(1) CONDITIONS THAT HINDER
EFFECTIVE COMMUNICATION

J. William Pfeiffer

A person’s interpersonal life is dependent on that person’s facility for making his or her
thoughts, feelings, and needs known to others and on that person’s receptiveness to the
attempts of others to share similar data with him or her. Communication, a multifaceted
phenomenon, is the result of efforts by individuals toward this end. Communication can
be considered in simplistic terms as the sending and receiving of messages, as both
elements must be present for communication to take place. However, the fundamental
transaction of message sent and received does not presuppose that communication has
occurred. Often, it has only partially occurred or has been aborted entirely as a result of
the circumstances surrounding the occasion when the communication attempt was made.
These circumstances may be environmental, emotional, verbal-skill oriented,
phenomenological, or resulting from a host of conditions present within the individuals
who are attempting to relate.

An analogy may help to clarify the concept of the effect of circumstances on the
effectiveness of sending and receiving messages. In the late afternoon when you observe
a sunset, the sun often appears to be a deep red, larger and less intense than it seems at
midday. This is due to the phenomenomeadfaction,the bending of the light rays as
they pass through the earth’s atmosphere, and the higher density of dust in the air
through which the light passes as the sun goes down. The sun has already moved below
the horizon, but it is still in sight because its emissions are distorted by the conditions of
the medium through which they must travel. In a similar way the messages that we send
to one another are often refracted by intrapersonal, interpersonal, and environmental
conditions that contribute to the atmosphere in which we are relating. | may distort my
message to you by giving out mixed messages verbally and symbolically, and you may
distort what you hear because of your own needs and experiences. The two of us may be
located in an environment, physical and psychological, that contributes to the difficulty
in clearly sharing what we intend. In an atmosphere of suspicion, for example, we may
both become unduly cautious in our communication.

Although it is unlikely that totally nonrefracted communication is a possibility over
time between any two people or with significant others with whom we must deal
interpersonally, an awareness of conditions that block and alter the intention of sent and
received messages may produce less refraction and better communication in the long
run.
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Some of the conditions that cause refraction can be labeled and examined in light of
their impact on effective communications:

= preoccupation

= emotional blocks
= hostility

= charisma

= past experiences
= hidden agendas
= inarticulateness
= stereotyping

= physical environment
= mind wandering
= defensiveness

= relationships

= status

1. PreoccupationA person who is focusing on internal stimuli may listen in such a
way that none of the message comes through or so little of it that he or she cannot grasp
the message appropriately and may respond in such a way that the blocking of the
message is apparent. A story is told of a columnist in New York who attended numerous
cocktail parties and had come to believe that a certain socialite was so preoccupied with
making an outstanding impression on her guests that she was unable to hear anything
they were saying. To test his theory he came late to her next party; when he was greeted
effusively at the door by the hostess, he said, “I'm sorry to be late, but | murdered my
wife this evening and had a terrible time stuffing her body into the trunk of my car.” The
super-charming hostess beamed and replied, “Well, darling, the important thing is that
you havearrived, and now the party can really begin!”

2. Emotional blocksA second condition may be an emotional block to the direction
that the message is taking. Words may have become charged with emotion for a person,
possibly due to that person’s conditioning in childhood or to current circumstances in his
or her life at the time the communication attempt is made. An example might be of the
well-intentioned but unaware adult white male, who, in speaking to an adult black male,
makes reference to “you colored boys.” Similarly, a woman who is having difficulty in
conceiving a child may not be able to discuss Aunt Mary’s comment, “Now that you and
Bob have been settled for a few years, it would be nice to start a family”; or she may
find herself responding irrationally to a lecture on population control.
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3. Hostility. Hostility may create refraction of messages. This can occur when
communicating with a person with whom you are angry, or it may be a carryover from a
recent experience. It may also be the subject matter that arouses hostility. When two
people are engaged in a hostile confrontation, each often distorts messages from the
other in such a way that provides fuel for further venting of hostility. A husband and a
wife may have the following type of exchange of messddes:l really thought | was
helping you when I . . . .She “Are you trying to tell me that | was incapable of . . . ."

He: “You aren’t capable of much of anything! Just look at the state of our finances.” The
husband’s intended message was “I know I've made you angry by my action. Where did
| go wrong?” The angry wife chose to interpret the word “help” as an accusation that she
lacked the resources to handle the situation. Her message elicits further distortion and
hostility from the husband. In another example, a woman may come home from just
having had a confrontation with her boss and may carry over her hostility to her family
by overreacting to her husband’s messages concerning the day’s irritations, or she may
simply filter out all messages and respond in monosyllables to any attempts at
communication. The subject matter being dealt with may engender hostility and thereby
distort the message. A father may comment that his son should plan to have his hair
trimmed for his sister’s wedding and find that his message has been refracted as an all-
encompassing criticism of his son’s life style.

4. Charisma.The charisma of the sender of a message may affect how the message
Is received. Political candidates are often chosen more for their possession of this quality
than for their other attributes. A charismatic person can often make tired, trivial
messages seem new and important to the recipient; however, this too can become
detrimental to communication, as the receiver of the message is less likely to question or
ask for clarification of the message. How often have we come away enthusiastically
from having heard a dynamic speaker, only to discover that we cannot actually
remember the content of the speech? Conversely, a person who has something important
and unique to say to us may not be able to hold our attention in such a fashion that we
hear the message he or she is sending.

5. Past experienceOur experience can predispose us to refraction. If our weekly
staff meetings have always been a waste of time, we may come into each succeeding
meeting expecting not to give the messages that are sent much consideration or to hear
them as having no relevant implications. Staff meetings may also nurture another kind
of condition that may create message refraction.

6. Hidden agendasA person with a special interest, that is, a hidden agenda, may
hear all messages only in reference to his or her own needs or may not be able to hear
messages that do not relate to his or her own interest. If the hidden agenda is in
competition with the message of another employee, he or she may reject all suggestions
made by that other employee or may attempt to manipulate others into distorting the
other employee’s messages. The person with the hidden agenda might make such
comments as “Of course, Chris has no real expertise in this area” or “We all know that
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the administration will never buy that, Chris.” He or she may dismiss an excellent idea
from someone with a fresh perspective.

