the average of your class
3. About the average of your class
L. Below the average of your class
5. You did not go to high school

Are you at your best during a written examination?
1. Yes
2. Don't know
3. No

How often do you feel like smashing things?
1. Frequently
2. Sometimes.
3. Seldomnm
L4, Almost never

How often do you do things that you later regret?
More often than most people

About the same as other people

Less often than most other people

Almost never

STwhoe
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22.

23.

24,

25.

26.

27.
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You go out of your way to support or comfort other
people.

1. Frequently

2. Sometimes

3. Seldom

4. Almost never

You are striving to reach some goal you have established
for yourself.
1. Almost always

2. Usually
3. Sometimes
L, Seldom

5. Almost never

If you were asked to be an officer of an organization
would you prefer to be

President

Vice President

Secretary

Treasurer

You would prefer to hold no office

W

Which of these describes your attitude toward athletic
games?

1. You are strongly competitive

2. You are moderately competitive

3. You do not like and generally avoid athletic games

You tell people off when they bug you, even if it means
getting into trouble.
1. Almost always

Frequently

Sometimes

Seldom

Almost never

Almost always
Usually
Sometimes
Seldom

5. Almost never

2.

3.

u’l

5.
It bothers you to leave a task unfinished.
1.

2.

3.

Ll‘l

You undertake more than you can accomplish.
1. Frequently

2. Sometimes

3. Seldom

L, Almost never
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29.

30.

31.

32,

33.

34,

35.
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Your supervisors or teachers for the most part have
1. Shown lack of sympathy and understanding in dealing
with you

2 Been for the most part indifferent

3 Been friendly, but not particularly helpful

L, Usually been helpful and understanding

5. Almost always been helpful and understanding
h

1

2

3

‘hen engaged in athletics or physical activities

You perform better under competition or stress
Competition or stress does not affect your per-
formance

You perform better when there is no competition
or stress

You are
1. Very careful about details
2. Moderately careful about details
3. Somewhat careless about details
L. Very careless about details

You get even with people who wrong you as soon as you
can. ‘
1. Almost always

2. TUsually
3. Sometimes
L, Seldom

5. Almost never

What is your ability to fix things aroung the house?
1. You are a reasonably skilled craftsman
2. You are able to make most minor repairs
3. You are able to make a few minor repairs
L, You are almost never able to fix anything

Do you feel that laws and social conventions are use-
less and hamper an individual's personal freedom?
1. Frequently
2. Sometimes
z. Seldom
. Almost never

How many enemies do you feel you have?
1. Ulany
2. Some
3. VYery few
L, Almost none

You have been double crossed by people

1. Often
2. Sometimes
3. Seldom

L, Almost never
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37.

38.

39.

Lo.

b1,

L2,

b3,

Ly,
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You have found that people break promises which they
have made to you

1. Frequently

2. Sometimes

3. Seldom

L. Almost never

During your spare time, you have trouble finding some-
thing to do that you enjoy.

1. Frequently

2. Sometimes

3. Seldom

4. Almost never

In your life so far you feel you have been
Almost always lucky

Usually lucky

Neither lucky or unlucky

Somewhat unlucky

Very unlucky

(S I WO IRV I

You feel happy
1. Almost always

2. Usually
3. Sometimes
L, Seldom

5. Almost never

You like best in a job
1. To decide for yourself how work will be done
2. To have clearcut instructions so you know exactly
what is expected of you

Which do you prefer?
1. Almost always to be where there is something
going on
2. Almost always to get away by yourself

You like
1. To have a supervisor you can respect and admire
2, Your personal relationship with your supervisor
does not particularly matter as long as you are
able to do your work

In your work you like
1. Definite procedures and instructions which you
can follow
2. Freedom in working out your own methods for doing
the work

You like best a supervisor who
1. Insists on high performance standards for himself
and his subordinates
2. Is considerate and understanding
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Lé.

L7.

L8,

b9,

50.

51.

52.

53.

5k,
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Which of the following is most important to you in a
job?

1. Congenial co-workers

2. Competent co-workers

You are most likely to
1. Take a chance
2. Play it safe

It is most important to you
1. To have steady permanent work
2. To have interesting work even though it may be
temporary

An effective supervisor
1. Shows employees that he is interested in them as
persons and concerned about their welfare
2. Does not get involved with the personal problems
of his subordinates

When procedural changes need to be made, an effective
supervisor
1. Makes definite decisions himself as to what is
to be done and how it is to be done
2. Consults with his subordinates and, if possible,
permits them to decide what changes need to be
made and how they should be put into effect.

You believe that
1. One should follow the established moral laws
regardless of the consequences
2. The moral person should judge acts as right or
wrong in terms of their consequences.

You believe that each individual should
1. Devote significant time and effort improving
social conditions
2. Should take care of his own responsibilities and
avoid "do good” activities

You prefer to be considered
1. Conventional
2. Original

You prefer to deal with
1. Concrete situations
2. Abstract ideas

You get along best when you
1. Know what you want and work to get it
2. Do what seems to be appropriate in each situation
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56.

57.

58.

59.

60.

61.

62.

63.

6L .

65.
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You
1. PFeel that when you are doing the best you can,
there is little point in worrying about your
mistakes
2. Spend considerable time thinking over past mis-
takes and trying to figure out how you can avoid
them in the future

1. Do not enjoy having to adapt yourself to a new
and unusual situation
2.. Enjoy discarding the old and accepting the new

You believe you get along best when you
1. Do what has to be done even if it doesn't please
everyone
2. Respect the feelings of others

You
1. Almost always have a plan for reaching some future
goal
2. Prefer to decide as you go along what you should
do next

You feel that you are at your best
1. When dealing with the unusual or unexpected
2. When following a routing or a carefully worked
out procedure

You like best
1. A supervisor who makes use of your ability
2. A supervisor who is friendly and sympathetic

When a person is weak he
1. Needs sympathy and understanding
2. Should be made to help himself and to try to do
better

You like to consider yourself
1. A person who has both feet on the ground
2. A verson with a lot of novel ideas

You would describe yourself as
1. Spontaneous
2. Systematic

You usually depend on
1. Overall impressions
2. Systematic analysis

When you are walking somewhere you are more likely
1. To concentrate on your own thoughts
2. To notice the things around you
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67.

68.

69.

70.

71.

72.

73.

7l

75.

76.

You
1.
2.

You

You
1.

You
1.
2.

132

prefer to have a supervisor who
Tells you clearly what to do and how to do it
Expects you to make your own decisions on how to
do your work

find that you can express yourself best
In writing
Orally

believe that moral principles
Come from outside powers higher than man
Are not absolute and unchanging, but depend upon
circumstances

Do not like to be different from other people
Do not mind doing things which are not customary

When you have a difficult decision to make and feel that

you
1.

2.

You
1.
2.

You
1.

2.

have enough facts, you find it best
To come to a quick decision rather than to mull it
over
To spend considerable time reviewing all possible
interpretations of the facts before making a
decision

like
To be where there is always something going on
To work steadily without any interruption

like to
Finish one task before starting another
Work on several things at once

believe that most people

Can be trusted

Would cheat if they thought they wouldn't get
caught

prefer to
Think things through step by step
Seek a broad general view of the situation

like %o
Observe concrete facts
Speculate about the reasons things happen

like
To solve difficult problems on your own through
use of ingenuity
To do work which requires little study or thought
once it is learned
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78.

79.

80.

81.

82.

83.

84,

85.

86.

87.

88.

You
1.
2.

You
2.

You
2.

You

You
1.

You
1.
2.

