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Alex Lowy and Peter Finestone

In this era of increasing specialization, the practice of management too often is reduced to a set of “modular” competencies acquired in brief and intense learning sessions. By pursuing specific skills in isolation, we lose sight of the multifaceted and interrelated nature of managing.

Delegation is and always should be an integrated part of a manager’s job. This article presents a process model for delegating that recasts it in real time and recognizes that preparation and follow-through are critical to successful delegation.

Theories about effective delegation abound, exemplified by such advice as “Do not delegate responsibility without the requisite authority” and “Delegate down to the level of the organization that has to deal with the problem.” Most often, delegation is treated as a supervisory skill, a static, somewhat abstract activity that requires only the carrying out of certain steps (see Figure 1).



1. 	Describe the task.

2. 	Outline expected results.

3. 	Discuss resources.

4. 	Confirm understanding.

5. 	Solicit ideas.

6, 	Establish methods of working and reporting.��Figure 1. Typical Rules for Successful Delegation

Although helpful in framing the act of delegation itself, such models distort the sequential nature of delegation. Viewed more fully in context, delegation is:

	1.	A process that encompasses events occurring over a much wider time frame than that required for the delegation intervention itself.

	2.	An interpersonal phenomenon both dependent on and enacted through the work units of (a) the delegator and his or her subordinate and (b) the delegator and his or her boss.

	3.	A system event determined to a great extent by organizational, job, and people variables.

	4.	A strategy employed by every manager to create the behavioral reality that most suits his or her perceived needs.

Beginning with the writing of Weber (1946) and Taylor (1911), theorists have tried to make the task of managing a more rational, systematic, and efficient undertaking. In the past decade, management theorists have offered us an often contradictory yet rather compelling view of management, an experience that is less predictable and more harried than had previously been realized. Most managers have little time for reflection and careful planning because they spend most of their time either in face-to-face encounters or in putting out “fires.” Most of them have found ways to incorporate planning into their other daily activities. Talks with key subordinates may be centered around an important situation. Moments between meetings may be spent scribbling thoughts about how to approach an emerging problem. Successful managers make the time to develop strategies in those areas in which anticipation and preparation are necessary (McCall & Segrist, 1980; Mintzberg, 1973).

The following, three-phase model illustrates the importance of developing a strategy and following through in the delegation process and offers a guide to managers. In each of the phases described, components of the model are separated into three major parts of the manager’s job: (a) interpersonal—the social, interactional aspects of managing; (b) informational—receiving, interpreting, and disseminating information; and (c) decisional—activities associated with problem solving and implementation (Mintzberg, 1973).

THE THREE-PHASE MODEL OF DELEGATION

Phase 1: The Assessment

The predelegation phase is the manager’s opportunity to plan and organize the distribution of work within his or her unit. This step too often is foregone in the interest of expediency and the solving of today’s pressing problems. However, it is the quality of this diagnosis and planning that will largely determine the success of delegation. Managers who are too busy to prepare to delegate usually are those who “hoard” unreasonable quantities of work themselves or, alternatively, “dump” assignments on staff members without providing them with sufficient notice to allow them to plan their own work schedules.

The predelegation phase is the responsibility of the manager and primarily is done alone. The key questions in this phase are:

Content Questions

	1.	What work needs to be done?

	2.	What can/should be delegated?

	3.	What is the best match of work with individual employees’ abilities and interests?

Process Questions

	1.	What is the best approach in delegating to a specific employee?

	2.	What is the manager’s relationship with the employee? Is there a problem with communication or trust that needs attention?

	3.	How does the employee feel about the work in question?

	4.	What is the employee’s current work load and level of performance?

Figure 2 outlines the interpersonal, informational, and decisional aspects of the assessment phase.

Interpersonal

1. 	Determine degree of trust.

2. 	Establish open lines of communication.

�Informational

1. 	Understand limits of delegation.

2. 	Clarify job to be done.

3. 	Research system’s demands and expectations.

4. 	Consider employee’s ability.

5. 	Understand components of supervisor’s job.�Decisional

1. 	Select work to be delegated.

2. 	Select appropriate employee.

��Figure 2. Phase 1, The Assessment

Phase 2: The Interaction

The interaction phase is the heart of the delegation process; it determines, more than anything else, the outcome of a delegated function. The face-to-face discussion of and assignment of work are central to the process. The extent to which it is managed well will give meaning to the preparatory and follow-up work done in Phases 1 and 3.

The key questions in Phase 2 are:

Content Questions

	1.	What work is to be delegated?

	2.	How can this work be described most clearly?

	3.	What resources will be made available to the employee?

	4.	What levels of authority, accountability, and responsibility will be given along with the work?

Process Questions

	1.	What is the manager’s relationship with the employee? What impact might this have on the discussion?

	2.	How can the manager help to create an atmosphere of trust that will be conducive to better communication?

	3.	What is the best place to hold the interaction discussion?

	4.	How much time should be set aside?

	5.	Is there any information that the manager should provide for the employee’s consideration prior to the meeting?

Figure 3 outlines the interpersonal, informational, and decisional aspects of the interaction phase.



Interpersonal

1. 	Establish communication channels through openness.

2. 	Create a climate of trust and respect; reinforce ability.

3. 	Discuss hopes and fears.

4. 	Develop mutual commitment.

5. 	Be reasonable.�Informational

1. 	Describe project fully.

2. 	Outline expected outcomes.

3. 	Define parameters and resources.

4. 	Articulate system expectations.

5. 	Obtain feedback from employee.�Decisional

1. 	Decide on degree of delegated authority, accountability, and responsibility.

2. 	Agree on method of work.

3. 	Agree on nature, means, and timing of reporting.

4. 	Agree on standards of performance.

5. 	Ensure that employee has accepted (or rejected) the work.��Figure 3. Phase 2, The Interaction

Because the interaction phase is primarily a communication process, success depends on both the communication skills of the manager and the employee and the quality of the existing relationship between them. Where there is bad feeling or poor communication between manager and employee, the likelihood that understanding and motivation will result is very low. A manager cannot delegate successfully unless the staff member accepts the work willingly and competently. If the manager’s dependence on the employee is to be secure, there must be a high degree of clarity in communication and a sense of commitment to what is agreed on.

Trust between the manager and employee creates greater openness in the discussion about the tasks in question and the ability and readiness of the employee to accept the assignment. This includes trust that the employee will fulfill his or her commitment, which means that the manager should fulfill his or her obligations and then allow the employee to get on with the job.

Clarity is needed in describing the tasks being delegated. Only when expectations, guidelines and resources are clearly understood can the job be accomplished as desired. The manager should not assume that the employee understands what is desired simply because he or she asks no questions or raises no objections. It is the manager’s responsibility to solicit feedback from the employee in order to ascertain the employee’s degree of understanding.

Contracting between the manager and the employee regarding how and when the work will be completed is the last pillar on which the interaction rests. Standards and time frames must be discussed and agreed on.

The Authority Gap

There is one way in which many managers undermine their desired outcomes. This is by creating an “authority gap,” withholding an unreasonable portion of authority from the employee even when it is needed to accomplish a given task. Figure 4 depicts the relationship between performance and authority. When an employee performs consistently in a competent manner, it is quite reasonable for that person to expect increased autonomy and discretion in the execution of his or her responsibilities.

�



Figure 4. The Authority Gap

Rectangle A reflects a healthy balance between the two factors, both, in this case, being relatively low. However, as performance continues to improve, authority should, but often does not, increase correspondingly. Rectangle B reflects this condition, with the portion of authority not realized representing the “authority gap.”

Although it will not always be possible for managers to delegate all the authority desired by employees, sufficient consideration should be given to this question to ensure that authority is not being withheld for the wrong reasons, thus short changing the employee, the manager, and—in the long run—the organization.

Phase 3: The Follow-Through

Out of sight, out of mind . . . . Once a manager has delegated a task, the demands and pressures of ongoing work create other priorities, often leaving only a faint memory of what has been delegated until a product or outcome from the process is needed. Expecting results from the delegatee without following through with support, information, and resources is unreasonable. It is true that some employees will successfully carry out even the most difficult tasks without management follow-through. Most often, however, failure to follow through with what was promised at the time of delegation will undermine and frustrate the efforts of the employee. When this happens, the manager fails as well as the employee.

The key questions in Phase 3 are:

Content Questions

	1.	Does the employee have all the resources and authority necessary to do the job?

	2.	When will reporting meetings be conducted?

	3.	When is the task to be completed?

	4.	How is progress toward agreed-on goals to be monitored? How is it to be measured?

Process Questions

	1.	What kind of support is most needed in this instance with this employee?

	2.	What is the appropriate balance of freedom, structure, and support?

	3.	How flexible is the manager prepared to be in allowing the employee to make his or her own decisions?

Figure 5 presents the interpersonal, informational, and decisional aspects of the follow through phase.



Interpersonal

1. 	Encourage independence.

2. 	Allow freedom.

3. 	Support initiative, responsibility, and creativity.

4. 	Be available.

5. 	Compliment efforts and reward results.

6. 	Share feelings, show interest.

7. 	Be open to suggestions.

8. 	Accept mistakes as inevitable.�Informational

1. 	Share all pertinent information.

2. 	Gather information (do not hover).

3. 	Monitor system.

4. 	Provide honest  feedback.

5. 	Ask for ideas and opinions�Decisional

1. 	Assess results.

2. 	Correct when necessary.

3. 	Decide on modifications.

4. 	Evaluate performance.

5. 	Plan for the future.��Figure 5. Phase 3, the Follow-Through

DELEGATION IN CONTEXT

Following the three-phase model presented here will help managers to plan and utilize delegation more effectively. However, to achieve a fuller appreciation of delegation in context, we must also consider its social and strategic implications.

Under ideal conditions, delegation is employed to organize and distribute the work load in an effort to maximize the usefulness of available human and technical resources. The manner in which this process is conducted, however, does more than simply organize and distribute the work; it contributes to the social norms of the  organizational unit. Both the style and the content of delegation help to shape the prevailing organizational climate. Where delegation is conducted with clarity and trust, employees are likely to feel a sense of involvement and responsibility. Where poor planning and withholding of autonomy and authority typify the way in which work is delegated, employees tend to feel less like “sharing” in the work and are likely to have feelings of powerlessness.

The implications and impact of organizational “climate” or “culture” have been well documented (Deal & Kennedy, 1982; Ouchi, 1981; Peters & Waterman, 1982). �A committed and motivated work force will help to improve the quality of work and reduce operating costs. Less healthy organizational climates promote less employee commitment and interest, which reduce effectiveness and restrict problem solving and creativity.

Pursuing this view of the organization as interconnected systems, we find three major forces that affect the success of a delegation effort. As shown in Figure 6, these are the manager; the employee; and the organization’s policies, procedures, and norms.



Manager�Employee�Organization��n	Self-confidence

n	Willingness to delegate

n	Ability to organize work

n	Knowledge of the work

n	Familiarity with the employee’s skills and interests

n	Concern for the employee�n	Self-confidence

n	Ability to do the work

n	Willingness to accept responsibility�n	Organizational values

n	Nature of the work

n	Structure of how work is done

n	Structure of reporting relationships and management accountability

n	Reward system��Figure 6. The Three Forces That Affect Delegation

Delegation as a power-sharing or power-withholding vehicle is constrained by factors in each of these categories. Delegating full authority to an employee in an organization in which managers are expected to make decisions and then live or die by them is more risky than it is in an organization in which employee learning is highly valued and understandable errors are accepted. It is important that organizational leaders recognize that structure, norms, decision-making procedures, and reward systems all strongly affect managers’ ability and tendency to delegate effectively. Equally important are the personal characteristics of the individuals involved. Self-confidence on both sides is of major importance. Insecure managers generally fear the loss of control, and insecure employees lack the confidence in themselves to take on challenging work. For delegation to be fully effective, the manager must be willing and able to share, and the employee must be willing and able to take on the work.

Delegation works best when all three elements are working together toward the realization of valued personal and/or organizational goals. Instead of assigning work either in a random and reactive manner or in a repetitive, status-bound, and traditional way, managers should explore how the delegation process can be employed creatively and for optimum mutual benefit.

For example, if the manager’s goal is to increase efficiency while freeing up more of his or her own time for other work, a directive delegating approach with clear reward contingencies may work best. If the goal is to “turn around” a sluggish work force or to initiate employee development for future replacement of key individuals, a more participative approach probably is needed. Matching the delegating style to the specific requirements of each situation creates new potential for all involved and increases the relevance of delegation as a strategic process and tool.

SUMMARY

Delegation is much more than a skill that is used only when work is handed to another person. Effective delegation is an ongoing process that results from the continual application of good interpersonal and managerial practices. As such, it takes time and effort. The payoffs include better organization of the work, greater productivity, increased job satisfaction, and more time for the manager.

The three-phase model is a convenient way to help managers to plan and conduct their delegation responsibilities in a complete and reasonably sequenced manner. This process can help to integrate successful delegation into the manager’s job as a strategic and always human process.
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�zx	THE USE OF BEHAVIORALLY BASED SCALES IN PERFORMANCE APPRAISAL( 

John Sample

Organizations accomplish their goals and objectives through effective utilization of human, financial, informational, and material resources. Appraising performance is one of the most important functions of any developer of human resources. Timely, behaviorally specific information about staff performance is necessary for effective placement, evaluation, development, and promotional decisions.

Effective performance appraisal also is necessary to meet Equal Employment Opportunity Commission (EEOC) requirements, which now cover any measurement tool or procedure that impacts any significant personnel decision. Performance appraisals are viewed as “tests,” and they must be job related and valid (Casio, 1982). However, most appraisal forms and procedures are subjective judgments of various traits that are thought to be important on the job. In Wade v. Mississippi Cooperative Extension Service (1976), a U.S. District Court held that such trait-rating systems are often biased and not job related and that there must be (a) a relationship between the appraisal instrument and job/task analysis, and (b) evidence that the appraisal instrument is a valid predictor of job performance.

A typical appraisal intervention is some form of goal or objective setting. Goal-oriented approaches have several advantages, one of which is to separate organizational means (resources and activities) from intended ends (outcomes and results) (Kaufman, 1982). However, such approaches may measure only selective aspects of an individual’s total contribution to the organization (Goodale, 1977). A suggested alternative is the collaborative development and routine use of behaviorally based methods that assess job dimensions or competencies not measurable by goal or trait approaches. Two such methods are behavioral expectation scales (BES) and behavioral observation scales (BOS).

Development of Criteria

The effectiveness of a human resource management and development program can be measured by functional relationships between predictor variables (e.g., employment tests, job interviews) and criteria variables (e.g., performance ratings, time to reach required performance). In this context, Toops (1944) states that in “making predictions, generally there must be . . . a unitary, general success score, or criterion score, for each person” (p. 271). However, not all management decisions involve prediction. A manager may wish to evaluate the consequences of a particular personnel action or program. According to Casio (1982), the distinction between predictors and criteria is as follows: “If evaluative standards such as written or performance tests are administered before a personnel decision is made (i.e., to hire, to promote), the standards are predictors. If evaluative standards are administered after a personnel decision has been made (i.e., to evaluate performance effectiveness), the standards are criteria” (p. 102). Without relevant predictors and criteria, a manager may not be able to generate performance measures that have utility throughout the HRD cycle (Smith, 1976).

BES, BARS, AND BOS

Behavioral expectation scales (BES) and behaviorally anchored rating scales (BARS) differ from behavioral observation scales (BOS) in one major respect: BES and BARS are based on inferred (but not necessarily observed) performance (Smith & Kendall, 1963); BOS are based on actual, observed performance (Latham & Wexley, 1977).

In their original research, Smith and Kendall (1963) bemoaned the existing technology for developing effective performance-rating scales. One of their major concerns was with the proclivity of scale developers, especially psychologists, to impose their own values in scales. A second concern was with the unjustified assumption that scale developers would agree on important characteristics of employees. A third concern was that scales need to have at least face validity for the respondent. Smith and Kendall concluded that:

Better ratings can be obtained, in our opinion, not by trying to trick the rater (as in forced-choice scales) but by helping him to rate. We should ask him questions which he can honestly answer about the behaviors which he can observe. We should reassure him that his answers will not be misinterpreted, and we should provide a basis by which he and others can check his answers. (p. 151).

Developing BES

The development of behavioral expectation scales (BES) is a sequence of five phases.

Phase I: Development of Performance Dimension

People who are knowledgeable about a specific position (job incumbents, their supervisors, customers or clients, etc.) help to develop performance dimensions for the position. These dimensions define the critical parts of the job. There usually are between five and ten dimensions (Schwab, Henmon, & DeCotiis, 1975). The development may include an analysis of available job descriptions, a published job/task analysis, etc. Performance dimensions usually are generated as a group activity.

Phase II: Development of Critical Incidents

A group of job-knowledgeable individuals generates specific examples of job behaviors (effective, average, and ineffective performance). This phase utilizes the critical-incident method developed by Flannagan (1954).

Phase III: Retranslation

A different group of job-knowledgeable people allocates a randomly ordered list of behavioral incidents to the performance dimensions identified in Phase I. This ensures that behavioral incidents are matched correctly to performance dimensions. A behavioral incident is eliminated from further consideration if the raters are not in agreement about which performance dimension it relates to. This process reduces the percentage of acceptable behaviors. The literature suggests from 50 to 80 percent for agreement (Casio, 1982; Schwab et al., 1975; Smith & Kendall, 1963).

Phase IV: Scale Development

Once the critical incidents are assigned to appropriate performance dimensions, a five- or seven-point scale is used to indicate the extent to which each incident represents a specific level of performance (highly effective, moderately effective, or very ineffective). Means and standard deviations are computed for each behavioral item, and items with standard deviations exceeding an arbitrary standard (e.g., 1.50 or 1.75) are eliminated from further consideration (Campbell, Dunnette, Arvey, & Hellervik, 1973).

Phase V: Final Scale Development

Smith and Kendall (1963) advocated the construction of a vertical, graphic scale for each performance dimension. Typically, each dimension is supported with six to nine behavioral incidents. Figure 1 is an example of a performance dimension with behavioral anchors, using a seven-point scale. The behavioral incidents are concise statements of observable behavior. Smith and Kendall (1963) advocate the editing of all behavioral incidents so that they represent “not actual behavior but inferences or predictions from observations” (p. 150).

The training and development competency study by the American Society for Training and Development (McLagan, 1983) adapted Smith and Kendall’s approach for developing behavioral anchors. Thirty-one competencies (as opposed to job dimensions) were identified in the knowledge and skill areas of the training and development field. At least two behavioral anchors were developed for each competency. Figure 2 provides examples of basic, intermediate, and advanced behavioral anchors for the competency “adult-learning understanding.”

�

�Scale Values�Job Dimension���Program management: planning, organizing, and scheduling program activities, assignments, and due dates��7 Excellent�Could be expected to develop a comprehensive program plan, document it well, obtain required approval, and distribute the plan to all concerned.��6 Very Good�Could be expected to plan, communicate, and observe deadlines; state weekly where the program  stands relative to plans; maintain up-to-date charts of program accomplishments and backlogs; and use these to optimize any required modifications of schedule.���Could be expected to experience minor operational problems, but communicates effectively.��5 Good�Could be expected to lay out all the parts of a program  and schedule for each part, seek to stay ahead of schedule, and allow for slack.��4 Average�Could be expected to make a list of due dates and revise them  as the program progresses, usually adding unforeseen events.���Could be expected to have a sound plan, but does not  keep track of deadlines; does not report slippages in schedules or  other  problems as they occur.��3 Below Average�Could be expected to have plans that are poorly defined and time schedules that frequently are unrealistic.���Could be expected not to plan more than a day or two ahead, with no concept of a realistic due date.��2 Very Poor�Could be expected to have no plan; work segments are not scheduled.���Could be expected to do little or no planning for project assignments.��1 Unacceptable�Could be expected seldom, if ever, to complete program because of lack of planning; does not seem to care.���Could be expected to fail consistently due to lack of planning; no inquiry about how to improve.��Figure 1. Example of a Behaviorally Anchored Rating Scale for Program Management

Developing BOS

The procedures for developing behavioral observation scales (BOS) are similar to those for developing BES. The researcher meets with people who are knowledgeable about the job position. Flannagan’s (1954) critical-incident method is used to generate behavioral examples of work performance. Care is taken by the researcher to help participants to avoid describing traits or attributes. Dunnette (1976) reports that fourteen or fifteen participants can produce between two hundred and three hundred behavioral incidents during several sessions. In successive sessions, the behavioral incidents are edited and

�SAMPLE BEHAVIORS ILLUSTRATING LEVELS OF EXPERTISE ��COMPETENCY�Basic�Intermediate�Advanced��1.	Adult-Learning Understanding

Knowing how adults acquire and use knowledge, skills �and attitudes.  Under-�standing individual differences in learning.�When preparing visuals for a presentation, the T&D specialist assures that there are no more than five to seven points on each slide.

Knowing that support and review are important after a learning experience, the T&D specialist implements a series of follow-up brochures that review key points and application ideas from a course.�In order to assure that the managers participating in a management development program  get the most out of their learning, the T&D specialist develops a half-day module on how to self-manage the learning process. The module is designed to be highly participative and presents the latest findings about how adults learn.

When asked to develop a career development program, the T&D specialist develops a program that uses participative methods, learning contracts, and continuing learning plans.

A writer preparing a self-study manual for experienced nurses includes action-planning modules at the end of each section to assure that the nurses have a formal opportunity to relate the theories to their own practices.�Microcomputer customers complain that the written instructions and information provided by local representatives is too confusing. The learning specialist reviews the manuals, interviews customers, and observes local representatives. He or she then develops a workshop entitled “How to teach adults about microcomputers,” complete with a set of job aids for interpreting the manuals.  The course is presented to all company representatives.

A T&D specialist, interested in exploring the applications of a broad range of learning theories to the training and development field, invites ten leading learning theorists to be featured at a one- day colloquium. The T&D specialist identifies the issues to be addressed and moderates and provides commentary on discussions during the meeting.��Figure 2. Example of Behavioral Anchors for a Competency�(From McLagan, 1983, p.5)1 

classified into performance dimensions, and incidents that describe esentially the same dimension are grouped into one performance dimension (Latham & Wexley, 1977). A five-point Likert scale is developed for each behavioral item, and the rater records the frequency with which the employee was observed demonstrating the indicated behavior. Several performance dimensions and their accompanying behavioral items compose a behavioral observation scale (BOS) (see example in Figure 3). Individual scores are determined by summing the raters’ responses to all the behavioral items (Latham et al., 1976).



Dimension: Planning, Organizing, and Scheduling Program Activities���Behavioral Items�Never�(0-19%)�Seldom�(20-39%)�Sometimes�(40-59%)�Generally�(60-79%)�Always�(80-100%)��1. 	Develops a comprehensive program plan and documents it well.�1

�2

�3

�4

�5

��2. 	Obtains required approval and distributes plan to all concerned.�1

�2

�3

�4

�5

��3. 	Regularly assesses performance of staff in relation to work plans.�1�2�3�4

�5

��Figure 3. Example of a Behavioral Observation Scale (BOS) for a Program Manager

BES AND BOS: ADVANTAGES AND DISADVANTAGES

It has been over twenty years since Smith and Kendall (1963) first described the developmental procedures for behavioral expectation scales (BES), but the literature from organizational and industrial psychology still reports the effectiveness of BES and BOS formats. The apparent advantages of BES and BOS are significant and are as follows:

	1.	The developmental procedures directly involve those who are most affected by a performance-measurement system—those being rated and those who perform as raters. According to Campbell et al. (1973), the development of BES for store managers was a valuable learning experience because they “seldom, if ever, give careful attention to what they really mean by effective performance” (p. 22). Studies by Burgar (1978), Friedman and Cornelius (1976), and Warmke and Billings (1979) strongly support participation in as many phases of scale development as possible.

	2.	Behavioral scales provide the rater with performance dimensions and behavioral items that are specific and nonambiguous (Fogli, Hulin, & Blood, 1971). Because the behavioral items are written in the language of the user, they are less subject to misinterpretation (Smith & Kendall, 1963). Behavioral scales, when developed properly, are content valid and job related (Goodale, 1977; Latham, Fay, & Saari, 1979).

	3.	Research on the psychometric properties of BES suggests that they have demonstrated medium to high reliability (Burnaska & Hollman, 1974; Fogli et al., 1971; Landy, Farr, Saal, & Freytag, 1976; Smith & Kendall, 1963). In at least one study, BES correlated highly with objective performance measures (Casio & Valenzi, 1978). BES seem to possess adequate convergent validity but have questionable discriminant validity (Campbell et al., 1973; Dickinson & Tice, 1973; Zedeck & Baker, 1972). Field tests indicate that BES are superior to typical, graphic rating scales (in terms of reliability, validity, and freedom from halo and leniency error) (Borman & Vallon, 1974; Burnaska and Hollman, 1974; Campbell et al., 1973; Keavney & McGann, 1975).

Several apparent disadvantages also are worth mentioning. According to several sources, BES are not clearly superior to other, more traditional, and more easily developed rating formats (Atkin & Conlon, 1978; Schwab et al., 1975).

	1.	BES and BOS assess only behavior. Individual contributions to program or agency goals are better assessed by means of a goal-setting system, such as management by objectives (MBO) (Dawson, 1981; Odiorne, 1970). A comprehensive management plan could include an integrated BES and MBO system (Baird, Beatty, & Schneier, 1982; Schneier & Beatty, 1979).

	2.	The development of BES is costly and time consuming. The development of BES for college-instructor performance generally requires many hours of participant time (to create and scale incident descriptions) and as many as eighty hours of professional and clerical time (for editing, questionnaire development, data tabulation, statistical analysis, and final construction). Two shortcut methods for BES development are discussed by Green, Sauser, Fagg, & Champion (1981), and according to those researchers, the alternative methods do not significantly jeopardize the quality of behavioral-item development.