7. InarticulatenessSimple inarticulateness, or lack of verbal skill, may distort the
intention of the sender. As clarity is essential for the true message to be received, a
person may never be able to communicate effectively if he or she has never developed
verbal skills. If the receiver of the message is unaware of the sender’s difficulty, he or
she may dismiss the messages or distort them. Verbal patterns that are culturally
determined may also hinder communication, as they could function as lack of skill when
the message is received. A person from a minority culture may be quite articulate within
his or her peer group but may fail to get messages through when speaking to a person
from another culture. It is at this point that verbally administered standardized
intelligence tests become invalid. An Appalachian child was once being tested by a
psychometrist, who asked that the child name the seasons of the year. The child replied,
“Deer season, possum season, fishing season . . . .” The child showed an excellent grasp
of seasonal variation throughout the year; but because his response was not the standard
one, his score on the test was reduced.

8. StereotypingCulturally determined verbal patterns may lead to another type of
communication distortion—stereotyping. Eliza Doolittle in the musiaFair Lady
was “heard” and understood as a charming, if unconventional, lady once her speech
patterns had been altered from their original cockney flavor. However, Eliza had not
changed her values or increased her worth as a person in changing her speech patterns;
the only change was in her ability to send messages as a refined lady rather than as the
stereotype of a thoroughly dismissable guttersnipe. Another type of stereotyping that
causes adjustments in a person’s perceptual prism is that of the visual impact of the
speaker. A very conventional person may “hear” all attempts at communication as
radical if the speaker has an unconventional physical appearance. A conservative
member of the faculty at an urban university in the United States may hear a bearded
colleague say “Perhaps some of the experimental programs, such as the bachelor’s
degree in general studies, would serve the needs of our particular group of students
better than the traditional degree programs seem to do,” and may angrily dismiss the
idea as an attempt to downgrade the “standards” of the university. Yet a colleague with a
conservative appearance might make the identical proposal, and the faculty member
might respond with “Yes, we need to have more flexibility for our particular student
population.”

9. Physical environment he environment alone may create conditions under which
communication cannot take place effectively. A stuffy, warm room may make it
impossible to send and receive messages accurately. A person’s physical state may also
be detrimental to communication. Any teacher will expound at length on the decline in
understanding on the part of students as summer approaches in a classroom that is not
air conditioned. Physical environment may contribute to another condition that may get
in the way of communications.
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10.Mind wanderingThis is a state to which all are susceptible. It distracts from the
message sent in much the same way that preoccupation distracts, but the internal
stimulus may never focus on any topic for more than a few seconds. This inability to
focus for long on internal stimuli will generalize to the external stimulus of a sender’s
message.

11. Defensivenesd his leads to continual refraction of messages received. The
insecurity of the person tends to distort questions into accusations and replies into
justifications. A wife may ask her husband if he happened to pick up a loaf of bread on
his way home from work. Her intention is informational, that is, she is planning to go
out anyway and will pick up some bread at the same time, if he has not already bought
some. The issue is duplication of effort. The insecure husband, however, may respond as
if the issue were his ability to meet her needs. “No, | didn’t. | can’t think of everything,
you know, when I'm busy with a huge project at work. | suppose you think my buying a
loaf of bread is more important than concentrating on my job!”

12.RelationshipsWhen we are attempting to communicate with another person,
we are giving out two sets of messages simultaneously, content and relationship. The
other person may be so preoccupied with hearing any cues about the latter that the
content is lost or seriously refracted. For example, a boss tells her secretary that she has
a set of instructions for her and that she wants her to be sure that she gets them right. If
the secretary is insecure in her relationship with the boss, she may hear an implication
that she is being evaluated negatively. Consequently, the secretary may distort her
hearing of the boss’s instructions.

13. StatusPerhaps the most difficult condition to overcome in communications is
that of status, as it encompasses most of the elements that have already been discussed.
A person in a position of high status may find communication difficult with most of the
people with whom he or she must interact, as his or her perceived power differentially
affects various people. One person may be preoccupied with impressing the source of
power, while another may be defensive, feeling that his or her job or status is threatened
by the powerful person. In addition, any high-status person must deal with the hostility
of the envious, the stereotyping of the power worshiper, the past experiences with other
high-status individuals that people may be generalizing from, and the emotional
elements generated by all of these conditions.

The means of alleviating these conditions that interfere with the communication
process are as varied as the people who must deal with them. The key, however, is in
becoming aware of the conditions that are interfering with the process and attempting to
modify behavior in such a way that messages are less often and less severely refracted.
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[ THINKING AND FEELING

Anthony G. Banet, Jr.

Thinking and feeling are the two major ways by which we interact with our

interpersonal environment. Both are essential to constructive communication. In general,
thinking (“head talk”) leads to axplanationof the interactive situation, while feeling

(“gut talk”) leads to amnderstandingf it. Head talk is the prose of communication; gut
talk is the poetry.

“Think” statements refer to the denotative aspects of the environment. They attempt
to define, assert, opine, rationalize, or make causal connections between environmental
events. Think statements are bound by the rules of logic and scientific inquiry; they may
be true or untrue. Many times a think statement can be proven or disproven. Think
statements require words to be communicated.

Most of us have been trained to emit think statements exclusively. We are
constantly engaged in cognitive work: observing, inferring, categorizing, generalizing,
and summarizing; occasionally we report to others what goes on in our heads.
Frequently we are asked for facts (“Where did you put the car keys?”), opinions
(“Which tastes better, California or French wine?”), and speculation (“What happens
when we achieve zero population growth?”). Sometimes we are simply asked “What are
you thinking about?” Human beings like to think, and our ability to do it is usually on
the short list of characteristics that distinguish us from orangutans.

Laboratory learning places great emphasis on feelings. Many participants in groups
learn quickly that beginning sentences with “I think” is bad form, so they preface their
remarks with “I feel” and go on to report thoughts. This bogus use of “I feel” often
muddles communication.