You
1.
2.
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Like to do things at the last minute

Pry to plan your work so you won't need to work

under pressure

Greatly enjoy competition

Avoid competition whenever you can
like

To work closely with other people

To work by yourself away from other people
consider yourself as

Cautious
Daring

Like to follow a schedule
Do not like schedules and avoid them whenever
possible

feel that having a daily routine
Is a good way of getting things done
Is too limiting and mechanical

believe most people are
More inclined to help others
More inclined to look out for themselves

An effective supervisor

1.
2.

You
1.

2,

You
1.
2.

Avoids social interaction with his subordinates
during leisure hours
Tries to create a friendly work group

like best
Routine
Constant change

prefer a job in which
You are constantly with other people
You work by yourself away from other people

An effective supervisor

1.
2.
You

1.
2.

Organizes and directs the work so that he gets

the most from each employee

Helps employees do their work without close super-
vision

like to consider yourself
A person with common sense
A person with imaginative ideas
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89. You like
1. To theorize about things
2. To stay with the facts

90. You like to consider yourself
1. A sensible person
2. An ingenious person

91. You
1. Like to work steadily and be busy all the time
2. Do not mind uneven work loads and irregular hours

92. You like to consider yourself
1. A practical person i
2. A person with vision

93. It is important for you
1. To have the freedom to work out your own methods
for doing the work
2. To know just how your supervisor expects the work
to be done

94. You consider yourself as
1. Self confident
2, Unsure of yourself

95. It is most important to
1. Have faith in something
2. Be intelligent and resourceful

96. You prefer
1. Scheduled activities
2. Unplanned activities

97. You find you get along bést when you
1. Establish long range plans and goals and are
guided by them as much as possible
2. Adapt yourself to the current situation and do
what seems to be appropriate

98. You would rather be
1. A steady, dependable worker
2. A brilliant, but unstable worker

99. You are more
1. A theorist than a practical person
2. A practical person than a theorist

100. When watching sports or competitive activities you are
more likely to support
1. The champion or skillful performer
2. The "underdog" or the one who is losing
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102.

103.

104,

105.

135

You are most likely to be annoyed when people

1.
2‘

Do too much theorizing
Show too little imagination

Most employees prefer

1.
2.

A supervisor who tells them clearly what to do
The freedom to do things on their own

People respond better to

1.
2.

Encouragement
Criticism

An effective supervisor

1.
2.

Avoids being too friendly with his subordinates
Avoids being too distant or impersonal with his
subordinates

An effective supervisor

1.
2.

Trusts his subordinates to do a good job and
gives them considerable freedom of action

Makes a point always to know everything that is
going on in his work unit, and to check the work
carefully to prevent mistakes

Part II

Questions 106-131 ask how much you agree or disagree with
various statements. Circle on the answer sheet the number
which best describes your opinion as follows:

1 - Agree strongly

Agree somewhat

Neutral - neither agree or disagree
Disagree somewhat

Disagree strongly

UniFw
(|

Circle only one number for each statement. Rate every

statement.
106. You
107. You
108. You
put
109. You
110.
111.

are thorough in any work you undertake.
expect to do well in the things you try to do.

do your worst work if unreasonable pressure is
on you.

feel you have little influence over the things

that happen to you.

It is usually best to do things in a conventional way.

Most peonle have confidence in your ability.
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113.

114,

115.
116.

117.

118.
119.

120.

121.
122.

123.
124,

125.

126.
127.

128.
129.

130.

131.

136

You believe that orderliness is a very important
personality characteristic.

No matter what a superior officer says, he should
always be obeyed.

You get a great deal of enjoyment out of overcoming
obstacles or resistance.

It is usually best to change things slowly.

You feel that obedience and respect for authority are
among the most important virtues children should learn.

The wise person lives for today and lets tomorrow take
care of itself.

Most people are crooked when they have the chance.

You believe that promptness is a very important
personality characteristic.

When things are going well, it is best not to make
changes that will disrupt things.

You are careful about your manner of dress.

You find it easy to stick to a schedule once you have
started it.

You like to keep going until you have finished a job.

If you try hard enough, you have a good chance of
succeeding in whatever you want to do.

It is hard to get ahead without breaking the law now
and then.

You get a great deal of fun out of life.

You feel you are as smart and capable as most other
people.

You like making things with tools.

You are relatively unconcerned about what other people
think of your actions.

You work best under a great deal of pressure and tight
deadlines.

You have no difficulty maintaining your position when
other people disagree with you.
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Part III

Questions 132-154 contain from three to five statements or
adjectives. You should rank them on the answer sheet in the
order in which they appeal to you, putting a "1" next to the
Letter for the option you like best, and "2" next to the
option you like second best, and so on. Be sure and assign
a_rank number to every option.

132. You believe that
a. The best defense is a good offense.
b. A gentle answer turns away wrath.
c. It is best to avoid conflict whenever possible.

133. You like

Working as a member of a group

Working by yourself

Helping your supervisor with whatever needs to be
done

Directing and coordinating the work of other
people

0Ooo

Q.

134. You would prefer to be
a. Conscientious

b. Understanding

c Imaginative

d. Attractive

e Prominent

135. You would prefer to be
a. Trustworthy

b. Considerate

c Influential

d. Ingenious

e. Popular

136. If a person behaves toward you in a dictatorial or
domineering fashion, you
a. Keen away from him if you can
b. Have it out with him
¢c. Try to win him over

137. When people are nasty toward you, are you most likely
to
a. Have nothing further to do with them, at least
temporarily
b. Teach them a lesson so they won't do it again
c. Try to understand them and get them to behave more
reasonably
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140.

141,

142,

143.

14,

You

OO oP

o
[

O Qa0 oo

P <
)
e

~

138

would prefer to be
A recognized success
Well liked

Socially useful
Intelligent

Reliable

would prefer to be
Brilliant

Helpful
Dependable
Gracious

Important

like

Working closely with and being of assistance to a
~upervisor doing important and interesting work
Loing important and interesting work which you can
do by yourself

Being a member of a group doing important and
interesting work

Organizing and directing the carrying out of an
interesting and important task

ideal job for you would

Enable you to look forward to a stable, secure
future

Provide you with excitement and variety

Enable you to develop new ideas and approaches to
problems and situations

Enable you to work with people on some interesting
activity :

Permit you to use skill with tools to make some-
thing

When you are trouﬁled you like to

a.
b.
c.

Talk it over with someone
Get busy and active
Get away by yourself

Parents get the best results from their children, if

they

a. Praise and encourage them

b. Praise them sometimes, but also maintain strict
discipline

c. Give them freedom and opportunity to learn from
their own experience

You believe that

a. You should never let anyone get away with being
beligerant toward you

b. Regardless of how belligerantly a person may

behave toward you, you can usually get him to
stop by behaving diplomatically



139

c. The best thing to do when things get unpleasant is
to get away as soon as you can.

145. An effective supervisor

a. Takes every opportunity to praise employees on
their performance

t. Only praises employees occasionally or for unusual
work since employees usually know when they are
doing well

¢c. Praises employees occasionally, but also keeps a
careful watch for deficient performance to disci-
pline those who fall below standard.

146. A supervisor gets the best results from his work group
when he
a. Makes it clear to employees that they must produce
b. Rewards loyalty and good performance
c. Gives employees a chance to accomplish something
on their own.

147. It is most important for parents to teach their
children
a. To be resourceful
b. To be kind and considerate
c. To be obedient and to respect authority.

148. Employees work best when they are given
a. Praise and encouragement
b. The chance to accomplish something
c. Appropriate penalties when their performance is
below standard.