	3.	The developmental procedures for BES create item wastefulness. According to DeCotiis (1978), current BARS scaling procedures “inevitably result in the rejection of a large percentage of the behavioral item pool” (p. 684). The development of behavioral observation scales (BOS) eliminates this problem by using more of the item pool (Latham & Wexley, 1977).

	4.	A significant disadvantage with BES and BOS is that the rater must attempt to recall employee behavior over a six- to twelve-month rating period. If the rater does not make systematic observations at consistent intervals over time, he or she is inviting “virtually every type of rating error possible” (Bernardin & Smith, 1981, p. 463). To alleviate this problem, the rater can maintain a journal of specific critical incidents (both positive and negative) that are observed during the rating period (Goodale, 1977).

A useful approach would be to provide rater training that emphasizes the necessity for observing and recording specific behavior as a means for avoiding rater error (Bernardin & Pence, 1980; Fay & Latham, 1982; Spool, 1978). Bernardin and Pence (1980) believe that emphasis “should be placed on training raters to observe behavior more accurately and fairly than on providing illustrations of how to or not to rate” (p. 65).

Some of the problems associated with behavioral expectations scales (BES) can be overcome with the development of behavioral observation scales (BOS). As has been discussed earlier, a BES is a vertical, graphic, rating scale (see Figure 1), with the behavioral scales being a seven-point continuum. The rater reviews the performance dimensions (e.g., “planning and organizing, interpersonal relations”) and behavioral anchors for each dimension. The rater then checks the behavioral anchor that best describes what the employee could be expected to demonstrate. According to Latham and Wexley (1977), “A potential problem is that the behaviors that the manager has seen the employee demonstrate may not resemble the specific anchors on any of the scales. Thus the manager is required to extrapolate from observed behaviors those that could be ‘expected’ as defined by the scale anchors” (p. 267).

The BOS format utilizes a five-point scale for each behavioral anchor (see Figure 3), and the rater indicates the frequency with which the behavior was observed. Thus, only observed behaviors are rated, and the rater is not required to infer or extrapolate actual behaviors. An additional advantage of BOS is that the final scale utilizes more behavioral items than does the BES format. In at least one study, BOS were rated by users as more practical than BES (Fay & Latham, 1982).

ADDITIONAL USES FOR BEHAVIORALLY BASED SCALES

This article has emphasized the use of behaviorally based scales in performance appraisal; however, these approaches also may be used for other purposes.

Recruitment, Selection, Placement, and Socialization

A legally defensible job analysis can be based in part on behaviorally based scales. This will aid in the recruitment, selection, and placement of human resources. Job descriptions and specifications frequently do not include behavioral expectations. Behavioral specificity enables the manager to more effectively fit the person to the job. Once a person is on the job, socialization (i.e., the process of learning the organization’s norms and values) can be enhanced with behaviorally based scales.

Evaluation

Program evaluators can use behavioral-expectation and observation data in their summative and formative reports. Personnel can be evaluated using behaviorally based methods. The behavioral responses of clients and customers to sales and marketing people can be evaluated using behaviorally based scales. Blood (1974) suggests that such scales can be useful in assessing agreement on organizational policy and communication patterns. Additionally, behaviorally based scales can serve as “criteria against which to evaluate predictors for selection and promotion decisions” (Campbell et al., 1973).

Training and Development

Blood (1974) cites a compelling need for the use of BES in the development of training programs in which “the skills to be trained for are specified in terms of actual job behaviors rather than simply the name of the skill domain . . . . Trainees in a program based on these materials would learn expected behaviors, and they would learn how their performance is to be evaluated” (p. 514).

Promotion and Transfers

It has been over twenty-five years since Douglas McGregor (1957) described his uneasy feeling about performance appraisal. McGregor’s concern was that traditional performance-appraisal systems suffer from a lack of behavioral specificity, making it difficult to give meaningful feedback to organizational personnel. The use of behaviorally based methods, along with goal- and objective-setting measures, can facilitate career development. Although good performance might lead to promotion, poor performance now might lead to transfer, so that employees’ skills are more congruent with their jobs.

SUMMARY

Several factors should be considered when using behaviorally based scales in a performance-appraisal system. Human resource management (from recruitment to termination) should rely on timely and accurate performance information.

Performance appraisal affects not only the person being appraised; it also should encourage each manager to provide feedback that is behaviorally specific, consistent, and thorough. The critical-incident method is useful for monitoring performance on a regular basis.

The appraisal process is one of many ways in which employees are socialized into the organization’s culture. Rating errors (e.g., consistent leniency or harshness; prejudice regarding race, sex, or age; the tendency to rate everyone “average”) manifest an unhealthy organizational culture.

No performance-appraisal system is perfect or without tradeoffs. BARS assess only behavior. Individual contributions to organizational results may be better assessed through some form of goal setting such as management by objectives. A comprehensive organization development intervention could include an integrated BARS and MBO system.

The development of behaviorally based scales may be time consuming, but such scales provide a relevant and legally job-related, performance-appraisal system that is consistent with the assumptions and objectives of human resource development.
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�zx	APPLYING A CONSULTING MODEL TO MANAGERIAL BEHAVIOR( 

Terry Newell

Several factors are forcing organizations to rethink basic management tenets that have been held since America became an industrial society nearly a century ago. Today, increasing competition in the world market demands new ways of thinking and operating in our organizations. The industrial society could rely on a plentiful supply of cheap, relatively uneducated labor. Information processing and the provision of services now dominate the economy and the employment market, and the workers needed today are better educated, more expensive (Yankelovich & Immerwahr, 1983), and in shorter supply. The number of people entering the work force will drop by nearly 6 million between 1984 and 1995 (The Future Environment, 1986). More women hold jobs outside the home. Employees are demanding better benefit packages, flexible hours, participation in decision making, and a host of other considerations. In short, the jobs of today’s workers are different; their ways of thinking are different; and the ways in which they are managed must be different. The hierarchical management structures and authoritarian managerial behaviors that characterized most assembly-line production operations and carried over into most large organizations are no longer appropriate to a service and information society in which innovation and responsiveness are essential.

THE NEED FOR INNOVATION AND AUTONOMY IN THE WORKPLACE

Inexorable economic and demographic changes demand changes in our ways of managing organizations. Deputy Treasury Secretary Richard Darman stated that “[There is a tendency] in large-scale corporate America to be like the government bureaucracy [that] corporate executives like to malign: bloated, risk-adverse, inefficient, and unimaginative” (Corwin, 1987, p. 12). Since 1980, eighty-nine of the one hundred largest United States companies have reorganized to reduce the number of management layers. Other estimates indicate that over a half-million managers have been let go by United States firms in the last five years, and a total of two to three million will be cut by 1995 (Middle Managers, 1985; Nielson, 1985; Snyder, 1984).

In a study of worker attitudes using national polling techniques, Yankelovich and Immerwahr (1983) found that employees highly value and want more discretion in how they do their jobs. Maccoby (1981) suggests that the “gamesman” leadership style he described in the 1960s now must give way to a different approach that takes into account the changed “social character” of the work force: “It is becoming more generally accepted,” he notes, “that hierarchical and policing-style management causes resentment, sabotage, costly absenteeism, and a negative attitude to the business” (p. 58).

Current HRD Models Are Too Limited

Human resource development (HRD) practitioners have not been idle participants in this arena. Since the Hawthorne studies in the 1930s, they have contributed ideas and techniques to help free the potential in managers and their employees. But there is a gap between what HRD has offered and what managers have used. Part of the problem may be that many of the HRD models just do not suit managers’ needs.

The traditional approach to management training focuses on the basic functions a manager performs: planning, organizing, delegating, monitoring, and controlling. In his studies of managers, Mintzberg (1975) discovered that they seldom sit still long enough to devote concentrated attention to most of these functions, especially planning. He suggested that, instead, managers vary among ten roles such as liaison, disturbance handler, resource allocator, and disseminator. Unfortunately, Mintzberg’s research was more descriptive than prescriptive; few managers are aware of it, and few HRD professionals have translated it into something that managers can use.

The current trend seems to be a focus on leadership. In addition to Maccoby (1981), Bennis and Nanus (1985), Kanter (1983), and Peters and Austin (1985) have written excellent, yet largely descriptive books. Much of their writing is applicable to managers, but their points serve more as goals to strive for than as road maps or instructions. The closest anyone has come to a practical guide to management is Hersey and Blanchard’s work on Situational Leadership® (1982). Furthermore, the focus of all these works is on the manager as the person in charge of the situation. But if employees are to assume more autonomy, participate more in decision making, and take matters more into their own hands, we need a model of management that tells how they should behave as well. We need a model that makes sense in organizations that are less hierarchical and more lateral, less authoritative and more collegial in their relationships.

MANAGERS AND THE CONSULTING ROLE

If, as Naisbitt (1982) suggests, the new leader “is a facilitator, not an order giver” (p. 188), then the consulting model that HRD practitioners use with managers is an appropriate model for managers to use with their subordinates. Subordinates also can use it to improve their own abilities to participate effectively in decision-making processes.

The consulting model suggests a new language for talking about management. The terms “manager,” “superior,” “boss,” and “supervisor” connote a relationship in which one person does the thinking, gives the orders, and—at least from nine to five—is viewed as more worthwhile than others. In contrast, the terms used most often in organizational consulting, such as “facilitator,” “helper,” “trainer,” and “consultant,” connote a more equal relationship. Because language is a powerful influence on how we think and, therefore, act, adopting consulting language may be a significant way to break down the old mental and behavioral patterns of both managers and employees. This is not to say that managers must give up their power—one of the primary elements that distinguishes them from consultants. On the contrary, the manager who begins to think of his or her supervisory responsibilities in terms associated with consulting may actually gain personal power with subordinates.

The consulting model offers a rich behavioral repertoire for managers and employees. Figure 1 presents a model of consulting developed by Lippitt and Lippitt (1986). To adapt this model for managerial purposes, we replace the word “consultant” with the word “manager” and the word “client” with the word “employee.”

The continuum in Figure 1 thus moves from one extreme (on the right) in which the manager (consultant) advocates a specific solution to the other extreme (on the left) in which he or she just observes and comments on what the employee (client) is doing. In between are six additional roles from which the manager may choose. Each offers a different degree of employee involvement and managerial leverage.

Participative Management and Consulting Roles

The two extremes on the continuum probably are the ones played least frequently by managers in effective organizations. The advocate manager is the hard charger who knows what needs to be done and only needs to sell it to his or her employees. Many managers sense that they are not very effective in this role, and employees increasingly are rejecting this type of leadership. On the other hand, many managers fear the observer/reflector role because they believe that it requires them to sit back and let employees make the decisions. In fact, many managers who reject participative management do so because they think that this is what they are being asked to do.

As we move toward the center of the continuum in Figure 1, we come across roles that are more acceptable to most managers. The fact that such role choices exist releases managers from the “either-or” thinking that says they must be autocrats or marshmallows with their employees.

The role continuum thus helps to define participative management. Although many management books encourage managers to become participative, few tell how to do so. These eight roles, however, suggest eight behavioral alternatives for increasing employee involvement. They are not managerial functions—such as planning, monitoring, or controlling—but behavioral options a manager has for working with employees in carrying out these functions. Figure 2 illustrates the relationship between managerial functions and role choices. If this figure were viewed as a matrix, each of its
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Figure 1. Multiple Roles of the Consultant

�

Figure 2. Relationship of Consulting Roles and Management Functions

cells would contain discrete behaviors that define how a manager implements a given consulting role for a given managerial function.

Figure 3 presents some of the behaviors that are associated with each consulting role. The behaviors are listed opposite the role where they are most likely to be found or for which they are of paramount importance. Effective management, however, is likely

�Role�Behaviors Commonly Used

in Implementing the Role��Advocate�n	Clarifies the message to be communicated.

n	Identifies needs and characteristics of audience.

n	Identifies appropriate approach/media.

n	Speaks and writes clearly and  persuasively.

n	Analyzes effectiveness of advocacy effort.

n	Modifies approach and content as needed.��Information

Specialist�n	Presents state-of-the-art information on technical subjects.

n	Presents information  on the business environment and the health of the business/organization.��Trainer/Educator�n	Assesses learning styles.

n	Identifies learning objectives.

n	Plans learning experience consistent with principles of adult learning.

n	Uses a variety of training approaches to meet diverse learner needs.

n	Arranges learner practice.

n	Asks and responds to questions.

n	Assesses degree  of learning and provides appropriate reinforcement.

n	Arranges for on-the-job follow-up/reinforcement.��Joint Problem Solver�n	Establishes and builds problem-solving teams.

n	Conducts or facilitates problem-solving sessions using appropriate problem-solving techniques.

n	Conducts or facilitates action planning based on solution identified.��Alternative

Identifier/

Resource Linker�n	Conducts or facilitates lateral-/creative-thinking exercises.

n	Researches topics to identify helpful people, places, publications.

n	Links self and others to people, places, publications.

n	Identifies pros and cons of options under consideration.��Fact Finder�n	Identifies the need for data to address questions about organizational issues.

n	Identifies diagnostic models to assess economic, political, social, and technical health of the business/organization.

n	Designs research and evaluation approaches to gather needed data.

n	Uses soft and hard data-collection methods to gather information about problems and opportunities.

n	Organizes data to answer questions.��Process Counselor�n	Negotiates process-consultation role with individuals and groups.

n	Assists in facilitation and diagnosing interpersonal, group, and organizational leadership, goal-setting, decision-making, problem-solving, communication, and conflict-management processes.

n	Uses models of interpersonal, group, and organizational effectiveness to guide diagnosis and intervention.

n	Involves individuals and groups in analyses of diagnostic data and in action planning.

n	Intervenes in the system consistent with negotiated role.��Objective Observer�n	Creates a climate of acceptance, trust, and neutrality.

n	Observes individual, interpersonal, and group behavior.

n	Actively listens to communications.

n	Facilitates open, assertive, authentic communication among individuals and groups.

n	Feeds back observations in specific, behavioral, nonjudgmental terms consistent with agreed-on observer role.��Figure 3. Behaviors Associated with Consulting Roles

to call on behaviors from various roles in any given situation as the manager switches from advocate to problem solver to process counselor to information specialist, and so on, in a flow of managerial action.

As an example, we might assume that a manager has been an effective advocate and “sold” employees on using a particular model to carry out the unit’s planning cycle. The manager might then wish to teach the model to the staff. To do this, the manager would first need to understand the learning styles of the employees. The manager would then identify how to teach the planning model taking these style preferences into account. This might include some combination of written materials (for example, an article on the planning model, instructions in its use), visual materials (a film on planning), practice exercises (a case-study activity or actually working through a sample plan), and on-the-job experience. The manager would need to blend these activities in ways conducive to adult learning (that is, making the training relevant, experience based, relatively learner controlled, and so forth). The manager also would need to plan for adequate evaluation and on-the-job follow-up to confirm that the planning model is learned and used.

This approach is quite different from the more common, more directive approach characterized by the manager who starts and stops with the advocate role. As an advocate, the manager assumes that the problem is solved when the employees have verbally agreed to use the planning model. Only later is the manager likely to find that the employees have neither accepted nor learned how to use the model. Such a manager mistakes verbal acquiescence for behavioral implementation.

It also is important to note that all eight of the role choices and their associated behaviors allow for some degree of employee and managerial participation. The application of the consulting model to managerial behavior does not imply that the manager withdraws from the scene. Although each of the eight roles in Figure 1 provides some level of employee participation, the manager is needed or influential to some degree in all of them. Because the manager participates in each role, he or she affects the outcome. Even when the manager serves as “observer,” the observations can be valuable to the group and can impact the decision or task. This may help to address the concern of mid-level managers that the intent of employee participation is to eliminate their roles.

Employees also have influence in all parts of the model. The consulting model suggests that employees, like clients, can initiate events, not just react to orders. This is especially true when the manager operates in a problem-solving or alternative-identifier role. Yet even when the manager is an advocate, he or she is more a salesperson than a dictator. Employees still can actively influence actions to be taken.

Because managers and employees both have influence in this model, both must accept responsibility for the results. Managers traditionally have instituted systems such as “pay for performance” and “management by objectives” to hold employees accountable. To the extent that such systems are “top down,” they often fail, because they imply that the employees’ behavior is controlled by someone else. When employees lack influence, they point to scapegoats (managers and others) as the causes of failure. When employees have choices and can influence events and outcomes, when they take responsibility for solving problems themselves, true accountability results.

All Levels in the Organization Benefit

The consulting roles presented in the Lippitts’ model also can be used by managers to operate effectively in dealing with their own supervisors. Managers can gain more influence by encouraging their own supervisors to serve as trainers or joint problem solvers, thus allowing them more participation. A positive chain reaction can begin at either end. As employees become more participative and assume more responsibility, their manager is freed to become more participative with and assume more responsibility from his or her supervisor, thus freeing that person to do more important things in his or her role. Conversely, as a top manager becomes more participative, his or her subordinate managers assume more responsibility. They have time to do so because as they themselves become more participative, their employees assume more responsibility. The final effect is that managers are freed to do more of what they are really paid to do, plan, while employees are involved more in the work that they do. The more the system can train managers and employees to consult, the less time managers need to spend in directing and supervising. Obviously, managers, employees, and the organization all benefit from this.

Consulting skills also help managers and employees in functioning horizontally within the organization, in situations in which they have no direct line authority (such as when serving on a task force, advisory board, or in coordinating projects with other departments). A participative, consultative model is particularly suited to situations involving such horizontal integration and internal coordination.

Managers and employees in staff units such as the HRD and personnel departments also need consultative skills. These functions often are viewed as regulators and “police” partly because their members do not apply a consulting orientation in their work. Personnel units traditionally measure their success by the extent to which their hiring policies, payroll systems, and appraisal forms are complied with by managers rather than by the extent to which they develop differing hiring, payroll, and appraisal systems to meet the differing needs of organizational units.

FLEXIBILITY IN THE CONSULTING ROLE

An effective consultant will vary the role he or she plays according to the needs and stages of the consulting relationship. The same is true for managers. The eight roles in the consulting model provide considerable variety—more so than many management models. Contrary to many of these models, which suggest that a given situation calls for a particular style of management, the consulting continuum suggests that a single situation may call for multiple roles in a dynamic interaction that requires rapid shifts of managerial behavior. The example that follows illustrates this point.

�The Situation

A unit in the finance office has had excessive delays for the past three months in processing payments received. This has led to a loss of profits because of loss of interest on the funds. The director of the unit has been told to cut processing time by 30 percent for the next quarter.

The Traditional Manager

Reviewing the processing logs of her employees, the manager sees that one long-term employee is well below average, although this alone is not enough to cause all the delays. The manager calls a staff meeting and probes for “why things have gotten out of control.” The employees look at one another, and one finally speaks up: “It’s the people in the mail room; they take forever to even get the checks here.” Another adds, “We’ve had equipment down.” A third chimes in, “People have been out on vacation.”

Dissatisfied with what she views as “excuses,” the manager calls a separate meeting with the problem employee and urges him to improve. The manager then meets with the director of mailing operations to see if the mail flow can be improved. She is told that “not everything can have top priority.” She also decides to institute a daily processing log to replace the weekly log now being used, in the hope that closer monitoring will speed things up and allow her to spot problems sooner. Finally, she promises cash incentives to employees who approve their average processing times.

After two months, the processing time has been cut by only 12 percent, largely because of the efforts of one employee who needs the cash incentive. The performance of the problem employee is no better, and it is rumored that he is looking for another job. The other employees are grumbling about “spending so much time filling out logs that we can’t get our work done.” Tension seems to be developing between them and the “rate buster” employee.

The Consultant Manager

The manager calls her staff together and presents the data that her supervisor has shared with her. Most of the staff members have seen the figures before, because they are posted at the end of each week. The manager advocates that the group use force-field analysis to look at the problem. The employees agree, although most of them are not familiar with the process. The manager says that she will train them in how to use it.

As a result of the analysis, a number of problems are identified. The group agrees to engage in joint problem solving. It further agrees that three problems must be given priority and that action plans must be developed to deal with them:

1.	It is agreed that weekly logs do not provide warning of problems early enough, especially about problems caused by staff absences that overload other employees. Substitution of daily logs, using the unit’s computer equipment, would allow the manager to schedule the work flow more evenly. It is agreed that written logs are too time consuming.

2.	The employees suggest that the job of the long-term employee be restructured to remove him from check processing and to give him more administrative tasks such as designing time-saving changes in the work flow. His knowledge of the organization and his long-term relationship with the mail room are cited. His work load will be picked up in part by a secretary who wants to learn check processing and by the time saved by new work procedures.

3.	The employees recommend that the incentive program be changed to put less emphasis on cash and more on nontaxable awards. A list of such awards is generated.

After two months, the processing time has been reduced by 34 percent. The staff is working more harmoniously, and the long-term employee has identified three alternatives for cutting processing time further. These will be explored by the total group in a meeting the following week. Two of the procedures resulted from force-field analyses that the employee conducted with other staff members. The manager sat in on the meeting and provided process feedback to both the long-term employee and the group members. Furthermore, the revised awards program has succeeded because of its use of time off as an incentive. An option to select cash instead has been of benefit to one employee who needs the extra money.

Tradeoffs

Each of the consultative managerial roles is appropriate under certain circumstances. Each serves certain ends. For example, when faced with a crisis situation that calls for quick action, a manager may need to be an advocate. There may be little time for involvement and, if the manager has the required information, little need to draw on the resources of the group. Of course, the employees will have little involvement in the decision and will learn very little about how to handle similar situations in the future.

Tradeoffs occur with all role choices. As Table 1 shows, these tradeoffs involve the speed with which decisions are made, the extent to which the group contributes, the extent of group commitment to the decision made, and the extent of employee development. The tradeoffs are similar to those suggested by Vroom (1973). The mid-continuum roles of joint problem solver and identifier of alternatives may represent the optimum approach for managers who need to solve complex problems while developing the problem-solving capabilities of their employees.

CONSULTING ROLES AND MANAGERIAL SKILLS

The consulting model directs attention to a range of skills not traditionally viewed as essential for managers. As Lippitt and Lippitt (1986) point out, consultants have two kinds of expertise. They have technical skills that enable them to be content experts in particular fields (for example, training technologies, systems analysis, survey design, quantitative methods, strategic planning, and so forth). They also have process expertise; they know what process to use with people to accomplish a given goal and they know how to give feedback to groups to help them to improve their interactions and their processes such as problem solving, decision making, and so on.

Managers, on the other hand, usually are content or technical specialists, but frequently they do not have process skills. Many traditional managers still do not consider process expertise to be an essential managerial skill—if, in fact, they even know what the term means. They approach each situation as if it were primarily a technical problem, using whatever process “common sense” suggests. This lack of awareness of process concepts and skills may help to explain why technical experts often fail as managers and why so many managers become authoritative. Lacking the ability to “work a group,” they become prescriptive and dogmatic while wondering why giving an order is not enough to ensure that it is carried out. The consulting model changes the definition of managerial skills by legitimizing—in fact, requiring—process skills.

Figure 4 shows the types of skills most often needed by managers in the eight consulting roles. The placement of skills opposite roles in the figure is suggestive, not exact. Many of the skills are useful in more than one role, and other skills could be added.

�Table 1. Characteristics of Consecutive Managerial Roles

��Degree to Which Managerial Approach Leads to:���Managerial�Role�Managerial�Approach to �Employees��Past �Decisions�Group�Commitment� to Decisions�Development�of Group�Members��Use of Group�Resources��Advocate�“Do it my way.”�(Salesperson)�High�Low�Low�Low��Information�Expert��“I can tell you how to do that.”�(Technician)�High�Low�Low�Low��Trainer/�Educator�“Let me teach you how to do that.”�(Teacher)�Moderate�Moderate�Moderate�Moderate��Joint�Problem�Solver�“Let’s work together on how to do that.”�(Colleague)�Moderate�High�High�High��Identifier of�Alternatives��“Have you considered doing it this way?”�(Resource)�Moderate�High��High��High���Fact Finder��“If you collect some data before deciding, I can help.”�(Researcher)�Low�High�High�High��Process Counselor�“You’re working together well as a group in doing that.”�(Group Coach)�Low�High�High�High��Several observations can be made about Figure 4. First, the importance of process skills tends to increase as the manager becomes less directive. Again, this may explain why managers who lack these skills feel more comfortable staying in more directive, content-oriented roles.

Second, many of these skills are not part of traditional management training. The ones that are, such as developing employees or solving problems, often are treated only briefly or are optional. In some training programs, “techniques” are presented without the underlying concepts being explained fully. This can result in managers who are not able to modify techniques to fit various situations or who can use a technique only in the exact situation described in the training program.

Managerial Role�Knowledge/Skill��Advocate��nñMarketing�nñPublic speaking�nñPublic relations��Information Expert��nñTechnical expertise in the business of the organization��Trainer/Educator��nñTraining-needs assessment�nñLearning-style assessment�nñTask/job analysis�nñTraining design�nñLearning-materials development�nñExperiential-learning/adult-learning principles�nñBehavior modeling��Joint Problem Solver�nñProblem-solving methods�nñManagement of change�nñGroup dynamics�nñAction-planning techniques��Identifier of Alternatives�nñCreative-thinking skills�nñNetworking�nñComputer conferencing��Fact Finder�nñOrganizational diagnosis�nñData collection (e.g., survey design, interviewing, focus-group�ññprocesses)�nñResearch and evaluation�nñManagement analysis��Process Counselor�nñProcess consultation�nñOrganizational behavior�nñConflict management�nñTeam development�nñCounseling��Observer/Reflector�nñActive listening and feedback�nñObservation skills�nñThird-party mediation��Figure 4. Managerial Roles and Skills

Third, Figure 4 implies that HRD practitioners need to share with managers the knowledge and skills that now define the consulting profession. This will demystify consulting and make managers less dependent on consultants. Consultants may fear that they will lose business as a result. In fact, it will make managers more educated consumers of consulting services. As managers learn more about and become more involved in HRD, they will demand more of it in and for their organizations.