1. “I feel like having a drink” is no expression of feeling but merely a shorthand
way of saying “I'm thinking about having a drink, but I'm still undecided.” In
this case “feel” is used to expressiadefinite thought

2. “l feel that Roger’s brashness is a cover for his insecurity” is not an expression
of feeling. Rather, it ia statement of opiniomn offering of a hypothesis.

3. “l feel that all men are created equal.” An abstract principle cannot really be felt;
this is astatement of beliegn expression of faith in someone or something. It is
more accurate to say “l believe that all men are created equal.”

Watch yourself when you say “l fetlat. . . .” Such phraseology is a clue that you
are making a think statement with a feel prefix.

Originally published imThe 1973 Annual Handbook for Group Facilitatdng John E. Jones and J. William Pfeiffer (Eds.), San Diego,
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“Feel” statements refer to the connotative aspects of the environment. They attempt
to report our internal affective, immediate, nonrational, emotional, “gut” responses to
environmental events. Usually, feel statements are personal and idiosyncratic in that
they refer to inner states, what is happening inside of us. Feel statements, like dreams,
cannot be true or false, or good or bad, but only honestly or dishonestly communicated.
Feel statements may not require words at all; when they do, they usually take the form
of “| feel (adjective)” or “I feel (adverb).”

Many of us have conditioned ourselves to screen out awareness of internal
reactions. We may allow ourselves to report feeling “interested” or “uncomfortable,” but
deny ourselves more intense or varied reactions. Laboratory learning emphasizes feeling
states precisely because of this conditioning and denial. By getting in touch with our
inner events, we enrich our experiences with the reality surrounding us.

Changes inside of us provide direct cues to the feelings we are experiencing. A
change in bodily functioning—muscle tightness, restlessness, frowning, smiling,
inability to stay with a conversation—tells us how we are reacting to what is happening.
The sudden emergence of fantasies, impulses (‘I want to go over and sit by Kathy”) or
wishes (“l wish Tom would shut up”) into our consciousness can provide immediate
entry into the rich and productive area of feeling communication if we can express them.

Sometimes we can also become aware of what is blocking our awareness of what
we are experiencingghamds one kind of block, especially when the impulse sounds
childish or regressivd-ear that if we communicate wishes, overt behavior will result is
another problem. It is a leftover from the magical thinking of childhood. Often, we have
a clearexpectation of judgmeifriom others if we dare to express ourselves. In a well-
functioning group, these blocks do not correspond to reality. It can be truly liberating to
express your feelings without shame, fear, or judgment.

PITFALLS IN DEALING WITH FEELINGS

Projectionoccurs when we deny our own feelings and attribute them to others. It is a
common happening in groups and involves many distortions. Frequently, projections are
made in an attempt to justify our own biases and prejudices.

Judging motives others is guesswork that escalates misunderstanding. It is a sly
way of focusing on another’s feelings instead of your own and an entry into the
intriguing but time-wasting game of explainindny someone is feeling the way he or
she does. If you want to read minds, start with your own.

Metafeelingsare thoughts and feelings about feelings. Metafeelings garble
communication. They are a way of distancing yourself from the immediate event, and
they present the risk of intellectualizing a potentially rich feeling experience. Beware of
exchanges that begin with phrases such as “I'm guessing that when | think I'm sort of
feeling that . . . .” You will get nowhere.
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OWNING YOUR THOUGHTS AND FEELINGS

Effective communication occurs when the communicators take responsibility for their
thoughts, feelings, and overt behavior—when tvwn what they do. Blaming and
imputing motives are sneaky, dishonest attempts to be irresponsible. When you own
your thoughts and feelings, the other person knows what you are experiencing and can
respond more authentically to you.

You are entitled to have thoughts and feelings in your interpersonal environment.
Being aware of them and the differences among them can improve your
communications.
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[(D“DON'T YOU THINK THAT ... ?"
AN EXPERIENTIAL LECTURE
ON INDIRECT AND DIRECT COMMUNICATION

J. William Pfeiffer and John E. Jones

EXPERIENTIAL ACTIVITIES

This article attempts to set forth certain theoretical concepts concerning indirect and
direct communication. In order to integrate theory with practice, six activities are
interspersed throughout this article. These activities are designed to add the dimension
of experiential learning to the theoretical concepts discussed.

Each of the six activities described is inserted at the exact point in the lecture at
which the activity is designed to occur. Activity 1, for example, should take place before
any theoretical concepts are introduced. The activities can accommodate an unlimited
number of participants.

Activity 1

1. The participants form subgroups of four. No talking is allowed.

2. Each person in each subgroup writes down the first two things that he of she
would communicate to each of the other people in the subgroup. Again, ho
talking is allowed.

3. The facilitator gathers and publishes information concerning how many o¢f the
twenty-four items generated in each subgroup are questions.

4. Participants are directed to “discard” the items they have generated; they will
be asked to “communicate” later.

THEORETICAL CONCEPTS

One basic focus of the human relations movement is on the effective use of
communication. Many people fear taking risks in interpersonal relationships; yet as they

Originally publishedn The 1974 Annual Handbook for Group Facilitatdng John E. Jones and J. William Pfeiffer (Eds.), San Diego,
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need to feel that they are articulate and adept at “communication,” they often engage in
what we can call “pseudo communication.”

In reality, they try to direct the risk of interpersonal communication away from
themselves. They are afraid to present their own opinions, ideas, feelings, and desires.

The individual who fears taking risks may want to manipulate others into fulfilling
his or her own desires or expectations. Thus, this person would be saved from being
rejected or from exposing his or her vulnerability to others. The person’s motive may
also be to control others without apparently assuming authority.

This article attempts to illustrate several common varieties of indirect, pseudo
communication and to suggest some alternatives to these misdirected patterns of
communication.

NONCOMMUNICATION

One way that people engage in noncommunicative discourse is by speaking as if they
represented other people, in an attempt to get illegitimate support for their personal
points of view. For example, a person who prefaces his or her remarks by saying, I
agree with Fred when he says . . .” or “I think | speak for the group when I say .. ." is
not communicating. Instead, that person is simply attempting to borrow legitimacy.