149. You prefer
a. Work which results in social improvement
b. Work requiring intelligence and resourcefulness
c. Work which is appreciated by others
d. A top level position with high pay
e. Doing your share of the work which needs to be done.

150. When dealing with other people, you should
a. Avoid unpleasant controversial situations
b. Avoid hurting the feeling of others
c. Avoid being pushed around by other people.

151. You prefer to have a supervisor who

Expects and permits you to work on your own

Uses you as his assistant and works closely with you
Work~ with the group as a whole.

oo
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153.

154.

You
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believe the best strategy to use when someone

acts aggressively toward you is

al
b'
c.

To be diplomatic and try to quiet things down
To keep away from him
To fight back.

When you become involved in an unpleasant controversy
or quarrel, you are most likely to

a.
b.
c‘

You

0o

Try to "pour oil on troubled waters"”
Take forceable action to stop it

- Get out of the situation as soon as you can.

like

Work which permits you to be helpful to others
Work which permits you to be creative and original
Work through which you can please and be appre-
ciated by others

Work which shows that you are a success and have
achieved high status and prestige

Work which permits you to meet your responsibil-
ities and do what is expected of you.

Look over your answer sheet and be sure you have answered
every question. The number of your choice should be written
next to the number of the question for questions 1-105. You
should circle a number for each question from 106-131. You
should rate each option within questions 132-154,

Copyrighted, 1969
Regis H. Walther
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Job Analysis and Interest Measurement (JAIM)
Name . . .v. © « + 4+ 4 4 4 4 e e « v o« + Date .
Current Position . . . . . . . . . . Sex . . . « . Age .
PART I
Questions 1-105 require your choosing only ONE option.

Please circle the number of your choice. Answer EVERY
question.

1.1 2 3 19. 1 2 3 4 5
2. 2 3 kb 20, 1 2 3 4
3. 1.2 3 b 5 21. 1 2 3 4
4. 1 2 3 4 5 2o 2 3 4 s
5.1 2 3 & 5 23. 1 2 3 4 3
6. 1 2 3 4 5 2b, 1 2 3
7.1 2 3 25. 1 2 3 4 s
8. 1 2 3 & 26. 1 2 3 4 5
9. 1 2 3 27. 1 2 3 &
1. 1 2 3 4 29. 1 2 3

13. 1 2 3 4 3. 01 2 3 4 s
1. 1 2 3 4 5 32, 01 2 3 4
15. 1 2 3 L 33, 1 2 3 4
16. 1 2 3 W, 1 2 3 4
17. 1 2 3 4 35 35. 1 2 3 &
18. 1 2 3 36. 1 2 3 4
I.D. NUMBER FORM 669
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64.
65.
66.

3
2 3 4 5
2 3 4 5

37.

1

38.

1

39.
Lo.

67.

68.

410

69.

L2,

70.

43.

71.

L,

72.

Lsg,

73.
k.,

Lé.

W7,

75.
76.

L8,

49,

77.
78.

50.

51.

79.
80.

52.

53.

81.

Sk
55.
56.

82.

83.
8.
85.
86.
87.
88.

57.

58.

59.

60.

61.

89.
90.

62.

63.
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91.

92.

93.
ob,
95.
96.

97.

98.

99.
100.

101.

102,

103.

104,

105.



PART II

Circle ONE number in questions 106-131, depending on the
degree to which you agree or disagree. Answer EVERY
question.

Strongly Strongly
Agree Disagree

106. 1 b 5 129. 1 2 3 b
107.
108.

130. 1 2 3
131, 1 2 3
109.
110.
111.
112.
113.
114,

DD DD DD D DN DD

115.
116.

N

117.
118.
119.
120.
121.
122.
123.
124,
125.
126.
127.

W W W W W W W wWw W W W W W W W W w wW W wvwv w w w
e Y = N N I R N T I I R N S N T

e e e e S S T e T o T T T o S o S S S O S W
i Lt it it it 1 Lt Lt Lt L1t Lt it i ULt Lt Lt Lt it »n Ut Ut W\

N DD DD DD DD DN DD DD DD DD

128.

145



PART TIIT

For questions 132-154, you should rank the options in the
order in which they appeal to you, giving the rank of "1"
For example, if
you like football games most, reading next and movies least,
you would answer the question by placing a "1" next to the

b, a "2" next to the ¢, and a "3" next to the a.

to the option which appeals to you most.

QUESTION: You like--

a.
b.
c.

Movies

Football games

Reading

140.

141,

142,

143.

14k,

ANSWER:

146.

147,

148.

149,

146



147

150. a____

b

c-———-
151. a

b

c
152. a

b

c
153. a

b

c
154, a

b

c

d

LOOK OVER YOUR ANSWER SHEET AND BE SURE YOU HAVE ANSWERED
EVERY QUESTION
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Orientations

1.

3.

Self Management

Optimism

37

Interpersonal

28
34
35
36
118
125

5.

7.

Plan Ahead

Perseverance

SCORING KEY
JAIM Form 669

August 3, 1970

-38
-39
-126

Trust

-73
_83

2.

L,

6.

8.

Self Confidence

108

149

-9k
-107
111
12k
127
-131

Conservative-Conventional

33

Orderliness

Emotional Control

12
19
20
25
31

-50
-52
_56
-68
-69
-110
-120

-95



9. Schedule Activities

Interpersonal Style

10. Self Assertive

12. Take Leadership
16

14, Move Away From Agressor

Cognitive Style

-81
-82
-85
-96
-115
-98
-112

-2l
-29
..78
11k

-14
-15
-23
-133D
-140D

-136A
~137A
-144C
-150A
-152B
-153C

16. Concrete-Practical

89
99

-53
-62
-88
-90
-92

11.

13.

.15.

17.

150

Supportive of Cthers

57 -21
129 -61
1324 -132B
150C -1508

Move Toward Aggressor

-136C
-137C
-144B
-152A
-153A

Move Against Aggressor

1368
-137B
~1h4a
-152C
-153B

Systematic-Methodical

64 =74
70 -2



Relation to Authority

18. Act Independently
43 ~40

66 -93
-151A

Suvpervisory Style

20. Directive Leadership

105 -49
-87
-113
-116
-143B
-145C
-146A
-147C
-148¢C

22. Motivate by Results

-143C
-145B
-146C
-1474A
-148B

Work Preferences

23. Social Interaction

133B =79
140B -86
-141D

25. Group Participation

-133A
-140C
-151C
27. Job Challenge

45 -1

91 Lk

101 -59
-60
_76

-i41cC

151

19. Work as an Assistant

-133C
-140A
-151B

21. Motivate by Rewards

-143A
-14547
-146B
-147B
-148A

2. Mechanical Activities

-32
-128
—141E

26. Stable Secure Work

63 ~47
46 -80
59 ~1414
130



Values
28. Status Attainment

-134E
-135C
-138A
-139E
-1L9p
-15L4D

30. Avnproval from Others

-134D
-138B
-135E
-149C
-154C

32. Role Conformity

-1344
-135A
-138E
-139C
-1LoE
-154E

29.

31.

152

Social Service

-134B
-135B
-138C
-139B
~-149A
-1544

Intellectual Achievement

-134C
-135D
-138D
-139A
-149B
-154B
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DEFINITIONS OF JAIM SCALES (Form 669)

Orientations

1. Optimism - The}degree to which the individual
assumes that satisfactions can be expected in the natural
course of events, and states that he gets a lot of fun out
of life.

2. Self-Confidence - The degree to which the
individual believes that he can, by his own actions, in-
fluence future events, expects to do well in the things he
tries to do, and feels that he is as smart and capable as
most other people.

3. Interpersonal Trust - The degfee to which the
individual trusts other people and has confidence in their
good intentions toward him.

