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ABSTRACT 

Title of Thesis: Effect of a Structured Group Experience on the 
Transition from the Role of College Student to 
the Role of Working Professional 

John Charles Lyons, Master of Arts, 1980 

Thesis directed by: Dr. Nancy K. Schlossberg 
Professor 
Counseling and Services Department 

This study was conducted to investigate the effects of a structured 

group experience on the transition of new college graduates from the role 

of student to worker. Fifty-seven subjects,who were employed in their 

first professional job upon graduating from college,were formed into an 

experimental group of twenty-nine and control group of twenty-eight 

subjects . A needs assessment identified ten behaviors which supervisors 

considered to be indications that a new employee was functioning as a 

worker rather than a learner. A twenty-two item questionnaire was devel­

oped which allowed supervisors to evaluate the degree to which their 

subordinates were performing the ten target behaviors . A second instru­

ment containing seven items was developed which allowed subjects to 

report the degree to which they felt they were performing these behaviors . 

Data were collected from supervisors and subjects using these instruments 

both before and after treatment. Treatment consisted of a workshop 

having two components: 1) the presentation of the ten behaviors which 

supervisors had identified as being desirable, and 2) a structured 

approach to skill mastery which utilized fantasy, planning and problem 

solving. Post-treatment evaluations of subjects by supervisors were 



significantly higher than the corresponding pre-treatment evaluations, 

! (28) = 3.11, E.. < .01, providing support for the hypothesis that a 

structured group experience has a beneficial effect on the transition 

from the role of college student to the role of working professional. 
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INTRODUCTION 

The transition of a neophyte professional from the role of learner 

to worker is important to both the individual and the organization. 

Unsuccessful transitions are costly to organizations in many ways, 

the least expensive being early termination of the employee. Greater 

penalties often result when the employee stays with the organization, 

but is an under-producer or in some cases is counter productive 

(Schein, 1978). 

Many organizations report problems in getting new employees 

"on board. " In 1977, a research and development division at the 

Goddard Space Flight Center experienced 100% turn over in neophyte 

engineers. 1 An attrition rate of 50% among college graduates in a 

first job is not unusual (Kotter, 1973) and this turn over has the 

effect of doubling the initial cost of training a new employee to 

become a worker. Kotter has found that the length of time needed 

to get managerial and technical specialists "on board" varies by a 

factor of five from the fastest to the slowest. This difference in 

adaptation rates is attributable to variables both in the employee 

and in the organization. 

Kotter (1972) reported that many first line supervisors were 

found to lack the skills required to help a new graduate get on board 

in his or her first job experience. A primary skill needed by both 

1 Personal communication with the Director of Engineering. 
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supervisor and employee is the ability to communicate goals and to 

negotiate a viable psychological contract. Development of such a 

contract depends on a supervisor clearly outlining what he or she 

considers to be the main criteria for successful job performance. 

Another important ingredient is accurate feedback to the employee 

about how well he or she is meeting these criteria. Kotter found 

that group experiences assisted new employees in their effort to 

learn the realities of a new organization's environment. Knowledge 

of realities is valuable in establishing behavioral norms and 

boundaries within which a psychological contract can be negotiated. 

A common cause of unsuccessful transitions is inaccurate 

understanding, on the part of the individual, about what constitutes 

professional performance (Schein, 19 78 ). The criteria for profes­

sional performance are usually determi.ned by an employee's 

immediate supervisor. A neophyte ' s first task is to discover what 

behaviors he or she must exhibit, in order to meet these criteria. 

Once they are identified, the next task is to master the skills 

required to perform them . 

McClelland (1966) has developed a training program aimed at 

teaching skill mastery which has been shown to be effective in 

learning behaviors associated with achievement. It focuses on a 

structured approach to learning which is applicable to a wide range 

of objectives . Once a person has mastered the process of skill 
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mastery, he or she can apply it in order to learn to perform any 

behavior or accomplish any task that they choose. 

A major component of this project was to operationally define 

some salient behaviors which are expected by supervisors . This 

was accomplished by a series of interviews with supervisors using 

the critical incident technique (Flanagan, 1954). The behaviors 

which emerged were used as part of the content for a workshop 

whose goal was teaching skill mastery and accelerating the process 

by which a neophyte exhibits professional performance. 

The workshop was structured on a model developed by Weiss 

(1976) for assisting people through important life transitions. The 

content and acitivites have been altered in order to make them more 

appropriate for the transition being examined . 

The subjects were 57 new employees at the Goddard Space Flight 

Center, and were employed in their first professional position upon 

graduation from college. Approximately half of the subjects are 

scientists and engineers and the other half are professional adminis­

trators . Subjects were randomly assigned to two comparison groups. 

One group attended the workshop which consisted of four sessions, 

each two hours in duration . The other group was given a placebo 

treatment consisting of a brief lecture in which the behaviors which 

supervisors have identified as being valuable were presented. A 

questionnaire was designed which measured the degree in which each 
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subject exhibited the desired behaviors . Supervisors completed the 

questionnaire before and after treatment. A second questionnaire 

was designed which measured a subject ' s self-image on the dimension 

of learner-worker . Each subject completed this questionnaire before 

and after treatment . 
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REVIEW OF THE LITERATURE 

This chapter reviews the literature related to the processes by 

which a person makes the transition from the role of college student 

to working professional. The following areas will be addressed: 

o theories of adult development and career development 

o establishing a career 

o transitions 

Theories of Adult Development and Career Development 

The fields of general adult development and career development 

are pertinent to the study of this transition. This review will address 

several major theories which contribute to an understanding of the 

topic. The first three by Erikson (1950), Havighurst ( 1952) and 

Levinson, Darrow, Klein, Levinson, and McKee 0978) are concerned 

with general theories of adult development. The other theories by 

Dalton, Thompson and Price (1979), and Schein (1978) focus more 

specifically on the career development process. Each of the theories 

divides development into sequential stages and identifies a period 

during which entry into the world of work occurs. 

Erikson (1950) has described human development as a series 

of eight sequential adult age stages. While this theory is couched 

in psychodynamic terms, the focus is on psychosocial issues rather 

than biological and sexual growth as Freud had described. Each 

stage is seen as a turning point during which individuals must 

resolve issues with which they are confronted. One's personality 
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and behavior pattern are largely formed by the manner in which the 

issues are resolved . While a specific entry into a career is not 

specified as a major event by Erikson, he does designate the entry 

into early adulthood as beginning at about age twenty. The major 

issue to be resolved at this point is maturation of interpersonal 

relationships and fusion of one's identity with other individuals and 

institutions. If these issues are not satisfactorily resolved, the 

individual tends to become isolated and alienated. S / he is unable to 

give fully of him or herself and avoids the intimacy required for 

successful adult functioning . 

Havighurst ' s (1952 ) theory is based on human learning and states 

that people in modern society are confronted with devel opmental 

tasks throughout their life. Satisfactory progress occurs as one 

learns to master these tasks . Each life stage has unique tasks which 

are associated with it and successful task mastery leads to happiness 

and an opportunity for continued growth. Failure to master tasks 

results in unhappiness, disapproval by society and difficulty in 

learning to perform later tasks. Havighurst identifies six specific 

periods to life, and each period has from six to ten tasks associated 

with it. He states that a task must be mastered at the appropriate 

life stage or it may never be fully accomplished. Tasks can be 

divided into the three categories of biological, cultural and self 

imposed. Although tasks must be mastered at the critical life stage, 

they may re-occur with new aspects at a later time. The initial 
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m astery of the task fa cilitates its being successfully performed a s 

it reappears later in life. 

Levinson et al. (1978) view human developm ent as putting 

together a life structure which is compose d of one's social - cultural 

world, inter - personal r elationships and rol es, and self concepts. 

The life structure is a sequence of stable periods (six to eight years 

long ) and intervening transition periods (four to five years each). 

During a stable period one makes choice s and works on obtaining 

specific goals. In contrast, during a transitional period one ends 

the prior stage life structure and works toward the initiation of a new 

structure. Levinson et al. see transitions as periods of growth 

during which one learns new roles and experiments with new 

relationships. This trial and error process is instrumental in 

modifying an individuals self concept and it is often a c companied 

by "growing pains." It is during the period from a ges 20 to 27 

(labeled "entering the a dult worl d" ) that one assumes the new role 

of worker while abandoning the rol e of student. 

The four major tasks of this period are: forming a "Dream, " 

forming a m entor relationship. forming an occupation. and forming 

love relationships, marriage and family . The first three of the four 

tasks are related to career development which seems to compete 

with the fourth for the person ' s energy. This competition can 

cause later life problems because "Those who betray the Dream 

in their twenties will have to deal later with the consequences" 
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(Levinson et al., 1978, p. 92 ). The best chance for finding personal 

fulfillment is to build a life structure around the Dream in early 

adulthood. Levinson et al. acknowledge that the Dream is an elusive 

concept that may best be understood by its portrayal in mythology and 

literature. It seems to be a vague sense of self-in-the-adult-world; 

a fantasy which generates the energy needed for the planning of a 

life structure. 

Levinson et al. state that one of the most important and complex 

relationships a young person can have is the mentor relationship. 

The mentor is a neophyte's teacher, advisor and sponsor. Again, 

the concept of "mentor" is elusively defined in terms of the character 

and function of the relationship rather than as a formal role with 

prescribed behaviors . 

The next two theories focus exclusively on the career 

development process. Dalton, Thompson and Price 0979) have 

postulated four stages of career development which have not been 

given formal labels . In Stage I an individual acts as an apprentice, 

helping and learning from one or more mentors. In Stage II he or 

she demonstrates competence as an individual. In Stage III he or 

she broadens and acts as a mentor for others . Those in Stage IV 

manage the organization and guide it in new directions. 

It is during Stage I that one assumes a first full time position and 

begins to work on the process of becoming a professional. He or she 

must learn to perform some of the organizations tasks competently 
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and discern which elements of the work are most critical and 

require the greatest attention. He or she must learn how to get 

things done using both the formal and informal channels of communi­

cation. While work activities are usually quite routine. the neophyte 

is best regarded who takes initiative and assumes modest risks in 

finding innovative ways to carry out these activities. 

Dalton et al. (1979) state that the primary role in Stage I is being 

a subordinate. The neophyte must develop a mentor relationship 

and learn how to be a worker by being directed, by trial and error 

corrections. and by observing how the mentor behaves. 

In the process of becoming a subordinate. an individual must 

make a psychological adjustment to accepting directions and to 

involvement in a dependent relationship. This adjustment may be 

difficult for those young adults who have recently successfully 

become independent from their parents. 

Schein (1978) has hypothesized that individuals are simultaneously 

developing along biosocial. familial and career paths. He divides 

life into four stages: adolescence. early adulthood, middle adulthood. 

and late adulthood. Each of these stages contains as many as three 

substages and there seems to be some overlap of activity in adjacent 

stages . Entry into the world of work is designated as a substage 

of adolescence and takes place between ages sixteen and twenty-five. 

However, the sub stage which includes full membership in an early 
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career is part of the early adulthood stage and takes place during 

the a ge range of seventeen to thirty. Somewhere during this period 

a person enters his or her first permanent career job. 

In viewing the transition process associated with this job, Schein 

includes the dynamics which the neophyte's first boss encounters upon 

having this young employee in his or her charge. The interaction 

between supervisors and subordinate is viewed by Schein as a critical 

ingredient in the success of this substage of development. This is 

something of a departure from other theories which tend to view 

the supervisor as a static entity and the employee as a developing 

person. By conceding that organizations do change, the neophyte 

is given some leverage in the important task of negotiating a 

psychological contract with his or her supervisor. 

The theories of general adult development and career 

development which were reviewed have several common elements. 