PSEUDO QUESTIONS

Perhaps the most frequently misused communication pattern is the question. In fact,
most questions are pseudo questions. The questioner is not really seeking information or
an answer to the “question.” Rather, he or she is offering an opinion—a statement. But
because the person does not want to risk having the idea rejected, he or she frames it as a
guestion, hoping to force the other person to agree.

With few exceptions, we could eliminaaé questions from our communications
with others. As most questions amdirect forms of communication, they could be
recast as statements, or direct communications. By replacing pseudo questions with
genuine statements, we would come much closer to actual communication with one
another.

Before we can achieve the aimdifect communication, however, we must be able
to identify the varieties of pseudo questions that people tend to use. There are eight basic
types of pseudo questions. Specific examples of each of these typdiseat
communication are noted.

Co-optive Question

This pseudo question attempts to narrow or limit the possible responses of the other
person. “Don’t you think that . . . ?” is a classic example of this type. Other examples are
“Isn’'tit true that . . . ?”; “Wouldn’t you rather . . . ?”; “Don’t you want to . . . ?”; and

“You wouldn’'t want that, would you?”
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The questioner is attempting to elicit the response that he or she wants by building
certain restrictions into the question.

Punitive Question

When the questioner uses a punitive question, he or she really wants to expose the other
individual without appearing to do so directly. For example, a person may be proposing

a new theoretical model in training; the listener, knowing that the theory has not been
properly researched, may ask what the experimental evidence indicates. The purpose of
the questioner is not to obtain information but to punish the speaker by putting him or

her on the spot.

Hypothetical Question

In asking a hypothetical question, a person again resorts to a pseudo question: “If you
were in charge of the meeting, wouldn’t you handle it differently?” This person does not
actually want to know how the individual being questioned would handle it. Instead, the
person may wish to criticize the meeting or may be indirectly probing for an answer to a
guestion that he or she is afraid or reluctant to ask. Hypothetical questions typically
begin with “If,” “What if,” or “How about.”

Imperative Question

Another type of pseudo question is the one that actually makes a demand. A question
such as “Have you done anything about . . . ?” or “When are you going to . . . ?” is not
asking for information. Rather it implies a command: “Do what you said you were going
to do and do it soon.”

The questioner wants to impress the other person with the urgency or importance of
his or her request (command).

Activity 2

1. The facilitator assigns one category of pseudo questions to each membegr of
each subgroup. The subgroup is given five minutes to “communicate.” with
each person restricted to initiating his or her assigned category of pseudo
guestions.

2. No processing time is allowed at this point.

Screened Question

The screened question is a very common variety of pseudo question. The questioner,
afraid of simply stating a choice or preference, asks the other person what he or she likes
or wants to do, hoping the choice will be what the questioner secretly wants.
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For example, two acquaintances decide to go out to dinner together. One individual,
afraid to take the risk of making a suggestion that he or she is not sure will be accepted,
resorts to a screened question: “What kind of food do you prefer?” Secretly he or she
hopes the other person will name the questioner’s favorite food, say Chinese. Or he or
she frames the question in another way: “Would you like to have Chinese food?” Both
guestions screen an actual statement or choice, which the questioner fears to make: I
would like to have Chinese food.”

One result of the screened question is that the questioner may get information that
he or she is not seeking. If the other person misinterprets the question about food, for
example, he or she may tell the questioner about exotic varieties of food experienced in
his or her travels—not what the questioner wanted to know at all.

On the other hand, the screened question may sorely frustrate the person being
guestioned, who is not sure how to give the “correct” response and feels under pressure
to “guess” what that response might be.

The questioner, too, may find the results of a screened question frustrating. If the
other person takes the question at face value, the questioner may be trapped into a
choice (Italian food, for example) that he or she does not like but cannot escape. Worse,
both individuals may be unable to “risk” a suggestion and end up eating Greek food,
which neither likes.

In marriage, the screened question may be used by one partner to punish or control
the other. One individual may seem generously to offer the other “first choice,” while he
or she actually poses the question in such a way that the partner’s suggestions can be
rejected and countered with a “compromise” consisting of what he or she wanted all
along. Thus, the partner who offers the “compromise” gets what he or she wants by
manipulating the other partner into the position of offering all the “wrong” choices.

Set-Up Question

This pseudo question maneuvers the other person into a vulnerable position, ready for
the axe to fall. One example of the setup question is “Is it fair to say that you . .. ?" If
the person being questioned agrees that it is fair, the questioner has him or her “set up”
for the kill. Another way that set-up questions are introduced is by the phrase “Would
you agree that . . . ?” The questioner is “leading the witness” in much the same way a
skillful lawyer sets up a line of response in court.

Rhetorical Question

One of the simplest types of the pseudo question is the rhetorical question, which comes
in many forms. The speaker may make a statement and immediately follow it with a
positive phrase that assumes approval in advance: “Right?” or “O.K.?” or “You see?” or
“You know?” He or she is not asking the other person to respond; indeed, he or she
wishes to forestall a response because it may not be favorable. Often, an insecure person
may acquire the habit of ending almost all statements with “Right?” as an attempted
guarantee of agreement.
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Or the questioner may precede his or her statements or requests with such negative
phrases as “Don’t you think . . . ?” or “Isn’t it true that . . . ?” or “Wouldn’t you
like . .. ?” In either case, the person who fears risking his or her own opinion is trying to
eliminate all alternatives by framing the “question” so that it elicits the response that he
or she wants.

A supervisor may say to a staff member, “Don’t you think it would be a good idea
to finish the report tonight and have it out of the way?” He or she phrases the question
so as to make it appear that the decision to work late was a joint one. The staff member
may not approve of the suggestion, but he or she has little or no alternative but to agree.

“Got’cha” Question

A “got’cha” question is derived from Eric Berne’s Games People Play (1964):
“Now | got'’cha, you so-and-so.” Related to the set-up question, a “got’cha” question
might run something like this: “Weren’t you the one who . . . ?” or “Didn’t you say
that...?”" or “Didn’'t | see you . .. ?” The questioner’s joy in trapping the other person
is nearly palpable. He or she is digging a pit for the respondent to fall into rather than
inviting an answer to the “question.”