L4, Open System - The degree to which the indi-
vidual is willing to experiment and try new things as
opposed to preferring the established and conventional way
of doing things.

Self Management

5. Plan Ahead - The degree to which the individual
establishes long-range goals and attempts to achieve them.

6. Orderliness - The degree to which the indi-
vidual is orderly, attends to details, and keeps things in
their place.

7. Perseverence - The degree to which the indi-
vidual keeps at something even when he is not particularly
interested in it, does not like to leave a task unfinished,
and is thorough in anything he undertakes.

8. Emotional Control - The degree to which the
individual keeps control of his temper, does not do things
which he later regrets and does not tell people off when
they bug him.
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9. Schedule Activities - The degree to which the
individual likes to follow a schedule or a daily routine.

Interpersonal Style

10. Self-Assertive - The degree to which the
individual likes competition and tends to pursue his own
goals when they are in competition with others.

11. Supportive of Others - The degree to which the
individual is concerned about the feelings of other people,
goes out of his way to support or comfort them, as opposed
to doing what has to be done even if it doesn't please
everyone.

12. Take Leadership - The degree to which the
individual assumes a leadership role and likes to direct
and supervise the work of others.

13. Move Toward Aggressor - The degree to which
the individual tries to behave diplomatically when someone
acts toward him in a belligerent or aggressive manner.

14. Move Away From Aggressor - The degree to
which the individual withdraws when someone acts toward him
in a belligerent or aggressive manner.

15. Move Against Aggressor - The degree to which

the individual counter-attacks when someone acts toward him
in a belligerent or aggressive manner.

Cognitive Style

16. Concrete-Practical - The degree to which the
individual considers himself as practical, sensible with both
feet on the ground in contrast to being imaginative, in-
genious, and having novel ideas.

17. Systematic-Methodical - The degree to which

the individual uses step-by-step methods for processing
information and reaching decisions.

Relation to Authority

18. Act Independently - The degree to which the
individual likes to have freedom in working out his own
methods for doing the work rather than having definite
procedures and instructions which he can follow.
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19. Work as an Assistant - The degree to which
the individual likes to work closely with his supervisor
rather than working by himself.

Supervisory Style

20. Directive Leadership - The degree to which
the individual believes that an effective supervisor makes
the decisions himself rather than consulting with subordi-
nates and delegating as much as possible to them; and keeps
a careful watch for deficient performance to discipline
those who fall below standard.

21. Motivate by Rewards - The degree to which the
individual believes that people are best motivated by praise
and rewards (extrinsic motivation).

22, Motivate by Results - The degree to which

the individual believes that people are best motivated b
the chance to accomplish something (intrinsic motivation).

Work Preferences

23. Social Interaction - The degree to which the
individual likes work involving interaction with other people.

2k, Mechanical Activities - The degree to which
the individual likes mechanical activities.

25. Group Participation - The degree to which the
individual likes to work as a member of a group.

26. Activity-Frequent Change - The degree to
which the individual likes to be engaged in work providing
a lot of excitement and a great deal of variety as opposed
to work providing a stable secure future.

27. Job Challenge - The degree to which the in-
dividual likes activities providing a challenge with high
performance standards.

Values

28. Status Attainment - The degree to which the
individual values himself by his achievement of the status
symbols established by his culture.

29. Social Service - The degree to which the
individual values himself by contributing to social improve-
ment.
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30. Approval From Others - The degree to which
the individual values himself by obtaining the approval of
others.

31. Intellectual Achievement - The degree to which
the individual values himself through his intellectual attain-
ments.

32. Role Conformity - The degree to which the
individual values himself according to how successfully he
has conformed to the role requirements of the society.
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TABLE V

RANK SCORES ON OPTIMISM SCALE BY SUPERIOR

PERFORMING AND WEAK PERFORMING

STUDENT ASSISTANTS

159

S1 and Wi S2 and W2
7.5 37.5 37.0 29.5
37.5 L2.0 22.0 43.0
21.5 30.5 6.5 22.0
30.5 L.o 12.5 22.0
2.0 30.5 37.0 37.0
42.0 30.5 37.0 22.0
2.0 13.5 43,0 12.5
L.o 37.5 12.5 29.5
21.5 13.5 12.5 3.5
30.5 30.5 37.0 37.0
21.5 21.5 22.0 12.5
42.0 7.5 37.0 3.5
30.5 21.5 37.0 22.0
7.5 13.5 3.5 12.5
21.5 37.5 12.5 22.0
21.5 13.5 29.5 29.5
30.5 13.5 12.5 43.0
2.0 4.0 3.5 12.5
7.5 13.5 6.5 29.5
30.5 13.5 29.5 22,0
30.5 13.5 12.5 22.0
21.5 37.0
1.0 1.0




RANK SCORES ON SELF CONFIDENCE SCALE

TABLE VI

BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS

160

S1 and Wi S2 and W2
18.5 31.0 32.5 21.0
18.5 25.5 15.5 32.5

5.5 25.5 2.5 21.0
11.0 11.0 10.0 26.5
39.5 18.5 2.5 37.0
31.0 31.0 32.5 32.5
25.5 2.0 15.5 1.0
35.0 11.0 10.0 15.5
18.5 11.0 2.5 15.5
39.5 18.5 32.5 32.5

3.0 18.5 21.0 5.5
39.5 3.0 21.0 5.5
18.5 25.5 5.5 L4o.o
11.0 5.5 15.5 10.0
35.0 2.5 40.0 37.0
25.5 25.5 26.5 10.0

5.5 2.5 15.5 42.5

5.5 1.0 10.0 26.5
11.0 31.0 26.5 21.0
39.5 18.5 26.5 37.0
35.0 37.0 26.5 40.0

bh,o Lh.o
11.0 5,5




RANK SCORES ON INTERPERSONAL TRUST SCALE
BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS

TABLE VII

161

S1 and Wi S2 and W2
23.5 27.5 39.0 32.5
27.5 b2.5 27.0 39.0

8.5 38.5 7.0 32.5
32.0 2.0 27.0 1.0
32.0 27.5 18.0 27.0
b2.5 3.5 39.0 32.5
36.0 23.5 32.5 14.5

8.5 38.5 22.0 32.5
16.5 16.5 27.0 14.5

8.5 16.5 39.0 7.0

8.5 23.5 14,5 10.5
42.5 16.5 bi.,o 4,5
16.5 16.5 39.0 3.0

4,5 27.5 22.0 10.5

8.5 8.5 39.0 22.0

3.0 b.5 18.0 4.5
32.0 38.5 10.5 43.0
23.5 1.0 22.0 10.5
16.5 16.5 7.0 18.0
42.5 32.0 27.0 22.0
16.5 38.5 39.0 14.5

32.0 32.5
16.5 2.0
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TABLE VIII

RANK SCORES ON OPEN SYSTEM SCALE
BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS

S1 and Wil S2 and W2
17.5 13.0 20.0 8.5
29.0 34.5 41.0 37.0
17.5 13.0 13.0 8.5
25.5 Ly, o 20.0 32.0
29.0 4o.0 25.5 32.0

8.0 34.5 20.0 37.0

3.0 13.0 4,s 25.5
Lo.o 3.0 32.0 13.0
29.0 17.5 32.0 13.0
3k.5 8.0 37.0 13.0

3.0 40.0 20.0 37.0

8.0 8.0 13.0 L.5
22.0 22.0 28.0 8.5
34.5 34.5 28.0 20.0
40.0 25.5 28.0 37.0
40.0 29.0 h1.0 20.0
22.0 17.5 20.0 20.0
22.0 13.0 4.5 2.0

3.0 34.5 1.0 32.0
43,0 3.0 43,0 L.s
29.0 8.0 41.0 8.5

22.0 4,0
0 0

13.