MANAGERIAL ETHICS

The consulting literature devotes a fair amount of attention to ethical considerations, largely because organizational consulting practice has roots in the helping professions, such as psychology and therapy. Hierarchical management, on the other hand, is rooted in industrial and military models in which the emphasis is on rules, routines, and respect for authority. As a result, it often tends to pay less formal attention to the role of ethics in business practice. Fairly recent tragedies in industries such as chemicals (Bhopal, India), pharmaceuticals (toxic-shock syndrome), automotive manufacturing (potentially fatal defects in several car models), and in finance (insider stock trading) and government (the Iran-Contra affair) illustrate this point. In most of these cases, there is evidence that managers knew of serious problems but did little to acknowledge or solve them.

The consulting model can help to correct this situation because the examination of values and the discussion of ethics in decision making are part of the consulting role. For example, consultants believe that it usually is essential to confront differences rather than to suppress them. Most consultants have found that ignored conflicts impede progress. Similarly, managers will need to learn to be more willing to deal with conflict, accepting that disagreements often are healthy. They will have to convey to their employees that it is permissible to challenge the boss. This will encourage, rather than discourage, challenging the impact of potential business decisions on employee or public health, safety, and trust.

Effective consultants also conform to certain ethical standards—in some cases, to written standards such as those of the American Psychological Association. Such standards usually require that a consultant inform all parties in an intervention of his or her loyalties and of any conflicts of interest that could affect decisions to be made. Managers might benefit from such written codes, especially if they were enforced by managers themselves rather than by outside forces such as legislatures, courts, and investigative bodies.

IMPLICATIONS FOR HRD PRACTITIONERS

Although managers can improve their performance and their organizations by behaving more like organizational consultants, it will not be easy to effect this change. For decades, they have been told to behave in hierarchical, authoritarian ways and have been rewarded for doing so.

The first step for HRD practitioners will be to make managers aware of alternative behaviors and their potential for improving their performance, the performance of their employees, and their organizations. Books such as In Search of Excellence: Lessons from America’s Best-Run Companies (Peters & Waterman, 1982), Megatrends: Ten New Directions Transforming Our Lives (Naisbitt, 1983), The Change Masters: Innovation for Productivity in the American Corporation (Kanter, 1983), and Leaders: The Strategies for Taking Charge (Bennis & Nanus, 1985), and the wealth of spinoffs from these best sellers help to create a climate that encourages new managerial behavior and lends it credibility and legitimacy. Human resource development professionals can share these materials and ideas with managers to help create a more receptive environment.

At this stage, HRD practitioners should be most concerned with encouraging acceptance of new concepts and the language that goes with them. Many managers either are beginning to recognize the need to facilitate work, to collaborate, to solve problems, and to consult or are being exhorted by their leaders to do so. But managers lack a conceptual model to organize and guide such behavioral change. By providing them with a framework in which to think about these things, HRD practitioners can have a powerful influence on how managers act. As has been pointed out earlier, talk is the first step toward action.

As a second step, the consulting model can be used to help managers to diagnose their organizational cultures, their work units, their own behavior, and the behavior of their employees. When managers accept the concepts in the consulting model, they will find it appropriate and useful to ask questions such as the following:

n	“What kind of environment do we foster (advocate, problem solver, observer/reflector)?”

n	“Does the environment match the tasks we have to complete?”

n	“Are we able to change the environment and our own behaviors to reflect the roles and skills needed for what we have to do?”

n	“How flexible are we?”

A manager who recognizes that his or her behavior is encouraging staff members to act as advocates (each trying to sell a point of view) when working together as problem solvers can gain an important insight that is not readily available in most approaches to management or organizational diagnosis. Instruments and data-feedback processes that assist in this type of diagnosis also can be quite useful.

Third, HRD practitioners can incorporate consulting skills into managerial training. Managers can make their own managerial values explicit and compare them to those of effective consulting practices. They can be given specific skills such as how to enter into “contracts” with their employees, how to collect data and diagnose problems, how to do action planning, and how to terminate a contract and move on to other business. They also can be taught the skills for each of the consulting roles and when each of these skills is appropriate. They can be taught how to become aware of process as well as product.

Fourth, HRD practitioners can stress the need for consulting skills in the design of managerial selection systems. The heart of any selection process is an analysis of what the job requires. Human resource development professionals can point out, through reference to the literature and through data collected about what effective managers in the organization already do, that consulting skills are among those that should be assessed when decisions are made about hiring people for management jobs.

Fifth, consulting skills and measures of those skills can be built into performance-appraisal systems for both managers and employees. It is appropriate to ask, for example, how well a manager engages the group in problem solving and whether he or she knows when and how to perform as an alternative identifier. Many organizations whose appraisal systems focus on the “bottom line” need this process focus but do not know what process behaviors to measure. The consulting model provides a framework for this.

Finally, HRD practitioners can help managers and formal associations of managers to discuss ethical standards for managerial behavior and to formulate managerial codes of ethics.

CONCLUSION

No model applies to every situation. Managers are not always called on to act as consultants. Some managerial tasks have nothing to do with consulting, and some decisions must be reserved for the manager. However, the situations in which a manager must be the “boss” are less numerous than may be commonly believed. More and more organizations are involving employees in appraising their own performance, in scheduling their own time, in suggesting ways to improve the work flow, and in providing input and making decisions related to their work. When employee participation is encouraged, motivation increases and negative behaviors such as slowdowns and failure to comply with standards are decreased. The consulting model frees managers from the restrictions of their traditional roles. Its flexibility benefits the organization by allowing maximum knowledge of the task to be applied to any work situation.
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�zx	PERFORMANCE COACHING( 

Udai Pareek and T. Venkateswara Rao

Performance coaching is an integral part of performance appraisal. Any organization interested in administering a good performance-appraisal system that aims at developing employees must practice effective performance coaching. Although performance coaching can be provided by anyone who is senior (in competence, knowledge, experience, or hierarchical position, for example) to the employee being coached, this article concentrates on the coaching provided by a manager to a subordinate. In this context performance coaching can be defined as the help that a manager provides to subordinates in analyzing their performance and other job behaviors for the purpose of increasing their job effectiveness. A manager can provide coaching at any of various stages in a subordinate’s development (for example, soon after a subordinate has been hired or when the subordinate faces difficulties or problems).

The objectives of coaching are as follows:

	1.	To provide a nonthreatening atmosphere in which the subordinate can freely express tensions, conflicts, concerns, and problems;

	2.	To develop the subordinate’s understanding of his or her strengths and weaknesses;

	3.	To enhance the subordinate’s understanding of the work environment;

	4.	To increase the subordinate’s personal and interpersonal effectiveness by giving feedback about behavior and assistance in analyzing interpersonal competence;

	5.	To review the subordinate’s progress in achieving objectives;

	6.	To identify any problems that are hindering progress;

	7.	To assist in generating alternatives and a final action plan for dealing with identified problems;

	8.	To encourage the subordinate to set goals for further improvement;

	9.	To contract to provide whatever support the subordinate needs while implementing the action plan; and

	10.	To help the subordinate realize his or her potential.

Few managers exhibit skill in coaching without training. Human resource development (HRD) professionals need to be aware of the growing importance of coaching; in the future they will be called on to teach this critical skill. Consequently, this article addresses the essentials of coaching that HRD professionals may need to know in order to teach managers how to coach subordinates.

CONDITIONS FOR EFFECTIVE COACHING

Coaching is a means rather than an end in itself. A subordinate’s performance does not automatically develop in positive ways because coaching takes place. But when done effectively, coaching can be quite useful in helping a subordinate to integrate with the organization and to develop a sense of involvement and satisfaction. When training managers in coaching skills, the HRD professional should emphasize that the following conditions are necessary if coaching is to be effective:

1. A general climate of openness and mutuality. At least a minimum degree of trust and openness is essential. If the organization or the unit in which the subordinate works is full of tension and mistrust, coaching cannot be effective.

2. A helpful and empathic attitude on the part of the manager. The manager as coach must approach the task as an opportunity to help, must feel empathy for the subordinate being coached, and must be able to convey both helpfulness and empathy to the subordinate.

3. The establishment of an effective dialogue. Coaching is collaborative rather than prescriptive. It is based on the subordinate’s achievement of performance goals set in concert with his or her manager. Consequently, the coaching process should be one in which both the manager and the subordinate participate without inhibition and engage in a discussion that eventually results in a better understanding of the performance issue involved.

4. A focus on work-related goals. Work-related goals should be the exclusive concern of a coaching effort; attention should be given only to behaviors and problems that directly relate to the subordinate’s achievement of those goals. During the course of the discussion, issues that are not work related may arise; but when this happens the manager should refocus the dialogue on improvement in the organizational setting.

5. Avoidance of discussion about salary, raises, and other rewards. The purpose of coaching is to help a subordinate plan improvements in performance, and discussing the linkage between performance and rewards may interfere with this purpose.

THE THREE PROCESSES INVOLVED IN COACHING

Coaching involves three main processes that the HRD professional can help managers to master: communicating, influencing, and helping. When communicating, the manager listens (receives messages), initiates and responds (gives messages), and gives feedback. When influencing, the manager persuades the subordinate to move in a particular direction by positively reinforcing desirable behavior; encourages the subordinate to exercise more autonomy; and fosters the subordinate’s identification with the manager as someone whose experience, skill, and influence are greater than the subordinate’s own. When helping, the manager expresses concern and empathy for the subordinate, establishes the mutuality of the relationship, and assists the subordinate in identifying his or her developmental needs. During the helping phase of a coaching session, both parties respond to the needs of the other. These processes and their components are illustrated in Figure 1 and described in detail in the following paragraphs.

�

Figure 1. The Processes Involved in Coaching

Communicating

The general climate of a coaching session should be congenial to increase the chances that the subordinate will be receptive. Accordingly, it is important for the manager to remember that communication is greatly influenced by how the problems and issues to be discussed are perceived by both parties. Communication can become distorted if the manager and subordinate do not establish empathy for each other and try to understand each other’s point of view, In addition, nonverbal communication is as important as verbal communication; gestures, posture, and tone are critical.

There are three elements of communicating: listening, initiating and responding, and giving feedback.

Listening

Listening involves paying careful attention to the messages sent by another person. Consequently, the coaching session should, if at all possible, take place in an environment that is free from interruptions so that the manager can concentrate totally on the situation at hand. Not only must the subordinate’s cognitive message be heard; but the feelings and concerns underlying the subordinate’s ideas must also be received and understood, regardless of whether the subordinate is able to voice them. Listening for hidden messages is a skill that can be practiced; a number of activities emphasize the improvement of a listener’s ability to detect them (see, for example, Rao & Pareek, 1978).

The subordinate needs to know that the manager is actively listening. The manager can demonstrate that this is the case by assuming an attentive posture (leaning forward) and by maintaining eye contact with the subordinate. When the subordinate has completed a message, the manager should paraphrase, mirror, or reflect what was said to ensure that the message has been understood as intended. For example, a subordinate might say, “I’m really mad. I’ve tried to do my best in the past year. I’ve worked twice as hard as anyone else in the office, but I still haven’t been promoted.” The manager might respond, “You feel that you haven’t been shown appropriate recognition for your hard work.” Demonstrating that the message has been heard and understood aids the progress of the discussion.

Initiating

During a coaching session the manager typically asks a number of questions for various purposes: obtaining information, establishing rapport, clarifying, and stimulating thinking. The questions that are asked and the manner of asking them can either facilitate or hinder the process of communicating. Some questions can make a subordinate either shut down or respond in a way that indicates dependence on the manager, whereas others can build openness and autonomy. The kinds of questions that tend to hinder the process of communicating include the following:

1. Critical questions. Questions that are used to criticize, reprimand, or express doubt about the subordinate’s abilities create a gap between the manager and the subordinate; in addition, a sarcastic tone may be perceived as criticism even if the actual words do not seem critical. When discussing performance that has not met standards, the manager should be continually aware of appropriate phraseology and tone. For example, a question such as “Why did you fail to meet the deadline for your last project?” communicates criticism, whereas “What might account for the fact that your last project was late?” invites examination and discussion of the issue. Similarly, a question such as “How did you miss another deadline?” constitutes a reprimand; “How can you meet your next deadline when you failed to meet the last one?” expresses doubt in the subordinate’s abilities. Critical questions undermine not only the subordinate’s confidence but also the manager’s objective in conducting the coaching session; they also may lead to resentment on the part of the subordinate.

2. Testing questions. Questions that are asked to determine whether the subordinate is “right” or “wrong” or to discover how much the subordinate knows are evaluating or testing questions. These questions imply a superior attitude on the part of the manager, and they may make the subordinate feel as if he or she is on the witness stand undergoing a cross-examination. For example, a manager whose objective is to find out why the subordinate is missing deadlines can easily slip into this kind of posture. Again, tone is extremely important; it can convey an attitude of cross-examination regardless of whether the words do. Testing questions are similar to critical questions in their effect on the subordinate.

3. Leading questions. The manager may unwittingly ask a question that evokes the answer he or she wants, which may or may not be the real answer. For example, the manager may say something like “You weren’t able to meet your last deadline because the maintenance department fell behind, right?” or “Were you unable to meet your last deadline because the maintenance people wouldn’t cooperate?” A leading question almost seduces the respondent into giving the desired answer, which stops further exploration of the issue and may provide information that is misleading or incorrect.

Other kinds of questions can help rather than hinder in developing a healthy relationship between the manager and the subordinate and in increasing the subordinate’s effectiveness:

1. Questions conveying trust. Questions that elicit the subordinate’s help or suggestions can indicate that the manager has faith in the subordinate. For example, the manager may ask, “How do you think I should deal with this problem?” When the manager and subordinate share an open, trusting relationship, the subordinate may also ask this kind of question.

2. Clarifying questions. Clarifying questions are those asked for the purpose of obtaining useful information about performance issues and problems. This kind of question is frequently asked in connection with paraphrasing, mirroring, or reflecting what the subordinate has said: “You’re worried about your lack of knowledge of the new system. Is that so?” Clarifying questions help to confirm understanding; they keep the manager and the subordinate at the same level throughout the conversation so that neither party becomes confused or lost.

3. Empathic questions. Empathic questions are those that deal with the other person’s feelings; they are asked for the purpose of expressing concern rather than finding solutions to problems. For example, the manager might ask, “How did you feel when the shipping department sent the wrong order to the customer?” Such questions indicate concern about the effect of an event or a situation on the subordinate; they convey empathy, generate trust, and build the rapport that is so necessary to the success of performance coaching.

4. Open questions. The most useful questions are those that have no implicit answers; instead, they stimulate reflection and thinking on the part of the subordinate. Open questions invite the subordinate to be creative in exploring the various possible dimensions of an issue and to share these ideas with the manager.

Responding

As is the case with the questions that a manager initiates, managerial responses to subordinate comments can be either useful or dysfunctional. Responses that are empathic, supportive, and exploratory are useful, whereas those that alienate, criticize, or deliver orders are likely to be dysfunctional. Figure 2 presents various behaviors that characterize useful and dysfunctional responses.



Dysfunctional Behaviors�Useful Behaviors��Alienating�Continually stressing conformity�Failing to encourage creativity�Passive (rather than active) listening�Failing to give verbal responses��Empathic�Leveling�Building rapport�Identifying feelings���Critical�Criticizing�Pointing out inconsistencies�Repeatedly mentioning weaknesses�Belittling�Reprimanding��Supportive�Acknowledging problems, concerns, feelings�Accepting differences of opinion�Showing understanding�Communicating availability�Committing support�Expressing trust���Directive�Prescribing�Giving orders�Threatening�Failing to provide options�Pointing out only one acceptable way�Quoting rules and regulations�Exploring�Asking open questions�Reflecting�Sharing�Probing

Closing�Summarizing�Concluding�Contracting for follow-up and help���Figure 2. Dysfunctional and Useful Managerial Responses.

Giving Feedback

Giving feedback is important in terms of increasing the subordinate’s self-awareness, particularly with regard to strengths and weaknesses. If properly given, feedback results in greater rapport between the supervisor and the subordinate. Feedback is effective (Pareek, 1977) when the manager ensures that it:

n	Is descriptive rather than evaluative;

n	Is focused on the subordinate’s behavior rather than the subordinate as a person;

n	Concerns behavior that is modifiable;

n	Is specific and based on data rather than general and based on impressions;

n	Provides data from the manager’s own experience;

n	Reinforces positive new behavior and what the subordinate has done well;

n	Suggests rather than prescribes avenues for improvement;

n	 Is continual rather than sporadic;

n	Is based on need and is elicited by the subordinate;

n	Is intended to help;

n	Satisfies the needs of both the manager and the subordinate;

n	Is checked with other sources for verification;

n	Is well timed; and

n	Contributes to the rapport between the manager and the subordinate and enhances their relationship.

The manager might want to discuss the characteristics of effective feedback with the subordinate before the coaching session. It also might be helpful to discuss possible reactions with the subordinate. The subordinate should be encouraged to view the feedback in terms of exploring ways to improve his or her performance; defensive reactions such as the following should be discouraged:

n	Denying the feedback instead of accepting responsibility for the behavior being discussed;

n	Rationalizing instead of analyzing why the behavior was shown;

n	Assuming that the manager has negative feelings about the subordinate instead of trying to understand the manager’s point of view;

n	Displacing (expressing negative feelings when the manager may not “fight back”) instead of exploring the feedback with the manager;

n	Accepting automatically and without exploration instead of eliciting more information in order to understand the feedback and the behavior;

n	Taking an aggressive stance toward the manager instead of seeking his or her help in understanding the feedback;

n	Displaying humor and wit instead of concern for improvement;

n	Exhibiting counterdependence (rejecting the manager’s authority) instead of listening carefully to the feedback;

n	Showing cynicism or skepticism about improvement instead of accepting the feedback and planning to check it with other people; and

n	Generalizing instead of experimenting with alternatives for improvement.

Influencing

Influencing is an effort to have an impact on the subordinate. It involves increasing the subordinate’s autonomy, practicing positive reinforcement, and fostering the subordinate’s identification with the manager.

Increasing the Subordinate’s Autonomy

Influencing is often thought of as decreasing the autonomy of the influenced person and directing him or her into channels that are predetermined by the person exerting influence. However, the positive influencing that takes place during a coaching session has the opposite effect; the person who is influenced is granted a wider scope of decision making. Flanders (1970) makes a distinction between these two different kinds of influencing: One is called the direct mode, which restricts the freedom of the person being influenced; the other is called the indirect mode, which increases the freedom of the influenced person.

Flanders classifies criticism and punishment as direct influencing and encouragement as indirect. When a person is criticized or punished, those activities for which he or she receives this censure are inhibited or avoided in the future; consequently, the individual’s freedom is restricted. On the other hand, when a person is praised or positively recognized, he or she feels encouraged to take more initiative in exploring new directions, thereby experiencing greater freedom and autonomy. For coaching to have the intended effect, the manager must use the indirect mode by accepting the subordinate’s feelings as well as his or her own, expressing those feelings, acknowledging and praising good ideas contributed by the subordinate, and raising questions that promote thinking and exploration.

Positively Reinforcing

Skinner (1971) has established that change in behavior can only be brought about through positive reinforcement as opposed to punishment or negative reinforcement. Therefore, because change cannot take place without experimentation and risk taking, influencing in the coaching session involves providing encouragement and reinforcing success so that the subordinate is inclined to take more initiative and to try new, desirable behaviors.

Fostering Identification

Levinson (1962) has stressed the importance of the process by which the subordinate identifies with the manager. One major influence that helps a subordinate to develop is the opportunity to associate and identify with people who have greater experience, skill, and influence. According to McClelland (1976) this identification is the first stage in the development of psychological maturity; it is a legitimate need that should be fulfilled. Levinson (1962) identifies several ways in which the influencer may block such identification: lack of time, intolerance for mistakes, complete rejection of dependency needs, repression of rivalry, and failure to examine the relationship shared by the influencer and the person being influenced. Levinson also suggests that the manager as influencer should examine his or her own process of identifying with others and interacting with subordinates.

Helping

In a broad sense the entire spectrum of performance coaching can be seen as helping. However, the specific task of helping during a coaching session involves particular activities: expressing concern and empathy, establishing mutuality, and assisting the subordinate in identifying developmental needs.

Expressing Concern and Empathy

Without demonstrating genuine concern for the subordinate, the manager cannot provide effective helping during a coaching session. The manager must be able to empathize with the subordinate and to reflect this empathy in the tone of the conversation and the kinds of questions asked. In the absence of real concern, a coaching session can degenerate into an empty ritual.

Establishing Mutuality

Coaching entails receiving help as well as giving it. Unless the mutuality of the helping relationship is established during the coaching session so that both parties feel free to ask for and provide help, coaching cannot be effective. Mutuality is based on trust and the genuine perception that each party has something important to contribute. Although the manager is in a superior position, he or she must demonstrate willingness to learn and to receive help from the subordinate.

Identifying Developmental Needs

The ultimate purpose of performance coaching is the systematic and specific identification of a subordinate’s developmental needs. Once these needs have been identified, plans can be made regarding ways to fulfill them. For example, Sperry and Hess (1974) have advocated the use of contact counseling, a coaching process based on transactional analysis. In this process the manager uses the techniques of keying, responding, and guiding. Keying involves “reading” the subordinate; the supervisor uses an appropriate frame of reference to perceive what the subordinate means by his or her verbal and nonverbal responses. In responding, the manager replays what was learned from keying in a manner that communicates understanding of the subordinate’s message. The final technique, guiding, consists of motivating or helping the subordinate to change his or her behavior in a way that accomplishes objectives more effectively.

Morrisey (1972) has suggested a few other techniques: the “you-we” technique, the second-hand compliment, the advice-request technique, and summarizing. When employing the you-we technique, the manager uses “you” to compliment the subordinate and “we” to designate a need for improvement: “You are doing a great job; we have a problem.” The second-hand compliment involves relaying a compliment from a third party: “Ms. Reynolds says that you’ve done an excellent job for her.” The advice-request technique consists of asking the subordinate for suggestions and advice with regard to the performance issue at hand. Finally, summarizing at the end of the coaching session helps to clarify the decisions made and the responsibilities assumed and integrates the entire discussion.

THE SEQUENTIAL PHASES OF COACHING DURING A PERFORMANCE REVIEW

One of the goals of coaching is to help the subordinate to grow and develop in the organization. Every manager coaches subordinates, either knowingly or unknowingly, in the course of the day-to-day work life. An effective manager, in a coaching capacity, helps subordinates to become more aware of their strengths and weaknesses, to improve on their strengths, and to overcome their weaknesses. By establishing mutuality and providing support as well as the proper emotional climate, a manager helps subordinates to develop. Mutuality involves working with each individual subordinate to develop future plans of action for growth and contribution to the organization; support involves acceptance of each subordinate as a total person and encouraging that subordinate with warmth.

Coaching requires certain interpersonal skills that the HRD professional can assist a manager in acquiring if the manager is genuinely interested in developing subordinates. These skills are particularly important at the time of performance review. Although a good manager coaches subordinates regularly whenever the need arises, a formal performance review provides an especially important opportunity. Such a review passes through phases that correspond to certain skills on the part of the manager: rapport building, exploring, and action planning. Figure 3 presents these three phases, the activities that characterize them, and the coaching behaviors that help as well as those that hinder the progress of each activity.
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Phases�Helpful Behaviors�Hindering Behaviors��Rapport Building����Attending

�Observing rituals

Conversing about personal matters

Smiling

�Discussing behavior immediately

��Listening to feelings, concerns, problems

�Indicating physical attention (posture)

Maintaining eye contact

Responding (verbally and non-verbally)

Eliminating or excluding telephone calls, noise, and disturbances

�Indicating distraction (paying attention to other things, such as telephone calls)

Signing letter, talking to others during conversation��Accepting

�Communicating feelings and concerns

Paraphrasing feelings

Sharing own experience�Failing to respond

Listening passively for a long period

��Exploring����Investigating

�Mirroring or paraphrasing

Asking open questions

Encouraging subordinate to explore

�Criticizing

Avoiding or hedging��Identifying the problem�Asking questions to focus on the specific problem

Encouraging subordinate to generate information

Narrowing the problem

�Suggesting what the problem is��Diagnosing�Asking exploratory questions

Generating several possible causes�Suggesting the cause

��Action Planning����Searching

�Generating alternative solutions

Asking questions about possible solutions

�Advising��Decision making�Asking questions about feasibility, priority, pros and cons

Discussing solutions and jointly choosing one

Discussing an action plan

Establishing a  contingency plan�Directing

Devising an inflexible plan and holding the subordinate to it��

Figure 3. The Sequential Phases of Performance Coaching.

Rapport Building

In the rapport-building phase the manager attempts to establish a climate of acceptance, warmth, support, openness, and mutuality. This is done by adopting the subordinate’s frame of reference, by listening and becoming attuned to the subordinate’s problems and feelings, by communicating understanding to the subordinate, and by expressing empathy for and genuine interest in the subordinate. The manager should strive to foster the subordinate’s confidence so that he or she opens up and frankly shares perceptions, problems, concerns, feelings, and so forth. Three basic managerial activities are involved in this phase:

1. Attending. In the opening rituals of a coaching session, the manager should convey that he or she is attending to the subordinate and considers the session important. Generally a coaching session is held in the manager’s office, where the manager can engage in certain behaviors to set the stage properly: offering the subordinate a chair, closing the door to ensure privacy, and asking the secretary not to allow phone calls or other disturbances. All such rituals must come out of the manager’s genuine concern for the subordinate and for the objectives of the session; most subordinates can tell when the manager is merely playing the part of concerned coach.