Activity 3
1. The process used with the first four types of pseudo questions is repeated with

the second four types.
2. Five minutes is allowed to process the experience.

3. The facilitator has the participants infer the statements that lie behind the
guestions asked; participants test the accuracy of their inferences and then
react to them.

CLICHES

Pseudo questions are one method of indirect communication; clichés are another. When
people use clichés, they really do not want to communicate with another person—or
they want to feel that they are “communicating” without sharing anything of
significance. Thus, they resort to routinized, pat, standardized, stylized ways of
responding to one another.

Examples of clichés abound in English, as in other languages: “You could hear a
pin drop.” “If you've seen one, you've seen them all.” “He hit the nail on the head.” “He
took the bull by the horns.” “He has us over a barrel.” “We got our bid in just under the
wire.” “It's an open-and-shut case.” “He left no stone unturned in his search.” “Better
late than never.” “The early bird gets the worm.” “He can’t see the forest for the trees.”
“I've been racking my brains over the problem.” “His kind of person is few and far
between.” “He is always up at the crack of dawn.” “Let’s get it over and done with.”
“His mind is as sharp as a tack.” “Better safe than sorry.” “She’s as cute as a button.”
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Activity 4

1. Participants write down as many clichés as they can in three minutes.
The facilitator has participants form pairs by moving to new partners.

The partners “communicate” with each other using only clichés.

Five minutes of processing time follows in groups of six (three pairs).

hwn

No one can avoid using clichés occasionally. But the frequent use of tired, worn-out
phrases diminishes the effectiveness of communication.

EFFECTS OF INDIRECT COMMUNICATION

If, then, we have established that clichés and pseudo questions are forms of indirect
(and, therefore, ineffective) communication, it is important to know some of the effects
that such indirect communication has on dealings between people. We can note five
major effects generated by indirect communication: guesswork, inaccuracy, inference of
motives, game-playing behavior, and defensiveness.

Guesswork

Indirect communication encourages each person to make guesses about the other.
Without direct, open patterns of communication, people cannot get to know each other
successfully; if they do not know something, they will make guesses about it. Such
“guessing games” further inhibit or obstruct true communication.

Inaccuracy

If one person is forced to guess about another, the guess may often be wrong. Yet the
person who engaged in the guesswork communicates with the other person on the basis
of an assumption, the accuracy of which he or she is unable to check. Obviously,
communication based on inaccurate assumptions is not clear or direct.

Inference of Motives

Indirect communication also increases the probability that people will be forced to infer
each other’'s motives. They will try to determine each other’'s motives: Why is he or she
doing that? What is the intention behind that comment? By communicating through
clichés and pseudo questions, we hide our true motivations.

Game-Playing Behavior

Indirect communication encourages people to “play games” with each other: to deceive,
to be dishonest, not to be open or straightforward. Clearly, such behavior leads away
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from the basic aims of human relations training. When the questioner is playing a
“got’cha” game, for example, his or her behavior may be contagious.

Defensiveness

One of the surest effects of indirect communication is defensiveness. As there is an
implied threat behind a great deal of indirect communication, people tend to become
wary when faced with it. Their need to defend themselves only widens the gap of
effective communication even further.

Defensiveness can be recognized in several different postures, all characteristic
results of indirect communicatiodisplacement, denial, projection, attributicemd
deflection

Activity 5

1. Participants form new subgroups of three.

2. The members of each subgroup communicate with one another for ten
minutes without using questions or clichés.

3. Five minutes of processing time follows.

DIRECT (EFFECTIVE) COMMUNICATION

In contrast to indirect (ineffective) communication, direct (effective) communication is
marked by the capacity for taking certain risks in order to understand and be understood.

Characteristics

Communication is effective when it has certain characteristics:

1. Itis two-way communicatiorideas, opinions, values, attitudes, beliefs, and
feelings flow freely from one person to another.

2. Itis marked by active listenin§eople take responsibility for what they hear—
accepting, clarifying, and checking the meaning, content, and intent of what the
other person says.

3. It utilizes effective feedbadkach person not only listens actively, but also
responds to the other person by telling that person what he or she is hearing. The
process of feedback tests whether what was heard is what was intended.

4. Itis not stressfulCommunication is not effective if people are concerned that
they are not communicating; when this happens, it is a key that the
communication is not functioning properly.

5. Itis clear and unencumbered by mixed or contradictory mess&geh
messages, whether verbal, nonverbal, or symbolic, serve to confuse the content
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of the communication. In other words, communication is effective when it is
direct.

Any communication always carries two kinds of meanings: the content message
and the relationship message. We hear notwhbtother people say to us, but also
implications about our mutual relationship. If we are so preoccupied with detecting cues
about the latter, we may distort the content message severely or lose it altogether. When
communication is effective, both messages are clearly discernible; one does not confuse
or distract the other.

Approaches

Five major approaches can foster direct communication:

1. Confrontation Each person can learn to confront the other in a declarative rather
than an interrogative manner. We can attempt to eliminate almost all our pseudo
questions by formulating them into direct statements.

2. Active listeningThis is a powerful antidote to indirect communication. We can
learn to paraphrase, empathize, reflect feelings, test the accuracy of our
inferences, and check our assumptions in order to produce clearer, more
straightforward communication with others.

3. Owning.If people can learn to accept their legitimate feelings, data, attitudes,
behavior, responsibility, and so on, then they can learn to reveal themselves more
directly to others. Owning what vege, what we ardeeling,and whabelongsto
us is a first step toward communicating more effectively.

4. Locating.This is a way of finding the context of a question. Some questions we
cannot answer because we do not know their “environment,” so to speak. We
need to learn to locate these questions before we can respond to them. Questions
are usually more effective if they are preceded by an explanation of their
contextual origins.