The most important is the concept of an individual preceding through 

a series of development stages . The successful negotiation of each 

stage requires the completion of developmental tasks or the resolution 

of developmental issues unique to that stage . Satisfactory completion 

of tasks equips one to move to sub sequent stages and usefully employ 

the ski lls which have been accumulated in prior stages . With the 

exception of Dalton et al. (1 979 ), each model associates ranges 

of age with a particular life stage. Erikson (1 950) and Havighurst 

(1952 ) are most general in specifying the age ranges during which a 
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stage may occur. Super (1963) is m uch more specific about the 

limit of age ranges during which a stage is likely to occur. Schein 

0978) and Levinson et al. (1978) allow overlaps in the a ge ranges 

of contiguous stages which sometimes makes it difficult to identify 

in which stage an event is occuring . 

Most m dels include developmental tasks associated with social, 

psy chological and career growth. Erikson (1950) and Havighurst 

0952) and Levinson et al. (1978) focus on social and psy chological 

aspects. Dalton et al. (1979) and Schein (1978) direct greater 

attention to career aspects. There is little differentiation between 

tasks which are related to different sub-populations; the tasks are 

the same regardless of sex, race, education or the lifestyle of the 

individual. 

Campbell et al. (1979) have synthesized other career and 

developmental theories and found that the literature seems to 

indicate that four m a jor phases take place during one's career: 

(1) preparation, (2) establishment, (3) m aintenance and 

(4) retirement. This conceptualization has also been outlined by 

Super and Hall (1978). Campbell et al. go a step beyond other 

theorists in stating that career development stages are not always 

sequential, nonrepeatable and age related. They point out that people 

change jobs in mid-life, enter the work force during late adulthood 

and come out of retirement to start over. Thus an eighteen year old 

obtaining a first job, a thirty -five year old entering the job m a rket 
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for the first tim e, a fifty year old changing jobs and a six ty -fiv e 

year old coming out of retirement are all faced with the tasks 

associated with establishment stage; and it is not unusual that a 

person may go through all of the cy cles outlined by Campbell et al. 

several times during their lives. 

E s tablishing a Career 

Since the topi c of this investigation is the transition associated 

with a first job, the literature review will focus on the establishment 

stage which is when this transition occurs. 

Most theories of adult and career development postulate a life 

stage which can be termed "beyond adolescence, " and describe 

tasks which are performed during that stage. Erikson 0950) states 

that interpersonal intimacy is the major task to be performed. 

Havighurst (1952) lists selecting a mate, adjusting tom rriage, 

and starting a family as the major tasks in this period. Energy to 

perform these tasks must be shared with beginning an occupation 

and competition for one's time and energy during young adulthood 

often causes one or more tasks to be neglected. Levinson et al. 

(19 78) discussed the importance of establishing an occupation during 

the period they have labeled "entering the adult world. " These tasks 

require commitment to an occupation and the modification of 

fantasies as world realities become apparent. 

Campbell et al. (1979) have described neophytes as being naive 

to the complexities of the work environment. They will spend a great 
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deal of time learning the behaviors which are generally grouped under 

the term "working. " This includes the discovery of ways in which 

successful behaviors for the new role of worker and in the new 

environment of working are different from the successful behaviors 

in the role of learner and in the environment of learning. 

Campbell et al. (1979) have identified three tasks which must be 

accomplished to successfully complete entry into the world of work. 

First, they must establish satisfactory relationships with peers and 

supervisors in order to become oriented and adapt to the organiza­

tional environment. Next they must learn the behaviors which are 

required for successful performance of the job, and demonstrate 

mastery of these behaviors to their supervisors. Finally, some 

sort of self assessment must take place in which they determine 

whether the rewards associated with satisfactory job performance 

are up to their expectations, and they must begin considering 

future career planning. 

Other theorists directed their attention exclusively to the career 

development process. In formulating his theory of career develop­

ment Super (1953) has identified the establishment stage as the one 

in which individuals attempt to choose an occupation and establish 

a permanent career. During the establishment phase, individuals 

must perform tasks which employ the skills learned during previous 

stages. The performance of these tasks confirms that the individual , s 
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career choice was a good one; and that the organization has made an 

equally good choice in selecting that person for that job. 

Havighurst (1964) has identified six stages of career develop­

ment. In the fourth stage. "becoming a productive person, " 

individuals master the skills which are required to perform a job 

and which have been learned in a prior stage. Schein (1978) has 

divided work life into nine overlapping stages of career development. 

During the overlapping stages titled "Basic Training" (ages 16-2 5) 

and "Full Membership in Early Career" (ages 17-30) individuals 

assume a full time first job and begin to except the responsibilities 

of that position. They establish relationships with co-workers. 

develop confidence in their ability to perform, and generally "learn 

the ropes" of being a worker. 

The final theory reviewed here is Tiedeman's (1961). It differs 

from the other theories in that it conceives career development as 

a decision making process rather than a series of sequential growth 

experiences. Tiedeman states that the decision making process 

is made up of anticipation and implementation. All of the tasks 

leading up to entry into an occupational field are summed under 

the label, anticipation. Implementation involves the process of 

adjusting to that choice and covers the period during which individ­

uals adjust to the demands of the work environment. They modify 

personal behaviors in order to gain membership in peer groups. 

After this period of becomming acclamated to the organization, the 
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... 

indivi dual fee ls c onfident to exert pr essure for ch ange , r ather than 

continue to totally conform to organiz ational r equirements . This 

process i s similar to Schein's (1978) tasks of learning the r opes 

and learning how to get ahead. 

Transitions 

Weiss (1976)has stated that there are three distinct form s of 

stressful situation. The first is that situation which Lindemann 

0944) has terme d "crisis. " During the course of a cr i sis an 

individual's resources must hastily be sum m one d to cope with 

situation. The m ost notable characteristi c s of a crisis i s that it 

is usually of limited duration, it imposes a ve r y high stre s s upon 

those exposed to it and its onset is quite sudden. Caplan 0965) 

has estimated that a crisis is usually betwe en one and six weeks 

in duration. Weiss (1976) states that a crisis ends by r e turn to a 

pre-existing situation or by a persistent disruption of that situation. 

If the pre - existent situation does not be come re-established. the 

• th 11tr •t· II II se cond form of stressful situation, e ans1 10n or transition 

t II s a ge o ccurs. 

This is a more ex tended period of time during which an individual 

undergoes personal changes and changes in relationships with others. 

Parks (1971) has said that transitions produce intense upset and the 

matter in which they are managed will usually effect the later course 

of a persons life. Unlike a crisis. during a transition one is m ore 

likely to use whatever personal resources are available . Individuals 
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within transition states seem remarkably accessible to being helped 

and for this reason great emphasis should be placed upon providing 

needed assistance during this period. A transition ends with the 

the establishment of a new, stable, life organization and an identity 

which has been modified as a result of the transition process. If the 

new life organization is not sufficient to meet the individuals needs. 

s/he enters what Weiss (1976) terms a "deficit situation." This 

situation may continue for a long time and an individual will 

experience prolonged dissatisfaction and unhappiness for its 

duration. Successful intervention during a transition state will 

result in the deficit situation to be avoided. 

Schlossberg (1978) has developed a model for analyzing human 

adaptation to transition which integrates major aspects of models 

developed by theorists such as Parks. Zill. Libermann. 

Lipman-Blumen, and Lowenthal, Thurnher, and Chiriboga. She 

postulates three major clusters of valuables which influence adap­

tation to all forms of transitions whether it be a new job, a new 

marriage or some personal loss. The clusters are: characteristics 

of the particular transition, characteristics of pre and post-transition 

support systems. and characteristics of the individual. While these 

determinants of outcomes have multiple factors which contribute to 

their particular variability, their sum is what Schlossberg refers to 

as adaptation. In this model she formulates "characteristics of the 

particular transition" as being made up of six factors: role change, 

16 



affect. source, timing, onset, and duration. "Characteristics of 

pre-transition and post-transition support systems" are made up 

of three elements: interpersonal support systems, institutional 

supports, and physical setting. Finally, the "characteristics of the 

individual" are composed of sex, age, state of health, race, socio­

economi.c status, value orientation, psychosocial confidence, and 

previous experience with a transition of a similar nature. 

Kotter (1973) has identified the first job assignment and first 

supervisor as two important variables in the success of what he 

terms "the joining up process. " He states that the first assignment 

should be a combination of training and responsibility for tasks which 

are modest enough to be successfully completed, yet challenging 

enough to provide a feeling of accomplishment for the neophyte. The 

assignment should also provide an opportunity for the new employee 

to meet people, become acquainted with the organization, and 

identify those skills which s / he wants to enhance in order to 

facilitate future growth . No matter how effectively this assignment 

is chosen, its potential for growth will not be attained unless con­

tinous feedback is given to the employee by his or her supervisor. 

For this reason, the first supervisor has a lasting effect on the 

career of an individual. Kotter states that this supervisor should 

have the skills and knowledge needed to help create a sound psycho­

logical contract. S/he should be a good coach and teacher. and 

must be knowledgeable enough about the organization to allow the 
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neophyte to gradually edge into its mainstream. The supervisor 

must perceive that part of their own reward system is based on 

effective management of the new employees joining up process and 

that this function is as important to goals of the organization as 

producing a product. 

Schein (1964) states that the success of a neophyte in a first 

job depends largely on the skills of his or her supervisor and 

recommends that supervisors be specially selected for the training 

and induction of new college graduates to the organization. He 

assumes that the organization bares the primary responsibiltiy for 

helping a new person through the difficult period of adaptation, and 

ineffective supervisors will defeat this process. The new graduate 

is often viewed as too theoretical, idealistic and naive in their 

expectations of the world of work and must be introduced to its 

realities . This may result in what Schein terms "the up-ending" 

experience in which the supervisor sets out to deliberately violate 

the new employees expectations about the organization and his or her 

self image . It can take form of assignment to menial tasks or tasks 

in which failure is inevitable or "dutch uncle talks" in which the 

supervisor attempts to persuade the neophyte that his or her 

expectations have been unrealistically developed by college or 

recruiters . Schein recommends a combination of training and 

work assignments which he terms "integrative strategies. " These 

strategies specify the optimum balance between training and working 
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which is unique to each job. It differs from on the job training in 

that the nature of the training and time dedi cated to it is specifically 

defined, rather than allowing the supervisor to devise a subjectiv e 

mi.x as is often the case in on the job training . 

Hall (1968) stated that a transition may be viewed as the 

modification of one's subidentity . The subidentity is that portion of 

the primary self that is relevant to a particular social role, such as 

the role of worker . Changes in subidentity are affected by some 

salient event which van Gannep (1960) has termed "the rights of 

passage." Hall stated that a transition is composed of the three dis­

creet phases: separation from the original environment, initiation 

from the old role into a new one, and the incorporation for reintegra­

tion into the orginal environment. The initiation phase is a visible 

portion of the process and in his study took the form of the general 

qualifying examinations which candidates for a doctor's degree would 

have to undergo . Hall measured the difference between the student ' s 

self i dentity and perceived rol e of professor, before and after taking 

these examinations. Following the examinations, students perceived 

themselves as being more similar to professors than they had been 

before . Their perceptions of the professor role had not changed 

substantially, but their individual subidentities had changed in a 

way to make them more congruent with the professor role. 

Huntington (1957 ) examined the process by which m e dical students 

began to perceive themselves as doctors . She found that students 
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tend to develop a s elf image which r eflects the image s oth ers have of 

them . Students who felt that their pati en t s as signe d them the rol e of 

phy sician were m ore likely than other students to b egin to think of 

themselves as doctors. Some students performe d pre s cribed m e di cal 

treatment for patients while others were presented with medical 

problem s b y the patients. The latter's s elf image t ended to b e more 

of the phy sician than student. Finally , those students who felt that 

they handled m e dical problems without diffi culty showed that greater 

tendency to develop the professional self image. These findings 

support Schein' s conclusions that i t is i m portant for a neophy te to be 

given assignments which challenge his or her skills, yet which have 

a high probability of resulting in a successful outcome . When such 

opportunities are provided, the new employee begins to develop the 

self image of working professional and the transition from the role 

of college student progresses rapidly . 

Schein (1978) states that a primary function of the first 

supervisor of a new employee is to serve as a role m odel for 

professional behavior. One of the difficulties that may arise from 

this modeling is that the employee begins to learn norm values and 

behaviors which are not useful in latter stages of his or her career. 