2. Listening. As has already been discussed, active listening is essential to effective coaching and includes such signs of attention as leaning forward and maintaining eye contact. The manager also must remember to concentrate on nonverbal as well as verbal messages.

3. Accepting. Establishing a climate of acceptance is a necessary part of establishing rapport. The subordinate must feel that he or she is wanted, that expressing differences of opinion is acceptable, and that the manager is interested in understanding him or her as a person rather than simply as a role incumbent. The manager helps the subordinate to develop these feelings by listening and by paraphrasing, mirroring, or reflecting the subordinate’s message; this approach makes the subordinate feel understood and valued and assists in building a climate of acceptance, thereby facilitating the coaching process.

Exploring

In the exploring phase the manager attempts to help the subordinate better understand himself or herself and the performance problem at issue. The subordinate’s situation, strengths, weaknesses, difficulties, and needs are all dealt with. This phase requires great skill on the part of the manager. No one enjoys being told about weaknesses, so the better approach is to assist the subordinate in discovering them for himself or herself. The following activities are characteristic of this phase:

1. Investigating. The manager helps the subordinate to investigate various dimensions of the problem, to discover any related but previously unidentified issues, and to surface any concerns. This is done by asking open questions and encouraging the subordinate to talk more about any issue that he or she mentions.

2. Identifying the problem. After investigating, the manager should ask questions designed to help the subordinate to focus on the specific problem involved. These questions should both narrow the problem and generate information about it. For example, if the subordinate says that others do not cooperate with him or her, the manager may ask questions to narrow the problem to the subordinate’s relationship with a few specific coworkers; then questions may be asked to help the subordinate see what he or she does that hinders cooperation.

3. Diagnosing. Investigating and identifying the problem should lead to diagnosing it. Without diagnosis there is no basis for solving any problem. Again, open questions are useful:

n	“Why do you think people are put off when you talk with them?”

n	“Can you recall occasions when you received full cooperation? What might account for the cooperation you received on those occasions?”

n	“What personal limitations of yours especially bother you?”

Ultimately this activity leads to the generation of several alternative causes of a problem.

Action Planning

In the action-planning phase the manager and the subordinate jointly plan specific action steps designed to solve the performance problem and to further the subordinate’s development. Three activities are involved in the action-planning phase:

1. Searching. The main function of the manager during searching is to help the subordinate think of alternative ways to deal with the problem. A number of alternatives may be discussed, such as training, job rotation, increased responsibility, and role clarification. Generating alternatives should be primarily the responsibility of the subordinate; the manager should offer suggestions only after the subordinate seems to have run out of ideas.

2. Decision making. After alternatives have been generated, the manager helps the subordinate to assess the advantages and disadvantages of each alternative, to raise questions about the feasibility of the various alternatives, to choose the best alternative, and to finalize a step-by-step action plan. Both parties should be aware that the action plan may need to be revised after implementation has begun, depending on various contingencies that might arise.

3. Supporting. The final and crucial stage of coaching is to communicate the intention to provide specific support to the subordinate in implementing the agreed-on action plan. After considerable discussion the manager and the subordinate should create a contract detailing the support to be provided as well as the system to be used for monitoring the implementation and following up. After the contract has been created, the coaching session may be brought to a close.

TIPS FOR EFFECTIVE COACHING

The following are useful tips for performance coaching that the HRD professional may want to share with managers:

1. Make sure that the subordinate is willing to learn from coaching. On some occasions a subordinate does not ask for performance coaching, but is, in effect, forced into it. When coaching is provided without having been sought, it may be of limited value and frustrating to the manager as well as the subordinate. In such a situation the manager would do well to forget about performance coaching and instead talk to the subordinate about his or her interest or lack of interest in growth. If the manager establishes the proper climate, such a discussion can lead to openness on the part of the subordinate. However, if the subordinate has serious difficulty in dealing with the manager, a problem-solving session should be the first step.

2. Encourage the subordinate to function independently. Sometimes subordinates are so loyal and their manager so protective that they become totally dependent on the manager. From time to time every manager should reflect on whether he or she is unintentionally fostering this kind of relationship. It is important to allow subordinates to make their own decisions and thereby increase their autonomy. The same principle holds true in a coaching situation: The subordinate should bear the main responsibility for determining what action to take.

3. Make sure that the subordinate understands the purpose of the coaching. If the subordinate does not understand the purpose or has unrealistic expectations, he or she may not receive the manager’s message in the proper perspective. If it is obvious that the subordinate has some misunderstandings, it is a good idea to spend the first session addressing them; then another session can be scheduled for the actual coaching effort.

4. Minimize arguments. One argument is sufficient to make both the manager and the subordinate defensive. The manager should try to accept everything the subordinate says and build on it. Acceptance is the best way of helping the subordinate to achieve self-realization.

5. Ensure adequate follow-up. Good coaching sessions will ultimately fail to produce effective results if follow-up is inadequate. When the manager follows up through informal exchanges, this approach goes a long way toward communicating interest in the subordinate. But when the manager fails to follow up, the subordinate may feel that the coaching was artificial and, consequently, may lose interest in improving the performance at issue.

CONCLUSION

As organizations become more and more interested in avoiding costly turnover and initial job training, a greater emphasis will be placed on performance coaching as a means of retaining employees. Performance coaching is a difficult, intense task for a manager; it requires patience and the use of several particular skills. But it is well worth the effort. Over time it can enhance an employee’s strengths, minimize weaknesses, and help the employee to realize his or her full potential, thereby benefiting the employee, the manager, and the organization as a whole.

Human resource development professionals can help managers to become acquainted with and acquire the skills that are essential to effective coaching, and in the future they will be asked to provide this help more and more often. As they do so, they will not only provide a valuable service to organizations but will also promote their own credibility.

REFERENCES

Flanders, N. (1970). Analyzing teacher behavior. Reading, MA: Addison-Wesley.

Levinson, H. (1962). A psychologist looks at executive development. Harvard Business Review, 40, 69-75.

McClelland, D.C. (1976). Power is the motivator. Harvard Business Review, 54(2), 100-110.

Morrisey, G.L. (1972). Appraisal and development through objectives and results. Reading, MA: Addison-Wesley.

Pareek, U. (1977). Interpersonal feedback: The transaction for mutuality. ASCI Journal of Management, 6(2), 196-210.

Pareek, U., & Rao, T.V. (1971). Behaviour modification in teachers by feedback using interaction analysis. Indian Educational Review, 6(2), 11-46.

Rao, T.V., & Pareek, U. (1978). Performance appraisal and review: Operating manual. New Delhi, India: Learning Systems.

Skinner, B.F. (1971). Beyond freedom and dignity. New York: Alfred A. Knopf.

Sperry, L., & Hess, L.R. (1974). Contact counseling. Reading, MA: Addison-Wesley.



�zx	SEXUAL HARASSMENT OF WOMEN IN THE WORKPLACE: MANAGERIAL STRATEGIES FOR UNDERSTANDING, PREVENTING, AND LIMITING LIABILITY( 
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SEXUAL HARASSMENT: AN OVERVIEW

The workplace is changing. Although women no longer are confined to pink-collar or female ghetto jobs, they often are stereotyped as incapable of performing the same quality or quantity of work as men. Female entry into male-dominated occupations can create situations in which the females are singled out and made to feel unwelcome solely because of gender, work performance notwithstanding. Such reactions pose a challenge to managers and executives. Because managers and executives look to human resource development (HRD) professionals for advice about such challenges, HRD practitioners need to be knowledgeable about sexual-harassment issues.

Common sense and good management practice dictate that inaccurate stereotypes and notions of disparate treatment based on gender be eliminated. In addition, prejudicial treatment is prohibited by law (42 U.S.C. 2000e-2). Under Title VII of the 1964 Civil Rights Act, commonly referred to as “Title VII,” when an employer causes, condones, or fails to eliminate unfair treatment of women in the workplace, liability may ensue (42 U.S.C. 2000e-5; 42 U.S.C. 2005e-6).

This article focuses on the problem of sexual harassment of women in the workplace. Beginning with a definition of sexual harassment, the article describes the problem and outlines the legal conditions and liability for sexual-harassment claims. The article concludes with recommended managerial strategies for preventing and reducing the risk of a successful lawsuit alleging claims of sexual harassment.

Defining Sexual Harassment

Sexual harassment is more easily recognized than defined. However, the Equal Employment Opportunity Commission (EEOC) Guidelines on Discrimination Because of Sex (1987) specify the types of conduct that are considered sexual harassment. Although these guidelines do not carry the force of law, they do “constitute a body of experience and informed judgment to which courts and litigants may properly resort for guidance” (General Electric Co. v. Gilbert, 1976, at 141-142). These guidelines describe sexual harassment as follows:

Unwelcome sexual advances, requests for sexual favors, and other verbal or physical conduct of a sexual nature constitute sexual harassment when (1) submission to such conduct is made either explicitly or implicitly a term or condition of an individual’s employment; (2) submission to or rejection of such conduct by an individual is used as the basis for employment decisions affecting such individual; or (3) such conduct has the purpose or effect of unreasonably interfering with an individual’s work performance or creating an intimidating, hostile, or offensive working environment. (p. 141). 

Others define sexual harassment differently. Farley (1978, p. 33), for example, describes sexual harassment as “unsolicited, nonreciprocal male behavior that asserts a woman’s sex role over her functioning as a worker.” This definition avoids detailing the specific acts involved and summarizes that nature of sexual harassment as the unwillingness or failure to see women as coworkers or subordinates and the willingness to see them as sexual objects. Safran (1976, p. 149) defines sexual harassment as sexual activity that is “one sided, unwelcome, or comes with strings attached.” Harassment bears no resemblance to a normal sexual relationship, which would be free of the element of threat to one’s job or livelihood that is the hidden agenda of sexual harassment.

Whatever definition one chooses for sexual harassment, the basic elements remain the same. Harassment constitutes a threat in that the victim may be required to comply sexually or suffer a consequence. In other circumstances the threat may take the form of ongoing harassment that interferes with work by making the atmosphere intimidating and unpleasant. The courts have identified these two aspects respectively as quid pro quo harassment and hostile environment harassment. Quid pro quo harassment is the more easily recognized of the two because the threat is designed to produce a specific result. Hostile environment harassment is more difficult to define because it may stem from what Bem and Bem (1970) have called a “nonconscious ideology.” Harassers in a group may not perceive their behavior as wrong or abnormal, seeing it more as a form of male prerogative. Before attempting to change such behavior, managers must understand the extent and dynamics of such harassment.

The Extent of the Problem

Early studies of sexual harassment used nonrandom samples of large populations (Crull, 1982; Safran, 1976). Other researchers have randomly sampled the workplace to investigate sexual harassment more accurately (Jensen & Gutek, 1982). The United States Merit Systems Protection Board (MSPB) study of 23,000 employees in 1981 is the most comprehensive of such studies to date, and its results support the findings of the earlier nonrandom surveys. In the MSPB sample, 42 percent of the females reported experiencing some form of sexual harassment. Although women of any age can be harassed, the majority of women who were harassed were between the ages of sixteen and nineteen. Similarly, more single and divorced women reported being victims of harassment. Tangri, Burt, and Johnson (1982) describe this as personal vulnerability and note that dependence on the job greatly increases the incidence of harassment. Most harassers of women were older, were married, and were more likely to be coworkers than supervisors. Serious forms of harassment, however, were more likely to come from a supervisor than a coworker.

Results of the MSPB survey support earlier reports that sexual harassment has serious negative effects on the employees being harassed; these effects translated into a cost of $267 million over a two-year period (MSPB, 1988). Included in this figure were costs for training new employees, costs of treating the health problems of the harassed employees, and the costs of absenteeism and lost productivity. If the psychological, social, and physical effects on harassment victims do not create sufficient interest for intervention, the economic costs of harassment must.

Psychological and Sociological Explanations

The traditional view of sexual harassment of women involves the belief that harassing behavior is biologically based—that men cannot help themselves. Thus, sexual harassment is labeled “normal.” Harassment, however, is not “normal,” nor is it related to sexuality. Rather it is a question of power and control. Men and women are socialized to roles that attribute more power to men than to women. Sexual harassment on the job is an inappropriate and exaggerated extension of stereotyped social roles. Sexual harassment occurs because of socialization, stereotypes, and traditional organizational structures.

Women traditionally were socialized to be polite, passive, and submissive; men were socialized to be more aggressive. On the average, women have lower status and lower salaries than men. Expectations of appropriate behavior also differ. Konrad and Gutek (1986, p. 423) report that men may see the workplace as a “potential arena for sexual conquests.” In contrast, women may perceive sexual advances at work as potential threats because they are likely to be in subordinate positions to men (Gutek & Dunwoody, 1987).

In general, the “double standard” persists at work. As Hyde (1980) and others point out, behavior is evaluated differently for males and females. Sexual behavior at work also will be viewed differently by males and females. This coincides with the finding that 67 percent of men and only 20 percent of women report that they would be flattered by harassment (Gutek, 1985).

The term “sex-role spillover” refers to the transfer of gender-role expectations to the workplace, even though those expectations are irrelevant or inappropriate to the job (Gutek & Morash, 1982). For example, sex-role spillover involves behaviors such as expecting women to make and serve coffee, to run errands, or to act “motherly” or “wifely.” Once such a role is established, it extends to other expectations, such as dressing in a sexually attractive way. This type of spillover is most likely to occur in situations in which women work in low-status jobs.

In high-status or male-dominated jobs, spillover is less likely; women tend to do the same tasks as men. Instead there is more likely to be an attempt to put women in their place by restoring traditional roles. Sexual harassment is both a way of reasserting traditional status relationships and a way to establish control through the threat of harassment.

The organizational model of sexual harassment posits that institutions may provide a structure that makes harassment possible (Tangri, Burt, & Johnson, 1982). Organizations that are highly structured and stratified are more conducive to sexual harassment because they allow negative consequences for failure to acquiesce to sexual demands. This organizational structure can be used to control women’s behavior in the workplace. Those more vulnerable in the organization, such as trainees or those who “need” their jobs, are more likely to be harassed. This fact, combined with other sociocultural factors, makes women the more likely victims.

Thus, harassment occurs when employers and coworkers confuse employment expectations with sex-role expectations and when males are threatened because females have invaded what they believe is their territory—the traditionally all-male jobs. Unfortunately sexual harassment is pervasive and affects both morale and productivity.

LEGAL CONDITIONS FOR SEXUAL-HARASSMENT CLAIMS

Courts have imposed liability on employers and coworkers for participating in, condoning, or permitting sexual harassment at work under two theories that parallel the EEOC guidelines. These two theories on which liability may be found have been referred to as quid pro quo liability and hostile environment liability (Katz v. Dole, 1983).

Quid pro quo liability is established when a sexual act is the prerequisite condition to employment, promotion, or any other job benefit. The converse also is true; quid pro quo liability can be found when the refusal to engage in a sexual act results in being fired, denied promotion, or having a job or benefit withheld. Unlike the hostile working environment situation, the plaintiff in a quid pro quo case must prove that the sexual demand was linked to a tangible, economic aspect of the harassed employee’s compensation, term, condition, or privilege of employment (Henson v. City of Dundee, 1982; Vermett v. Hough, 1986).

Hostile environment liability is the second legal theory on which sexual harassment can be predicated. Individuals who must work in an atmosphere made hostile or abusive by the unequal treatment of the sexes are denied the equal employment opportunities guaranteed by law and the Constitution (Henson v. City of Dundee, 1982; U.S. Constitution, Amendment 14). As the Court of Appeals for the Eleventh Circuit said:

Sexual harassment which creates a hostile or offensive environment for members of one sex is every bit the arbitrary barrier to sexual equality at the workplace that racial harassment is to racial equality. Surely, a requirement that a man or woman run a gauntlet of sexual abuse in return for the privilege of being allowed to work and make a living can be as demeaning and disconcerting as the harshest of racial epithets (Henson v. City of Dundee, 1982, note 7, at 902).

The elements of a hostile environment case were most clearly spelled out in Henson v. City of Dundee (1982). To prevail in such a suit, the court noted that the plaintiff must establish the existence of four elements. First, as in all Title VII cases, the employee must belong to a protected group. This requires only “a simple stipulation that the employee is a man or a woman” (Henson v. City of Dundee, 1982, at 903). Second, the employee must show that he or she was subject to unwelcome sexual harassment. Third, the harassment must have been based on sex and if it were not for the employee’s sex, the employee would not have been subjected to the hostile or offensive environment. Fourth, the sexual harassment must have affected a term, condition, or privilege of employment. Details of the second, third, and fourth elements of a hostile environment case will be explored further in the sections that follow.

Unwelcome Sexual Harassment

The Supreme Court has addressed the issue of what constitutes unwelcome sexual harassment. In Meritor Savings Bank v. Vinson (1986), a bank employee alleged that following completion of her probationary period as a teller trainee, her supervisor invited her to dinner; during the course of the meal, the supervisor suggested that they go to a motel to have sexual relations. The employee at first declined, but eventually agreed because she feared she might lose her job by refusing. Thereafter, over the course of the next several years, the employee alleged that the supervisor made repeated demands for sexual favors. She alleged that she had sexual intercourse forty or fifty times with her supervisor, was fondled repeatedly by him, was followed into the women’s restroom by him, and was raped forcibly on several occasions. In defending the suit, the defendant bank averred that because the employee had voluntarily consented to sexual relations with her supervisor, the alleged harassment was not unwelcome and was not actionable.

The Supreme Court disagreed. The Court stated that “the fact that sex-related conduct was ‘voluntary,’ in the sense that the complainant was not forced to participate against her will, is not a defense to a sexual-harassment suit brought under Title VII” (Meritor Savings Bank v. Vinson, 1986, at 2406). The focus of a sexual-harassment claim “is whether [the employee] by her conduct indicated that the alleged sexual advances were unwelcome, not whether her actual participation in sexual intercourse was voluntary” (Meritor Savings Bank v. Vinson, 1986, at 2406). Sexually harassing conduct is unwelcome if the “employee did not solicit it or invite it, and the employee regarded the conduct as undesirable or offensive” (Moylan v. Maries County, 1986).

Conduct is deemed unwelcome based on a “totality of circumstances” analysis. Conduct alleged to be sexual harassment must be judged by a variety of factors, including the nature of the conduct; the background, experience, and actions of the employee; the background, experience, and actions of coworkers and supervisors; the physical environment of the workplace; the lexicon of obscenity used; and an objective analysis of how a reasonable person would react and respond in a similar work environment (Rabidue v. Osceola Refining Co., 1986). Rather than risk making an incorrect, ad hoc determination of whether conduct is or is not unwelcome in each instance of alleged sexual harassment, managers should be prepared to take appropriate action when such conduct first appears to be offensive and unwelcome.

Harassment Based on Sex

Another element of a Title VII claim of sexual harassment requires that the harassment be directed against an employee based on the employee’s sex. Conduct that is offensive to both sexes is not sexual harassment because it does not discriminate against any protected group (Bohen v. City of East Chicago, Ind., 1986; Henson v. City of Dundee, 1982). “The essence of a disparate treatment claim under Title VII is that an employee . . . is intentionally singled out for adverse treatment on the basis of a prohibited criterion” (Henson v. City of Dundee, 1982, at 903).

The prohibited criterion here is the employee’s sex. In quid pro quo cases, meeting this requirement is self-evident. The request or demand for sexual favors is made because of the employee’s sex and would not otherwise have been made. However, it is not always as clear in a hostile environment based on sexual harassment in which “. . . the plaintiff must show that but for the fact of her [or his] sex, [the employee] would not have been the object of harassment” (Henson v. City of Dundee, 1982, at 904).

An example of unwelcome conduct directed at an employee that would not have occurred but for that employee’s sex is found in Hall v. Gus Construction Co. (1988). Three female employees of a road-construction firm filed suit alleging sexual harassment by fellow male employees. The offending and unwelcome conduct included instances of men’s using sexual epithets and nicknames; repeated requests to engage in sexual activities; physical touching and fondling of the women; exposure of the men’s genitals or buttocks; display of obscene pictures to the women; urinating in the women’s water bottles and in the gas tank of their work truck; refusing to perform necessary repairs on their work truck until a male user complained; and refusing to allow the women restroom breaks in a town near the construction site.

In finding the firm guilty of sexual harassment, the court concluded that the “incidents of harassment and unequal treatment . . . would not have occurred but for the fact that [the employees] were women. Intimidation and hostility toward women because they are women can obviously result from conduct other than explicit sexual advances” (Hall v. Gus Construction Co., 1988, at 1014).

Business managers and executives should be aware that any type of unwelcome conduct that is directed at an employee because of the person’s sex may constitute sexual harassment. The lesson is to be alert and to stifle any conduct that threatens disparate treatment because of the employee’s sex.

Harassment Affecting a Condition of Employment

Title VII prohibits discrimination based on sex with respect to “compensation, terms, conditions, or privileges of employment” (42 U.S.C. 2000e-2). It readily can be seen how quid pro quo sexual harassment constitutes sexual discrimination with regard to compensation, terms, conditions, or privileges of employment; but a sexually hostile environment also can affect a condition of employment, without any economic or tangible job detriment suffered.

This is the case because one of the conditions of any employment is the psychological well-being of the employees (Meritor Savings Bank v. Vinson, 1986; Rogers v. EEOC, 1981). When the psychological well-being of employees is adversely affected by an environment polluted with abusive and offensive harassment based solely on sex, Title VII provides a remedy. “[T]he language of Title VII is not limited to ‘economic’ or tangible discrimination. The phrase ‘terms, conditions or privileges of employment’ evinces a Congressional intent ‘to strike at the entire spectrum of disparate treatment of men and women’ in employment” (Meritor Savings Bank v. Vinson, 1986, at 2404).

However, the sexual harassment “must be sufficiently severe or pervasive ‘to alter the conditions of the victim’s employment and create an abusive working environment’” (Meritor Savings Bank v. Vinson, 1986, at 2406). Isolated incidents (Fontanez v. Aponte, 1987; Petrosky v. Washington-Greene County Branch, 1987; Sapp v. City of Warner Robins, 1987; Strickland v. Sears, Roebuck & Co., 1987) or genuinely trivial ones (Katz v. Dole, 1983; Moylan v. Maries County, 1986) will not give rise to sexual-harassment liability.

LIABILITY FOR SEXUAL-HARASSMENT CLAIMS

Theories of Liability

At least three broad categories of conduct can be identified that generally lead to a legal finding of sexual harassment. First, liability invariably follows when allegations of quid pro quo sexual harassment are proven (Arnold v. City of Seminole, 1985). Demands for sex acts in exchange for job benefits are the most blatant of all forms of sexual harassment. In addition, when a job benefit is denied because of an employee’s refusal to submit to the sexual demand, a tangible or economic loss is readily established.

Second, courts frequently conclude that sexual harassment exists when the offending conduct was intentionally directed at an employee because of the employee’s sex, was excessively beyond the bounds of job requirements, and detracted from the actual accomplishment of the job. When such conduct becomes so pervasive that the offending employee’s attention is no longer focused on job responsibilities and when significant time and effort are diverted from work assignments to engage in the harassing conduct, courts have concluded that sexual harassment exists.

This principle can be illustrated by examining a law enforcement case. In Arnold v. City of Seminole (1985), a female police officer chronicled a series of events and conduct to which she was subjected because she was female. The offensive conduct that created a hostile working environment included the following:

	1.	A lieutenant told her he did not believe in female police officers;

	2.	Superior officers occasionally refused to acknowledge or speak to her;

	3.	Obscene pictures were posted in public places within the police station with the female officer’s name written on them;

	4.	Epithets and derogatory comments were written next to the officer’s name on posted work and leave schedules;

	5.	False misconduct claims were lodged against her;

	6.	Work schedules were manipulated to prevent the female officer from being senior officer on duty, thus denying her command status;

	7.	She was singled out for public reprimands and not provided the required notice;

	8.	Members of the female officer’s family were arrested, threatened, and harassed;

	9.	Other officers interfered with her office mail and squad car;

	10.	Attempts to set up the female officer in an illegal drug transaction were contemplated; and

	11.	The female officer was not provided equal access to station-house locker facilities.

Based on this amalgam of proof, which far exceeded any claim of office camaraderie, the court ruled that the female officer had indeed been subjected to an openly hostile environment based solely on her sex.

The third category of finding sexual harassment generally results from conduct or statements that reflect the belief that women employees are inferior by reason of their sex or that women have no rightful place in the work force. For example, sexual harassment was found when a supervisory employee stated that he had no respect for the opinions of another employee because she was a woman (Porta v. Rollins Environmental Services, 1987). Similarly, the court found sexual harassment in the case of a supervisor who treated his male employees with respect but treated his female employees with obvious disdain. The supervisor called women employees “Babe” and “Woman” in derogatory fashion and indicated his belief that women should not be working at all (DelGado v. Lehman, 1987).

Employer Liability for Sexual Harassment

One of the primary goals of Title VII is to eliminate sexual harassment from the workplace (Arnold v. City of Seminole, 1985; Equal Employment Opportunity Commission Guidelines on Discrimination Because of Sex, 1987). However, to the extent to which it does not do so, civil liability remedies are available against both the employer and the offending coworkers and/or their supervisors. Both are obvious matters of concern for business managers.