5. Sharingis the final, and perhaps most important, approach to direct
communication. All communication is a sharing process: In attempting to
communicate with others, we are sharing our views, beliefs, thoughts, values,
observations, intentions, doubts, wants, interests, assumptions, strengths, and
weaknesses.

For any of these five approaches to be useful, we must, as indicated earlier, be
ready to take risks and to work toward a genuine sharing of a common meaning with the
other person. If we are not prepared to risk, we will not attain successful, effective, and
direct communication.
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Activity 6

1. The participants form subgroups of six.
2. The learning of the experience is processed within each subgroup in terms of
back-home applications.

3. Each patrticipant contracts to find out what has happened with his or her
spouse or significant other or with a fellow worker without using questions.
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[ HUMANISTIC NUMBERS

John E. Jones

A basic human tendency in our culture is to enumerate our experiences. Because people
attempt to abstract those elements that they recognize as repeatable, they often end by
describing their experiences in terms of “how much” or “how many.” This tendency to
attach numbers to observations of everyday life, however, has some inherent dangers.

The tendency to oversimplify is one danger. Another is to imagine that experience
can be accumulated, as if one experience is equal to another. Yet another danger occurs
when we enumerate the characteristics and experiences of others. In other words, in
describing other people numerically, we summarize their experiences, characteristics,
and behaviors in terms of linear scales. A fourth danger is that we forget to look at
human beings and look instead at quantities.

Numbers, best thought of as symbols or as abstract concepts, are a very useful
device. When we assign a numerical value to some event, behavior, observation, or
pattern of tick marks on an answer sheet, we are symbolically representing a human
process. Counting may be done mechanically or electronically, but the schema is an
extension of the thought process of some person or persons. Numbers can be talked
about; manipulated statistically and arithmetically; and seen in an abstract, conceptual
way. The primary value of numbers, then, is to extrapolate from and summarize human
experience.

In practice, however, there is a tendency to assign more value to our numbering
than to the quality of human interaction needed to solve social problems. The logic of
numbers is not the syntax of human experience, even though ample evidence exists that
we treat people as though they were numbers. People who feel that they are being
subjected to such inhumanity are almost uniformly offended by it. When a person feels
that he or she has been treated with less dignity than that accorded to punched cards, that
person usually feels helplessness and bitterness. A few years ago a joke among college
and university students was “I am an IBM card. Do not fold, spindle, or mutilate me.”

HUMANISTIC PRINCIPLES

The use of numbers in human relations—in organizational surveys, in instrumentation,
In counting—is best carried out in ways that are consistent with humanistic values. The
following principles are concerned with the relationship between using numbers in
human relations and acknowledging the worth and dignity of individual people:

Originally published imThe 1975 Annual Handbook for Group Facilitatdng John E. Jones and J. William Pfeiffer (Eds.), San Diego,
CA: Pfeiffer & Company.
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1. No number or array of numbers can capture the essence of a human being.
People do not experience numbers, but we do use numbers to abstract some
principles or frequencies from what we see. The complexity of the individual
human being far exceeds our ability to describe human traits, their
interrelationships, or their patterns of interaction with the environment.

2. Itis possible and desirable to conceptualize experience both numerically and
nonnumerically.The traditional notion held by many psychometricians is that “If
a thing exists, it exists in some amount. If you have not measured it, you do not
know what you are talking about.”

In human relations, we are concerned with what could be termed “soft” variables,
that is, those characteristics and interactions of human beings that cannot be described
very precisely. For example, we often talk about such concepts as trust, openness, self-
actualization, interdependence—concepts that are neither precisely defined nor
accurately measured. While it is useful to posit these human characteristics in order to
improve the ways in which people relate to one another, it is important for us to
recognize that the attempts that have been made represent the crudest form of
measurement. To say, for example, that a person who scores 8 on a 9-point synergy
scale has an unusually high ability to see “the opposites of life as meaningfully related”
Is as indefensible as to say that unless we have mapped that characteristic of that person,
we cannot discuss it with any usefulness.

3. Numbers do not have meaning; only people experience mediiege are no
inherent values in numbers. We impute, or assign, to these symbols meanings
that may be idiosyncratic. Just as words are symbols, numbers are symbols used
to simplify, arrange, and collect our experience. When we use them in
communication, we have many of the same problems we have in using other
symbols, such as words. People do not attach the same meanings to the same
symbols, though we often assume that they do (Jones, 1972).

4. There is no such thing as objectiviBar enough behind any set of numbers will
be the subjective impressions, feelings, attitudes, theories, hunches, and
assumptions of one or more human beings. It is self-deceiving to imagine that
one can be objective in relation to oneself, other people, or even the physical
universe. “Scientific” observations are inevitably clouded by our abilities to
conceptualize experience and observations. In human relations it is important to
accept that we are first, last, and always subjective. Thus, we need to accept
responsibility for our biases, prejudices, and favorite ways of looking at the
world.

5. The most difficult number problem is countiAggreat many people experience
anxiety with regard to numbers, arithmetic, and especially statistics. Many
people are awed by the complexity of mathematical operations. It is almost as
though these number systems had a reality to be discovered and mastered. The
application of numerical processes, however, cannot be more useful than the
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observations on which the processes are based. The manipulation of frequencies,
or counts, does naidd validity to the basic observations that are assigned
numerical value.

6. More of a good thing may be too much; human relations are not necessarily
linear. One human tendency, especially in Western cultures, is to think of things
as if they existed on a linear scale. For example, Westerners imagine intelligence
(a desired quality) to be a linear trait. Thus, the more intelligence, the better. As
openness in human relations is held to be desirable, Westerners have a tendency
to think that their activities in relation to one another would be most profitable if
they had completely open human interaction. It is useful, however, to think of
extremes—such as being completely open or being completely closed—as
equally dysfunctional (Pfeiffer & Jones, 1972).

7. When numbers become labels for people, individuals begin to be seen as static.
Although we usually think of people as being dynamic and changing, we tend to
oversimplify one another and to assume that our human characteristics are
unchangeable. Assigning numbers to the amounts of our hypothesized traits
strengthens this tendency. It is more useful, then, to consider numerical
designations of observed human behavior as short-term indicators. In training we
are interested in helping people to change their behavior. Using numbers in that
context suggests that intra-individual dynamics are more important than
characteristics that the individual cannot change.