Different norms exist at different heirarchial levels within the 

organization. To avoid this problem, an employee should be given 

a broader view of professional values and behaviors which may grow 

and be modified as his or her career progresses. For this reason, 
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the induction and socialization process should be closely monitored 

by the organization. 

Schein (1978) has identified five tasks which individuals must 

perform in order to successfully enter an organization. The first 

task, 1 'accepting reality," is similar to that described by van Mannen. 

The second dealing with resistance to change requires the individual 

to realize the limited effect he or she can have on the organization. 

The third, "learning how to work, " requires that the individual cope 

with too much or too little job definition. The fourth task, "learning 

how to get ahead, 11 m eans that the individual must learn what 

behaviors are considered to be desirable by the organization and 

learn how to perform these behaviors. The final task, 11locating 

one's place in the organization and developing identity, 11 requires 

the employee to enter into a day to day pattern of behaviors which 

are mutually satisfactory to him or her and to the organization. 

Hall (1976) has identified tasks which are required for successful 

entry into an organization. The new employee must establish good 

relationships with his peer group and supervisor. He or she must 

also come to understand the organizational reward structure and 

plan ways in which behaviors can be performed which are likely to 

be rewarded. In addition to becoming socialized, individuals must 

demonstrate confidence in performi.ng their responsibilities. 

Campbell et al. (1979) postulate that two parallel processes 

begin when a new employee is hired. The first is "learning the 
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ropes" (Schein, 1978) or "breaking in and joining up" (van Mannen, 

1975). These phrases describe the tasks of a newcomer to a work 

environment in which he or she has little understanding of job 

responsibilities or the structure of the environment. The second 

process is the organization's learning what attributes and character­

istics the new employee brings to the job . The organization's task is 

to acquaint the employee with the work environment and its formal 

and informal rules and regulations. Van Mannen (1972 ) calls these 

tasks "organizational socialization, " in which a person learns values, 

norms, and behaviors which allows him or her to attain membership. 

Hughes (1958) describes this process as "reality shock" and its 

magnitude depends upon the discrepancy between the new employee's 

expectation and organizational reality . Reality refers to such 

situations as being given more or less challenge on a first assignment 

than had been expected. Van Mannen calls the process of finding 

solutions to these tasks "socialization," because they often involve 

changes in attitude on the part of the employee. 

Several investigators have reported that group experiences are 

valuable in assisting people in transitions in moving toward a more 

stable state . Weiss (1976 ) has developed a group treatment aimed 

at facilitating the transition resulting from marital separation. His 

research indicates the need for three types of hel ping agents to be 

presented in order to maximize success. The first is the "expert" 

who provides cognitive content to the group experience. This 
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allows participants to formulate a scenario of likely occurences 

thats/he may encounter . Another necessary ingredient in a 

successful program is the sharing of experiences by a "veteran. " 

A veteran is a person who has recently completed the transition 

and who can vouch for the validity of the cognitive material as well 

as accurately empathize with the participants' emotional state. 

Finally, membership in a supportive discussion group is required to 

offer " . . . immediate understanding that comes only from being in 

the same boat" (Weiss, 1976, p. 226). The transition situation 

is unlikely to be shared by friends or family. The individual may 

develop a sense of not being a member of the community and social 

isolation can retard the process of transition. 

Hall (1969 ) studied the relationship between success on doctoral 

qualifying examinations and participation in a study group . He 

found a significant correlation between these variables for students 

with low or medium grade point averages. Success in passing the 

examination was positively correlated with self confidence, but not 

group participation for those students with high grade point averages. 

Group activities and workshops have been found to be useful in 

opening communications between employees and their supervisors 

(Kotter, 1972, 1973). Communications stimulate the active 

negotiation of a psychological contract rather than let it evolve by 

chance. Group activities with other new employees are equally 

important because they allow a broader perspective to be developed 
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by the individual on the significance of what's happening . 

Communications between neophytes tend to reduce biases which 

arise from contact with only one supervisor, a particular group. 

or a fortuitous event. New employees may then judge whether 

their experiences are consistent with those of their peer group. 

or whether they represent activities which are unique to a particular 

work environment. 

In summary. the literature from organizational development 

identifies two categories of activities that are important during 

the establishment stage. The first is the process of socialization 

between the individual and the work environment. It includes 

learning the formal and informal rules, and the structure of the 

organization as well as establishing interpersonal relationships 

with peers and supervisor. The second is the development by the 

individual of those behaviors which allow him or her to perform 

satisfactorily on the job and generate confidence on the part of 

the organization that the individual does indeed fit in. Group 

experiences have been shown to aid neophytes in the performance 

of these growth activities. 
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M THODOLOGY 

This study was undertaken in order to determine the effectiveness 

of a structured group experience or workshop on the transition of a 

new college graduate from the role of college student to the role of 

working professional. Fifty-seven subjects were divided into two 

comparison groups. An experimental group of twenty-nine subjects 

participated in a structured group experience and a control group of 

twenty- eight subjects attended a lecture on cognitive content of the 

group experience. The dependent variable, which assessed the out­

come of the treatment. was the subjects' professional performance 

as measured by a behaviorally based appraisal by his or her super­

visor . If supervisors ratings of the experimental group showed 

significant gain in performance, support would be provided for the 

hypothesis that the treatment is valuable in assisting people through 

his transition . 

Subjects 

The subjects for this study consisted of professional employees 

at the Goddard Space Flight Center (GSFC ) who were in their first 

professional full-time position. All but three participants were 

under thirty years of age and all had been employed at GSFC between 

six and thirty months . Each of the subjects was participating in the 

standard orientation program at GSFC entitled the "Professional 

Intern Program 11
• It consists of a series of lectures about the goals . 

m i ssions and projects in which the Center was engaged as well as 

25 



formal training programs at GSFC a nd loca l Universities . T h e 

professional i ntern program i.s variable in l ength and usually lasts 

between three and five years. The subjects in this study repre­

sented the total number who met the criteri a of (1) b eing in a first 

professional job, (2) having between six and thirty m onths tenure, 

and (3) being willing to participate. Only one potential subje ct 

declined to participate in this study. An analysis of the gender 

and professional discipline of the subje cts is shown in Table I. 

Table 1 

Gender and Professional Dis cipline of Subjects 

Group 

E xperimental 

Male 

Female 

Total 

Control 

Male 

Female 

Total 

Dependent Variable 

Technical 

10 

6 

16 

10 

5 

15 

Administrative 

6 

7 

13 

2 

11 

13 

Total 

16 

13 

29 

12 

16 

28 

The dependent variable was defined as the degree to which a 

subject has completed the transition from the role of college student 

to the role of working professional. It is m easured b y the subject ' s 

performance of professional behaviors as reported by a supervisor. 
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In order to identify these behavior s , eight supervisor s were 

interviewed u s ing the criti cal incident technique develope d b y 

F lanagan (1954) (see Appendix A for interview data). The inter­

views resulted in the identification of t en behaviors which were 

deemed b y the supervisors to indicate that a ne w employ e e was 

performing as a professional. A twenty- two item evaluation form 

was devised which measured the de gre e to which an employ ee 

exhibited the professional behaviors (see Appendix B). The first 

sixteen items on this instrument m easure how fr equently the desired 

behaviors were observed and the last six items measure how well 

they were performed. Not all of the b ehaviors could be m easured 

in terms of "how often" and "how well", thus the unequal number of 

items in the two parts . In order to establish content validity for the 

instrument it was reviewed by four trained raters. The behaviors 

which resulted from the original supervisors interviews were refer­

enced to each item on the instrument. A s core of one, two or 

th d • t 11 • t II JI t bl JI ree correspon 1ng o 1naccura e , excep a y accurate , and 

II II d d • I completely a ccurate was awar e for each item . n order to b e 

included in the questionnaire , an item needed to have a total score 

of eight or more. 

A second questionnaire was devised for the purpose of allowing 

subjects to report their self-image on the dimension of learner­

worker (see Appendix C). While the substance of the s even item s 

in this instrument focused on those issues raised in supervisors 
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interviews. it was not behaviorally based as was the case of the 

supervisor's questionnaire. Items were designed to allow subjects to 

report whether they felt they were opera ting in a manner consistent 

with the general performance desired by supervisors. and whether 

they perceived themselves as professionals or trainees. It also 

allowed subjects to report the level of confidence which they 

experienced in performing job duties . 

If scores on this instrument improved for the experimental group 

support would be provided for the hypothesis that the treatment 

assisted people in assuming the role of professional procedures. 

Independent Variable 

The independent variable in this study was a group experience 

structured around the model presented by Weiss (1976 ) and discussed 

in the review of the literature. The major departure from the Weiss 

model was the nature of the information which the "expert" provided. 

The bereaved were told about the variety and intensity of emotional 

reactions they might experience as a result of the loss of a loved 

one . The subjects in this study were given a list of behaviors 

which supervisors had identified as being indicative of professional 

performance.2 Each behavior was described in detail and an 

example was given of how the behavior might be performed in a 

typical job setting. The group discussed each of the behaviors and 

2 
See Appendix D for the treatment manual. 
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subjects were asked to consider ways in which they might have an 

opportunity to exhibit them in their job. 

The main activities undertaken during the workshop were 

adapted from an approach to skill mastery developed by McClelland 

(1965). It employs extensive use of fantasy in order to develop what 

McClelland has termed "achievement motivation. " "Achievement 

motivation" was chosen as a goal of treatment because of its impor­

tant contribution to organizational climate. In three simulated 

business organizations. Litwin and Stringer (1968) found that 

"achievement" climate was more desirable than "power" or 

"affiliation" climates in obtaining organizational goals. The authors 

described organizational climate as being similar to human need 

as conceptualized by McClelland (1953). These studies establish 

a connection between organizational success and an organizational 

climate which stresses achievement thinking and achievement 

behavior by employees. McClelland and Alschuler (1971) reported 

that life management skills can be learned or improved by the use 

of achievement motivation training. Behaviors or skills which super­

visors identified as being professional are vital to professional life 

management, thus the second component of the treatment consisted 

of a workshop in which achievement skills were learned. It was 

hypothesized that once this was learned, subjects would use achieve­

ment mastery to become proficient in learning and exhibiting 

professional behaviors. 
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Procedure 

The experimental procedure began with pretreatment measure­

ments. Evaluation of each subject was performe d by his or her 

supervisor and each subject completed a self-appraisal instrument. 

Treatment consisted of four sessions, each two hours in duration. 

The four sessions took place on consecutive Mondays and Wednesdays 

from 9 :00 a. m. to 11 :00 a. m. Experimental subjects were divided 

into groups of fourteen and fifteen people respectively and the second 

treatment group took place the week after the completion of the first 

treatment group. During the four week period during which treat­

ment groups were being held, the control group was given a placebo 

lecture. They were told that they had been selected to participate 

in a workshop on professional skill development. The goals of the 

workshop were presented as well as some activities. The needs 

assessment procedure was outlined and the ten behaviors, which 

were its outcome, were described and examples given. Every 

attempt was made to provide the control group with the important 

content of the workshop. but not with the group experience. They 

were also told that they were being scheduled for a workshop to be 

held later in the year. Three months after the completion of treat­

ment, all fifty-seven subjects were re-evaluated by supervisors and 

again filled out the self-appraisal forms which they had completed 

before treatment began. 
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Test Statistic 

The statistical analysis employed in this study consisted of a t test 

to determine the difference between the means of two sets of scores. 

Th i s s t atistic was employed to make comparisons for both the super­

visors evaluation and th e subjects self-appraisal. The . 05 level of 

significance was u tilized in this design . 