20'




RANK SCORES ON PLAN AHEAD SCALE
BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS

TABLE IX

163

S1 and Wi S2 and W2
10.0 39.5 Lo.o 29.0
20.0 20.0 18.5 29.0
39.5 20.0 40.0 29.0

2.5 39.5 18.5 29.0
30.5 2.5 40.0 5.5
20.0 20.0 18.5 29.0
39.5 10.0 29.0 18.5
10.0 30.5 11.5 29.0
30.5 10.0 18.5 5.5
20.0 39.5 11.5 40.0
20.0 5.5 29.0 18.5
30.5 10.0 18.5 5.5
30.5 39.5 29.0 29.0

2.5 20.0 1.0 5.5

2.5 10.0 2.0 29.0

5.5 20.0 5.5 11.5
30.5 39.5 4o.o 29.0
10.0 30.5 5.5 11.5
30.5 20.0 11.5 29.0
39.5 39.5 4o.0o 40.0
20.0 39.5 Lo.o 4o.o

20.0 11.5
20.0 18.5




RANK SCORES ON ORDERLINESS SCALE
BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS

TABLE X

164

S1 and Wil S2 and W2
b1.5 b1.5 2.0 32.5
9.0 2.0 21.5 1.0
9.0 34.0 11.5 37.0
1.0 19.5 2.0 11.5
b1.5 13.5 42.0 5.0
19.5 34.0 11.5 29.0
26.0 13.5 21.5 21.5
6.0 13.5 5.0 11.5
34.0 13.5 29.0 11.5
34.0 b1.5 37.0 37.0
b1.5 13.5 42.0 21.5
19.5 26.0 37.0 11.5
34.0 3k4.0 21.5 k2.0
19.5 26.0 21.5 21.5
13.5 26.0 11.5 11.5
6.0 26.0 21.5 21.5
34.0 9.0 37.0 29.0
19.5 3.0 21.5 7.0
34.0 19.5 32.5 21.5
k1.5 26.0 42,0 21.5
26.0 34.0 32.5 32.5
6.0 5.0

L.o 3.0




RANK SCORES ON PERSEVERANCE SCALE
BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS

TABLE XI

165

S1 and Wi S2 and W2
33.0 37.0 43.0 36.0
1.0 20.0 14.0 5.5
7.0 20.0 10.0 23.5
2.5 20.0 1.5 10.0
42,0 7.0 36.0 23.5
37.0 33.0 36.0 3.0
28.5 20.0 29.0 29.0
20.0 33.0 10.0 10.0
20.0 20.0 18.5 18.5
L2.0 28.5 29.0 Lo.s
10.5 7.0 40.5 23.5
42.0 20.0 36.0 5.5
20.0 28.5 14.0 43.0
10.5 28.5 18.5 29.0
7.0 37.0 5.5 36.0
4.0 13.0 10.0 23.5
L2.0 13.0 18.5 18.5
37.0 2.5 5.5 1.5
28.5 20.0 29.0 18.5
13.0 7.0 36.0 29.0
20.0 42,0 29.0 43.0
37.0 36.0
28.5 14.0




RANK SCORES ON EMOTIONAL CONTROL SCALE
BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS

TABLE XII

166

S1 and w1 S2 and w2
31.5 31.5 4.5 30.5
31.5 37.5 b1.5 30.5
12.5 31.5 24,5 19.5
18.5 1.0 6.0 1.0

4.5 31.5 2.0 39.0
41.0 31.5 39.0 3.5
43.0 8.0 43.5 6.0
12.5 k.5 19.5 6.0
25.0 12.5 24,5 10.5
18.5 31.5 30.5 30.5

8.0 18.5 10.5 19.5
Li.o 8.0 L3.5 10.5
hi1.0 8.0 39.0 15.0
18.5 18.5 19.5 36.0
25.0 37.5 24.5 30.5
12.5 25.0 15.0 10.5
25.0 37.5 30.5 24.5
25.0 2.0 19.5 3.5
31.5 bi.o 36.0 30.0
18.5 8.0 30.5 10.5
18.5 37.5 15.0 19.5

18.5 36.0
3.0 10.5




RANK SCORES ON SCHEDULE ACTIVITIES SCALE
BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS

TABLE XIII

167

51 and Wi S2 and W2
25.5 35.0 27.5 32,0
25.5 1.0 7.0 1.5
25.5 35.0 42.0 37.0

8.0 8.0 7.0 3.5
25.5 3.5 27.5% 11.0
17.5 25.5 27.5 15.5
25.5 14.0 27.5 15.5

8.0 25.5 15.5 21.5
35.0 25.5 37.0 37.0
ko.o k3.0 21.5 Ll , 0
35.0 4o.0 - 32.0 37.0
35.0 k3.0 42.0 21.5
17.5 35.0 21.5 11.0

8.0 25.5 7.0 37.0
11.5 3.5 11.0 3.5

3.5 35.0 21.5 15.5
k3.0 25.5 L2.0 37.0
14.0 8.0 7.0 15.5
11.5 25.5 15.5 27.5
14.0 40.0 21.5 37.0
17.5 25.5 7.0 32.0

3.5 1.5
17.5 27.5




TABLE XIV

RANK SCORES ON SELF ASSERTIVE SCALE

BY SUPERIOR PERFORMING AND WEAK

PERFORMING STUDENT ASSISTANTS

168

S1 and Wi S2 and W2
38.5 12.5 30.5 17.0
1.0 2.0 1.0 7.5
20.0 29.0 22.0 17.0
12.5 5.5 30.5 30.5
38.5 12.5 40.0 17.0
20.0 5.5 22.0 7.5
38.5 5.5 4o.o 12.5
8.5 29.0 3.0 22.0
12.5 12.5 7.5 7.5
3.0 8.5 7.5 12.5
5.5 29.0 12.5 30.5
20.0 20.0 22.0 3.0
29.0 38.5 L4o.0 .o
29.0 29.0 30.5 30.5
20.0 38.5 17.0 30.5
38.5 29.0 30.5 7.5
38.5 Ly, 0 30.5 4o.o
20.0 29.0 12.5 Lo.o
20.0 38.5 17.0 4o.0
29.0 20.0 3.0 30.5
38.5 20.0 40.0 30.5
38.5 30.5
12.5 22.0




TABLE XV

RANK SCORES ON SUPPORTIVE OF OTHERS SCALE

BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS

169

S1 and Wi S2 and W2
16.5 16.5 33.0 14.5
23.5 23.5 27.5 27.5
10.0 38.5 14.5 4o.s
b42.5 29.0 14.5 1.0
33.5 29.0 21.5 33.0
33.5 10.0 33.0 21.5
bh.o 10.0 4o.s 3.0
42,5 38.5 4o.5 14.5
16.5 6.0 9.5 6.0
33.5 16.5 40.5 6.0
10.0 16.5 33.0 37.0
38.5 16.5 33.0 9.5
38.5 33.5 21.5 21.5

3.0 10.0 Lo.s 14.5
23.5 29.0 33.0 21.5
23.5 3.0 14.5 27.5
38.5 3.0 40.5 3.0
23.5 23.5 27.5 21.5

6.0 16.5 9.5 9.5

6.0 1.0 i, 0 3.0
38.5 29.0 21.5 6.0

16.5 21.5
0 0

29.

33.