In Meritor Savings Bank v. Vinson (1986, at 2408), the Supreme Court ruled that employer liability would be guided by agency principles, although it declined “to issue a definitive rule on employer liability.” Three such agency principles can be identified as follows:

	1.	When a supervisory employee engages in quid pro quo sexual harassment, that is, the demand for sex in exchange for a job benefit, the employer is liable. As one court explained:

In such a case, the supervisor relies upon his apparent or actual authority to extort sexual consideration from an employee . . . . In that case the supervisor uses the means furnished to him to accomplish the prohibited purpose . . . . Because the supervisor is acting within at least the apparent scope to the authority entrusted to him by the employer when he makes employment decisions, his conduct can fairly be imputed to the source of his authority (Henson v. City of Dundee, 1982, at 910).

	2.	In cases of sexual harassment by supervisory employees that creates a hostile working environment, courts have held the employer liable (Katz v. Dole, 1983).

	3.	If the sexually hostile working environment is created at the hands of coworkers, the employer will be liable if it knew or reasonably should have known of the harassment and if it took no remedial action.

These three principles suggest ways to prevent liability for sexual harassment. Managers and executives must not engage or participate in any conduct that encourages, suggests, or constitutes sexual harassment. When such conduct comes to the attention of any manager, he or she must take immediate corrective action. Further, all managers have an affirmative obligation to monitor the workplace to ensure that sexual harassment does not become a widespread practice.

MANAGERIAL STRATEGIES TO PREVENT AND REDUCE LIABILITY

The potential for sexual-harassment allegations and lawsuits exists in any workplace. The best strategies to prevent and to reduce liability may be to establish policies and procedures that require the reporting of sexual harassment and to train supervisors and employees to recognize and resolve such problems within the organization. Following is a list of suggested strategies for preventing sexual harassment and limiting liability:

	1.	Determine the extent and nature of harassment.

	n	Apply survey research methods, including confidential interviews with a 	random sample of employees.

	n	Employ an internal personnel specialist or external consultant knowledgeable�	in EEOC matters.

	n	Review personnel records, especially exit interviews, for excessive turnover�	rates for women.

	n	Be prepared to take appropriate action if incidents of sexual harassment are�	reported.

	2.	Develop a written policy that includes the following components:

	n	The legal basis in Title VII prohibiting discrimination in employment;

	n	Any applicable state statutes that complement Federal laws and procedures;

	n	A statement that harassment on the basis of sex is prohibited by law and is 	contrary to organizational policy;

	n	Identification of specific behaviors that constitute sexual harassment; and

	n	An outline of consequences, including progressive discipline and possible 	discharge.

	3.	Charge employees with the responsibility to report harassment or discriminatory practices using the following steps:

	n	Warn the offending party that such behaviors are unwelcome and that they 	must stop.

	n	Report the offensive behavior to a supervisor, manager, or designated 	individual, first verbally and then, if the offensive action continues, in�	writing.

	4.	Communicate the policy by posting it in the workplace and by making the policy a part of the orientation of new employees, especially supervisors.

	5.	Require corporate attorneys to become knowledgeable in EEOC matters, especially sexual harassment. Secure competent labor relations attorneys and/or external consultants who can advise corporate staff on preventive and rehabilitative strategies.

	6.	Make supervisors responsible for keeping the workplace free of harassing, abusive, disorderly, or disruptive conduct and for initiating necessary disciplinary action as follows:

	n	Warn offenders that they must cease such behaviors or face disciplinary 	action.

	n	Develop a written record of testimony from the complainant, the offender, 	witnesses, and any other knowledgeable parties when a warning does not 	resolve the matter.

	n	Remove the victim from the work environment, with his or her consent, until 	the matter is resolved.

	n	Counsel the supervisor, complainant, and offender as appropriate and 	necessary.

	n	Refer the complainant and the file to the designated staff office responsible 	for employment relations/EEOC.

	n	Initiate appropriate disciplinary action, including corrective action by higher-	level management, in cases in which the supervisor has not taken appropriate 	action.

	7.	Provide an impartial appeal or complaint procedure to supplement supervisory channels; such a procedure should provide for the following:

	n	Timely notice to all parties involved (complainant, alleged offender, 	supervisors, and witnesses);

	n	Opportunity for a fair and impartial review by objective and responsible 	members of the organization;

	n	Corrective action steps to make the complainant/victim “whole” again as 	quickly as possible, including back pay, promotion, or other opportunities lost 	because of the harassment;

	n	Identification of other employees in situations similar to that of the victim and 	action steps to make them “whole,” including back pay, promotions, or other 	opportunities lost because of harassment; and

	n	Assistance for complainants who choose to pursue action independently by 	filing directly with EEOC or equivalent human relations commissions at the 	state level or directly in court.

	8.	Provide training for managers, supervisors, and employees that clearly communicates information relevant to harassment. Components for accomplishing this objective include the following:

	n	Training for supervisors about how to identify harassment, the contents and 	procedures of organizational policy, counseling and disciplinary skills related 	to resolving minor infractions, and clarification of the scope of responsibility 	of supervisors; and

	n	Training for employees about understanding the organization’s policy against 	harassment; the victim’s responsibility to communicate the “unwelcomeness” 	of harassing behavior to the offender and to others as prescribed in the policy; 	and employee rights and remedies, including options to file directly with 	EEOC or state commissions on human relations.

�Checklist for Assessing Complaints

The following checklist may be of assistance in determining the extent to which sexual harassment has occurred:

ñ1. Severity of the conduct. Behaviors generally can be placed along a continuum ranging from mild to severe. Although no hard lines can be drawn, conduct will tend toward one end of the continuum or the other.

ñ2. Number and frequency of encounters. The number of incidents and the time span between them is important. A single incident may not seem severe but may become more serious if repeated often and with persistence.

ñ3. Apparent intent of the harasser. Actual intent is irrelevant; the effect of the act is what is important. The question to be asked is what reasonable people would have meant had they acted in a similar manner. Also important is whether the behavior was directed at the victim or simply overheard or seen.

ñ4. Relationship of the two employees. Employees expect higher standards of conduct from supervisors. What may be permissible from a coworker is inappropriate from supervisory personnel and may be more serious and more threatening because of the power relationship. Also to be considered is the nature of the interpersonal relationship; for example, it is important to assess whether or not these people generally have gotten along well, have had an ongoing feud, or have been involved romantically.

ñ5. Victim’s provocation. The behavior of the victim should be considered but not overweighed. Blaming the victim for causing the harassment is a common pattern that should not be allowed; however, if the complaining employee “provokes” such behavior, it loses its “unwelcome” connotation.

ñ6. Response of the victim. It is generally assumed that the victim has some responsibility for communicating that harassing behavior is unwelcome. This responsibility varies with the severity of the conduct; for example, in the case of forced fondling or attempted rape, the victim has less responsibility to express objection.

ñ7. Effects on the victim. An evaluation should be made of the effects of the offensive behavior on the employee. For instance, it is important to assess whether or not the employee was embarrassed, humiliated, physically injured, demoted, denied a promotion, or harmed in other ways.

ñ8. Working environment. Reasonable people usually expect different behaviors depending on the nature of the working environment. Conduct appropriate in a factory may not be appropriate in an office.

ñ9. Public or private situations. Different types of harassing behaviors could be more or less serious depending on whether they happened publicly or privately.

10. Men-women ratio. The higher the ratio of men to women in the work environment, the more likely harassment is to occur.

CONCLUSION

Managers must effectively resolve each instance of sexual harassment. The importance of this requirement cannot be overstated. Not only is there a self-evident need to do so for conformance to sound management principles; the Supreme Court has noted that “the mere existence of a grievance procedure and a policy against discrimination” (Katz v. Dole, 1983; Meritor Savings Bank v. Vinson, 1986; Vermett v. Hough, 1986) will not by itself insulate an employer from liability. The grievance procedure must effectively resolve problems.

Although the law alone cannot realistically dispossess people of their personal prejudices, it can require that they not exhibit them in the workplace. It is the responsibility of all business managers and executives to see that they do not. It is also the responsibility of managers and executives to display the behavior that they wish to see in their employees. It must be demonstrated, not only by policy but also by example, that sexual harassment is neither appropriate nor tolerated. The HRD practitioner shares this responsibility by providing information, policy recommendations, and training to ensure that affirmative action is taken against sexual harassment.
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SAMPLE EMPLOYER PROCEDURE AND POLICY STATEMENTS REGARDING SEXUAL HARASSMENT IN THE WORKPLACE

Memorandum to Employers Concerning Sexual Harassment Policy1

Attached as Exhibit A is a proposed sexual harassment policy for adoption by Employer ABC and for possible inclusion in the Employer’s employee handbook. We suggest that this policy be distributed to supervisors, as well as to the Employer’s employees.

In addition, we suggest that a supervisory policy statement, such as the one attached as Exhibit B, which sets forth the specific points intended for supervisors, also be distributed to the supervisors.

Since the law prohibits harassment against any individual in a protected category and not just sexual harassment, it is our recommendation that the Employer not limit this policy to sexual harassment but apply it to all forms of prohibited harassment and the policy has been drafted with this suggestion in mind.

Many sexual harassment policies that we have been called upon to review have indicated that any employee, at any level, found to be engaging in any form of sexual harassment will be dismissed. We do not believe in such a strongly worded policy. The reason for this is that telling tasteless sexual or racial jokes may be found to be a form of sexual or racial harassment if an employee finds the joke to be offensive; however, a first offense may not merit discharge. In addition, sometimes employees view corrective discipline as harassment, which is one of the reasons that this particular subject area, particularly sexual harassment, is such a difficult one with which to deal. Often the mere process of talking about the harassment complaint will stop whatever behavior is perceived as harassing. However, there may be some blatant and demeaning behavior that will call for immediate dismissal. In such a situation, however, all the facts should be clearly understood and without question and should not be simply one person’s word against the other.

In addition, some policies we have reviewed contain a traditional form of complaint procedure through the supervisory hierarchy. Based upon the very nature of harassment, and particularly sexual harassment, it does not appear to us that this would be the most satisfactory way to deal with complaints of harassment. For example, the complaint might be against the immediate supervisor or others in authority in the employee’s department and thus, the employee may not want to discuss that complaint with the immediate supervisor. In addition, it is important that a complaint of harassment come to the attention of top management where it can be appropriately handled. We have found in many cases we have handled dealing with sexual harassment, that while top management has never been aware of the complaint, many of the supervisors have been and in fact, many of the supervisors were themselves the alleged harassers. The employer is strictly liable for the actions of its supervisors and is also liable for the actions of its employees when it is aware or should have known of the harassment and fails to take immediate and appropriate corrective action.

The Supreme Court of the United States in the Meritor Savings Bank case involving a grievance procedure that required the grievant to first take the grievance to the frontline supervisor, ruled that absence of notice of the harassment by the employer does not necessarily insulate the employer from liability. Therefore, in order to ensure that no complaints get “lost” in the complaint procedure, it is our recommendation that complaints of harassment, including sexual harassment, be funneled through either of two specific individuals, one a male and one a female, plus the Employer’s President. It should be recognized that females may well be reluctant to make complaints of sexual harassment to male personnel, whether they be supervisors, managers or personnel individuals. After all, we are talking about sex. In the same vein, males might be reluctant to make complaints of sexual harassment to female personnel. The policy attached has been drafted with this thought in mind.

If harassment is reported and confirmed by an appropriate investigation, we suggest the following procedure be followed by the Employer, but only after the investigation is complete and harassment is confirmed:

(a) Politely but firmly confront whomever is doing the harassing and state how you feel about his or her actions. Inform the individual that the harassment must cease immediately and document the proceedings.

(b) If harassment continues, confront the party and inform them of the consequence of this continued action, that future violations will be sufficient for discharge without warning. Once again, document the proceedings.

(c) Always follow up with the individual who made the complaint and assure them that corrective action has been taken and thank them for their interest and being willing to come forward. Request that they inform you if they believe they are retaliated against because of their complaint.

If harassment is reported but an investigation is inconclusive regarding the fault of the accused, we suggest that a written record of counseling be placed in the accused person’s personnel file, which would not indicate any belief in the truth of the accusations, but would confirm that while the accusations were not demonstrated to be true, that in light of the accusation having been made, the occasion was used to discuss and reaffirm the Employer’s harassment policies with the employee in question.

In addition to the attached supervisory policy statement (which is designed to be distributed to supervisors), supervisors must be made aware that the law prohibits any type of retaliation against an individual making a complaint or filing a charge against the Employer or other employees for prohibited harassment, including sexual harassment. Supervisors must be made to understand that the Employer will deal directly and forcefully with any individual who discriminates or retaliates against another individual for making a complaint or charge of prohibited harassment including sexual harassment.

Sample Policy Statement Concerning Prohibited Harassment,�Including Sexual Harassment2 

We at Employer ABC share a common belief that each of us should be able to work in an environment free of discrimination, and any form of harassment, based on race, color, religion, age, sex, pregnancy, national origin, handicap or marital status.

To help ensure that none of us ever feel we are being subjected to harassment, and in order to create a comfortable work environment, the Employer prohibits any offensive physical, written or spoken conduct regarding any of these items, including conduct of a sexual nature. This includes:

	1.	Unwelcome or unwanted advances, including sexual advances. This means patting, pinching, brushing up against, hugging, cornering, kissing, fondling, or any other similar physical contact, unless it is welcomed.

	2.	Unwelcome requests or demands for favors, including sexual favors. This includes subtle or blatant expectations, pressures or requests for any type of favor, including a sexual favor (this includes unwelcomed requests for dates) whether or not it is accompanied by an implied or stated promise of preferential treatment or negative consequence concerning our employment status.

	3.	Verbal abuse or kidding that is oriented toward a prohibited form of harassment, including that which is sex-oriented and considered unwelcome. This includes comments about our national origin, race, body, disability or appearance, where such comments go beyond mere courtesy; telling “dirty jokes” that are unwanted and considered offensive; or any tasteless, sexually-oriented comments, innuendos or actions that offend.

	4.	Creating a work environment that is intimidating, hostile, abusive or offensive because of unwelcome or unwanted conversations, suggestions, requests, demands, physical contacts or attentions, whether sexually oriented or otherwise related to a prohibited form of harassment.

Normal, courteous, mutually respectful, pleasant, noncoercive interactions between employees, including men and women, that are acceptable to both parties are not considered to be harassment, including sexual harassment.

If any of us believe that he or she is being subjected to any of these forms of harassment, or believes he or she is being discriminated against because other employees are receiving favored treatment in exchange, for example, for sexual favors, he or she must bring this to the attention of appropriate people in management. The very nature of harassment makes it virtually impossible to detect unless the person being harassed registers his or her discontent with the appropriate Employer representative. Consequently, in order for the Employer to deal with the problem, we must report such offensive conduct or situations to (the Personnel Manager/Human Resources Manager or the President. Include at least one male and one female.)

A record of the complaint and the findings will become a part of the complaint investigation record and the file will be maintained separately from the employee’s personnel file.

It is understood that any person electing to utilize this complaint resolution procedure will be treated courteously, the problem handled swiftly and as confidentially as feasible in light of the need to take appropriate corrective action, and the registering of a complaint will in no way be used against the employee, nor will it have an adverse impact on the individual’s employment status.

Sample Supervisory Policy Statement Further Explaining Prohibited Harassment, Including Sexual Harassment3 

In order to avoid any question about possible unlawful harassment of employees, the Employer has chosen to prohibit harassment, including sexual harassment, as defined in the Employee Handbook.

Normal, courteous, mutually respectful, pleasant, noncoercive interactions between employees, including men and women, that are acceptable to both parties are not considered to be harassment, including sexual harassment. However, please keep in mind that what may be perceived as normal, courteous, etc. today while the individuals are on good terms may be perceived in the future in a vastly different way when the individuals no longer are on those same good terms.

The Employer will not tolerate prohibited harassment, including sexual harassment, of its employees by anyone—managers, supervisors, other employees or clients and customers. Prohibited harassment, including sexual harassment, can be an insidious practice. It can demean individuals being treated in such a manner. It can create unacceptable stress for the entire organization. Morale can be adversely affected. Work effectiveness can decline. Significant costs are involved and people harassing others will be dealt with swiftly and vigorously.

If you are engaged in any conduct that another employee finds offensive, STOP. Consider whether your actions might be improper harassment of some kind. If in doubt, seek assistance from the Personnel/Human Resources Department.

If you learn that another employee has made a complaint against you, consider whether their complaint might be justified. Meanwhile, whether the complaint is justified or not, remember three things:

	1.	Do not retaliate in any way against the employee who complained.

	2.	Consider this occasion as a reminder of the problems involved in mixing business and pleasure.

	3.	Review the Employer’s policy, and be sure you understand it and fully comply with it at all times.

�zx	FROM CONTROLLING TO FACILITATING:�HOW TO L.E.A.D.( 

Fran Rees

Styles of leadership can be placed on a continuum, with a controlling style at one end and a facilitating style at the other. A team leader’s position along this continuum is determined by how much he or she shares the responsibility for decision making with subordinates.

Traditionally, the role of a leader was to control his or her subordinates’ tasks and actions. Leaders made decisions and communicated them to subordinates, who carried them out. In many organizations, however, the trend is away from controlling leadership and toward facilitative leadership, in which leaders and subordinates share the responsibilities of making decisions, planning to implement decisions, and carrying out these plans. The reason for the trend is that today’s organizations, with their emphases on teamwork, challenge, and motivation, have found that employees are more motivated and productive if they are allowed to share in the plans and decisions that affect them and their work.

As depicted in Figure 1, the functions and behaviors of the controlling leader differ greatly from those of the facilitative leader. The leader whose style is more controlling retains full responsibility for all work accomplished and decisions made. This leader tries to control the tasks and output of the team. In contrast, the leader whose style is more facilitative shares these responsibilities with team members.

A controlling, authoritarian style of leadership can have adverse effects on a work team’s communication effectiveness and morale. Because subordinates of a controlling leader are motivated by fear, they often are reluctant to reveal problems to or share opposing opinions with their leader. The frequency of upward communication is reduced, and the information conveyed is less accurate; in fact, team members selectively send the messages that they think will bring rewards and forestall punishment. Gordon (1977) found that power struggles (gossiping, backbiting, and so on), excessive submission and conformity, squelched creativity, withdrawal (both physical and psychological), and—in those who refuse to submit—rebellion and defiance also are linked to an overly controlling leadership style.

�

Figure 1. Controlling Versus Facilitating Styles of Leadership

POWER, THE LEADER, AND THE WORK TEAM

Controlling and facilitating leaders view power in different ways. Controlling leaders regard power as something to be hoarded and to be shared only cautiously. The results produced by work teams led by such leaders often are based on the leader’s own abilities. Facilitative leaders, on the other hand, regard power as something to be shared, something that even can grow when spread among team members. Both types of leaders produce results. The difference is that facilitating leaders often produce better results because their subordinates are empowered and do not simply follow orders.

Under facilitative leaders, team members are more likely to support decisions because they have had input in the decision-making process. Because responsibility for implementing the decision is shared, team members’ talents, experience, and knowledge are fully utilized. Teams led by facilitative leaders operate in winwin situations: They complete tasks by working together. In contrast, teams led by controlling leaders operate in what ultimately are win-lose situations: As perceived by the leaders, to give power to their teams means that they themselves must lose power. Thus, controlling leaders actually are at odds with their teams.

BECOMING A FACILITATIVE LEADER: BASIC PRINCIPLES FOR INITIATING CHANGE

Leaders who wish to move from a controlling to a facilitative style must alter their leadership styles, their patterns of interaction with subordinates, their performance standards, their work habits, and their norms of relating to team members. It is important for leaders to realize from the outset that these changes will not necessarily be easy or smooth.

Leaders who are making the transition to a more facilitative approach will do well to remember three principles of change:

n	Change takes time.

n	Change is a process, not a decision.

n	Experience and practice are essential in order to become comfortable with new behaviors.

Leaders seeking to change must acknowledge the vast effort that change requires and must not give up when more time and practice than anticipated are necessary. Change is a process—sometimes a very long and tedious one. Leaders who effectively implement change ensure that they and their teams have plenty of opportunities to practice new behaviors.

Following are some additional principles that will help leaders to make the transition to facilitation:

n	Make one or two changes at a time. Do not attempt to revamp an entire system at once.

n	Allow time for changes to solidify. Change is never easy, and people need time to learn new ways of working together.

n	Reward people’s efforts to change; otherwise, they will not change.

n	Keep the goal in mind: to increase productivity and employee satisfaction.

n	Strive to reach planned, periodic milestones toward the goal. Do not let time go by without moving in the desired direction.

n	Use action plans and regular evaluations as tools to move toward the goal.

n	Have patience with people. Change is difficult and even threatening for some.

n	Do not overestimate your power and influence. Be realistic but positive about what can be accomplished, considering the organizational culture and any existing constraints. Acknowledge that one person alone cannot change the organization, and plan accordingly.

A PROCESS FOR TRANSITION

Some leaders faced with the prospect of change may feel overwhelmed by the enormity of the situation and may feel that they do not know where to begin. The changes to be made may seem enormous and impossible, or the particular situation may not seem applicable to the process described in this article.

By breaking up the change process into smaller chunks, however, the leader can make the task manageable. The following outline of steps will help the leader to translate the conceptual change process into a series of concrete, verifiable tasks and goals:

1. List all desired changes in the team’s functioning or in the style of leadership used. Think in terms of long-term improvements—many months to several years.

2. Determine the strengths, support systems, and other resources that already exist and that can help in the change process. Plan to use these strengths to advantage when beginning to make changes.

3. Break each large change down into small steps. For example, if the leader’s goal were to become a better listener, he or she might create the following list of action steps toward the goal:

n	Ask at least three questions of subordinates this week. Make an effort to listen without interrupting.

n	Take a course in listening.

n	Ask a friend to tell me when I interrupt and when I appear to demonstrate good listening skills.

What To Expect

It is human nature to resist change, even when the change is for the better. Change disrupts people’s lives, challenges their beliefs about themselves and their world, and creates confusion and disorientation. Therefore, it is unrealistic for a leader to expect others to welcome his or her new persona without reservations or to be supportive immediately, even when the change is beneficial to them. In fact, subordinates may act almost antagonistic at first.

This phenomenon may be quite frustrating to the leader who is making an honest effort to change. It may be helpful in such situations for the leader to remember how subordinates interact with controlling leaders. They are somewhat fearful and distrustful; they have learned not to be the bearers of bad news or to disagree. When a formerly controlling leader begins to draw people out and to listen, his or her motives initially will be suspect. Subordinates may avoid saying anything controversial. Furthermore, unless the leader has been a good listener in the past, subordinates may not be accustomed to expressing their feelings and ideas to him or her.

Other people may welcome the solicitation of their feelings and opinions and may vent many of their frustrations all at once. This deluge of negativity may be difficult to deal with. The leader should try to remain open to what often are valuable criticisms; should listen actively, asking for clarification or examples when necessary; and should take notes. Active listening is listening without becoming defensive and without sermonizing or judging. The leader should avoid making promises during the listening session. He or she should explain that the purpose of the listening session is to look for opportunities to involve the team members in plans and decisions and that, together, they will discuss these issues at a later date.

HOW TO L.E.A.D.

Leaders can use a simple four-step model to ensure employee participation and to increase productivity:

Lead with a clear purpose.

Empower to participate.

Aim for consensus.

Direct the process.

The L.E.A.D. model includes key leadership functions: setting clear goals and objectives, getting people involved, reaching consensus on important items, and paying attention to both tasks (the work) and relationships (the team).

If the leader uses this model, the following ten essentials of teamwork will be met:

	1.	Paying attention to all four parts of the model provides the leadership that any team needs.

	2.	Leading with a clear, stated purpose meets the need for common goals.

	3.	Empowering members to participate facilitates the high levels of interaction and involvement that team members need.

	4.	Participation and consensus help to maintain the individual team members’ self-esteem.

	5.	Participation and consensus also encourage open communication.

	6.	Participation and consensus also help to build mutual trust.

	7.	Good teamwork includes a healthy respect for differences among team members.

	8.	Effective communication in teamwork includes an avenue for constructive conflict resolution.

	9.	Using all four parts of the L.E.A.D. model will ensure that there is power within the team to make decisions.

	10.	Leading with a clear purpose and directing the process ensure that the leader will pay attention to both process and content.

The following paragraphs offer a more detailed analysis of the L.E.A.D. model.

Lead with a Clear Purpose

When a person leads with a clear purpose, he or she uses goals to motivate the team. To be motivating, goals must be challenging, positive, and realistic. A leader can bring power and focus to a team’s goals in several ways.

First, the leader should set realistic, team-oriented goals that support organizational goals. Team-oriented goals apply specifically to an individual team; they are necessary because organizational goals are not “close to home” enough to motivate a team.

Next, the leader must publish the goals and display them for all team members to see. People will not remember the goals if they are not discussed and referred to often. The goals could be posted in a meeting room on flip charts or posters; the important thing is to display visual reminders to keep the goals in front of everyone. The leader should refer to the goals often in memos, presentations, and meetings. Whenever possible, the goals should be used to guide decisions. For example, if a subordinate came to the leader with a problem or suggestion, the leader might say, “In light of our goal of 95-percent on-time deliveries, what do you think is the best solution?”

The leader should work with the team to identify milestones that will indicate progress toward the team’s goals. The milestones should be prominently displayed and should have deadlines whenever possible. For example, the team that wishes to achieve 95-percent on-time delivery could post the following milestones:

n	85 percent by the end of the third quarter;

n	90 percent by the end of the fourth quarter;

n	93 percent by the end of the first quarter of next year; and

n	95 percent by the end of the second quarter of next year.