Design 

X 1 

X 2 

SA = Selection - all Subjects 

Re = Randomi zation - Complete 

Pl = Subject Pre-treatment Se lf-Appra i sa l 

Pz = Subject Pre- t reatment Self-Appraisal 

X1 = Structured Group Experience for Expe r i mental Group 

Xz = Placebo lecture for Control Group 

D1 = Supervisors Post- treatment Evaluation of Subjects 

Dz = Subjects Post-treatment Self-Appraisal 

Null Hypothesis 

Ho: Mean of DlE Mean of PlE = 0 Subscripts: 

Mean of DzE Mean of PzE = 0 E = Treatment Group 

Alternative Hypothesis 

H1: Mean of DlE - Mean of PlE f 0 

Mean of DzE - Mean of PzE t 0 
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RESULTS 

The purpose of this study was to determine if a structured group 

experience would facilitate the transition from the role of college 

student to the role of working professional. A needs assessment was 

performed which resulted in supervisors identifying ten behaviors 

which they considered to be indicative of professional behavior 

(Appendix A). In order to measure employees performance of these 

behaviors, two instruments were devised and administered: (1) a 

supervisor's questionnaire (Appendix B) which was completed by the 

supervisor of each subject and (2) an employee's questionnaire which 

was completed by each subject (Appendix C). 

The needs assessment consisted of interviews with eight super­

visors and resulted in the identification of ten "working professional" 

behaviors. Most supervisors identified only a few behaviors and 

none could specify more than three of the final ten. Table 2 presents 

a matrix of the behaviors and the number of supervisors who 

endorsed them. The behaviors identified are: 

a. Use of terms - using terminology preferred by the group rather 

than accurate but different terminology. 

b. Communicating information - provides detail information about 

his or her part of the job to others within the system. 

c. Questioning - does not accept the conventional wisdom. 

d. High quality products - product has features which were not 

required but which make it more valuable to the user. 

32 



e. Accepts challenges - assume s responsibility for tasks beyond 

scope of his or her job. 

f. Self starting - gathers information from various elements when 

in the system and uses initiative to discover which support 

services can be used in getting the job done. 

g. Risk taking - not affraid to make mistakes when taking on tasks 

for which he or she is not fully qualified. 

h. Concern for interface - insures that the product is completed in 

a form which allowed it to be used most affectively. 

i. Dependability - the product is on time and useful; serves the 

purpose for which it was intended. 

j. Team member - does not object to doing work beneath job status 

in an emergency 

These ten behaviors served as basis for development of both 

m easurement instruments. 

The employee performance questionnaire is a twenty two item 

likert scale . The first sixteen items allow a supervisor to report 

how often a particular behavior was performed and the last six items 

allow the supervisor to report how well a behavior was performed. 

A summary of statistics derived from pre-treatment and post­

treatment supervisor's questionnaires for both control and 

experimental subjects is presented in Table 3. An F test was per­

formed using the . 05 level of significance to determine if homogeneity 

of variance exists between scores from the two groups. The resulting 
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T able 2 

Num ber of Supervisors Who Identified Each B ehavior 

Supervisor 

Behavior l 2 3 4 5 6 7 8 Total 

Use of T erms X 1 

Communicating Information X X X 3 

Questioning X 1 

High Quality Products X 1 

Ac cepts Challenges X 1 

Self Starting X X 2 

Risk Taking X X X 3 

Concern for Interference X 1 

Dependability X X 2 

Team Member X 1 

Table 3 

Summa ry of Descriptive Statistics from the Supervisor's Questionnaire 

Pre - treatment Post-treatment 
Standard Standard 

Group n Mean Deviation n Mean Deviation 

Control 28 87. 3 11. 1 28 90 o l 13. 1 

Experimental 29 80.3 13. 7 29 87.7 14. 3 
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Table 4 

Differences Between Individual Subjects Pre-Treatment and 

Post-Treatment Scores on the Supervisor's Questionnaire 

Group 

Experimental 

Control 

n 

29 

28 

Mean of 
Difference 

7.38 

2.79 

Standard 
Deviation t Significance 

12. 3 3. 17 £ < . 01 

13. 7 1. 05 n.s 

value of F (28, 27) = 1. 52 indicates that property does exist(£_ < . 05). 

Differences between individual subjects pre-treatment and post­

treatment scores are shown in Table 4. The experimental group 

showed a significantly great increase in post-treatment scores, 

_! (28) = 3. 11, £ <. 01 allowing the null hypothesis to be rejected. 

This result provides support for the research hypothesis that a 

structured group experience facilitates the transition from the role 

of college student to working professional. Analysis of the same 

scores for the control group indicated a non- significant increase in 

post-treatment scores, _! (2 7) = 1. 05, indicating that no other agent 

was operating which might have resulted in higher post-treatment 

scores by the experimental group. The difference between the gains 

of the two groups is shown in Table 5. The lack of significance 

(£_ > • 05) between these gains causes support for the research hypoth­

esis to be less conclusive than would be the case if the difference in 

gains were higher. 

35 



Table 5 

Difference Between Experimental and Control Groups' 

Pre-Treatment and Post-Treatment Scores 

Supervisor's Questionnaire 

Mean of Standard 
Group n Difference Deviation t Significance 

Experimental 29 7. 38 12. 3 1. 33 n. s. 

Control 29 2.79 13 . 4 

Employee's Questionnaire 

Mean of Standard 
Group n Difference Deviation t Significance 

Experimental 29 1. 28 3.44 2.3 0 E. < • 05 

Control 25 - 0.64 2.53 

The employee self appraisal questionnaire is a seven item likert 

scale, which allows subjects to report their self image on the 

dimension of learner / worker. A summary of statistics derived from 

pre-treatment and post-treatment scores for both control and exper­

imental subjects is presented in Table 6 and Table 7. Homogeneity 

of variance between scores on comparison groups was verified, 

F (26, 28) = 1. 16, E. < . 05. Differences between individual subjects , 

pre-treatment and post-treatment scores were not significant for the 

experimental group, _! (24 ) ::: 1. 85, E. > . 05. This result indicates that 

subjects in the experimental group did not perceive their employee 
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performance to be more professional after treatment, even though 

this performance was determined to be more professional by super­

visors. Similarily scores by control subjects were not significantly 

different in post- treatment measurements and actually declined 

slightly. These results indicate that nothing in the environment 

seems to be operating which would increase an employee ' s 

perception of being a worker rather than learner. 

Table 6 

Summary of Descriptive Statistics from the Employee Questionnaire 

Pre-treatment Post- treatment 
Standard Standard 

Group n Mean Deviation n Mean Deviation 

Control 27 29.7 2.59 25 28.8 2.75 

Experimental 29 27.9 2.40 29 29.2 3.00 

Table 7 

Differences Between Individual Subject's Pre-Treatment and 

Post-Treatment Scores on the Employee's Questionnaire 

Group n 

Experimental 29 

Control 25 

Mean of 
Difference 

1. 28 

-0.64 
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Standard 
Deviation t Significance 

3.44 1.85 n.s. 

2. 53 -1. 24 n . s. 



Table 8 

Difference Between Experimental and Control Group 

Pre-Treatment Scores 

Exeerimental Groue Control Groue 
Standard Standard 

Instrument n Mean Deviation n Mean Deviation t Significance 

Supervisor's 
Questionnaire 29 80.3 13. 7 28 87.3 11. 1 1. 94 n. s. 

Employee's 
Questionnaire 29 27. 9 2.40 27 29.7 2 . 59 2.65 .E. < • 02 

As shown in Table 8, the means of scores on both instruments were 

higher for the control group, than for the experimental group. This 

difference was not significant in the case of the supervisor question­

naire,_! (55) = 1. 94, E.:::. . 05. However, the control group pre-treatment 

scores were significantly higher than those of the experimental group, 

_! (54) = 2. 65, .E. < . 02. This means that even though supervisors rated 

subjects in both groups in a comparable fashion, subjects in the control 

group perceive themselves as being workers to a greater extent than 

those in the experimental groups. Similar measurements were made 

using post-treatment scores and are shown in Table 9. Supervisors 

evaluations of subjects in both groups improved after treatment and 

this increase was greater for the experimental group than the control 

group. The difference between the scores of the two groups was not 

significant, _! (55) = O. 65, .E. > . 05. Subjects in the experimental 
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Table 9 

Difference Between Experimental and Control Group 

Post-Treatment Scores 

Exeerimental Groue Control Groue 
Standard Standard 

Instrument n Mean Deviation n Mean Deviation i 

Supervisor's 
Questionnaire 29 87.7 14.3 28 90. 1 13. 1 0.65 

Employee ' s 
Questionnaire 29 29 . 2 3.00 25 28.8 2.75 0.50 

Significance 

n. s. 

n . s. 

group rated themself higher on the post-treatment test than those on 

the control group. Scores for subjects in the control group actually 

dropped slightly but the differences between scores in the post­

treatment comparison scores was not significant, _! (54 ) = O. 50, 

E. > . 0 5. However, the gain in scores by the experimental group was 

significantly greater than the decrease in scores by the control group. 

_! (52 ) = 2 . 30, E. < . 05. This suggests that some factor caused pre­

treatment scores on the employee ' s questionnaire to be artificially 

higher than post-treatment scores . One plausible hypothesis is that 

subjects did not fully believe assurances that questionnaire data would 

be kept confidential and attempted to create a favorable self image 

by their pre-treatment responses. A higher level of trust several 

months later may have resulted in responses which were more honest . 

This situation would explain lack of significant gain between pre and 
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post-treatment scores. but a significantly greater gain in scores of 

experimental subjects than those of control subjects. Distributions 

of difference s between pre-treatment and post-treatment scores are 

shown in Figure 1 and Figure 2. 
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Figure 1. Distribution of Difference Between Pre-Treatment and 

Post-Treatment Scores on the Supervisor's Ques tionnaire 
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Figure 2: Distribution of Difference Between Pre-Treatment and 

Post-Treatment Scores on the Employee's Questionnaire 

An important purpose of measuring employees self perceptions 

is to determine whether they are consistent with the evaluation of 

their supervisors. This was accomplished by correlating each 

subject' s score on the two questionnaires and the results are shown 

in Table 10 . Pre-treatment scores for control subjects on the two 

instruments were not significantly correlated. E. (26 ) = . 12, E > • 05 

and post-treatment scores for this group on the two instruments 

were a l so not significantly correlated, E. (24) = . 16 • .e.> . 05. 

Correlations between experimental subject ' s scores on the two 

instruments were significant on the pre-treatment measurement 

E. (28 ) = . 45, E. < . 02. Correlation between experiment subject's 
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scores on the two questionnaires were also significant on post­

treatment measurements, !. (28) = . 48, E. < . 01. These results 

indicate that correlations of individuals scores on both instruments 

were initially significant for the experimental but not the control 

group and this significance was retained after treatment. There 

is no clue in the data which would explain the dissimilar correlations 

between the experimental and control group subjects. 

Group 

Table 10 

Correlation Between Individual Subject's Scores 

on the Supervisor's and Employee's Questionnaire 

Pre-treatment Post-treatment 
n J: Significance n r Significance 

Experimental 29 . 45 E. < . 02 29 . 48 E. <. 01 

Control 27 . 12 n . s. 25 . 16 n. s. 

The validity of any measurement is limited by the reliability of 

the measurement instrument. For this reason, correlations between 

pre-treatment and post-treatment measurements on the control 

group were calculated. These calculations indicated that a moderate 

test-retest reliability exists for the supervisors questionnaire, 

E. (28) = • 38, E. < . 05. The employees questionnaire demonstrated a 

moderate to high test-retest reliability, E. (24) = . 55, E. <. 01. While 

these correlations imply only moderate test reliability, they seem to 
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be acceptable for the types of measurements being conducted. The 

data are presented in Table 11. 