RANK SCORES ON TAKE EADERSHIP SCALE
BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS

TABLE XVI
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S1 and wi S2° and W2
14.5 29.0 4.0 15.0
2.0 21.5 2.0 30.0
9.5 9.5 9.0 L.o
14,5 26.0 15.0 15.0
29.0 5.5 30.0 9.0
21.5 32.0 24.0 15.0
40.0 2.0 42.0 1.0
14.5 26.0 15.0 24.0
32.0 5.5 42.0 19.5
35.5 14.5 30.0 24,0
21.5 2.0 9.0 6.0
32.0 9.5 21.0 9.0
35.5 35.5 36.5 36.5
5.5 14.5 30.0 24.0
35.5 40.0 19.5 36.5
40.5 5.5 42.0 4.0
43,5 40.0 36.5 36.5
26.0 14.5 36.5 15.0
21.5 29.0 30.0 30.0
43.5 21.5 2.0 30.0
40.0 18.0 42.0 2h.0
21.5 15.0
5 0

9.

9.




TABLE XVII

RANK SCORES ON MOVE TOWARD AGGRESSOR SCALE
BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS
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S1 and W1 S2 and W2
27.5 27.5 16.5 28.0
27.5 27.5 28.0 16.5

6.5 16.0 28.0 8.0

6.5 2.5 16.5 2.5
10.5 Lo.o L.,o 39.5
ho.o L.o - 28.0 8.0
10.5 Lo.o 39.5 16.5

6.5 10.5 8.0 39.5
27.5 27.5 28.0 16.5
40.0 27.5 39.5 16.5

6.5 16.0 2.5 8.0
40.0 27.5 39.5 8.0
10.5 4o.0 16.5 16.5
27.5 27.5 28.0 39.5
40.0 40.0 39.5 39.5
16.0 27.5 28.0 28.0
27.5 27.5 39.5 8.0
27.5 2.5 16.5 1.0

1.0 16.0 28.0 39.5
40.0 27.5 28.0 28.0
27.5 16.0 28.0 16.5

0 0
0 .0

16.
16,




RANK SCORES ON MOVE AWAY FROM AGGRESSOR
SCALE BY SUPERIOR PERFORMING AND WEAK

TABLE XVIII

PERFORMING STUDENT ASSISTANTS
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S1 and wi S2 and w2
8.0 4,5 4.5 17.0
14.5 25.5 35.0 35.0
25.5 14.5 12.0 24.0
Lo.5 42.5 24,0 3.0
8.0 33.5 12.5 12.5
33.5 14.5 35.0 17.0
25.5 14.5 24,0 35.0
42,5 40.5 24.0 12.5
4,5 25.5 1.5 24,0
14.5 25.5 4,s 35.0
37.5 37.5 43.0 4.5
14.5 33.5 7.5 35.0
37.5 b.5 24.0 1.5
14.5 14.5 7.5 17.0
4.5 14,5 24,0 12.5
33.5 25.5 24,0 35.0
37.5 2.0 24.0 7.5
8.0 25.5 7.5 4.0
Lh.o 25.5 35.0 4.5
14.5 25.5 24.0 35.0
1.0 25.5 12.5 24.0
25.5 35.0
25.5 35.0




TABLE XIX

RANK SCORES ON MOVE AGAINST AGGRESSOR SCALE

BY SUPERIOR PERFORMING AND WEAK

PERFORMING STUDENT ASSISTANTS
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S1 and W1 S2 and W2
32.5 32.5 15.5 15.5
16.5 8.0 6.0 15.5
38.5 32.5 25.5 33.5
16.5 38.5 25.5 4.0
42.0 2.0 24,5 25.5

2.0 42.0 6.0 33.5
32.5 8.0 6.0 25.5

8.0 8.0 33.5 25.5
32.5 24,5 1.0 15.5
24,5 8.0 37.5 6.0
16.5 16.5 25.5 15.5
16.5 8.0 25.5 15.5
16.5 32.5 37.5 2.5
32.5 16.5 6.0 15.5
32.5 16.5 6.0 25.5

8.0 8.0 6.0 6.0

2.0 38.5 37.5 40.0
24,5 Li,o 6.0 37.5
38.5 24,5 15.5 33.5

8.0 24.5 25.5 6.0
k2.0 2h.5 15.5 23.5

24,5 6.0
5 5

24,

25.




RANK SCORES ON CONCRETE PRACTICAL SCALE
BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS

TABLE XX
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S1 and W1 S2 and W2
b1.0 17.5 40.0 33.5
8.5 3.0 3.0 3.0
23.5 1.0 27.5 Lo.o
12.0 6.5 16.0 3.0
12.0 6.5 27.5 12.0
32.0 23.5 33.5. 21.0
23.5 32.0 27.5 21.0
32.0 3.0 40.0 16.0
32.0 32.0 33.5 40.0
32.5 32.0 21.0 27.5
32.0 17.5 27.5 8.0
1.0 b1.0 33.5 21.0
23.5 17.5 27.5 12.0
12.0 23.5 8.0 8.0
32.0 3.0 40.0 8.0
3.0 32.0 3.0 27.5
k1.0 8.5 Lo.o 16.0
17.5 17.5 21.0 12.0
b1.0 12.0 40.0 16.0
3.0 32.0 3.0 40.0
41,0 17.5 16.0 27.5
12.0 8.0
32.0 40.0




TABLE XXI

RANK SCORES ON SYSTEMATIC METHODICAL SCALE
BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS
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S1 and W1 S2 and W2
23.0 11.5 33.0 21.5
11.5 23.0 21.5 33.0
32.0 32.0 21.5 21.5
11.5 32.0 3.0 21.5
23.0 11.5 33.0 10.0
Lo.o 40.0 41.0 21.5
40.0 3.0 41.0 3.0
32.0 4o.0 33.0 1.0
23.0 23.0 21.5 10.0
32.0 40.0 21.5 33.0
23.0 23.0 33.0 3.0
11.5 11.5 10.0 10.0
23.0 32.0 33.0 21.5
11.5 3.0 10.0 3.0

3.0 11.5 10.0 21.5
23.0 11.5 21.5 21.5
4o.0 11.5 b1.0 10.0
23.0 3.0 10.0 3.0
11.5 40.0 21.5 41.0
40,0 23.0 33.0 41.0
40.0 32.0 bi.0 33.0

11.5 21.5
3.0 10.0




RANK SCORES ON ACT INDEPENDENTLY SCALE
BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS

TABLE XXII
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S1 and Wi S2 and w2
38.5 24,5 34.0 18.0
24,5 2h.5 34.0 34.0
24,5 24,5 2.5 2.5
24,5 24,5 18.0 34.0
12.5 12.5 10.0 34,0
24,5 24,5 18.0 10.0
12.5 1.0 34.0 2.5
12.5 6.5 7.0 34.0
38.5 12.5 34.0 18.0
24,5 2.5 10.0 18.0
24,5 24.5 5.5 34.0
12.5 28.5 34.0 18.0
12.5 6.5 34,0 18.0

6.5 24,5 34,0 18.0
38.5 38.5 34,0 34,0
38.5 24,5 34.0 34,0
38.5 38.5 34.0 34.0

L.o 2.5 10.0 2.5
38.5 2.5 18.0 18.0
38.5 24,5 34.0 18.0
38.5 12.5 10.0 34.0

38.5 34.0
6.5 5.5




TABLE XXIII

RANK SCORES ON WORK AS AN ASSISTANT SCALE
BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS
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S1 and W1 S2 and W2
17.0 4.5 2k.0 10.5
34.5 25.0 L2.0 32.5
3k.5 3b4.5 29.5 39.5
17.0 10.5 32.5 32.5
17.0 4,s 32.5 .5
34.5 34.5 24.0 43.5
25.0 1.5 10.5 17.5
Ll o 34.5 32.5 10.5
34.5 25.0 10.5 17.5
17.0 34.5 32.5 17.5
10.5 25.0 39.5 24.0
25.0 34.5 39.5 32.5