The team’s progress should be tracked and recorded. Milestones achieved should be acknowledged and celebrated. Over time, the leader should allow his or her team to set its own goals, to monitor its own progress, and to plan its own celebrations.

Empower To Participate

After goals have been established and published, the leader must empower the people in his or her team to work toward achieving the goals. To empower means to give power or authority, to authorize, to enable, or to permit. Therefore, the leader must begin to act as facilitator by delegating the responsibility for determining how goals will be met. Although the goals themselves may be motivators, team members will not be truly empowered if they are not allowed to participate in important decisions that will affect them and their work.

Leaders can involve their teams in the decision-making process in two ways. The leader can opt for a consultative decision: He or she can solicit team members opinions and then make an independent decision. Alternatively, the leader can choose to make a consensus decision, in which the team members must reach consensus on the decision. In a consensus decision, the leader can choose to remain neutral and facilitate the decision-making process or to participate actively in the decision. The leader’s choice of decision style will depend on several factors, including his or her comfort with delegating the decision, his or her ability to avoid overinfluencing the group, the leader’s need for involvement in the implementation of the decision, and the team members’ wishes.

Of course, not every team member must be involved with every decision. Before making a decision, the leader should ask, “Who will we depend on to carry out this decision?” The people named should at least be consulted before a decision is made.

There are many other ways of empowering people to participate. For instance, the leader may decide to redesign jobs and procedures so that team members will have to interact in order to complete their work. The leader also can identify which types of decisions he or she will make and which types of decisions the team or team members will make.

Facilitative leaders encourage participation by listening more than talking and by asking more than telling. Two skills are therefore critical for good facilitators: listening and asking questions. Effective or active listening is required in order to make sure that one has accurately heard what the other person has said. To listen actively, the listener must observe the speaker as well as hear the words being said. Body language, tone of voice, eye contact, and other signals provide the listener with additional information about the speaker’s message. The active listener must indicate his or her receptiveness and attentiveness to the speaker’s message with body language: maintaining an open posture, nodding the head, remaining quiet without restless movements, and maintaining eye contact. Active listening also requires that the listener not be distracted by others, by the surrounding environment, or by difficulties that the speaker may have in getting his or her message across. It means not thinking about what one is going to say while the speaker is talking. The listener also must postpone judgment of the message until he or she has heard it in its entirety.

In addition to knowing how to listen, an active listener needs to know when to ask questions to clarify the speaker’s message. The listener can repeat a brief version of what he or she thought was said (paraphrase) in order to check the accuracy of the interpretation. The listener also can ask the speaker to provide more information in order to clear up confusion. In general, it is best to give the speaker a chance to talk and to finish what he or she wants to say before jumping in with questions.

Another important step toward the empowerment of team members is for the leader to solicit their ideas, opinions, and reactions regularly without judging or punishing them. Leaders usually are busy, and some do not have much opportunity to interact with their subordinates. A good leader-facilitator, however, will make time for others’ opinions and ideas, even if only for a few minutes at the coffee machine. Stopping by a person’s office for the sole purpose of getting his or her opinion is particularly empowering for that person.

After one has solicited someone else’s opinion, one must follow through with a facilitative response as outlined in the following steps:

	1.	Listen actively.

	2.	Ask questions or paraphrase to clarify what was said.

	3.	Thank the person, and resist having the last word.

At times, the leader will be tempted to offer an opinion—especially if others ask for it. However, one of the best ways of empowering others to participate is to listen without having the final say. Remaining neutral frees others to express their honest opinions. In addition, the leader’s opinion has clout and can change others’ perspectives. True honesty from subordinates can be achieved only without the leader’s becoming influential or defensive.

Another empowering technique is to avoid letting others rely on the leader for answers. Instead, when someone comes to the leader for an answer or decision, the leader should ask what he or she thinks. Use of this technique does not mean that the leader has no opinion or that he or she is abdicating the leadership role. Instead, it encourages others to solve their own problems. By doing so, the leader gives others permission (empowers them) to take on some of the leadership role.

A leader who empowers his or her team to make decisions must then support the team’s decisions, even if he or she was not involved in the decision-making process. The leader can demonstrate support for a decision by expressing positive feelings about the decision, by offering assistance, by “running interference,” by explaining the team’s actions and goals to upper management, and by giving encouragement.

Another way that leaders can encourage participation is to give teams regular opportunities (probably at team meetings) to assess themselves. Leaders can teach team members to measure their performance. In an assessment, a team should discuss both its progress toward goal achievement and its success at functioning as a team. Are good relationships being built among team members? Is there a spirit of cooperation? Are members working out differences in acceptable ways? What team norms (ground rules) are working? What norms need to be changed or added?

Last, leaders must become proficient at giving genuinely positive reinforcement to their team members. Positive reinforcement includes watching for things that people are doing well and letting them know that their efforts are appreciated. Following are some guidelines for giving praise:

n	Be specific about what is being praised.

n	Praise in a timely fashion; do not wait too long after the event or behavior has occurred.

n	Separate praise from problems or concerns; the message of praise may get lost if it is sandwiched between problems.

n	Praise regularly, but not so often that it becomes expected or meaningless.

Aim for Consensus

In this, the third step in the L.E.A.D. model, the leader helps the members of his or her team to move toward general agreement. The goal should be to strive for consensus in all interactions, not just as a final step. Conflicts are bound to occur, of course, but the leader should regard them as natural and should help the team to work through them. The role of the leader in building consensus is to bring as many ideas, opinions, and conflicts to the surface as possible and then to get people to find the approach that best meets the needs of the organization and of the team members.

After the team has reached consensus, it is the leader’s responsibility to act on the decision or to empower the team to act on it. The leader can choose either to use the team’s input to make a decision or to let the team’s decision stand.

Direct the Process

The last step in the L.E.A.D. model requires experience in working with groups and knowledge about the group process. An effective leader will use various techniques, such as giving clear directions, intervening to keep the team on track, and suggesting alternative processes, to help the team to accomplish its goals and objectives.

Table 1 presents the important group needs met during each step of the L.E.A.D. model and lists key tasks that must be performed by the leader and by team members.

CONCLUSION

Use of the L.E.A.D. model can help leaders to become less controlling and more facilitative, which has been found to promote better work-team results and more empowered and motivated employees. In today’s volatile marketplace, organizations must strive continually to find ways to be more productive, more competitive, and more adaptable to change and progress. Empowered work teams, led by facilitative, challenging, and enabling leaders, are helping organizations to achieve these goals. Such work teams can achieve and succeed because of their leaders, whose skills of facilitation help them to blend different views into consensus so that their teams can achieve their goals. The L.E.A.D. model presented in this article can be viewed as an outline for progress toward an empowered, facilitative organization: It provides ample opportunity for employees to take part in the management of their organizations and gives leaders a critical role to play in making this happen.
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Table 1. Using the L.E.A.D. Model

Leader Functions�Group Needs Met�Leader Tasks�Team-Member Tasks��Lead with a clear purpose�n	Common goals

n	Attention to content

n	Leadership�n	Set boundaries

n	Interpret organizational goals.

n	Facilitate team’s set- ting of its own goals

n	Evaluate and track progress toward goals�n	Ask questions to test own understanding

n	Participate in setting goals for team

n	Help leader track and evaluate progress toward goals��Empower to participate�n	High level of involvement of all members

n	Maintenance of self-esteem

n	Leadership

n	Respect for differences

n	Trust�n	Ask questions

n	Listen

n	Show understanding

n	Summarize

n	Seek divergent viewpoints

n	Record ideas�n	Contribute ideas from own experience and knowledge

n	Listen to others

n	Build on others’ ideas

n	Consider others’ questions

n	Ask questions

n	Think creatively��Aim for consensus�n	Constructive conflict resolution

n	Power within team to make decisions

n	Leadership

n	Trust�n	Use group-process techniques (brain-storming, problem solving, prioritization, etc.)

n	Ask questions

n	Listen

n	Seek common interests

n	Summarize

n	Confront in constructive way�n	Focus on common interest and goals

n	Listen to and consider others’ ideas

n	Make own needs known

n	Disagree in constructive way��Direct the process�n	Attention to process

n	Leadership

n	Trust�n	Give clear directions

n	Intervene to keep team on track

n	Read team and adjust

n	Remain neutral

n	Suggest alternative processes to help team achieve goal�n	Listen

n	Keep purpose in mind

n	Stay focused on object

n	Use own energy and enthusiasm to help process along��
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INTRODUCTION: THE IMPACT OF DIVERSITY IN THE WORKPLACE

In 1987 the Hudson Institute released Workforce 2000: Work & Workers for the Twenty-first Century (Johnston & Packer, 1987), the now-famous study of the work force of the future, which was commissioned by the United States Department of Labor. This study offered predictions about changes that will occur in the demographic composition of the United States population and work force by the year 2000.

Among the startling projections were the following: White males will account for only 15 percent of the 25 million people who will join the work force between the years 1985 and 2000. The remaining 85 percent will consist of white females; immigrants; and minorities (of both genders) of black, Hispanic, and Asian origins. The Hispanic and Asian populations will each grow by 48 percent; the black population will grow by 28 percent; and the white population will grow by only 5.6 percent. In fact, it is projected that sometime in the next century non-Hispanic whites will lose their majority status in the United States.

A brief historical perspective helps to clarify these developments and their impact. Before World War I and after World War II, there were massive waves of immigration to the United States. These immigrants made up the great “melting pot” of the American culture; they worked toward assimilation and toward adopting mainstream American values. Now, however, as a result of the social and political changes of the Sixties and Seventies, things are different. The “New Americans,” as the media have dubbed recent refugees, tend to hold onto their own languages and customs and try to maintain their distinct places within the overall pattern of the United States.

It is important to note, though, that diversity is not an exclusively U.S. issue. Just as the U.S. work force is rapidly changing in all kinds of ways—in age mix, gender composition, racial background, cultural background, education, and physical ability—so are the work forces of many countries. Such changes are having and will continue to have a significant impact on organizational environments. In the past, when the employees of an organization represented much less diversity, there was less variety in the values that governed organizational operations and work performance. Now, however, because of increasing diversity, there are conflicting values among workers and, therefore, conflicting messages about how to do things. Changing demographics, along with economic factors and the high costs of turnover, have convinced organizations that they need to make efforts to retain employees, to develop them, and to promote from within. Thus, it is increasingly important for employees to learn to understand one another and to work together effectively and harmoniously.

HOW CULTURAL COLLISIONS DEVELOP

Culture is defined as a shared design for living. It is based on the values and practices of a society, a group of people who interact together over time. People absorb culture through the early process of socialization in the family, and then this process carries over to the ways in which they perceive themselves and the world. We all develop world views—simplified models of the world that help us make sense of all that we see, hear, and do.

We perceive our world views as making sense if they are consistent with our society’s values and our abilities to anticipate and interpret the events we experience. Values, which vary from culture to culture and from person to person, are the standards that we use to determine whether something is “right” or “wrong.”

At the beginning of any relationship, information is shared. Each person learns who the other is and what he or she wants. In a work setting, that information includes a definition of each person’s role. This sharing of information occurs not only within and across work teams but also between a service provider and a customer. In the latter relationship, the shared information includes details about the product or service that the customer wants.

The degree to which information is shared and the amount of information shared vary greatly from relationship to relationship. Often people do not state their expectations of each other; sometimes they are not even aware that such expectations exist. But when these expectations are not met, collisions occur.

The greatest difficulty arises in a relationship when a person believes that “Only my culture makes sense, espouses the ‘right’ values, and represents the ‘right’ and logical way to behave.” This mode of thinking is called ethnocentrism. When two ethnocentric people from different cultures interact, there is little chance that they will achieve an understanding of each other’s world views. Common ethnocentric reactions to a differing world view are anger, shock, and amusement. The person whose expectations are not met may even attribute that failure to deliberate efforts on the part of the other person to disregard the injured person’s values. When ethnocentric thinking pervades an organizational culture, the result can be exclusion of some, favoritism toward others, intragroup conflict, and unsatisfactory customer relations.

The outcome of a cultural collision may be any of the following:

n	Termination of the interaction or the relationship;

n	Isolation, meaning that one person avoids the other or the two people avoid each other;

n	An insufficient sharing of information about expectations, which may lead to different or lowered expectations in future interactions; or

n	Accommodation, in which one person strives to accommodate the other’s expectations or both people accommodate.

If we are to manage diversity effectively, we must suspend ethnocentric judgments, begin to question why particular things are done, and strive toward negotiation or accommodation. The opposite of ethnocentrism is cultural relativism, the attempt to understand another’s beliefs and behaviors in terms of that person’s culture. The person who responds to interactions with cultural relativism rather than ethnocentrism is able to see alternatives and to negotiate with another person on the basis of respect for cultural differences.

In an organization the desired results of a cross-cultural encounter are synergy and pluralism combined with an appreciation of and contribution toward the company’s goals and objectives. In order for these results to occur, people must be encouraged to honor multiple perspectives and to incorporate this approach into their quest to meet the fundamental needs of the organization.

THE HRD PROFESSIONAL’S ROLE IN MANAGING DIVERSITY

The human resource development (HRD) professional can help managers in their efforts to deal with diversity effectively. Acting in a consultative role, the HRD professional can assist them in analyzing and enhancing the organizational climate, creating a vision, determining strategies, and implementing action plans to turn their vision into reality.

Educating Managers About Diversity

Many organizations are beginning to recognize the impact of a diverse work force and are offering their managers tips on how to manage diversity:

n	Understand that cultural differences exist.

n	Acknowledge your own stereotypes and assumptions.

n	Develop consciousness and acceptance of your own cultural background and style.

n	Learn about other cultures.

n	Be flexible; try to adapt to the style of the person with whom you are communicating.

n	Provide employees who are different with what they need to succeed: access to information and meaningful relationships with people in power.

n	Treat people equitably but not uniformly.

n	Encourage constructive communication about differences.

As these tips point out, a manager can best deal with diversity by recognizing, identifying, and discussing differences. This approach represents a departure from Equal Employment Opportunity (EEO) programs, which denied differences and instead promoted the idea that acknowledging differences implied judgments of right and wrong, superiority and inferiority, normality and oddity. These programs were based on the assumption that openly identifying differences was equivalent to opening a Pandora’s box of prejudice and paranoia. But, as one consultant said, echoing the new line of thought on the value of diversity, “We do nobody any favors by denying cultural differences.” If managers seem skeptical, it is a good idea to explain that greater differentiation between people can actually break down the mind-set of prejudices. When we describe people in greater detail instead of less detail, we find more qualities in them to appreciate.

Managers also should be made aware that employees are often hesitant to make their individual perspectives known. Thus, it is important for managers to encourage people to express their unique identities. If this encouragement is not given, people may remain silent; this silence robs organizational members of the opportunity to develop valuable insights about one another that would enhance their effectiveness on the job and enrich their lives. Also, having access to multiple perspectives is essential to creative problem solving, strategic planning, and other critical organizational functions; and multiple perspectives can flourish only when curiosity about others is welcomed and the differences among people are honored.

The tips on managing diversity are not enough; they are much more easily talked about than acted on. It is this fact that has given rise to diversity training, which was developed to help managers cope with the personnel changes occurring in organizations.1 Diversity training for managers is essential if an organization is to deal successfully with diversity. It is particularly important to provide a safe training climate in which managers can feel free to practice new skills and culture-sensitive behaviors. The training not only must help managers to understand the issues involved but also must enable them to apply that understanding to new situations that arise.

Analyzing and Enhancing the Organizational Climate

Diversity training can have little impact unless the organizational climate honors and supports cultural differences. In this kind of climate, people come to see that any communication—whether between employees or between an employee and a customer—is a multicultural event. When communication is understood and approached in this manner, the parties involved can investigate, define, and lay out each other’s cultures like maps to new territories. The organizations that promote this view will not only provide powerful guidance for their employees but will also increase customer satisfaction.

An employee perceives the organizational climate as supporting cultural differences if he or she can answer “yes” to four questions:2 

	1.	Do I have the time and tools to do my job?

	2.	Am I paid what I think I deserve?

	3.	Does the organization mean what it says about the importance of diversity?

	4.	Am I, as an employee, being treated in the same respectful manner, in which the organization wants customers to be treated?

Every organization has a unique system of values and beliefs. These values and beliefs, which create a climate that employees perceive as either supportive or not supportive of diversity, are shaped by experience, historical tradition, competitive position, economic status, political circumstances, finances, and the work setting. The HRD professional can help managers to identify these forces and the barriers to managing diversity that characterize the organization.

For example, at Ricoh Company, Ltd.,3 a Japanese organization, the corporate philosophy stresses quality while recognizing that people are the key to attaining it. The philosophy also expresses the organization’s strategy: “Love your Neighbor, Love your Country, Love your Work.”

At Ricoh quality means identifying problems and finding solutions. Everyone is responsible for quality, but top management is held accountable. It is taboo to say to a customer “That’s not my problem,” “That’s not possible,” or “That’s not my fault.” Following are the principles for quality that Ricoh stresses to its employees:

n	“All people around you are your customers.” (This statement emphasizes the “Love your Neighbor” aspect of the company’s strategy as well as the value that Ricoh places on diversity.)

n	“Quality cannot be built alone.”

n	“You own any problem that arises.”

Ricoh’s president, Hiroshi Hamada, attributes the organization’s success in linking philosophy and strategy with performance to a “transformation in human consciousness.” It is this kind of transformation that the HRD professional can help an organization’s management to devise and implement.

Creating a Vision, Determining Strategies, and Implementing Action Plans

Once the organizational climate has been analyzed and barriers identified, the next step is to help management create a vision for managing diversity in the organization—the way things could be in an ideal situation. Then the managers compare the way things could be with the way things are and assess the disparity between these two. Next the managers approach the issue from a problem-solving standpoint and determine what strategies to use to move the organization in the direction of the ideal.

It is a good idea to develop an action plan for each strategy, determining what specific tasks need to be done, who will do them and by when, who could provide help (for example, trainers, consultants, or internal experts on various subjects), what obstacles might stand in the way of proposed changes, and how to remove those obstacles or diminish their impact. This process yields a systematic plan to follow and increases the likelihood of success.

Managers, as the people with the greatest power in any organization, are the ones who must start the process of identifying and removing barriers as well as modeling the desired behavior with regard to diversity. Nonmanagerial employees cannot be expected to initiate this behavior.

The HRD professional needs to emphasize that the goal is to create a process—one that continually moves the organizational culture closer to welcoming multiple perspectives and tapping into the talents of all employees. As Roosevelt Thomas ( 1991, p. 10), the primary spokesperson for this new paradigm, states, “Managing diversity is a comprehensive managerial process for developing an environment that works for all employees.”

When an organization is attempting to create such a process, its managers must understand that they can function either as powerful change agents or as barriers. Managers who use a facilitative approach are likely to be effective change agents; managers who use a controlling, directive approach are likely to be barriers. Facilitative managers differ from their controlling counterparts in several ways that propel an organization toward an effective process for managing diversity:

	1.	They view both people and tasks as important to the organization. They find rewards in managing people as well as in accomplishing tasks.

	2.	They see employees as resources who can help to achieve business objectives, not just as tools to get the job done. Therefore, they work with employees, communicating openly and ensuring employee involvement in problem solving and in making decisions about how work is to be done.

	3.	They are comfortable with differences among people, with multiple perspectives, and with diverse work styles. Unlike controlling managers, they spend the time and effort required to listen to and evaluate points of view that are different from their own. They do not simply accept diversity as a reality that must be dealt with to avoid cultural collisions or lawsuits; they welcome it as a contributor to the organization’s success.

	4.	They accept the fact that valuing and managing diversity constitute a long-term process and that it is not easy to determine at the outset how this process might contribute to the bottom line.

Once managers clearly understand the managerial behavior required to establish the desired process, they can progress to developing strategies. Strategies for addressing diversity may be aimed at any of three levels of the organization: system, task, or personal. Strategies at the system level include using culture brokers (external or internal consultants) who function as linking agents between cultural groups, developing and perpetuating slogans and stories about organizational heroes, enhancing language banks, creating incentives for managing diversity effectively, celebrating events that honor diversity, and instituting creative rewards and forms of recognition. Strategies at the task level include developing job aids that accommodate cultural differences and implementing a system for envisioning results. Strategies at the personal level include such activities as developing and using procedures for negotiation and conflict resolution and conducting a brief interview with an employee from a culture that is different from one’s own.

Implementing action plans for strategies requires time and patience, and the HRD professional can be an invaluable resource during this period. Nonmanagerial employees will need to be made aware of the organization’s policies regarding diversity and the strategies that the managers have devised. They also may need specific training on diversity issues. Handouts like the one featured in Figure 1 can be a useful part of such training.

The HRD professional should let people know that he or she is willing to serve as a consultant, an arbitrator, or a mentor. It is also a good idea for the HRD professional to have resource materials available for those who need them: a list of diversity consultants and trainers as well as any reading materials and videos that can provide useful information and examples of how to handle different situations. Also, it is important for employees representing diverse cultures to have mentors or sponsors to guide them as they learn organizational norms. Consequently, the HRD practitioner may want to set up a mentoring program, making certain that employees from different cultures are linked with willing, savvy mentors.

CONCLUSION

Organizations that recognize the value of diversity and manage diversity effectively have realized these benefits:

n	Diversity brings a variety of ideas and viewpoints to the organization—an advantage that is especially beneficial when creative problem solving is required.

n	Diversity increases productivity and makes work fun and interesting.

When someone from a different culture confronts you about a problem, communicating can be difficult.  Following these suggestions may help you communicate more effectively in such a situation:��1. Listen

n	Actively listen to the other person.  Paraphrase what you hear; then confirm that you heard correctly.

n	Respond to what is being said, not how it is said.

n	If the other person seems angry or frustrated, wait until the anger or frustration has been expressed before responding to the situation.

n	Avoid an ethnocentric reaction (anger, shock, or laughter that might convey disapproval of the other person’s expectations, phraseology, facial expression, gestures, and so on).

n	Stay confident, relaxed, and open to all information.��2. Evaluate

n	Hold any reactions or judgments until you determine the cause of the problem.  (Were your expectations or those of the other person violated?  Was the problem caused by intrusion from sources outside the organization?)

n	Ask open-ended questions (ones that cannot be answered with a simple “yes” or “no”).

n	Answers to these questions will give you valuable information.��3. Negotiate and Accommodate

n	Agree with the other person’s right to hold his or her opinion.

n	Explain your perspective of the problem.

n	Find out what the other person expects from you and/or the organization.

n	Acknowledge similarities and differences in what you are able to provide and what  the other person expects.

n	Tell the other person what you are willing to do to correct the problem. Offer at least two options.

n	Allow the other person to choose an option as long as the choice avoids harm to either of you or to the organization. In accommodating the other person’s needs, go as far as you are willing to go and as far as the system will support you. If necessary, work to change the system.

n	Commit to following through and providing a timely response.

n	Thank the other person for letting you know about the problem and giving you and/or the organization a chance to correct it.��Figure 1. The Cultural Component of Problem Solving

n	Employees are willing to take risks; they play to win rather than not to lose. As a result, creativity, leadership, and innovation are enhanced.

n	Employees are empowered and have a sense of their potential in and value to the company.

Many if not most of us are facing or soon will face the opportunity—and the challenges—of meeting and working with people from different cultures. We and the organizations we work for can choose to see diversity in the workplace as a drawback or as a chance to grow. With training and practice, we can learn to listen to individuals from different cultures, to respond to them with cultural relativism rather than ethnocentrism, to negotiate, and to accommodate differences. Learning to use this response pattern is not easy, but HRD professionals can provide valuable assistance as organizational members strive to incorporate this pattern into their behavioral repertoire. All of us—HRD professionals and others—can work to transform our organizations into places where fresh perspectives are welcomed and where all employees feel free to express themselves, to test their assumptions, to take some risks, to forgive themselves when they make mistakes, and to see their mistakes as an opportunity to learn.
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THE PROBLEM OF SUBSTANCE ABUSE

The abuse of drugs and alcohol in the workplace is a very serious problem. The consequences of such behavior are evidenced in poor performance, increased absenteeism and turnover, unsafe working behaviors, and increased medical costs incurred by employers. The cost to the U.S. economy of substance abuse in the workplace was estimated at $57.9 billion in 1983 (Norman & Salyards, 1989) and it has risen since then. The pervasiveness of the problem is alarming; approximately 25 percent of the work force seems to be involved (Wrich, 1988). The problem exists in almost all types of jobs and at all levels; white and blue collar workers, management, and staff have been found to have substance-abuse problems. In addition to the negative consequences in the workplace, many spillover effects accompany substance abuse. Traffic accidents, deterioration of relationships and households, criminal activity, and the spread of the AIDS virus by intravenous drug users are just some of the negative social implications of substance abuse.

EMPLOYEE ASSISTANCE PROGRAMS

Employee assistance programs (EAPs) address a variety of problems encountered by employees; substance abuse is one of them. Others include marital problems, coping with tragedy, and general life stress. A combination of confronting the problem and providing treatment for the employee has been shown to obtain both an impressive success rate (65 to 80 percent) and a profitable savings for the organization (as much as $8 million) (Shain, Suurvali, & Boutilier, 1986). EAP personnel serve as experts and consultants for supervisors, managers, and union shop stewards. Roman (1989) identifies other benefits of EAPs, including minimized litigation through clearly stated policies; a common goal for management and labor; and enhanced public opinion by means of a constructive, rather than a punitive, approach to substance abuse. Companies that have been effective in reducing substance abuse are characterized by strategies that build an environment of trust, confidentiality in treatment, and guaranteed fairness in the workplace (Epp, 1988).