Table 11 

Correlation Betwenn Pre-Treatment and Post-Treatment 

Measurement on the Control Group 

Instrument n r Significance 

Supervisor's 29 . 38 £ < . 05 
Que stionnaire 

Employee's 25 . 55 £ <. 01 
Questionnaire 

Table 12 

Item Analysis of the Supervisor's Questionnaire 

Part I Part II 

Item Correlation Item Correlation Item Correlation 

2 . 515 10 . 582 1 . 738 

3 . 657 11 . 504 2 . 775 

4 . 764 12 . 602 3 . 701 

5 . 62 3 13 . 694 4 . 628 

6 . 616 14 . 505 5 . 698 

7 . 694 15 .660 6 . 740 

8 .755 16 . 598 

9 . 573 17 . 694 
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An item analysis was performed on the Supervisor's Question­

naire and the results are shown in Table 12. Correlations between 

scores on individual items and the total score on the instrument 

yielded values between . 504 and . 775. Correlations on Part II of 

the questionnaire were generally greater than on Part I, indicating 

a higher reliability in measuring "how well" a behavior was per­

formed than "how often" it was exhibited. The instrument seems to 

have an acceptable internal reliability with an alpha coefficient of 

!. == . 931. This statistic and the item analysis indicate that no 

changes are needed in the Supervisor's Questionnaire. 

Table 13 

Attrition of Employees Who Participated in the Program 

Number at the Program's Start 

Number Employed Six Months 
Later 

Loss 

Experimental Group Control Group_ 

29 

26 

3 

28 

26 

2 

One indicator of the success with which individuals negotiate the 

transition from learner to worker is the attrition rate of new employ­

ees . During the five months from the initial taking of data to final 

data gathering five subjects voluntarily separated from the organiza­

tion. Three of these subjects were in the experimental group and two 

were in the control group . These data are summarized in Table 13 . 
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Summary 

The results of data analysis indicate that we may reject the null 

hypothesis and conclude that a structured group experience will 

facilitate the transition of a person from the role of college student 

to working professional. Supervisors of subjects in the experimental 

group rated employees significantly higher after treatment and no 

significant increase in supervisors rating appeared for the control 

group during the same period. There was no significant increase in 

post-treatment scores on the employees questionnaire in either the 

experimental or control groups indicating that there is no support 

for the hypothesis that the treatment caused subjects to perceive 

themselves more as workers than learners . Significant correlations 

were found between subjects scores on both questionnaires in the 

experimental group indicating that some agreement exist between 

a supervisor and subordinate' s perception of the individual as a 

worker . This was not true for correlations of the scores on the two 

instruments for the control group . No clue exists in the data to 

explain this discrepancy between the two groups on this dimension. 
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DISCUSSION 

It is apparent from the statistical analysis that post-treatment 

scores in the experimental group increased significantly on the 

supervisors questionnaire and that the increase in post-treatment 

scores among control group subjects was not significant. These 

results allow us to reject the null hypothesis and ac cept the research 

hypothesis that a structured group experience has a beneficial affect 

on the transition being studied. In order to determine how confident 

we may be in rejecting the null, we must discuss the following 

factors in this study: 

o Adequacy of the instruments 

o Adequacy of the measurement process 

o Efficacy of treatment 

Adequacy of the Instruments 

The development of instruments was carried out in two phases: 

(1) conducting a needs assessment, and (2) developing questionnaires 

which accurately reflect the results of the needs assessment. The 

accomplishment of a valid needs assessment was a vital first step in 

the development of instruments. Since the criteria for change was 

based on supervisors evaluation of an employees performance of 

professional behaviors, it was imperative that valid behaviors be 

identified. The critical incident technique served as an excellent 

vehicle for this purpose . Interviews with eight supervisors not 

only resulted in the identification of ten desirable behaviors, but 
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seems to have exhausted the list of important b ehaviors which the 

interviewees could identify. As the interview progres sed it became 

evident that the same behaviors were being repeated and that it 

was unlikely that new behaviors would be identified which could be 

endorsed by a consensus of supervisors. The repetitive identifi­

cation of desirable behaviors added confidence to the validity of the 

list. Later, in explaining the program to supervisors of employees 

who would serve as subjects, no additions were suggested for the 

list although some supervisors objected to some of the ten items. 

This objection was usually based on a conflict with the supervisors 

own personal standards of professional behavior. Items such as 

"dependability" and "risk taking" seem to be contradictory unless 

the circumstances in which each of the behaviors performed were 

more specifically described. Perhaps the highest testament to the 

validity of the list was the comment by several supervisors that 

" ... this list is just common sense; the sort of thing that all 

supervisors use without being told to use. " This endorsement was 

very important in obtaining cooperation of supervisors in the pro­

gram. Without it the problems sighted in the "adequacy of the 

measurement" section might have been impossible to overcome. 

Although both the supervisor and employees questionnaires were 

used to measure change in subjects, the main affect to be tested was 

the supervisors evaluation of employee performance. The employees 

questionnaire was used to assess the amount of agreement between a 
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subject's perception of his or her performance, and the supervisor's 

assessment of that performance. For this reason discussion will 

focus on the supervisors questionnaire. As described earlier, the 

items on the supervisors questionnaire were devised around ten 

behaviors which resulted from the needs assessment. Although the 

ten behaviors represent a valid collage of criteria which supervisors 

as a group felt represent professional behavior, individual super­

visors placed importance on just a few of these. This caused many 

supervisors to give evaluations using constructs on which they place 

little value or on which they had fuzzy operational definition. The 

intellectual non-investment in these low priority behaviors made it 

difficult to obtain either reliable or valid responses to these items. 

Although one of the objectives of treatment was to generalize skill 

mastery to all forms of achievement endeavor, the focus of treatment 

on developing one specific behavior made it unlikely that dramatic 

improvement in the other nine would occur and would be reflected in 

the supervisors evaluation. It is also possible that a subject may 

have chosen a behavior which was not highly valued by his or her 

supervisor. Lack of common values between supervisor and subject 

would make it doubtful that improvement in the target behavior would 

be reflected in the supervisors performance appraisal. 

To overcome these drawbacks, there should be some agreement 

between supervisor and subordinate on a particular behavioral 

accomplishment which they both value and agree will contribute to 
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the employee's performance as a professional. After mutual 

agreement on goals. some form of measurement should be employed 

which focuses on the specific behavior to be mastered rather than on 

gain attributal to more general performance improvement, as is the 

case in the present instrument. The statistically significant results 

obtained using the supervisors questionnaire suggest that treatment 

was highly affective in spite the limitations of the instrument. Test­

retest reliability on the supervisors questionnaire is moderately low 

even though statistical significance exists, E. < . 05. It is likely that 

a more reliable instrument would have provided stronger evidence 

of the efficacy of treatment. 

Adequacy of the Measurement Process 

The primary measurement in the study was the behavior of 

supervisors in completing questionnaires on employee performance. 

The supervisor's perception of employees performance can only be 

inferred from their responses on a questionnaire. For this reason 

it is valuable to consider any factors which may have caused these 

responses to produce errors of measurements . The manner in 

which one becomes a supervisor at GSFC is usually by demonstrating 

outstanding accomplishments in one's professional discipline and 

showing that he or she can be relied upon to get a job done well. 

Once these professional qualities are recognized, a person is given 

assistants and then subordinates in carrying out ever more complex 

tasks. During this process GSFC provides training in managerial 
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skills in order to equip the neophytes' supervisor to perform the new 

role which is being learned. The reward system for supervisors at 

GSFC is based heavily in favor of productivity, rather than personnel 

management. While each supervisor prides him or herself as being 

a good manager, great value is placed on being a "natural leader" 

rather than the product of formal manageme nt training. This climate 

provides a number of difficulties for an outsider who is attempting to 

implement a program to enhance employee productivity. Many 

supervisors consider the training provided by others to be a threat 

to their autonomy. They feel that their job is to mold a neophyte in 

their own image and they are concerned that this objective may be 

undermined by other people. This is particularly true of supervisors 

who believe that good leaders are born not made. They often exhibit 

a hostility toward the social sciences which interferes with their 

ability to cooperate in personnel development programs. Another 

difficulty in the m easurement process was distaste on the part of 

some supervisors for formal personnel evaluations and evaluation 

systems. Many feel that they have a personal set of employee evalu­

ation criteria and doubt the usefulness of evaluation systems imposed 

upon them by the organization. Some have had unpleasant experi-

ences as a result of giving employees unfavorable evaluations and 

would rather not be involved in what could be a distasteful situation. 

Even though assurance had been given that evaluations would be 

confidential, some people were able to sight examples of ways in 
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which confidential personnel matters had been violated in the past 

and did not want to take the risk that this might happen again. Some 

supervisors may have resolved the dilemma of not wanting to 

participate in the program, yet not wanting to decline, by giving 

employees unusually favorable evaluations. This response allowed 

them to hedge the possibility that their evaluations might not be con­

fidential and was a convenient way to address the dilemma of using 

performance criteria which they did not personally endorse. 

Another limitation of the measurement process arose from the 

training activities. The intent of treatment was to have subjects 

choose a behavior which supervisors had identified as being indica­

tive of professional performance. However, a minority of subjects 

insisted on choosing a behavior which had not been identified by 

supervisors, but which they felt were more relevant to their job 

setting. Since the supervisor's questionnaire was designed to only 

measure change in the target behaviors, it could not detect a change 

in other behaviors. Attempts to replicate this investigation should 

acknowledge some subjects' need to select a target behavior which 

is unique and the measurement process must be flexible enough to be 

valid for any behavior which is chosen. This could be accomplished 

by a process in which supervisor and subject agree upon a target 

behavior and define some objective measurement criteria before 

treatment. 
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These problems probably introduced measurement errors which 

made statistical results appear to be less significant. It is likely 

that a more valid instrument. and less error prone measuring 

process would cause the results of treatment to be more significant 

than were indicated by the present program. 

Efficacy of Treatment 

In spite of the flaws in measurement, it is evident that the 

program had beneficial results for the subjects in the experimental 

group. Members of this group were given higher performance 

evaluation than those in the control group, indicating that their 

supervisor considered them to be operating on a more professional 

level. Correlations of scores on the supervisors and employees 

questionnaires indicate a significant positive correlation between 

supervisors performance evaluation and subjects self-perception 

for both the pre-treatment and post-treatment measurements. 

Unfortunately. the same measurements on the control group 

yielded nonsignificant results before and after treatment. These 

discrepancies in scores indicate that some difference existed between 

the comparison groups before treatment. The control group pre­

treatment scores on the supervisors questionnaire were higher than 

those of the experimental group. but not significantly higher. 

However. control group scores on the employees questionnaire were 

significantly higher than those of the experimental group before 

treatment. While the differences provide concern for the adequacy 

52 



treatment. While the differences provide concern for the adequacy 

of control in the experiment, they do not explain pre - treatment 

differences in instrument correlation between the two groups. The 

most likely explanation for this situation is that an improbable 

distribution of subjects caused those whose scores were more highly 

correlated to fall into the experimental group and those whose scores 

were less highly correlated to fall into the control group. This 

situation indicates that treatment cannot be claimed to increase the 

agreement between supervisor and subordinate on the level of the 

subordinates professional functioning. 

There is reason to believe that the group experience resulted in 

a socialization process with beneficial aspects. Subjects tended to 

think of themselves as technical or administrative employees and had 

developed a number of myths and stereotypes about those in different 

disciplines which were dispelled as a result of being in the group. 

Members of each disciplined incorrectly believed that m erit promo­

tions were more numerous in other fields. After some discussion 

on this topic a sense of total group cohesiveness developed and 

members began complaining about the entire pay system rather 

than favoritism shown toward some by the system. 

Technical people traditionally experience frustration over delays 

in the procurement system and direct hostility toward procurement 

officers. After a discussion of problems experienced by everyone 

engaged in the procurement process. hostility seemed to shift away 
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from the people who must follow procurement regulations and was 

redirected toward the organization which makes the regulations. 

On a personal level, an accountant offered to help an engineer with 

advice on tax shelters, and a mathematician offered to give assis­

tance to a management analyst with math problems in a graduate 

course in economics. 

As a feeling of trust began to develop, some members felt that 

the environment was a safe one in which to share anxiety. One 

engineer initially questioned his participation in the program. 

claiming that his job performance was outstanding in every way. 

His only complaint was that superiors would edit his technical 

reports so extensive that he could not recognize them. At the end 

of treatment he acknowledged that his writing skills were poor and 

planned to enroll in a course on technical writing. Several subjects 

talked about problems that they have encountered with supervisors 

and were told that the supervisor was at fault. These experiences 

seem to be valuable in helping subjects negotiate the "reality shock" 

and provided insight into environments in other disciplines which 

many senior people never develop. The mutual sharing of experi­

ences, both good and bad, provide a valuable basis on which an 

individual may negotiate a psychological contract with his or her 

supervisor. 