8. The things that can be measured precisely are relatively unimportant in human
relations.Physical characteristics, certain personality traits, and some aspects of
the physical environment can be specified with considerable precision. These
considerations, however, cannot adequately account for the wide individual
differences in human interaction.

CONCLUSION

The dilemma in using numbers to foster human and organizational growth and
development, then, is that we have to allow for our subjectivity while we are attempting
to amass a reliable body of useful knowledge and information. In this process we should
not omit the positive aspects of subjectivity.

People are not numbers, but their experiences can, nevertheless, to a degree, be
collected, accumulated, and used as a basis for prediction. The important humanistic
consideration is that in using numbers we not violate the integrity of the people whose
human experience we are abstracting.
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[ CLARITY OF EXPRESSION IN
INTERPERSONAL COMMUNICATION

Myron R. Chartier

“Why can’t people get things straight?” is a question often asked when communication
breaks down. Because many factors contribute to a lack of clarity in communication, no
easy answers are available.

FAULTY ASSUMPTIONS

Misunderstandings between people can occur because of faulty assumptions that people
make about communication. Two such faulty assumptions argda) ‘always know
what “1” mean and (2) I" should always know whatybu’ mean. The premise seems to
be that because people live or work together, they are or should be able to read one
another’s minds. Some people believe that because they are transparent to themselves,
they are transparent to others as well. “Because | exist, you should understand me,” they
seem to be saying. People who make this assumption often presume that they
communicate clearly if they simply say what they please. In fact, they often leave those
listening confused and guessing about the message being communicated.
Misunderstanding is common because clarity of communication does not happen.

A third assumption often made is that communication happens naturally, like
walking across a room. The communication process, however, is complex; achieving a
correspondence between messages sent and messages received is difficult. Some people
ascribe to a “conveyor-belt” theory of communication—meaning moves from one head
to another with 100-percent accuracy. The shortcoming of a “conveyor-belt” theory of
communication, however, is that it suggests that meanings are inherent in the words
used or messages sent. However, the meaning one person has is never identical to that
which another person has because meanings are in people’s minds, not in the words they
use. Total accuracy in communication would require that two people have an identical
history of shared experiences. Only then could they perceive exactly the same meaning
for a given message. Given the reality of different life experiences, this is impossible.
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A DEFINITION OF CLARITY

“Getting things straight” is a difficult communication task; yet people must
communicate clearly with each other in order to receive information to accomplish the
mundane tasks of life and to experience the depths of dialogue with each other.

Fortunately, absolute clarity is unnecessaffective communication is
accomplished when the amount of clarity or accuracy achieved is sufficient for handling
each situation adequatehiccording to information theorists, the purpose of
communication is to reduce uncertainty. Total accuracy in communication would lead to
an absence of uncertainty, but uncertainty can never be totally eliminated. Accurate or
clear communication, then, is designed to reduce uncertainty in a given situation to a
point at which necessary understanding can occur.

Certain practical principles and guidelines for reducing uncertainty and increasing
the accuracy and clarity in interpersonal communication can be suggested. To achieve
greater clarity in speaking, a person should have the desire to do so and should want to
understand the communication process more completely. The communicator can try to
analyze and shape his or her message according to the following factors: sending and
receiving, the communication context, encoding a message, and communication
channels. Of course, the degree of clarity achieved in a given situation is likely to result
from the combined effects of several of these factors. As communication is a process,
the factors being considered are interrelated, making it difficult to differentiate one from
another.

SENDING AND RECEIVING

Several principles and guidelines are observable in any attempt to send a clear message
from one person to another. These guidelines can be seen in terms of pictures, attitudes,
skills, and the frame of reference.

Pictures

A person needs to have a clear picture of what he or she hopes to communicate to
another. The preacher needs a proposition in order to know what he or she is trying to
accomplish with a sermon. The teacher needs instructional objectives in order to know
what he or she wants students to learn. The administrator needs both short and long-
range objectives in order to plan organizational goals and interpret them to his or her
colleagues. Well-stated goals or objectives aid the effective communicator in developing
a clear picture of what he or she wants to say.

This first guideline is particularly valid when dealing with complex, ambiguous, or
vague topics. If a topic or idea is unclear to the person sending the message, its lack of
clarity is likely to be magnified by the person trying to understand it. Although there are
times when a person may find interpersonal communication helpful in clarifying the
pictures in his or her own head, it is imperative that the communicator first be clear
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about ideas before he or she attempts to convince or influence others, give data, or share
feelings.

Attitudes

Accuracy in communication varies with the attitudes of the communicators toward their
topic. If a person’s attitudes are very positive or very negative, the resulting
communication tends to be less accurate. Indeed, people often organize data according
to their biases.

Communication clarity is also influenced by the attitudes of communicators toward
each other. It seems reasonable that communication between people who respect or love
each other would be more accurate. However, research indicates that accuracy is
inversely correlated with either positive or negative attitudes that the communicators
hold toward each other. Thus, an analysis of the extent of one’s positive or negative
attitudes toward the topic and toward the listener is important for clarity and accuracy of
communication.

Communication Skills

Clarity of communication is also influenced by the extent to which those who are
listening and those who are sending are aware of their communication skills. It is
possible to evaluate the assumptions that people hold about their ability to communicate
messages. People with careless speech-communication habits are often convinced that
they are successful communicators because they are able to open their mouths and utter
a stream of words. Actual skills in interpersonal communication, however, are quite
different. An accurate assessment of one’s own communication weaknesses and
strengths is important. Often strengths can be maximized and weaknesses improved.
One person may have a sparkling personality that aids him or her in communication.
Another may have a way with words. Yet another may be able to communicate in such a
way that others feel he or she understands them.

The communicator should also try to assess the listening skills of the person
receiving the message. Good “hearing” is not necessarily good “listening.” As listening
Is an active rather than a passive process, people’s poor listening habits often take the
form of daydreaming, defensiveness, inattention, and so on.