The function of EAPs is to provide counseling for the work force. EAPs provide systematic ways to deal with a wide array of personal issues. According to Roman and Blum (1985), the “core technology” of EAPs involves the following components:

	1.	The identification of employees’ problems based on job performance;

	2.	Carefully developed and widely disseminated policies and procedures;

	3.	Appropriate use of constructive confrontation;

	4.	Links with community resources when necessary; and

	5.	Adherence to confidentiality regulations and avoidance of unnecessary referrals.

These five components make the EAP a unique system, one that requires a delicate balance of attention to the concerns of the employee, the work organization, and community resources (Sonnestuhl & Trice, 1986).

THE ROLE OF THE SUPERVISOR

Typically, the first and third components of the EAP technology fall on the shoulders of the supervisor. Workers often do not realize that they need counseling, and it becomes necessary for supervisors to encourage such workers to take advantage of the opportunity. Such encouragement sometimes evolves into a mandate, with the worker’s continued employment based on his or her seeking help.

Unfortunately, several potential obstacles constrict the effectiveness of the supervisor within an EAP. For instance, without top-management support, union cooperation, employee acceptance, or an organizational culture that promotes sobriety, employees may feel inhibited about using the EAP, and it may be difficult for the supervisor to carry out his or her role in the process. Although it is often perceived as being difficult and aversive, the supervisory role is crucial in identifying “problem” employees and encouraging them to use the EAP.

APPLYING BEHAVIOR-MANAGEMENT STRATEGIES TO EAPS

The purpose of this paper is to integrate principles of applied behavioral analysis with the implementation of EAPs and their referral strategies in order to maximize the effectiveness and utilization of EAPs. Specifically, behavior-management strategies will be applied to two behaviors: identification and confrontation of workers who might benefit from the EAP services. Promotion and reinforcement of these behaviors are critical in the cases of employees who need help but who are in denial or blind to the ongoing consequences of their inability to manage the sources of their problems. To ensure even greater benefits from EAPs, it is realistic and prudent for companies to expect and encourage these two behaviors to be practiced by coworkers as well as by supervisors. Behavior-management strategies taken from Geller, Ludwig, Gilmore, and Berry’s (1990) taxonomy will be used to discuss interventions for improving coworkers’ and supervisors’ ability and motivation to serve as change agents for workers who are experiencing quality-of-life problems.

Implementation of some of these strategies should greatly contribute to improving the utility of EAPs. To increase any desired behavior, change interventions should typically address two issues: An individual must first be capable of performing the behavior and also must be motivated to carry it out.

THE SUPERVISOR’S ABILITY TO IDENTIFY PROBLEMS

The first and foremost step in improving the effectiveness of the supervisory role within an EAP is a clear policy that is communicated by top management and that states:

n	Its commitment to improving the employees’ quality of life through implementation of the EAP; and

n	Its encouragement and direction for supervisors concerning their EAP responsibility.

Direction refers to the explicit procedures that supervisors are to follow in identifying and confronting “problem” employees. This should include:

n	Specific details regarding how often performance indices should be recorded (the format should be determined individually for each job);

n	How to properly document a “noticeable decrement” in performance;

n	How to maintain employee confidentiality;

n	What procedure is to be followed in referring an employee to the EAP; and

n	How to handle the initial confrontation.

In terms of the last point, the policy should emphasize approaching the employee in general terms (e.g., “Based on your recent performance, a problem seems to exist”), not in a presumptuous, accusative style (e.g., “Are you a substance abuser?” or “Do you have problems at home?”).

The Job-Performance Model

The job-performance model, on which EAP referrals are based, relies on the identification of decrements in job performance. One problem with the policy guides discussed above is the ambiguity of the term “noticeable decrement” in performance. Such vague terminology can lead to confusion and inaction on the part of managers. To avoid such paralysis, the specific criteria for nonacceptable decreases in performance should be discussed and established at the supervisor-subordinate level. Such discussions are common at initial employment, when supervisors clarify their expectations concerning the minimal level of performance acceptable before termination. Unlike those dialogues, discussion of the level of performance at which counseling services should be considered as a resource is much less foreboding. It should be more pleasant and help oriented. This facilitates a more cooperative, less defensive dialogue about specific performance standards for relevant job dimensions. The type of performance-appraisal system, expected variability in job performance, and the criticalness of the job in terms of safety and profit are factors to be considered in these discussions. If necessary, the supervisor may wish to consult his or her superior for input, but such third-party involvement should be avoided if possible so as to maintain the confidentiality that most EAPs encourage.

Rater Training Programs

Research has demonstrated that many basic skills—both psychomotor and cognitive—relevant to job performance are impaired by most drugs. Therefore, confidence in the reliability and accuracy of the method used to measure performance is of the utmost importance. Wherever possible, objective measures such as attendance, customer grievances, and substandard production should be used. More often, employees will need to rely on supervisory ratings. Because of their subjective nature, valid performance ratings are a challenging endeavor. Supervisors need to be given ample opportunity to observe performance in order to ensure confidence and accuracy in the assessment of performance. Also, as Sonnestuhl and Trice (1986) suggest, a supportive top management must communicate its commitment to an EAP policy that incorporates the job-performance model and must clearly demonstrate how the necessary behaviors may be integrated into the supervisors’ already existing job duties and responsibilities. Such direction and increased supervisor confidence and accuracy can be obtained by means of rater training programs (Hedge & Kavanagh, 1988).

Performance-appraisal research has refined and increased the effectiveness of rater training programs (Borman, 1991). One such program, frame-of-reference training, was developed on the basis of improved understanding of the rater’s information-processing capabilities (Bernardin & Pence, 1980). The objective of this training strategy is to provide raters of the same job title with a common framework of standards (e.g., what are good and poor examples of performance) for each of the multiple work dimensions in that job. This is achieved by familiarization with the behavioral content relevant for each dimension; discussion of what constitutes different levels of performance; and practice and review, preferably with actual performance examples filmed or simulated.

Through consultation with EAP counselors, specific job behaviors that may be more susceptible to the effects of stress or substance abuse may be identified and integrated into the content of the training program. A good supplement to frame-of-reference training is the practice of diary keeping (DeNisi, Robbins, & Cafferty, 1989), in which supervisors record critical work incidents of both excellent and poor performance by workers. This information can assist the supervisor in the rating process and improve the quality, detail, and credibility of the documentation of a “noticeable” performance problem. This will not only be more convincing to the subordinate but should also provide the supervisor with greater confidence to initiate a referral.

These methods can be an effective step toward giving supervisors the ability to identify performance problems and can provide the additional benefit of more reliable and accurate appraisal ratings in general.

THE SUPERVISOR’S ABILITY TO CONFRONT

Once decreased performance is identified, a supervisor faces the difficulty of confronting the worker. This task is so unpleasant that supervisors have been known to inflate ratings in order to justify avoiding such confrontation (Kipnis, 1960; Latham, 1986). This demonstrates the importance of the appraisal issues discussed previously.

Training to improve constructive confrontation ability should employ actual demonstration supplemented by consensus-seeking practice and role playing. This type of training should begin with reiteration of the policy issues concerning top management’s support, documentation of performance, the referral process, etc. This is followed by a demonstration of the constructive-confrontation phase of the referral, performed by professional trainers and/or EAP coordinators or counselors. Although the initial approach of a supervisor can be somewhat standardized (i.e., performance-based, nonaccusative), the nature of the employee’s reaction can take a variety of forms, including defensiveness, denial, anger, and rationalizing. Therefore, multiple vignettes should be designed, demonstrated, and discussed for various subordinate rebuttals. These will afford the supervisors the opportunity to directly observe what is considered to be an effective constructive-confrontation strategy. The demonstration should be prefaced with the understanding that any discussion or questions (which should be encouraged) must be conducted within the framework of hypothetical, ideal, supervisory behaviors, not real or actual experiences, successes, or failures. This last point must be emphasized so as to maintain the confidentiality that should be protected at all costs.

Although direct observation has been shown to be an effective teaching tool, it is recommended that sessions be conducted so that supervisors can practice and refine their abilities in approaching workers. Similar training can be provided for employees, to introduce and promote constructive confrontation at the peer level.

MOTIVATING IDENTIFICATION AND CONFRONTATION EFFORTS

Communication

Once ability issues are addressed, identification and confrontation can be further promoted through many of the communication strategies suggested by Geller and colleagues (1990). In implementing the EAP, effort should be made to educate both workers and supervisors about the positive aspects of EAPs. This serves two purposes: 1) It informs employees who have problems about this means of obtaining help, and 2) it helps to diminish the perceptions of supervisors and coworkers that they are “ratting” on their fellow workers by identifying and confronting them. This perception can be replaced with a more appropriate understanding of “intervening to help” fellow employees.

In an organization in which performance tasks and safety require interdependence of workers, it is essential that workers be educated about the direct implications of tolerating substance abuse or other performance problems. These implications range from loss of production bonuses to serious injury or fatality. Sheridan (1987) describes an effective brochure that presents these points to the employees of the Union Pacific Railroad. Its efforts to promote a drug-free workplace often focus on the “silent majority” who do not abuse drugs or alcohol, but who suffer the consequences yet fail to intervene when they could provide a great service for other employees. To increase the impact of such informational tools, the relevant consequences or specific injuries for the particular jobs within the organization should be stressed (e.g., drowning for boat operators, electrocution for those who work with electricity, fractures and broken bones for jobs that involve moving large objects), rather than general consequences such as increased absenteeism, decreased production, and decreased safety.

Consensus-Seeking Activities

In addition to the education and training programs mentioned thus far, small groups of supervisors and employees can participate in consensus-seeking activities. The typical method of providing such practice is group decision making, in which participants and a facilitator come together with diverse expectations about an issue and leave with unanimity concerning the preferred response. This process often leads to increased group satisfaction and commitment to the issue or the course of action (Hegedus & Rasmussen, 1986).

In this context, the initial decision to be made should focus on the basic question of whether or not EAPs are worthwhile and what role should they play within the organization. The group begins discussing general issues such as the benefits of EAPs and the importance of a coworker’s or supervisor’s referral to help employees with problems. Discussion should move toward a consensus that would instill a greater sense of commitment on the part of individual employees and supervisors to become more adept at identification and confrontation behaviors. Consensus seeking is not an easy task, and great emphasis is put on the role of the facilitator. Many strategies for obtaining consensus and evaluating its impact have been developed. The potential commitment to improving the quality of life for employees through EAPs that could come from such exercises makes them a worthwhile endeavor.

The dialogue within the exercise can pinpoint supervisors’ and employees’ fears and break down many of the obstacles that prevent their intervening, such as their concern for the affected employee’s job security, concern about how others will perceive them, lack of faith in the referral and counseling process, confidentiality concerns, and fear of interpersonal repercussions. When brought into the open and discussed, these fears and perceived obstacles often disappear.

Role Playing

Motivation interventions can build on the ability-training program discussed above. Effective supervisory techniques should be role played, and hesitant or skeptical supervisors should be asked to play the role of a troubled employee (perhaps a substance abuser). Role playing has been shown to be successful in changing people’s attitudes and perceptions about an issue (McCombe & Stires, 1990). When directed by a facilitator who is skilled in using such techniques, role playing helps supervisors to understand the confusion and emotional struggles that “problem” employees are likely to feel. When they become sufficiently absorbed in the role, they actually experience some of the things the employee may be experiencing, such as a sense of lost control, frustration, and helplessness. Eventually the role player is “introduced” to and accepts the option of EAP counseling. Such powerful role-reversal experiences often elicit strong attitudinal changes. The objective is to help supervisors to understand that although their role is difficult, it is truly a helping role. Many trainers and counselors possess the qualifications to conduct role plays.

Written and Visual Activators

Another intervention strategy that can further promote an organizational culture conducive to improved quality of life through EAPs is a written or visual activator (Geller et al., 1990), a mechanism put into place to activate appropriate behaviors. For instance, a memorandum delineating the company’s EAP policy serves as a written activator to motivate employees to use the EAP and supervisors to carry out their role. For visual activators, the policy’s highlights could be posted. Symbols and images are very effective in motivating behaviors in an antecedent fashion. Union Pacific’s program, Operation Red Block, frequently used the display of the railroad’s bright red stop sign to communicate its message, a symbol that was clear in meaning and with which the workers could easily identify (Sheridan, 1987). Other activators that may be effective when posted include brief but profound statistics (e.g., percentage of workers injured, percentage helped by EAP) and scenarios depicting substance abusers, depressed individuals, and marital problems before and after EAP referral and counseling.

Success Stories

Success stories can be profiled by means of newsletters and bulletin boards, featuring narratives and pictures of actual supervisors and employees who benefited from the referral and counseling components of the EAP. In this way, individuals who have been helped by the system become intervention agents who demonstrate the benefits of the EAP to others. Of course, no workers who have benefited from the EAP should be coerced to permit such a feature. However, one may be surprised at how cooperative and helpful successfully treated workers become. Hypothetical narratives and name changes are optional strategies for this type of intervention.

Supervisory Pledges and Incentives

Additional suggestions include efforts at building commitment by having supervisors sign pledge cards that specifically state, “I will serve the needs of the EAP and my employees by identifying and confronting those whose performance noticeably decreases so as to encourage and support them in overcoming their problems.”

Many activator interventions are geared toward the individual supervisor (e.g., incentives, disincentives) or use the motivating power of penalties and competition (Geller et al., 1990). Such approaches are not recommended in this context because the target behaviors, identification and confrontation, are not desirable unless the situation truly indicates a problem employee, and the situation will differ for each supervisor. However, within the policy statement and supervisor’s job description, it should be pointed out that supervisors who fail to confront workers whose performance noticeably decreases are not completing their job duties, and this may be reflected in their own performance evaluations.

Goals and incentives for the supervisors as a group are recommended. In fact, a drug-free workplace should be a general goal that all supervisors internalize. More specific goals may be set by establishing certain levels of absenteeism and turnover that would be desirable to achieve relative to current levels. It is necessary to reiterate how important it is that supervisors perceive the EAP as an effective means of achieving improvements in absenteeism and turnover. In this regard, effective educational programs are critical. These goals can be assigned by top management, but preferably supervisors will reach consensus and set goal levels participatively. Upper management can tie group incentives to the realization of these goals. Similar goals and incentives can be extended to the work force in general.

As with the activators, it is recommended that negative consequences, such as penalties for failing to identify or confront “problem” workers, be avoided. Such interventions may have a boomerang effect and inhibit supervisors from accepting and being committed to the overall EAP philosophy. A common consequence would be for supervisors to inflate performance ratings in order to protect them from being “liable” or deserving of the penalty.

A more constructive and effective consequence is feedback at the group and individual level. Group feedback would involve continual updates of prog�ress toward any goals that have been set, as well as reports at meetings of data concerning the effectiveness of the EAP (e.g., number of employees receiving help and results of confidential and anonymous surveys of employee satisfaction with the referral process and counseling). To ensure anonymity, these surveys could be distributed by the EAP staff with return envelopes addressed to the human resource department or some designated office that will tally the results. Individual feedback would involve assessment of strengths and weaknesses in a nonthreatening, one-on-one training setting that is conducive to discussing and reinforcing the effective aspects of the supervisor’s behavior and correcting or improving the negative aspects. In other words, there should be no connection between the feedback and one’s performance evaluation. Documented performance problems by supervisors would be concerned only with failure to confront, not with ineffective confrontation, as it is a developed skill. This feedback may be provided by the supervisor, a peer supervisor, an EAP staff member, or an EAP coordinator.

Many of these interventions are implemented and monitored by a designated EAP coordinator within the organization. In some cases, it is a full-time job; in other cases, it is one of the human resource manager’s job responsibilities; and in still other cases, the responsibilities are delegated and rotated throughout the organization’s management.

CONCLUSION

An EAP offers a multiple-intervention approach. Some employees seek help simply as a result of the education, marketing, and availability of the EAP. Others benefit from the preventive focus of the EAP’s efforts and the organization’s overall concern for quality of life. In general, a large number of workers receive substantial guidance and assistance from the EAP and from an organization that promotes a healthy work force.

However, many of the more serious problems of addiction, stress, and family turmoil are accompanied by strong denial on the part of the affected workers. They refuse to recognize the seriousness of their problems or are too egotistical to believe that they need help. These workers are the ones for whom the supervisory referral component of the EAP mission is so critical. Here the balance between supportive rehabilitation and mandated measures is crucial. The former should be emphasized, and the latter used as a last resort. It is a challenging balance for supervisors to maintain as they serve as change agents in identifying and confronting poorly performing subordinates in order to get them into a setting where they will be helped.

Organizations have been reluctant to encourage fellow workers to serve as intervention agents who share responsibility for identifying and confronting “problem” employees, despite the fact that they often have a direct interest in seeing that coworkers are helped when needed. Employees can be encouraged to extend the work of the supervisory role in a professional, caring manner. Organizations may never know the full impact that the EAP has on individual employees, or the number of employees who are helped by the EAP, but this should not downplay the necessity of fostering a culture of “sobriety” and “high quality of life” in which employees demonstrate a genuine concern for other workers, whether at the supervisory or peer level.
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�zx	DELIVERING FEEDBACK: THE FIRST STEP,�NOT THE LAST( 

John Geirland and Marci Maniker-Leiter

Abstract: Trainers and consultants are continually called on to provide feedback to clients. Feedback takes a variety of forms: individual feedback in the classroom, group feedback in the classroom, 360-degree leader feedback, organization-wide survey feedback, and unit survey feedback.

	In this article, the authors contrast the classic feedback model with an iterative model for delivering feedback. They outline facilitation techniques to use with feedback and explore common emotional responses to feedback. Finally, the authors touch on common concerns and dilemmas that change agents face when they deliver feedback, including ethical considerations, confidentiality, and maintaining the self-esteem of participants.

Although they differ in the type of courses, tools, and techniques they employ, nearly all trainers and consultants have one thing in common: They provide feedback to clients. The ability to provide relatively objective feedback—whether it pertains to social style, organizational climate, or leadership skills—is one of the primary assets of change agents.1 Although clients often pay significant fees to obtain this feedback, they often respond in the following ways:

n	Silence.

n	“It’s good feedback, thanks”—followed by inaction.

n	Superficial acceptance, leaving the change agent with a nagging feeling that the group did not understand.

n	Anger, with a refusal to come to terms with the feedback.

These all-too-typical responses may be accounted for, in large part, by client resistance. However, matters are not helped by a common belief that the job of change agents is finished once they deliver the feedback. Feedback is not a one-time activity, a kind of data dump, but an iterative process, wherein the first cycle of feedback stimulates the client, or client organization, to bring forth more data and insights, which can be reanalyzed and cycled through again.

Approaching feedback as an iterative process enables the change agent to help the client realize deeper insights, ultimately reaching the most meaningful issues. This article describes a model for delivering feedback, outlines facilitation techniques, explores common emotional responses, and touches on common concerns and dilemmas that change agents face when they deliver feedback. Before embarking on a discussion of the model, this article outlines forms of feedback.

FORMS OF FEEDBACK

Feedback is usually delivered by change agents in two contexts: (a) the classroom and (b) as part of a consulting assignment. In both situations, feedback may be presented to individuals or groups that vary in size from several people to entire organizations. Specific forms of feedback include individual feedback in the classroom, group feedback in the classroom, 360-degree leader feedback, organization-wide survey feedback, and unit survey feedback.

Individual Feedback (Classroom)

Many courses are designed around an individual assessment tool or use such a tool as an integral part of the course. An example is a social-style or management-style inventory. Typically, inventories are completed by participants prior to the class and may also be collected from the participant’s associates. Inventory results are usually presented to participants during the course. This feedback often remains confidential, although participants can share the results with others if they choose.

Group Feedback (Classroom)

Formal group feedback in the classroom is less common, though a trainer may offer informal feedback to a class on a variety of process issues (e.g., “Our energy level seems low.”). Formal group feedback is more appropriate when a natural work team participates in a class. Feedback for a team often focuses on team dynamics, such as quality of communication, cooperation, and sense of shared goals.

360-Degree Leader Feedback

A change agent may be brought in to assess a manager’s or executive’s leadership style. Interviews are conducted with the subject and the people who report to him or her, colleagues, and the subject’s manager—a full circle of interviews, hence the name. Interviews may be augmented by the use of an instrument or inventory. Feedback is delivered confidentially, although the subject’s manager may also hear the feedback.

Survey Feedback (Organization-Wide)

This category includes climate surveys and other organization-wide surveys in which the total population (or a random sample drawn from the population) completes a questionnaire assessing various aspects of organizational life and performance (e.g., job satisfaction, teamwork, goals, managing change, and communication). Quantitative responses are tabulated and open-ended (i.e., written) comments are content analyzed. If data are collected in interviews or focus groups, this information is also included. Feedback is delivered in the form of a report and/or presentation to management. Additional presentations may be made to staff, or a summary memo may be circulated. Individuals’ survey responses remain confidential.

Survey Feedback (Unit)

Often as part of an organization-wide survey, feedback will be presented to individual work units, departments, or job classifications or levels. These results are often compared to the organization-wide base to provide a bench mark for the group in question. Usually the findings for one unit are not shared with people in other units.

THE MODEL

Before describing the iterative feedback model, this article reviews the classic feedback model, the one on which much training and organization work is implicitly based.

The Classic Feedback Model

The classic feedback model is often portrayed as a circular process, as shown in Figure 1.

�

Figure 1. The Classic Feedback Model

Data are gathered from the client system by the change agent through one or more of the following methods:

n	Interviews

n	Focus groups

n	Surveys

n	Inventories (e.g., social-style inventory)

n	Classroom activities

n	Archival research (e.g., review of internal documents, such as financial, marketing, and customer-service reports)

These data are then analyzed by the change agent, sometimes in collaboration with the client, resulting in a set of observations, key issues, conclusions, recommendations, or diagnoses. This analysis, in principle, enables the client system to make adjustments in perceptions, behaviors, policies, and capabilities for enhancing individual or organizational performance. Often the change agent will then move into the next stage of consulting by working with the client to develop interventions for achieving needed changes. This classic model has been a useful guide to change agents for many years and has the added virtue of simplicity. However, the model does not capture the ways clients accept feedback.

The Iterative Feedback Model

In contrast to the one-cycle aspect of the classic model, the iterative feedback model (see Figure 2) presents the steps of gathering data, analysis, and feedback as an iterative process that involves at least two cycles. Furthermore, this model recognizes the complex emotional and cognitive responses that feedback can provoke.

Similar to the classic model, the iterative feedback model indicates that the change agent collects data from the client system, analyzes what he or she has collected, and feeds the information back to the client. Then some period of time follows in which the client processes the feedback. The client’s emotional or cognitive responses following feedback will vary, depending on the nature of the feedback and the dynamics of the client system, but most will enter a “refractory period,” where the process will, at least temporarily, stall. An analogy is the time a person takes to chew food before swallowing—the mastication period. This refractory period can last a few minutes or a few months—or even become a permanent block to further action.

Once the client has fully processed the initial feedback, the information can trigger additional observations, discussion, or insights by the client. These new data are again analyzed—often by mutual work by the client and the change agent, creating more feedback for the client. On reflection, the client achieves deeper insights from the feedback, coming closer to the most important issues facing the client system. A second refractory period may follow, but this one is typically shorter and less pronounced than the first. The process may end here, or it may continue with additional iterations, particularly if new individuals or groups are brought in.

�

Figure 2. The Iterative Feedback Model

The following analogy may help clarify the model:

A man goes to his family doctor for a routine physical examination. The doctor takes the patient’s vital signs, obtains urine and blood samples, and asks a few questions. Making an appointment for a return visit, the patient leaves.

Tests are performed on the blood and urine. When the patient returns, the physician shares the results of the tests: The patient has an elevated cholesterol count. The patient expresses disbelief. “But I watch what I eat! I eat hardly any red meat.” The patient asks if the test is accurate. “Maybe someone’s made a mistake.” The physician tries to assure the patient that the test procedures are highly reliable.

The physician then asks the patient to keep a food journal (writing down everything he eats) the next week and also to bring in a family medical history, with cholesterol counts if possible. After much protest, the patient agrees.

At a subsequent appointment, the doctor and patient review the journal and the medical records. The patient’s food journal shows that although he does not eat red meat, he consumes a lot of saturated fats from other sources. The patient’s family has a history of heart disease and of elevated cholesterol.

After reviewing these items with his doctor, the patient accepts the diagnosis of high cholesterol and realizes it is an issue with which he must deal. He and the physician discuss other aspects of his health and life style, then develop a broad strategy for reducing the patient’s cholesterol level.

This analogy illustrates the major aspects of the iterative feedback model, i.e., the initial period of data collection, the refractory period in which the patient’s cognitive and emotional responses (disbelief, confusion) create resistance, working through the refractory period, additional data collection, and a collaborative effort to develop an intervention. Had the physician stopped with the initial report of results in the second visit, it is doubtful that the patient would have changed any of his habits that contributed to high cholesterol.

COMMON EMOTIONAL AND COGNITIVE RESPONSES TO FEEDBACK

For most people, receiving feedback is more than just an intellectual exercise; it is also an emotional experience. The type of feedback discussed here touches on aspects of work performance, management style, social style, how people relate to others (either as individuals or as part of a group), and other aspects of organizations. Usually these are issues that are of moderate to high concern and interest. Therefore, the occasion for feedback—often formally scheduled—brings with it a sense of drama, anticipation, and sometimes fear. The emotional and cognitive responses that feedback engenders will vary in intensity from person to person and situation to situation. Still, these responses often involve the five stages that Elisabeth Kubler-Ross (1969) described for people confronting death and dying:

n	Shock and denial

n	Anger

n	Bargaining

n	Depression

n	Acceptance

Shock and Denial

The client receives feedback that is at variance to his or her beliefs, assumptions, or expectations. The feedback is often greeted with silence. The client may feel overwhelmed or confused at this point. Even if the information does not challenge important beliefs, assumptions, or expectations, the volume of feedback—particularly with surveys—may be temporarily paralyzing.