The positive results which were observed as a result of this 

treatment are attributable to different parts of the three component 

54 



structure. The first of these components is the cluster of behaviors 

or critical incidents which were obtained by interviews with super­

visors. New employees are highly motivated to succeed in a first 

job and will dedicate their energy to those activities which seem to 

make success likely. An employee's task is to identify the activities 

or behaviors which supervisors value and then learn how to perform 

these activities. The critical incident technique made the important 

contribution of providing criteria upon which supervisors measure 

success. Once these criteria were identified, subjects were able to 

make an investment in the workshop because they perceived a payoff 

if they could master the skills and behaviors needed for success. 

The contribution of the second component of the workshop, 

achievement motivation, was to provide a way in which participants 

could master the skills needed to perform the behaviors which had 

been identified by the critical incident interviews. The fact that 

achievement motivation has been demonstrated to be affective in 

problem solving and structured approaches to goal attainment. 

reinforced the participants investment in the process. The step by 

step nature of the process coupled with the guidance of an "expert" 

and shared experience with peers provided an environment of support 

which facilitated a commitment to work . 

The final component of this workshop, which identifies it as an 

experience for those in transition rather than a traditional educational 

experience, is the structure which was patterned after the Weiss 
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model. The "expert" provided information which was valuable to 

participants and lent credibility to the experience, thus inviting their 

participation. The primary function of the veteran was to provide 

validation for the information which was provided by the expert. 

The veteran was able to say "I have had these experiences and can 

vouche for the accuracy of the information which is being given to 

you." He or she also provides a calming assurance that those 

events and feelings being experienced by neophytes are normal and 

should be looked upon with curiosity but not alarm. Peer support of 

fellow subjects provides a "here and now" quality to the experiences 

that the veteran can talk about is but is not currently encountering. 

As organizational climates change, the challenges to new employees 

also change and the timeliness of peer support is most important. 

Part of the process of becoming a professional is to abandon the 

urge to compete with ones peers that often develops for successful 

college students and to begin the art of cooperation with colleagues 

which is the hallmark of a successful professional. The peer 

support component of the Weiss m del encourages the socialization 

which results in cooperative rather than competitive interactions. 

In summary, the three components of treatment combined to provide 

an experience which is informative, challenging and reassuring to 

the new employee. The workshop points a direction to follow for 

success and gives a road map to show the way. 
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G eneraliza tion of Findings to Other Populations 

In discussing the generalization of these results to other 

populations, it is useful to consider the three components of transi­

tions postulated by Schlossberg (1978): (1) characteristics of the 

transition, (2) characteristics of the environment, and (3) character­

istics of the individual. 

The variety of transition for which this treatment might be useful 

seems quite broad. The treatment model was originally developed 

for individuals who were grieving over the loss of a mate but has 

been shown to be effective in this study for those beginning a profes­

sional career. Positive results in these two dissimilar transitions 

suggest a wide range of applications, for which the model might be 

effective. If the goals and content of treatment were made compatible 

with the needs of each new population, this treatment would be 

appropriate for many transitions associated with career change and 

career development. 

In discussing different environments for which the treatment 

might be useful, it is important to consider the nature of the 

post-treatment climate . If we use McClelland' s model to identify 

three categories of nee ds; achievement, affiliation, and power, 

treatment should be consistent with the dominant need associated 

with the new role being learned. Weiss' treatment for the berieved 

address the need for affiliation while this study used achievement as 

a basis for activities which the group carried out. Group activities 
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must foster growth in those behaviors which are unique to the 

particular transition. For this reason, the treatment in this study 

should be considered for those transitions which are related to 

achieving goals and for learning goal attainme nt behavior . The 

specific behaviors to be developed would vary with each new 

environment, but the structure and the procedures could remain 

in tact. 

In considering the types of individuals who might benefit from 

this form of treatment, one should review the data which are 

available. This study found that young college graduates were aided 

by this program in the transition from student to worker. Weiss 

found that a program with the same structure (but different content) 

was useful in helping people adjust to the loss of a mate. The 

success of this model with two very different populations suggest 

that it might be useful for other populations and that the more 

similar the population to those for which success was demonstrated, 

the more likely that beneficial results will be obtained. In summ ry, 

the Weiss model gives promise of being useful for a wide variety of 

transitions, the structure of the model need not be altered but the 

content and group activities must be tailored to the specific needs 

of each population. 

Implications for Program Development and Further Research 

There are a number of incentives to encourage an organization to 

adopt a program such as this. As the literature reviewed described, 
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two important ingredients in the process of a neophyte's "getting on 

board" are the socialization of the employee to the organization in a 

way which will allow him or her to learn the skills of being a worker. 

and the communication of how well the employee is succeeding in the 

attainme nt of this goal. This program provides an opportunity for an 

organization, through its supervisors, to establish criteria which 

workers must meet in order to be produ ctive. The program can 

enable those workers who are "good fits" to focus on skills which will 

be most valuable to their employer and to their career. Those em­

ployees who are not immediately compatible with the organization can 

be identified early in the process and remedial efforts can be m a de to 

alter the employees behavior or allow the organization to change in a 

way that will allow the employee to become productive. The present 

program is likely to be more successful if some form of goal attain­

ment scaling is used in conjunction with the present workshop format. 

This will allow each supervisor to clarify what criteria he or she 

believes are needed for employees success and clarification will 

speed up the negotiation of a psychological contract with the employee. 

In addition to this negotiation, the explicitly defined criteria for 

success will provide an opportunity for employees to monitor their 

progress toward behavioral goals and professional performance. 

The results of this investigation allow several suggestions for 

further research to be formulated. First. the treatment program 

should be tested to determine its value as an aid to other career 
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transitions. Its efficacy should be assessed for those making the 

transition from one organization to another; for those affected by 

internal institutional reorganizations; and for those moving to new 

jobs within the same organization. Second, the program should be 

tried for people having various amounts of education as well as 

those of different ages and of different life stages. Its usefulness 

for middle age people entering the work force for the first time, 

as well as those starting careers should be investigated. Finally, 

a more sensitive method of measuring change should be developed. 

Some form of goal attainment scaling which focuses on a particular 

behavior which a supervisor and subordinate agree upon, might 

produce more valid measurement of change than the present 

instruments. This approach would eliminate the problem of 

evaluations being made which employ criteria not endorsed by 

the supervisor and not worked on by the subject. 
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CRITICAL INCIDENT FORMAT 

A. Think of a time when you observed a new employee performing a 
task which is usually performed by an experienced professional 
in the employee's field. 

1. What were the general circumstances leading up to this incident? 

Was asked to perform a financial analysis. 

2. Exactly what did this person do which demonstrated professional 
behavior? 

She gathered information and made analysis without needinq 

advice or referrals to proper people within the system . 

Was a se l f starter. 

3. How might a trainee have behaved in a similar circumstance which 
would have indicated less than professional behavior? 

Asked for procedure and direction . 

4. What was the employee's job role? Financial Analyst 

5. How long had the employee been on this job? 6 months 
----- -----
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B. Think of a time when you observed a new employee performing a task 
in a manner which indicated to you that the employee was in a 
"learning" rather than "producing" mode. 

1. What were the general circumstances leading up to the incident? 

He was asked to do a job and did not qo beyond the 

boundaries of his own area of responsibility. 

2. Exactly what did the person do which demonstrated "learning" 
rather than "producing" behavior? 

Person did not understand the organization well enouqh 

to implement the ideas which he came up with. 

3. What behavior might the person have exhibited in order to make 
you feel that she/he was performing on a professional level? 

Find out who in the organization could help him im~lement 

ideas. 

4. What was the employee's job role? Financial Analyst ------------"----~ 
5. How long had the employee been on the job? 2 years --~-------
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CRITICAL INCIDENT FORMAT 

A. Think of a time when you observed a new employee performing a 
task which is usually performed by an experienced professional 
in the employee's field. 

1. What were the general circumstances leading up to this incident? 

A business emergency arises and subject is asked to do a job 

for which s/he is not qualified totally. 

2. Exactly what did this person do which demonstrated profes s ional 
behavior? 

Subject produces product which meets specs and is on time. 

3. How might a trainee have behaved in a similar circumstance which 
would have indicated less than profes s ional behavior? 

Subject continually asks for direction. Says that the task 

is beneath his status level. 

4. What was the employee's job role? Personnel Officer Trainee 

5. How long had the employee been on this job? 6 months ---------
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B. Think of a time when you observed a new employee performing a task 
in a manner which indicated to you that the employee was in a 
"learning" rather than "producing" mode. 

1. What were the general circumstances leading up to the incident? 

Person was asked to help in a pinch and help qroup meet a 

task schedule. 

2. Exactly what did the person do which demonstrated "learning" 
rather than "producing" behavior? 

Person complained that the work was beneath her/him and 

wanted more sophisticated assignments. 

3. What behavior might the person have exhibited in order to make 
you feel that she/he was performing on a professional level? 

Do undesirable work and ask for more challenge when task 

is successfully completed. 

4. What was the employee's job role? ---------- ----
5. How long had the employee been on the job? _________ _ 
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CRITICAL INCIDENT FORMAT 

A. Think of a time when you observed a new emp loye e performing a 
ta sk which is usually performed by an experienced professional 
in the employee's field. 

1. What were the general circumstances leading up to thi s incident? 

The new employee was asked to look into the design and testing 

of a modification to part of an instrumentation system. 

2. Exactly what did this person do which demonstrated professional 
behavior? 

His proposed design, in addition to performing the obvious 

basic functions required, was compatible with all interfaces _ 

noise to others, power, loading , etc. 

3. How might a trainee have behaved in a similar circumstance which 
would have indicated le ss than profes s ional behavior? 

Proposed a design performing the basic functions required 

but not being completely compatible with other parts of the 

system. 

4. What wa s the employee's job rol e? Jr. Engineer 

5. How long had the employee been on thi s job? 6 months ---------
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B. Think of a time when you observed a new employee performing a task 
in a manner which indicated to you that the employee was in a 
"learning" rather than "producing" mode. 

1. What were the general circumstances leading up to the incident? 

The new employee was asked to design an amplifier. 

2. Exactly what did the person do which demonstrated "learning" 
rather than "producing" behavior? 

The designed amplifier loaded down the followin0 stages. 

He had not considered the loading at the following stages 

under realistic conditions. 

3. What behavior might the person have exhibited in order to make 
you feel that she/he was performing on a professional level? 

Checked out design under realistic conditions. 

4. What was the employee's job role? Jr. Engineer 

5. How long had the employee been on the job? 3 months 
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CRITICAL INCIDENT FORMAT 

A. Think of a time when you observed a new employee performing a 
task which is usually performed by an experienced professional 
in the employee's field. 

1. What were the general circumstances leading up to this incident? 

A senior person left and there was no one to do the work . 

He volunteered to take on the task . 

2. Exactly what did this person do which demonstrated professional 
behavior? 

Assumed responsibility for a task which was abandoned by a 

higher grade person and completed job satisfactorily. 

3. How might a trainee have behaved in a similar circumstance which 
would have indicated less than professional behavior? 

He would have avoided taking on the work, 

4. What was the employee's job rol e? Jr. Engineer 

5. How long had the employee been on this job? 2 years 
-----"-------
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B. Think of a time when you observed a new employee performing a task 
in a manner which indicated to you that the employee was in a 
"learning" rather than "producing" mode. 

1. What were the general circumstances leading up to the incident? 

A new task presented itself and it was offered to the 

employee. 

2. Exactly what did the person do which demonstrated "learning" 
rather than "producing" behavior? 

He avoided taking on a new responsibility by claiming 

that he was too busy. He aopea red to be frightened . 

He could only do one thing at a time. 

3. What behavior might the person have exhibited in order to make 
you feel that she/he was performing on a professional level? 