7.0 bi.s 1.5 17.5
10.5 41.5 10.5 10.5
25.0 25.0 24.0 32.5
17.0 1.5 10.5 17.5
17.0 23.0 32.5 32.5
34.5 1.5 4.5 1.5
10.5 10.5 24,0 10.5

b.5 10.5 4.5 b5
25.0 17.0 17.5 24.0

.5 2.0
5

b1,

k3.5




RANK SCORES ON DIRECTIVE LEADERSHIP SCALE
BY SUPERIOR PERFORMING AND WEAK

TABLE XXIV

PERFORMING STUDENT ASSISTANTS

178

S1 and Wi S2 and W2
41.0 16.5 35.5 16.5
1.5 L.s 6.0 8.5
36.0 24,0 26.0 42.5
20.5 3.0 16.5 6.0
36.0 4i1.0 L4o.5 26.0
12.0 12.0 20.5 1.5
36.0 12.0 35.5 20.5
1.5 12.0 3.5 8.5
16.3 27.0 26.0 35.5
43.5 41.0 20.5 31.0
30.5 24.0 16.5 20.5
36.0 30.5 31.0 26.0
27.0 43,5 26.0 39.0
16.5 30.5 12.0 16.5
7.5 7.5 26.0 6.0
12.0 27.0 3.5 35.5
36.0 16.5 42.5 1.5
20.5 36.0 35,5 40.5
20.5 30.5 35.5 26.0
7.5 24,0 12.0 31.0
7.5 36.0 12.0 Ll 0
4.5 12.0
20.5 12.0




TABLE XXV

RANK SCORES ON MOTIVATE BY REWARDS SCALE

BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS
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S1 and Wi S2 and W2
6.0 32.5 17.5 31.0
32.5 32.5 17.5 24.5
23.5 38.5 31.0 17.5
13.5 32.5 3.0 17.5
23.5 13.5 3.0 17.5
38.5 38.5 8.5 31.0
L2.0 32.5 2.5 31.0
32.5 42.0 42.5 38.5
23.5 23.5 17.5 17.5
23.5 6.0 31.0 31.0
3.0 1.5 31.0 8.5
13.5 13.5 8.5 31.0
32.5 1.5 17.5 8.5
6.0 13.5 3.0 17.5
13.5 13.5 8.5 38.5
23.5 23.5 38.5 17.5
38.5 13.5 24.5 31.0
23.5 13.5 3.0 38.5
13.5 6.0 31.0 17.5
L2.0 23.5 2.5 31.0
23.5 6.0 17.5 3.0
32.5 8.5
4,0 L2.5




TABLE XXVI

RANK SCORES ON MOTIVATE BY RESULTS SCALE

BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS
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S1 and Wi S2 and W2
12.5 39.0 7.5 34.0
31.5 23.0 34.0 34,0
23.0 b.5 7.5 3.5
12.5 23.0 24.0 40.0

1.5 12.5 34.0 34,0
23.0 23.0 2h.0 34.0

1.5 12.5 3.5 13.5
39.0 12.5 13.5 24.0
39.0 12.5 24,0 13.5

b,s 23.0 24,0 7.5
23.0 31.5 24.0 24,0
31.5 12.5 40.0 13.5

bh.5 31.5 24,0 13.5
39.0 23.0 L, 0 40.0
L. 0 39.0 4o.0 24,0
31.5 31.5 24.0 24,0
12.5 23.0 3.5 34.0
39.0 12.5 40.0 3.5
31.5 39.0 1.0 13.5
12.5 12.5 13.5 7.5
43,0 31.5 43,0 24,0

12.5 24.0
5 5

L,

13.




RANK SCORES ON SOCIAL INTERACTION SCALE

TABLE XXVII

BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS

181

St and Wl S2 and W2
40.0 40.0 3.5 36.0
32.5 25.0 18.5 36.0
32.5 32.5 14.0 36.0
43.5 2.5 36.0 1.5
14,0 2.5 27.0 3.5

8.0 4o.0 36.0 10.0
14.0 25.0 27.0 10.0

5.5 40.0 18.5 6.0
19.5 14.0 6.0 14.0
25.0 32.5 36.0 18.5
19.5 19.5 6.0 27.0
32.5 10.5 27.0 43,5
32.5 19.5 14.0 36.0
19.5 32.5 22.5 27.0
k3.5 32.5 36.0 22.5
32.5 .o 22.5 1.5
40.0 8.0 36.0 36.0

5.5 19.5 18.5 16.0
32.5 25.0 36.0 36.0

8.0 1.0 10.0 10.0
15.0 14.0 43,5 36.0

14.0 10.0
10.5 22.5




TABLE XXVIII

RANK SCORES ON MECHANICAL ACTIVITIES SCALE

BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS

182

S1 and Wi S2 and W2

6.0 32.5 10.5 30.5
3.0 bi.0 3.0 36.0
41.0 6.0 42,5 6.0
1.0 10.0 1.0 10.5
23.0 32.5 L2.5 23.0
23.0 10.0 16.0 30.5
14.5 23.0 23.0 10.5
10.0 23.0 10.5 16.0
14.5 14.5 23.0 16.0
32.5 14.5 36.0 23.0
23.0 23.0 30.5 10.5
32.5 32.5 30.5 36.0
37.5 37.5 39.5 30.5
37.5 23.0 39.5 23.0
10.0 b1.0 16.0 36.0
10.0 23.0 3.0 23.0
23.0 23.0 23.0 10.5
6.0 3.0 6.0 6.0
13,0 23.0 36.0 23.0
32.5 37.5 L2,5 Lh2.5
32.0 L, o 16.0 30.5
3.0 3.0
0 0

23.

23.
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TABLE XXIX

RANK SCORES ON GROUP PARTICIPATION SCALE
BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS

S1 and Wi S2 and W2
L2.0 35.0 15.5 43.0
28.0 17.5 23.5 10.0
17.5 28.0 34.5 34.5
35.0 2.0 * 34.5 5.0
17.5 35.0 23.5 23.5

5.5 2L.5 23.5 5.0

5.5 35.0 15.5 k3.0
17.5 28.0 40.0 5.0
17.5 35.0 5.0 5.0
17.5 42.0 23.5 15.5
17.5 35.0 15.5 40.0
2k.5 9.5 15.5 23.5
35.0 17.5 23.5 34.5
42,0 28.0 29.0 43,0
17.5 5.5 40.0 1.0
17.5 28.n 29.0 5.0
17.5 2.0 10.0 5.0

9.5 35.0 34.5 3k4.5
L2.0 17.5 23.5 34.5

9.5 5.5 15.5 15.5

9.5 35.0 34.5 15.5

L2,0 10.0
2.0 29.0




TABLE XXX

RANK SCORES ON ACTIVITY-FREQUENT CHANGE SCALE

BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS

184

S1  and Wi S2 and W2
7.5 31.5 2.5 10.5
27.5 31.5 26.0 26.0
20.5 1.5 13.5 2.5
k3.5 38.0 26.0 42.0
20.5 41.0 38.5 34.0
b.s 13.0 7.0 18.5
7.5 9.5 10.5 2.5
35.0 20.5 18.5 26.0
13.0 L.s 7.0 13.5
20.5 .5 18.5 7.0
9.5 20.5 13.5 26.0
20.5 13.0 7.0 34.0
b1.0 27.5 38.5 2.0
3.5 27.5 18.5 34.0
1.0 43.5 26.0 42.0
38.0 20.5 26.0 13.5
20.5 35.0 26.0 38.5
13.0 13.0 7.0 34.0
20.5 13.5 26.0 26.0
35.0 1.5 38.5 26.0
27.5 20.5 34.0 16.0
38.0 L. o
b.5 2.5