The lead author of this article once provided an executive with highly negative feedback on her management performance. This true illustration provides an excellent example of all five stages. During most of the initial feedback session, the manager listened passively and made few remarks. Her blank expression during the presentation showed no emotion. Even after the presentation, she could do little more than nod and acknowledge that she understood but disagreed with the findings.

Anger

If the feedback is negative or challenges deeply held beliefs, the client may feel threatened and react with anger. Continuing the example above, the executive later phoned the author to complain about the feedback she had received. “I’m a little teed off about it,” she said. “In fact, I’m kind of angry at you.”

The client now marshals his or her defenses, challenging the consultant’s methods, the quality or completeness of the information, or the truthfulness of the people who provided the data. During the phone call described above, the client proceeded to challenge the methods used (“You based everything on one person’s opinions.”2 ) and the motives of participants (“They resent having to work so hard, so they’re using the survey to get back at management.”).

Bargaining

The client may begin to accept the truthfulness of the findings but seek to find explanations that prevent having to change behavior, beliefs, or assumptions. The executive in the example, in a later meeting, explained that her staff’s responses were probably influenced by one of several events that had occurred at the time of the survey (“That was a very busy period for us, and they were probably burned out.”).

Depression

Once the client realizes that change is necessary and inevitable, he or she may experience a sense of loss; depending on the nature of the feedback, he or she may even enter a period of depression. In many cases, the client is confronted with the loss of a cherished but inaccurate self-image. In our example, the executive began to make statements such as “This makes me want to just give up and retire,” and “After all those years of hard work! If this gets out, my reputation will be ruined.” The reality was that the client’s reputation had already been questioned as a result of serious performance issues in her organization.

Acceptance

The client finally works through his or her resistance to the feedback. This acceptance signals the end of the refractory period in the iterative feedback model. The client has begun to make adjustments in his or her belief system to accommodate the new information. The change in beliefs and assumptions enables the client to offer new observations, perceptions, and insights, thus beginning the next cycle of data gathering, analysis, and feedback.

The executive in the example eventually accepted the indication that major changes were needed in the way she managed her organization. She began to explore key issues in greater depth and to plan future interventions to make changes.

HELPFUL FACILITATION SKILLS

The iterative feedback model requires a high degree of interaction with the client. Facilitation skills are essential to the process, and the change agent should be adept at the following:

n	Active listening;

n	The use of probes;

n	Summarizing what people are saying;

n	Clarifying comments;

n	Keeping the individual or group on target and within time frames;

n	Defusing emotional reactions;

n	Creating conditions that encourage open and free dialogue; and

n	Dealing with nonconstructive or disruptive behavior.

Additionally, the change agent must be sensitive to the type of emotional and cognitive responses that clients provide when first receiving feedback, as described above. He or she must read those responses correctly and not overreact in return.

Finally, the change agent must have the ability to help clients to integrate the new information they are bringing out in response to the feedback. Often this requires the change agent to help the client reframe the information that was previously collected (i.e., challenging basic assumptions, seeing the connections between issues, and, if necessary, changing the focus of the discussion).

STRATEGIES FOR DELIVERING FEEDBACK

A discussion of feedback strategies could easily fill a book and is well beyond the scope of this article. Nevertheless, we offer a few techniques that have worked well for us and others.

Individual Feedback (Classroom)

When individual feedback is provided in a classroom situation, an opportunity for participants to work through their emotional and cognitive responses can be provided by dividing the group into coaching pairs. One person in each pair asks the other person a series of clarifying and exploratory questions regarding the feedback he or she received. These questions might include the following:

n	What are the surprises in this feedback? Why are you surprised?

n	What part of this feedback are you comfortable with and what part makes you uncomfortable? Why?

n	Provide me with an example that illustrates [an issue identified in the feedback].

n	What other thoughts or ideas does this feedback trigger?

Once the recipient and his or her partner have worked through the questions, the pair switches roles and repeats the activity. This approach also provides the individual with an opportunity to generate more information and reach a deeper understanding of the issues.

360-Degree Leader Feedback

A 360-degree feedback session usually involves a one-on-one exchange between the client and the change agent. However, subsequent sessions can be enriched if the client agrees to allow his or her manager or associates to attend and offer reactions to the feedback (Does it sound accurate? Is it relevant? Any surprises?). The client and manager can then work together to design an action plan based on work assignments and opportunities. This approach requires a high degree of trust on the part of all parties. Nonetheless, the payback for all concerned can be substantial.

Group Feedback (Classroom or Survey)

One effective approach for delivering survey feedback is to present the data to successive (and representative) groups of employees from the target organization. Survey findings are presented in the form of summary bullets and bar charts. The results are delivered in one pass-through, which is followed by a question-and-answer period, then a break. Following the break, participants are divided into smaller groups (typically of two to five people). The groups are asked to review the survey findings and to do the following:

n	Identify the three most important issues;

n	Describe the conditions or factors that cause or influence the issues; and

n	Write out questions that these issues raise.

The groups come together and share what they have developed. The new information is discussed, and the session ends with a greater understanding of the key issues identified in the survey. A set of questions is developed for further inquiry, and a follow-up session is then scheduled.

Classroom feedback can also follow this general procedure.

Customer-Service Model

Feedback repetition is even more effective when a group is receiving feedback about itself. One elegant variation is an adaptation from Chip Bell’s (1994) technique for collecting customer-service feedback. In the customer-service model, customers sit around a table and describe their experiences related to customer service. Surrounding the table is an inner circle of first-line customer-service providers, who speak only when necessary to clarify or explain something to the customers. Surrounding the customer-service providers is an outer circle of managers. The managers are to listen only.

Immediately following the first round of feedback, the customers leave. The customer-service providers move to the table, and the managers move to the inner circle of chairs. The process begins again with customer-service providers giving feedback on the support and direction they receive from management.

This process could be adapted to any operational arena. Essentially, the organizational chart is inverted and the employees become the ultimate customers of management. In this scenario, first-line employees are at the table, supervisors sit in the inner circle of chairs, and managers are seated in the outer circle of chairs. Eventually, the first-line employees leave, and the others move inward. This approach allows for successive iterations of feedback, one wave building upon the next.

Common Concerns and Dilemmas

Delivering feedback is never simple. The circumstances in which the feedback is offered presents the change agent and client with a range of thorny issues—ethical considerations, confidentiality concerns, the self-esteem of participants—all balanced by the needs of the organization. Following are observations on each of these issues.

Ethical Considerations. “Knowledge is power,” as the saying goes. The kind of information that is collected in individual and organizational assessments is very powerful. The goal of the change agent is to enable the client to use this information constructively and wisely for personal and organizational growth. On the other hand, feedback also has the potential to be damaging. For this reason, some organizations fear losing control of climate-survey data and will restrict access to it—though doing so often ends up being self-defeating. The change agent’s primary ethical obligation is to ensure that individual and organizational assessments are carefully analyzed, appropriately interpreted, and presented in the proper context.

Confidentiality. More often than not, interviews, focus groups, and surveys are conducted under the rule of confidentiality, i.e., the provision that responses of individuals will not be revealed. Confidentiality is important and necessary to ensure that the responses being provided are candid and truthful. Sometimes the change agent will learn things that can have important consequences for an individual or organization but will be unable to share this information because doing so would violate the confidentiality rule.

The change agent may wonder what to do in these circumstances. Sometimes he or she can generalize the information enough to convey the point without betraying the respondent. In general, unless the matter involves life or death, change agents must respect the confidentiality of the people who share information with them. Nothing justifies breaching the confidentiality rule and dealing with the inevitable loss of trust that would follow.

Maintaining Self-Esteem. Feedback can be wounding to the self-esteem of individuals, groups, and even organizations. The question, “What does the change agent do if the news is bad?” frequently arises. As much as possible, he or she should present the feedback in a balanced fashion, beginning with positive items before moving on to the negative ones. The change agent should also focus on the issue or behavior rather than making judgments about the intrinsic qualities of individuals or organizations.

The client’s self-esteem is more likely to be preserved if one says, “Your colleagues feel you could be more accessible during the day,” instead of “Your colleagues think you’re anti-social.” However, the change agent should never avoid giving bad news; doing so is a disservice to the client.

CONCLUSION

An old consulting maxim states, “The presenting problem is not the problem.” Often what appears to be a key problem or issue—the event or condition that prompted the client to bring in the change agent—is only a symptom. The feedback model presented in this paper, with its emphasis on client participation and an iterative approach to data collection and analysis, will enable change agents and clients to address the most meaningful issues facing them.
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Abstract: The Enneagram is a conceptual framework for understanding human behavior and diversity. Its insights came into use in spirituality and psychology, but have now expanded to be used in human resource development and organizations.

     The Enneagram illustrates nine distinct patterns of thinking, feeling, and behaving. By understanding a person’s Enneagram, others can better lead, follow, or work with that person. Interactions between people become more successful, and interpersonal stresses are reduced.

     The authors describe nine types of leader style and suggest the types of situations in which each style is most appropriate. They then describe the nine types of work styles that one’s followers might have and offer suggestions for how best to lead each type of person. Although this article provide only brief snapshots of the Enneagram as it applies to leaders and followers, the system as a whole is a much broader one, with implications for all aspects of human behavior.

The Enneagram (pronounced ANY-a-gram, from a Greek word meaning “nine points,” or “nine letters”) is emerging on the organizational scene as a valuable tool for human resource development. In 1994, Stanford University hosted the First International Enneagram Conference, which brought together many of the leading authors and contributors. Participants reviewed the Enneagram from various perspectives, and one entire track was devoted to the business perspective.

The Enneagram system is a unique conceptual framework for understanding human behavior and diversity. This system offers such benefits as the following:

n	Providing an objective framework of human behavior;

n	Recognizing the value of individual differences;

n	Identifying strengths and limitations of different leadership styles;

n	Being clearly and easily understood;

n	Building understanding about various aspects of an organization;

n	Helping to assess the fit between a person and his or her leadership position;

n	Having profitable applications for areas such as communication, conflict management, motivation, ways of thinking, interpersonal relationships, team building, problem solving, and time management;

n	Helping people discover and empower their personality and leadership styles;

n	Building a stable framework for emotional issues;

n	Helping people be effective with one another in relationships; and

n	Enabling people to increase their motivation.

The purpose of this article is to use the Enneagram system to describe nine leadership styles1 and illustrate how understanding such styles can help in establishing effective leadership.

LEADERSHIP STYLES

Leaders need to manage tasks and lead people according to the demands of the situation; addressing these demands requires answers to the following questions:

n	What is to be done? What does the task require?

n	Who is involved? Are relationships effective?

n	How motivated are employees? Are they proactive and responsible in doing their jobs?

Leaders deal with different situations involving different tasks, different relationships, and different motivations, as illustrated in Figure 1. Each style has certain characteristics and is most appropriate in certain situations.

Leadership�Style�What Matters�About Tasks?�What Matters in�Relationships?�What Is the Underlying�Motivation?��1ñStabilizer�Quality�Order�Correct/Right��2ñSupporter�Service�Needs�Care/Help��3ñMotivator�Efficiency�Doing�Goals/Results��4ñPersonalist�Creativity�Sensitivity�Uniqueness/Originality��5ñSystemizer�Theory�Intelligence�Knowlege/Insight��6ñTeamster�Industry�Loyalty�Belongingness/Togetherness��7ñCheerleader�Versatility�Sociability�Satisfaction/Fulfillment��8ñDirector�Action�Control�Self-Determination/Independence��9ñReconciler�Routine�Harmony�Unity/Peace��Figure 1. Brief Characteristics of Leadership Styles* 

ONE Leaders: Stabilizers

ONE leaders guide people to do what they should do according to principles or regulations. Stabilizers have the following characteristics:

n	Following standard operating procedures;

n	Insisting on technical competency and skills;

n	Requiring quality performance;

n	Making sure products and services measure up to clear criteria; and

n	Treating people fairly.

This leadership style is most appropriate at the following times:

n	When precise, formal policies are to be followed;

n	When set cultural norms and values exist;

n	With punctual, hard-working employees;

n	When thoroughness and attention to detail is demanded; and

n	When deadlines must be met.

TWO Leaders: Supporters

TWO leaders encourage people to develop their individual talents in doing a job. Supporters have the following characteristics:

n	Recommending help from employee assistance programs and human resources;

n	Communicating general expectations in a friendly manner;

n	Encouraging people to take initiative in solving problems and planning tasks;

n	Assisting people when they are stymied in dealing with a problem; and

n	Finding what is best in people and coaching them to grow.

This leadership style is most appropriate at the following times:

n	When promoting high levels of customer service is desired;

n	In developing participative teams that let all members utilize their skills;

n	For monitoring and satisfying the needs of customers and employees;

n	In facilitating the development of responsible employees; and

n	When training people to appreciate their talents.

THREE Leaders: Motivators

THREE leaders motivate people to take the initiative in achieving positive outcomes. Motivators have the following characteristics:

n	Persuading people to work efficiently;

n	Communicating with enthusiasm and stimulating employee interest;

n	Socializing and talking with employees;

n	Pursuing objectives until they are met; and

n	Encouraging competition in order to get results.

This leadership style is most appropriate at the following times:

n	When employees show maturity in taking initiative;

n	When projects need to be pushed, even if it means confronting people with higher authority;

n	When decisions are needed in order to put ideas into action quickly;

n	When followers want to succeed and advance in their careers; and

n	When ideas must be communicated effectively.

FOUR Leaders: Personalists

FOUR leaders allow individuals to express their talents in unique and special projects. Personalists have the following characteristics:

n	Offering a broad description of the task and required structure;

n	Permitting followers to follow their own imagination and intentions;

n	Respecting the special talents of individuals;

n	Being concerned about how decisions impact on people’s feelings; and

n	Inviting new and imaginative approaches to projects.

This leadership style is most appropriate at the following times:

n	When exploring alternative ways of solving problems;

n	In efforts to humanize the workplace with empathy;

n	When appreciating what is personally meaningful to employees;

n	When distinctive ways to accomplish a task are desired; and

n	When intense emotions need to be handled.

FIVE Leaders: Systematizers

FIVE leaders help individuals to perform tasks by providing the necessary information. Systematizers have the following characteristics:

n	Organizing ideas about the nature of tasks;

n	Explaining employees’ responsibilities;

n	Allowing followers to choose how to do their own projects;

n	Thinking clearly and logically before making decisions; and

n	Keeping emotions under control and the mind focused on problems and solutions.

This leadership style is most appropriate at the following times:

n	When planning long-range projects;

n	When followers need to be shown a broad view of the purpose of their tasks;

n	When certainty is desired before taking action;

n	In order to understand what is happening in work situations; and

n	When delegating responsibility to employees.

SIX Leaders: Teamsters

SIX leaders promote commitment and cooperation among followers. Teamsters have the following characteristics:

n	Seeing themselves and their followers as members of a team;

n	Wanting employees to collaborate for the common good;

n	Promoting loyalty and dependability among coworkers;

n	Relying on team efforts to solve problems; and

n	Fostering team thinking.

This leadership style is most appropriate at the following times:

n	When following tradition and established ways of proceeding;

n	When followers are willing to work hard;

n	In order to maintain and/or develop team spirit;

n	When a clear chain of command is preferred; and

n	When leaders and/or followers possess a high sense of duty and responsibility.

SEVEN Leaders: Cheerleaders

SEVEN leaders foster positive climates for employee satisfaction on the job. Cheerleaders have the following characteristics:

n	Motivating employees to be enthused about tasks;

n	Encouraging followers to anticipate positive outcomes;

n	Boosting morale;

n	Planning tasks for satisfactory results; and

n	Speaking in a lively way with metaphors and stories.

This leadership style is most appropriate at the following times:

n	When brainstorming new ideas and solutions;

n	When tackling different or challenging tasks;

n	When looking for innovative strategies and practices;

n	When there is a need to adapt to changing situations; and

n	In order to help employees learn new skills.

EIGHT Leaders: Directors

EIGHT leaders direct followers by ordering them to do the job. Directors have the following characteristics:

n	Asserting themselves in the face of challenging projects;

n	Being decisive and firm in taking charge;

n	Convincing followers in a forceful manner;

n	Doing jobs their own way; and

n	Deciding independently how jobs are to be done.

This leadership style is most appropriate at the following times:

n	In order to stand up under pressure;

n	When prompt and tough decisions are needed to complete a project;

n	When the leader must be the one to take initiative and perform;

n	When training inexperienced workers; and

n	When a situation needs to be controlled.

NINE Leaders: Reconcilers

NINE leaders coordinate the activities of people to work together smoothly. Reconcilers have the following characteristics:

n	Mediating conflicts among people;

n	Negotiating agreement between opposing views;

n	Downplaying problems to accommodate people;

n	Listening calmly to complaints; and

n	Taking time to make decisions.

This leadership style is most appropriate at the following times:

n	In order to empower people to get along together;

n	When there is a need to be realistic and down-to-earth;

n	When doing routine work with set procedures;

n	When a unified, harmonious team is desired; and

n	When the situation calls for a patient and even-tempered leader.

UNDERSTANDING OTHERS’ WORK STYLES

Knowledge of the work styles of others is essential for effective leadership. Without this knowledge, a leader may not understand his or her followers; as a result, he or she may send those followers information in a way that does not make them feel understood, appreciated, respected, acknowledged, or validated. However, with knowledge of his or her followers, a leader can adapt his or her responses, create rapport, and lead the followers to develop their own talents and abilities.

Work Style ONE: Quality Performers

People with this work style work conscientiously to do a job correctly. They are able to stay at one task for a long period of time and dislike being interrupted at work by non-work-related conversation. Preferring to follow operational procedures, they strive to ensure that each particular step in a task be done well. Such people like to be thorough and accurate with the details of a project, taking one step at a time in coming to reasonable conclusions. They are precise in stating facts, and are good at thinking of ways to improve products or services. Quality performers want to treat people fairly.

Work Style TWO: Helpers

Helpers like to be with people in the workplace and show them that they are interested in them. They support others, make them feel welcome in a group, and help them do their work. Such people tend to be sympathetic to—and respond to—the needs of others. Helpers are interested in how decisions and projects affect people. They also like to be thanked.

Work Style THREE: Producers

People with this work style enjoy talking with others about tasks and can motivate them to do their jobs. They work efficiently to get things done and, under pressure, can work to get things done quickly. Goal-oriented people, they want results quickly, communicate by talking about results, and usually pursue goals until they reach them. Producers are good at deciding practical ways to use resources, including people; they can recall peoples’ names and use enthusiasm to persuade people.

Work Style FOUR: Expressionists

Expressionists are concerned about the feelings of others and sound them out before acting. However, they prefer inner communication with their own feelings and emotions, even in terms of how they feel about a particular project. Such people can be imaginative in exploring new possibilities and tend to imagine unique ways to get a job done, often taking artistic or aesthetic approaches. People with this work style enjoy acquiring special skills for dealing with unique situations. This means, however, that they dislike doing the same ordinary work over and over and may alternate between enthusiasm and lack of interest for a particular job.

Work Style FIVE: Thinkers

People with this work style are good at analyzing problems, reflecting on the theory behind a project, and exploring the speculative possibilities of theories and ideas. They are satisfied working by themselves, preferring silence in order to concentrate. Consequently, Thinkers dislike being interrupted on the job by phone calls. Although they can apply themselves to a task for a long time, they tend to reflect before taking action, which can lead to their neglecting to act in some cases. Thinkers like acquiring new insights and thinking skills, especially by listening to a tape or reading alone.

Work Style SIX: Relaters

Relaters are cooperative and like to work with reliable people. They are capable of working hard and working consistently on a single task without a break. They tend to prefer communicating within a circle of trustworthy people, people who belong to their own group or organization. Relaters feel most secure working within a group or organization and want to know how the group sees a situation before making decisions. People with this work style like the customary and established ways of doing a job; they get to work on time and keep traditions and/or duties foremost in their minds.

Work Style SEVEN: Animators

People with this work style enjoy a variety of interests and like making people happy. They are interested in innovative ideas and the possibilities of a situation, leading them often to become involved in more than one project. As the name suggests, Animators usually move quickly, sometimes impulsively. They get enthused easily about new projects and tend to be impatient with routine jobs. Because they like to talk with people, Animators like to familiarize themselves with new projects by conversing with others.

Work Style EIGHT: Asserters

Asserters like to take action and be in charge of a project. They can be tough minded and direct, capable of rebuke or reprimand when necessary. People with this work style are willing to take on challenging projects and like to complete the projects they start. They do this by being able to work under pressure, make quick decisions, and convince others to do things their way while rallying them to meet deadlines.

Work Style NINE: Receptionists

People with this work style make people feel at ease. Because of their concern about people working in harmony, they like disagreements to be settled as soon as possible and like to follow previously accepted agreements. Receptionists patiently consider the facts; they want to be calm and collected during each step in a task, calmly reasoning one step at a time to a conclusion. Their desire for people to get along leads them to accommodate others and to get along with many different kinds of people.

EFFECTIVE LEADERSHIP

With knowledge of the follower’s work style, a leader can adapt his or her responses by observing the appropriate principle (Figure 2), matching the approach to the particular requirements of a situation, creating rapport, and leading people to develop their talents and abilities.

Leadership that is anchored in principles steers a steady and stable course amid the changing situations of life, work, and relationships. Personal principles (Aspell & Aspell, 1993b) originate from an individual’s leadership style and express the values that are important to him or her. The objective application of these principles requires that they be appropriately directed toward an individual’s work style in a specific work situation. By following the relevant principle, a leader is more likely to be effective.

�

Figure 2. Leadership Principles* 

Leading a Quality Performer (ONE)

Be conscientious. This means living by ethical principles; being competent in performance; thinking reasonably and rationally about problems; being disciplined in pursuing goals; maintaining integrity under pressure; treating others with fairness and objectivity; striving for excellence at work; balancing personal and professional life; and keeping priorities in order.

Leading a Helper (TWO)

Be caring. This means helping others in need; assisting others in solving problems; being of service to customers and clients; giving of time and energy to the organization; being aware of others’ feelings; being friendly and warm to coworkers; supporting people in their efforts to grow; expressing appreciation for the work effort of coworkers; and encouraging subordinates to develop their talents.

Leading a Producer (THREE)

Be efficient. This means setting goals to be achieved; defining the mission of the organization; being ambitious in accomplishing objectives; motivating oneself and others to attain goals; communicating effectively to coworkers; calculating and putting in order useful means to reach goals; being practical in working out steps to attain goals; persevering to succeed; and competing with oneself to improve outcomes.

Leading an Expressionist (FOUR)

Be imaginative. This means creating unique products; making service special; being in touch with one’s own feelings; finding personal expression in products and services; listening to what others are feeling as well as saying; intuiting original approaches to problems; respecting every person as a unique individual; focusing on what is personally meaningful for each person; and being authentic and true.

Leading a Thinker (FIVE)

Be intelligent. This means being alert and observing products and services; being insightful in work situations; asking relevant questions about the nature and purpose of the organization; breaking down complex problems into simpler ones; anticipating the consequences of policies and strategies; learning thoroughly the organization, people, and products/services; appreciating how others think; keeping in mind a vision of the organization; and grasping the connections between motivation, satisfaction, and productivity.

Leading a Relater (SIX)

Be cooperative. This means bonding with others to work as a team; forming positive personal relationships with others; developing strategies to build trusting relationships; recognizing and accepting the worth of others; developing a mutual support system for coworkers; being committed to the team and organization; developing a sense of belonging among coworkers; being reliable and hard working; and trusting in oneself while depending on others.

Leading an Animator (SEVEN)

Be positive. This means being flexible in adapting to new and changing situations; being proactive and responsive to what is going on in the organization; promoting satisfaction among coworkers; inspiring others with enthusiasm; being adventurous in exploring innovative possibilities; planning for a more enjoyable workplace; generating new concepts and options for meetings; giving others the freedom to grow; and building positive morale among coworkers.

Leading an Asserter (EIGHT)

Be proactive. This means being confident in one’s abilities; taking action to complete projects; challenging coworkers to follow through in their commitments to the organization; determining what needs to be done to overcome obstacles; being direct and straightforward with others; being courageous in facing difficult times; arranging to make things happen in a team; using power and authority for constructive purposes; and defending others against unfairness.

Leading a Receptionist (NINE)

Be peace-making. This means being receptive and open to suggestions; being calm and stable during times of disagreement; accepting the diversity of others as positives; listening patiently and gently to grievances of coworkers; respecting different approaches to problems; mediating disagreements among opposing persons or parties; welcoming suggestions about how people can get along together; balancing opposing interests to negotiate equitable settlements; and thinking in terms of a global vision that includes everyone in an organization.

CONCLUSION

The Enneagram theory of leadership is consistent with the right-and-left brain model. On the one side, the left-brain characteristics—analytical, rational, linear thinking—are found mostly in the leadership styles of the methodical One, goal-oriented Three, analytic Five, and dialectical Eight. On the other side, the right-brain features—intuitive, imaginative, spiral thinking—operate usually in the leadership styles of the affective Two, creative Four, inclusive Six, and positive Seven. The corpus callosum, which connects the left and right brains, is represented by the unifying Nine, the harmonizer of opposites.

The full concept of leadership involves both personal, subjective qualities and specific, objective, situational needs. The Enneagram provides a blueprint for an all-encompassing notion of leadership that adapts to the diversity of leaders in the workplace, the variety of followers, and the changing challenges of the marketplace.
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