.l\ssume continuously increasing responsibility and task 

difficulty. 

4. What was the employee's job role? Jr. Engineer 
---------- ----

5. How long had the employee been on the job? ----------
2 yea rs 
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CRITICAL INCIDENT FORMAT 

A. Think of a time when you observed a new employee performing a 
task which is usually performed by an experienced professional 
in the employee's field. 

1. What were the general circumstances leading up to this incident? 

Someone with a contiguous function asked for information 

in order to affect his performance of his own job. 

2. Exactly what did this person do which demonstrated professional 
behavior? 

Provides expert information about his job which is unique 

and needed by others. Considers the effect which his box 

has on the whole system. 

3. How might a trainee have behaved in a similar circumstance which 
would have indicated less than professional behavior? 

Does mostly listening and asks for information rather than 

contributing information. 

4. What was the employee's job role? Jr . Engineer 

5. How long had the employee been on this job? 1 year. ------ ----
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B. Think of a time when you observed a new employee performing a task 
in a manner which indicated to you that the employee was in a 
"learning" rather than "producing" mode. 

1. What were the general circumstances leading up to the incident? 

Wants to discuss technical aspects of the job . 

2. Exactly what did the per son do which demon strated "learning" 
rather than "producing" behavior? 

Has difficulty using the terminology of the group. 

Does not communicate well. 

3. What behavior might the person have exhibited in order to make 
you feel that she/he was performing on a professional level? 

Use the group terms rather than his own . 

4. What was the employee's job role? ----------- ---Jr . Engineer 

5. How long had the employee been on the job? 6 months 
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CRITICAL INCIDENT FORMAT 

A. Think of a time when you observed a new employee performing a 
task which is usually performed by an experienced professional 
in the employee's field. 

1. What were the general circumstances leading up to this incident? 

He was given a task and instruction on how to perform 

the task. 

2. Exactly what did this person do which demonstrated professional 
behavior? 

He asked this question. Why do we do thing~ this way 

rather than another way? 

3. How might a trainee have behaved in a similar circumstance which 
would have indicated less than professional behavior? 

Either followed instruction religiously or asked for 

more direction. 

4. What was the employee's job role? Enqineer Trainee 

5. How long had the employee been on this job? 1 year ---------

72 



B. Think of a time when you observed a new employee performing a task 
in a manner which indicated to you that the employee was in a 
"learning" rather than "producing" mode. 

1. What were the general circumstances leading up to the incident? 

He was given a task and instruction on how to perform 

the task. 

2. Exactly what did the person do which demonstrated "learning" 
rather than "producing" behavior? 

Either followed instruction religiously or asked for 

more direction . 

3. What behavior might the person have exhibited in order to make 
you feel that she/he was performing on a professional level? 

He asked this question. Why do we do things this way 

rather than another way? 

4. What was the employee's job role? --------------
Engineer Trainee 

5. How long had the employee been on the job? 1 year --------- -
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CRITICAL INCIDENT FORMAT 

A. Think of a time when you observed a new employee performing a 
ta sk which is usually performed by an experienced profess ional 
in the employee's field. 

1. What were the general circumstances leading up to this incident? 

Asked to analyze cost factor on a job. 

2. Exactly what did this person do which demonstrated professional 
behavior? 

Did financial analysis completely and accurately and went 

beyond job to make its value more useful than it was intended . 

Always went 1 step beyond. Has asked questions by more 

senior people. 

3. How might a trainee have behaved in a similar circumstance which 
would have indicated less than professional behavior? 

Asked for much help and did not complete on time, 

4. What was the employee's job role? Financial Analyst 

5. How long had the employee been on this job? 18 months ---------
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B. Think of a time when you obse rved a new employee performing a task 
in a manner which indicated to you that the employee was in a 
"learning" rather than "producing" mode. 

1. What were the general circumstances leading up to the incident? 

Trainee was given a simple but menial task and would not take 

initiative to seek information from others to complete. 

2. Exactly what did the per son do which demon strated "learning" 
rather than "producing" behavior? 

Could not produce a product. Did not have the work ethic. 

lfould talk theory but would or could not apply it. \4ork 

was beneath. 

3. What behavior might the person have exhibited in order to make 
you feel that she/he was performing on a professional level? 

Seek information and complete job quickly and qo 

to others. 

4. What was the employee's job role? --------------
Accountant 

5. How long had the employee been on the job? ----------
3 months 
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CRITICAL INCIDENT FORMAT 

A. Think of a time when you observed a new employee performing a 
task which is usually performed by an experienced professional 
in the employee's field. 

1. What were the general circumstances leading up to this incident? 

Journeyman became ill and someone had to make a 

complex presentation. 

2. Exactly what did this person do which demonstrated professional 
behavior? 

Presented complex information to senior people . On an 

initiative, analyzed errors in data . Was assertive in 

his technical position with doubting senior people. 

3. How might a trainee have behaved in a similar circumstance which 
would have indicated less than professional behavior? 

Ask for someone more senior to fill the gap . 

Avoid taking responsibility. 

4. What was the employee's job role? Engineer 

5. How long had the employee been on this job? 1 year 
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;------___ 
SuLJe • Employee's Name . rv1sor ' s Name 

Part I Each i tem in thi s sec tion descr ibes a behavi or wh i ch the empl oyee may exh i bit. 
Place an "X" i n one of the fi ve boxes to the right of each item under t he column 
headi ng which bes t describes the extent t o which th e emp loyee ex hibits this 
behavi or. Item one i s a sampl e item . The super vi sor has i ndicated t hat t he 
employee is usually on time for meeti ngs by pl aci ng an "X" in the second box 
from the left. 

V) 
w 

>- ~ 
I- U') ....J ._, 
U') >- ....J I-
O<( <( w z: 

w 
~ 3: :::> ~ 1- 1-
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Part I I The items in this section are similar or identic~l to those in Part I, but you 
have been given a different set of alternatives from which to choose. As 
before, place an "X" in the box which most accurately describes the employee's 
performance. 
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3. Pro . Vides expert information about his task to other parts of the 
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• Lind er-stands the management system well enou9h to use it' 

s. 
Capable of analyzing the operation of a system 
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Product meets ·f· t · spec, ,ca ions 
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NAME: DATE : 
---------------------- ----

t? is fonn makes statements about your job and some attitudes which you may have towards it, 
Circie the nwnber to the right of each statement which you feel most accurately reflects 
Your views' 

1 • The proportion of my time spent 
learning/working is 

2• When given a job to perfonn, I feel that I can 
do it well 

3• When given a task which I have not perfonned 
before , I am confident that I can learn to 
master it 

4. When I need help from people outside of_rny 
organization, I can find the needed assistance 

S, I · k. f • 1 consider myself to Je a wor ing pro essiona 
rather than a trainee 

6
• I understand how the work which I do is needed 

and used by others in the organi zation 
7 

I feel confident in communicating infonnation 
about my work to others in the organi zation 
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SEMINAR ON ACHIEVEMENT SKILLS 

The purpose of this sem ·nar is to expose you to some skills which 

supervisors think are important, and to a process which will assist 

you in acquiring those skills. There are many ways to learn and 

master skills while each of you no doubt has a technique which you 

have found to be most suitable for your own personal learning style. 

I would appreciate it if during the seminar that you would participate 

actively and try to get involved in the process which takes place. 

We are going to meet in Room E-20, Building 11, from 10 a. m. to 

12 noon, Monday and Wednesday for 2 weeks. Each of these sessions 

will be aimed at discrete steps in the task of learning the skill of 

achievement behavior. 

In order to determine which behaviors are valid achievement 

behaviors for professional trainees, a group of supervisors were 

interviewed. Each supervisor was asked to state those behaviors 

which s / he considers to be evidence that a recent college graduate 

was performing a professional role rather than a trainee role. The 

following list is a summary of professional behaviors which supervisors 

said are valuable and important and some examples of these behaviors. 
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Behavior A: Use of Terms 

Using terminology preferred by the group rather than accurate but 

different termi nology; eliminates the need for translation. 

Example of Behavior A: A new employee in an antenna design section was 

used to the phrase "an antenna absorbing energy at 100 MHz ... " His new 

associates would say "an antenna tuned to receive energy at 100 MHz ... 11 

By conforming to the group's terminology, communications are more 

efficient and accurate. 

Behavior B: Communicating Information 

Acts as an expert and provides expert information about her/his part 

of the job; understands how her /his task affects the performance of 

the whole system. 

Example of Behavior B: A program analyst devised a computer program 

which can predict trends in manpower expenditure for Center programs. 

She accurately and clearly described the model on which the program 

is based to project managers. She specified sources of error and their 

possible effect on the predictive accuracy of the modeL Her information 

allowed others to determine the most effective way in which to use the 

information that the program provides. 
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Can you think of other examples of these two communications 

behaviors (A and B) which may occur in your work? 

Behavior C: Questioning 

Did not accept the conventional wisdom; asked why some thing was 

done a certain way; alert to find a better way to do things. 

Behavior D: High Quality Products 

Product has features which were not required, but which make it 

more valuable to the user. 

Example of Behaviors C and D: An employee prepared a monthly financial 

analysis for a project. He realized that by adding a few steps to the process, 

a cumulative analysis could also be obtained which eliminated the need for 

a formal end-of-year summary analysis. The project manager could then 

anticipate how well the spending plan was going. 

Can you think of other examples of Behaviors C and D which you may 

have observed in your work? 

Behavior E: Accepts Challenges 

Assumes responsibilities for task above her/his grade level. Jumps 

in when a job needs to be done. 
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Behavior F: Self Starting 

Gathers information from various elements withing the system; 

uses initiative to discover which support services are needed to 

assist in getting the job done. 

Behavior G: Risk Taking 

Not afraid to make m i stakes; will take on a task for which she/he 

is not fully qualified. 

Example of Behaviors E, F and G: A GS-12 Engineer completed the 

design of a command decoder on paper and then resigned for a better job. 

An engineer who had graduated from college the year before directed a 

technician in the assembly, test, and qualification of the unit. To accomplish 

this, she had to: 

• make arrangements with the electronics package design and 

manufacture section to have the unit built; 

• prepare a test procedure for the technician; 

• modify the design in order to have the unit m e et it's per­

formance specifications; 

• arrange to have the unit environmentally tested. 

Can you visualize a situation such as this arising in your work setting? 
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Behavior H: Concern for Interfaces 

Insures that her / his product was completed in a form which allows 

it to be used most effectively. 

Example of Behavior H: An engineer designed a telemetry subsystem. 

One of the functions of the unit is to send timing signals to two different 

instruments. The engineer learned that one of the instruments inverted 

the signals before using them. Since the signals were already available 

in the inverted form in the telemetry subsystem, she was able to send 

the most useful version to each instrument and simplify the overall 

system. 

How important are interfaces in your work? 

Behavior I: Dependability 

Product is on time and generally useful; it serves the purpose for 

which it is intended. 

Behavior J: Team Member 

Does not object to doing work beneath her /his grade level in an 

emergency. 

Example of Behaviors I and J: An engineering team developed an instrument 

power distribution system for a space telescope. At 4: 30 p. m., the day 
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before the system was to be tested in thermal vacuum, it was 

discovered that a small cable harness was incorrectly wired. Since 

all of the technicians were going home, an engineer stayed and rewired 

the cable harness in order to allow the test to proceed on schedule. 

How do you feel about this type of behavior? 

The behaviors which we have just discussed are considered by 

supervisors to be indicative of a high achiever. High achievers are 

unique in many ways. One important part of their uniqueness is the 

way in which they think. Here is one example of a person who thinks 

like a high achiever. 

In 1966, Jim Ryun, a University of Kansas sophomore, ran the mile 

in 3 minutes 51. 3 seconds, over two seconds faster than any other 

human being in history. Overnight Jim Ryun was famous in every 

country in the world. He earned the world's admi.ration for less than 

four minutes of running. However, his success, unlike his new fame, 

had not come overnight. For years Jim had been practicing hard, 

getting up at five o'clock every morning for a six mile workout, the 

first of two workouts every day. Jim Ryun was a lonely figure those 
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grey, cold morning hours and pain from running hard was hard to 

take, but Jim kept running, practicing, working hard to achieve a 

unique position in track history. 