RANK SCORES ON JOB CHALLENGE SCALE
BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS

TABLE XXXI
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St and W1 S2 and W2
12.0 16.5 9.5 2h.5
23.5 32.5 32.0 32.0

L,5 2.5 9.5 1.0
16.5 32.5 18.5 39.0
23.5 43,0 32.0 h2.5
12.0 Lo.s 9.5 39.0 .
32.5 32.5 9.5 14,5
23.5 12.0 18.5 24,5
23.5 16.5 24.5 9.5
32.5 8.5 2L, 5 b.5

8.5 6.0 9.5 b.5
32.5 1.0 32.0 2.5
16.5 32.5 32.0 32.0
32.5 23.5 18.5 24,5
23.5 4o.5 14.5 4,0
38.5 38.5 18.5 29.5
32.5 43.0 18.5 b2.5

8.5 2.5 9.5 2.5

8.5 43.0 18.5 39.0
16.5 23.5 32.0 32.0
16.5 32.5 32.0 39.0

23.5 39.0
k.5 9.5




TABLE XXXII

RANK SCORES ON STATUS ATTAINMENT SCALE
BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS
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S1 and Wi S2 and W2
1.5 16.0 3.0 9.5
6.5 16.0 9.5 3.0
27.5 22.5 24,5 9.5
22.5 16.0 24,5 33.0
3.0 27.5 4.0 21.0
27.5 6.5 36.5 9.5
16.0 16.0 16.5 16.5
6.5 11.5 3.0 21.0
6.5 6.5 9.5 16.5
22.5 22.5 30.0 35.0
1.5 22.5 24.5 9.5
16.0 6.5 30.0 16.5
36.0 39.0 16.5 38.0
6.5 38.0 9.5 33.0
33.5 30.5 27.5 3.0
40.5 16.0 41.0 27.5
27.5 42,0 24,5 42.0
40.5 L) 40.0 43.0
36.0 6.5 30.0 3.0
30.5 22.5 33.0 36.5
11.5 33.5 16.5 39.0
32.0 9.5
36.0 21.0




RANK SCORES ON SOCIAL SERVICE SCALE
BY SUPERIOR PERFORMING AND WEAK

TABLE  XXXIII

PERFORMING STUDENT ASSISTANTS

187

S1 and wi S2 and w2
12.5 4o.0 19.5 36.5
31.0 35.0 30.5 30.5
31.0 16.0 24.0 24,0
Lo.o 20.0 30.5 24,0
10.5 35.0 6.0 43.5
25.5 25.5 36.5 16.0
35.0 8.5 11.0 13.0
35.0 Ll o 35.0 16.0
35.0 25.5 30.5 41.0
16.0 6.5 19.5 6.0
25.5 4o.0 30.5 38.5
25.5 40.0 24,0 43.5
25.5 10.5 30.5 13.0

3.0 20.0 9.5 19.5
12.5 6.5 30.5 19.5

2.0 16.0 3.5 3.5
25.5 1.0 9.5 1.0

L.s L,s 6.0 8.0
25.5 16.0 38.5 13.0
31.0 8.5 16.0 2.0
40.0 20.0 41.0 30.5

43,0 41.0
16.0 2L.0




TABLE XXXIV

RANK SCORES ON APPROVAL FROM OTHERS SCALE

BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS
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S1  and Wi S2 and V2
14,5 24.0 8.5 2.5
14.5 18.0 8.5 34.0
14.5 24.0 8.5 34.0
24, 4.5 15.5 8.5

9.5 35.5 1.0 25.5
37.5 24.0 4o.0 8.5
24,0 24,0 19.5 3.0
30.5 9.5 19.5 15.5
18.0 .5 15.5 19.5

L.s 4. o 8.5 42.5
30.5 9.5 25.5 8.5
24,0 39.5 19.5 25.5
37.5 2h.0 L4o.o 42.5
42.0 33.5 25.5 8.5
35.5 2.0 38.0 15.5

9.5 9.5 36.5 25.5
14.5 24,0 4o.0 25.5
42,0 42.0 36.5 Ly, 0
33.5 L,s 31.0 8.5
30.5 30.5 25.5 31.0
18.0 9.5 25.5 8.5

1.0 2.5
5 0

39.

34.




TABLE XXXV

RANK SCORES ON INTELLECTUAL ACHIEVEMENT SCALE

BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS

189

S1 and Wi S2 and W2
34.5 6.5 34.0 13.0
34.5 32.5 37.0 29.5
25.0 25.0 37.0 8.5
10.0 39.5 15.0 33.0
25.0 17.5 21.0 18.5

1.0 25.0 1.0 29.5
17.5 23.0 18.5 15.0
25.0 17.5 27.0 37.0
31.0 25.0 29.5 21.0
13.0 6.5 8.5 8.5
17.5 13.0 24,5 15.0
10.0 3.5 2.5 11.5
30.0 3.5 24,5 5.5
42.5 17.5 2.5 b2.5
25.0 41.0 11.5 40.5
L2.5 37.0 40.5 37.0
25.0 37.0 24.5 15.0
13.0 17.5 29.5 8.5

3.5 44,0 2.5 37.0
39.5 32.5 Ll o 32.0
10.0 8.0 5.5 24,5

37.0 21.0
3.5 4.o




RANK SCORES ON ROLE CONFORMITY SCALE

TABLE XXXVI

BY SUPERIOR PERFORMING AND WEAK
PERFORMING STUDENT ASSISTANTS

190

S1 and Wi 52 and W2
Lo.s 33.0 32.0 39.5
16.5 16.5 16.0 16.0
24.5 33.0 14.0 36.5
20.5 12.5 36.5 5.0

5.5 5.5 8.5 12.5
28.5 33.0 12.5 39.5
20.5 b2.0 39.5 b2.5
12.5 20.5 24,5 8.5
20.5 k3.5 28.5 20.0
43.5 Lo.s 39.5 20.0
28.5 28.5 16.0 35.0
37.5 24,5 Ly, o 20.0

3.0 2k. 5 8.5 8.5
12.5 9.0 24,5 L.o
12.5 33.0 20.0 20.0

8.0 28.5 2.0 28.5
33.0 5.5 28.5 24.5

5.5 1.0 8.5 1.0
24,5 16.5 24.5 34.0

2.0 37.5 3.0 32.0
37.5 37.5 32.0 8.5

10.0 28.5
16.5 42.5
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from The George Washington University, Washington,
D.C., in 1969; enrolled in doctoral program at
Oklahoma State University, 1970; and completed
requirements for the Doctor of Education degree
in July, 1975.

Professional Experience: Residence Hall Adviser, The
George Washington University, 1968-1969; Residence
Hall Director, The George Washington University,
1969-1970; Director of Counseling and Guidance,
Embry-Riddle Aeronautical University, 1972-1974;
Associate Dean of Students, Embry-Riddle
Aeronautical University, 1974-1975.

Professional Membership: Member of American Personnel
and Guidance Association, 1969-1975; member of
American College Personnel Association; 1969-1975;
member of Volusia County Personnel and Guidance
Association, 1973-1975; member of Board of
Directors, Volusia County Mental Health Associa-
tion, 1974-1975; and Treasurer of Board of
Directors, Guidance Center, Incorporated, 1975.