Many people have asked how he could keep up the practice in spite 

of the cold, in spite of the pain and the loneliness. What kept him 

going? What was he thinking all those early mornings while he was 

running? No one will ever know what all of his thoughts were, but 

he has told reporters some of them. 

As Jim runs he is looking ahead to track meets with runners from 

other parts of the United States and from different countries in the 

world. He knows he must practice hard to beat them. Then there 

is the impersonal clock. Will he be the first human being in history 

to run a mile in less than 3 m inutes and 50 seconds? Perhaps he 

will if he continues to practice and improve. Jim thinks about many 

things he wants: to beat his previous time, to beat other milers in 

competition, to be a world record holder, and above all, to continue 

running for as many years as he can. 
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Jim thinks about other things too, while he is running. He thinks 

about competing against the Russians and beating them. He thinks 

about bringing the world record for the mile run into the United 

States for the first time since it was held by Glen Cunningham in 

1934, and keeping it here. He also thinks about the possibility that 

he may lose if he doesn't get better. Those are the worst feelings, 

and those fears make Jim try even harder during practice and during 

the races. He wants to stay the best miler as long as he can. 

These are some of the things Jim thinks about as he runs during those 

early hour mornings. Also, he is thinking always about specific 

goals. For each year, Jim and his coach, Mr. Timmons, set out 

their goals for the quarter mile, half mile, mile, and two mile runs. 

And they set up daily running goals. Jim keeps track of his daily 

progress on 3" x 5" cards. The thought of these goals, what will be 

on those cards and the record books, helps him when the pain becomes 

unbearable. He knows he must break through the fatigue barrier. So 

long as he keeps improving, the pain he must endure seems worthwhile. 

He just won't let anything stand in his way. When the weather is bad, 

Jim always thinks of some other place to run inside. When there are 

difficult problems, like the time he got a virus just before the Olympic 
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Games in Tokyo, there is always Coach Timmons to provide expert 

advice and encouragement. For example, Jim is not husky. He is 

6 feet 1 1 /2 inches tall and weighs 155 pounds. Coach Timmons 

recommended weight lifting and calisthenics to increase his muscle, 

strength and stamina. This help, and Jim's own determination to 

keep to his daily practice schedule have been very important in his 

success. 

When success came, Jim had new things to think about. First there 

were all the invitations to be on television, all the autographs to sign, 

all the telegrams of congratulations to reado It seeme d that he just 

didn't have any more time to himself. He still wanted to spend some 

time with his girl friend and his family. However, neither these 

pleasures of success nor the new difficulties were as important as 

his pride and satisfaction that at last he was the new world record 

holder. 

These are things Jim Ryun thinks about. This is the kind of thinking 

which has helped make him the world's fastest miler. To be precise, 

Jim has .!.Q important kinds of achievement thoughts. In the following 

pages you will have a chance to learn what these ten types of 
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achievement thoughts are. You will have the chance to practice them 

and to apply them to your own life . If you think these kinds of thoughts 

as much as Jim Ryun does, you will find that you will begin acting 

differently and achieving more. 

Here is another story with the ten different kinds of achievement thoughts. 

1 For a long time Joe had wanted to become a commercial airline pilot. 

2But he was not confident that he could complete the difficult training 

program and meet the high standards. 3 And he didn't have enough 

money to go to flight school. 4He talked to airline pilots, and they 

told him that as his skill improved, his confidence would grow. 

5Encouraged by what he learned from them,, he borrowed money from 

his uncle so that he could pay for flight school and the right kind of 

training. 6He knew that if he made it, he would live well and travel 

widely. 7But if he didn't make it, he would probably lead a humdrum 

life. 8From past experiences he knew how bad failure felt o 9Then, 

after some initial successes in flight training. he also knew how 

satisfying it was to succeed. lO Joe worked hard for the next five 

years--learning to fly better and competing with others for the chance 

to fly the first commercial supersonic jet. 
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ACHIEVEMENT IMAGERY (AI) 

"ACIDEVEMENT IMAGERY" thoughts show a desire for excellence. 

Competing with others shows a desire for excellence. Trying to 

improve oneself shows a desire for excellence. Trying to do some­

thing unique, or working at something for a long time shows a desire 

for excellence . Each of these types of achievement imagery (AI) has 

a special name. 

a ) competition with others (CO) 

b) competition with self (CS) 

c ) uniqu e accomplishment (UA) 

d) long term involvement (LTI) 

Achievement Imagery is the most important kind of achievement 

thinking . 

SUCCESS FEELINGS (SF) 

When high achievers succeed, they have many SUCCESS FEELINGS 

(SF). They may feel pride, happiness. enjoyment, satisfaction, 

etc . The positive feelings high achievers have after they succeed 

are SF. 
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FAILURE FEELINGS (FF) 

High achievers don't always succeed. Because they choose 

challenging goals, sometimes they fail. If they fail, they have 

FAILURE FELLINGS (FF). For example, a person might feel dis­

couraged at expecting a C on an examjnation. "Judy feels disappointed 

when she learns she hasn't made the Varsity." "Ronald felt like an 

outcast, an inferior, when he didn't do as well as the rest of the 

class." All of these feelings are Failure Feelings. However, when 

high achievers have such defeat feelings, they try to figure out how to 

do better. They don't quit. 

FEAR OF FAILURE (FOF) 

FOF occurs when people do not reach their goals and feel badly 

afterwards. Before the results are in, high achievers also think 

about the possibility that they mi.ght fail. They know there is always 

a chance they might not succeed. When they anticipate failure, or try 

to imagine what it will be like to fail, they are having FEAR OF 

FAILURE (FOF). 

Here are some FOF examples: "Mary is afraid she won't pass the 

examination. " "Jack suspects that his car will not run perfectly after 
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he fixes it. " "Peter realizes that he may not win the swim ing 

race. " These thoughts are about possibilities in the future. 

HOPE OF SUCCESS (HOS) 

The difference between FF and FOF is this: FF is how you feel 

~ you have failed. FOF is anticipating possible failure, and 

thinking how bad it will be. SF is how you feel after you have 

succeeded. HOPE OF SUCCESS (HOS) is how you feel and what you 

think about the possibility of success in the future. HOS are happy 

dreams of success. 

ACTION (ACT) 

For high achievers, success very seldom comes by chance or good 

luck. In fact, what high achievers like most is a challenge. To 

succeed in reaching challenging goals takes long hard work and 

planning. High achievers plan out the ACTIONS in advance and take 

the actions they need in order to achieve their goals. We call this kind 

of achievement thinking ACTION thinking (ACT) o 
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HELP (H) 

People with a high need to achieve like to do things themselves, but 

often they seek the advice and aid of experts to help them o better. 

In the story about Joe, he talked with airline pilots because he was 

worried about his low self confidence. The pilots gave Joe some 

advice: "Practice hard, and as you improve, your confidence will 

grow." Getting expert advice or help, and thinking about the advice of 

experts are achievement thoughts. We call them HELP thoughts (H). 

WORLD OBSTACLES (WO) 

When high achievers are trying to get ahead, usually some things get 

in their way. Often these blocks to success are outside the person. 

They are WORLD OBSTACLES (WO). For example, lack of snow is 

a WO for a skier. Not having enough money is a WO to a student who 

wants further education. A mechanic with out adequate tools faces a 

WO. People with a high need for achievement think about WO and try 

to find ways of overcoming them through action and help. World 

obstacles do not make the high achievers give up or become dis­

couraged. They see them as challenges; as chances to conquer 

difficulties. 
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PERSONAL OBSTACLE (PO) 

Sometimes WO make it difficult for a high achiever to accomplish 

what he wants. But frequently what stands between a high achiever 

and the goal is a personal shortcoming, or a PERSONAL OBSTACLE 

(PO). For example, a person may not have enough knowledge, or the 

right skill, or he may lack self~confidence. All of these obstacles to 

getting ahead are inside the person. They are all PO. High achievers 

think about their PO so that they can take the right actions to over­

come them. In this way, high achievers proceed toward their goals. 

NEED (N) 

It is not enough to know what kind of excellence you desire. It is not 

enough just to say that you want something. High achievers deeply 

want or need what they work for. NEED (N) thoughts are always 

about genuinely wanting something. High achievers know what they 

want and they know how much and how deeply they want to achieve 

excellence. 
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SUMMARY OF ACHIEVEMENT THOUGHTS 

ACHIEVEMENT IMAGERY (AI) - Desire for something excellent 

Competition with others (CWO) 

Compe tition with self (CWS) 

Unique accomplishment (UA) 

Long term involvement (LTI) 

All 4 types of AI 
show a desire for 
excellence. 

SUCCESS FEELINGS (SF ) - Good feelings after success 

FAIL URE FEELINGS (FF) - Bad feelings after failure 

FEAR OF FAILURE (FOF) - Worry about possible failing 

HOPE OF SUCCESS (HOS) - Expec ting suc cess before it has been 
achieved 

ACTION (ACT) - Plans and actions taken to achieve goals 

HELP (H) - Help given to high achievers to reach excellence 

WORLD OBSTACLE (WO) - Blocks in the world which stand in the way 
of success 

PERSONAL OBSTACLE (PO) - Blocks in the person which stand in the 
way of success 

NEED (N) - Deeply wanting to achieve excellence 
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Procedure on Mastering 
Achievement Behavior 

Choose a skill which you want to master or one at which you hope to 

become more proficient; one which will enhance your achievement 

behavior. Some useful categories are: 

• technical competance • organizational understanding 

• communications • system performance 

Make your goal modest enough that it's attainment is realistic. If you 

need help in choosing a skill, ask your supervisor which behavior 

would be most appropriate to focus on. You are about to write a 

short story. The story should be written in the past tense and is to 

be a fantasy; a fairy tale. The story will have ten sentences and the 

structure of each sentence is given. Now, proceed to write the story. 

N 1. Write a sentence expressing your wish to master this skill. 

PO 2. Write a sentence describing personal obstacles which stood 
in your wayo 

WO 3. Write a sentence describing world obstacles which stood in 
your way. 

H 4. Write a sentence describing the way you obtained help to 
overcome obstacles. 
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A 5. Write a sentence describing what actions you took to achieve 
the objective. 

HOS 6. Write a sentence describing the hope of success you 
experienced. 

FOF 7. Write a sentence expressing fear of failure to achieve your 
objective. 

FF 8. Write a sentence describing how you would have felt if you 
had failed to achieve your objective. 

SF 9. Write a sentence describing how you felt when you achieved 
your objective. 

AI 1 O. Write a sentence describing the desire for excellence you 
felt in this achievement activity. 

1. What type of AI did your story contain? 

CO Competition with others __________________ _ 

CS Competition with self 

UA Uniqu e accomplishment _______________ ____ _ 

L TI L ong term involvement-------------~------

2. Is this s omething you want very much? 
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3. Are there any other PO or WO that you can think of? 

4. What other ACT m i ght you take? 

5. How else m i ght you get H? 

6. How else will you feel if you succeed? or fail? 

7. What else will happen if you succeed? or fail? 

Now that you have experienced achievement thoughts in the form of a 

fantasy., you are ready to plan an action program which will help 

you master some achievement behavior. Choose a skill which you 

want to master. It may be the same as the skill used in the fantasy 

or you may choose another. Follow the steps in the action program 

which follows: 

1. Describe in detail the achievement behavior which you want to 
master. 

2. Describe personal obstacles which stand in your wayo 
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3. How will you obtain help in overcoming these obstacles? 

4. Describe world obstacles which stand in your way. 

5. How will you obtain help in overcoming these obstacles? 

6. Construct a time line which portrays the sequence and time 
required to accomplish your task. 

7. Take first the action needed to obtain help in overcoming 
obstacles. 

You have now learned how to think and act as high achievers think and 

act. You have mastered the skill of achievement behavior. Frequent 

use of this skill will allow you to be a lifelong high achiever. 
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