Psychological Frame of Reference

Because communication is a function of shared or common meanings, meaning does not
occur simply because words are spoken. Words have no meaning in and of themselves.
Meaning is what people attribute to words; meanings lie within the experiences and
feelings of people. Thus, meanings are within people.

Each person is unique. What a person is has been determined by individual
experiences and choices in or with his or her family, friends, school, and culture. Each
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person has his or her own set of perceptions, thoughts, feelings, and behaviors. This
uniqueness has a profound impact on the success or failure of communication.

It is impossible to know what another person is sensing or feeling. Because a
listener can only guess about the communicator’'s meaning, it is essential that the person
speaking avoid basing his or her communication on unexamined assumptions about the
listener.

To assess what he or she is communicating, the sending person needs to know the
psychological frame of reference of the person who is receiving the message. How does
the listener see, feel, and act with respect to others and the world? The psychological
frame of reference of a child is quite different from that of an adult, just as people from
Maine have a different viewpoint from Californians. People respond quite differently to
the words they hear. One person may react warmly to the words “Jesus saves,” while
another person may become angry and hostile, and yet another may be indifferent and
display no strong sentiment. Indeed, what is clear and rational to one person may seem
vague and ridiculous to someone else.

A person can increase the clarity of his or her communication by constantly trying
to place himself or herself inside the psychological framework of the other person—by
trying to see the communicative situation from the listener’s point of view. If the person
communicating understands the other person, he or she can make the communication
more relevant to the other’s self-understanding and needs.

COMMUNICATION CONTEXT

A second set of factors affecting the clarity of communication is the context in which
communication occurs. Is the setting an office, someone’s home, or the golf course?
Communicating with a professor in his or her office is altogether different from
communicating with a friend at the bowling alley. The rules in the two situations are
distinctly different.

The context of communication is important in determining the amount of accuracy
needed or possible between people in a given situation. How much clarity can be
achieved is somewhat determined by their communication skills, the nature of their
relationship, the number of communication channels available to the person sending,
and how much repetition he or she can incorporate into the message. Also, attempting to
communicate with a person in another room presents more difficulties for the
clarification process than does speaking face-to-face. In short, the speaker needs to
develop a realistic expectation for the degree of clarity obtainable in a given context.

ENCODING A MESSAGE

In order to make ideas clear, an individual must encode his or her message in order to
reduce the amount of uncertainty that the listener experiences in hearing that
communication. Encoding is the process of translating ideas into a message appropriate
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for delivery. Once ideas are encoded into messages, they become the potential
information that can reduce ambiguity in the other person’s mind and produce a clearer
picture. There are seven principles for increasing the accuracy and clarity of the
messages that people use to communicate.

1. Principle of Relevance

Make the message relevant in the terms of the listening géymost difficult task

related to encoding a message is to assemble it in such a way that the words used
accurately reflect the picture one intends and, at the same time, fall within the other
person’s psychological frame of reference. To comprehend the sender’'s message, the
listener must be able to relate the received information to what he or she already knows.
Therefore, it is important that the message be presented in a context that says to the
listener, “This is important and significant for you.” This can be done by using the
words of the listening person rather than one’s own to encode a message. Such a
strategy requires adaptability and flexibility in communication behavior. When a person
possesses such adaptability and flexibility in communicating, he or she can employ
appropriate behaviors for sending a clear message, whether the listener is a child, a
teenager, an adult, or someone from a different cultural or subcultural background.

Just as the encoding of a message should be relevant to the listener, so should it be
appropriate to the situation or the context. The content of a conversation in the privacy
of a home is not necessarily appropriate for a discussion at a church-committee meeting.
Even if the topic were the same in both situations, the message would very likely be
encoded quite differently.

2. Principle of Simplicity

Reduce ideas to the simplest possible tefins.communicator should employ as few
words as possible to communicate his or her ideas to a listener. Simplicity of language
and economy of words are helpful in facilitating clarity of communication. Generally,
the simpler the words, the more likely they are to be understood. However, simplicity
really relates to the experience of the person receiving the message. What is simple to
one person is complex to another. The effective communicator calculates the extent to
which material must be simplified if it is to be understood by those listening, and he or
she uses the principle of simplicity to enhance the probability of success in sending a
message.

3. Principle of Definition

Define before developing; explain before amplifyiagen simple terms can be unclear.
Where would a person go, for example, if someone said, “I'll meet you at the side of the
building”? Terms more complicated than “side” increase the need for definition and
explanation. The use of jargon also creates problems of clarity for those not acquainted
with the words. Unfamiliarity with jargon may cause a person to become confused and
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frustrated in his or her efforts to understand; the person may even stop trying. To make
the message as clear as possible, the communicator should define and explain unfamiliar
or exceptional terms or concepts before using them.

4. Principle of Structure

Organize a message into a series of successive stgds.on public speaking

emphasize the importance of making apparent the order or structure of a message. A
well-organized speech, it is said, will increase the audience’s understanding. However,
there is little research evidence to support such a contention, especially with regard to
face-to-face dialogue. Indeed, most people will structure the message in accordance with
their own patterns of thinking even as they listen, regardless of how well a message is
organized.

What is important is the clarity of thought and the expression of individual parts. In
interpersonal communication it is probably best to develop one idea at a time. A
message can be “packaged” into a series of stages, with one stage completed before the
next is introduced.

Furthermore, the communicator can help the listener by not overloading him or her
with information. When people are asked to comprehend too much, they tend to forget
or become confused. By developing one idea at a time and taking one step at a time, the
person speaking can facilitate accuracy in communication.

5. Principle of Repetition

Repeat the key concepts of the messHgye principle of repetition is important—very
important. The words “very important” in the previous sentence are repetitive; they
repeated the idea in a slightly different manner in order to make the concept clearer.
Repetition is particularly important in oral communication, where words are spoken
only once. Obviously a communicator would not want to repeat everything he or she
says; doing so would bore the listener. However, the person speaking needs to use
enough repetition to ensure the clear reception of ideas. Some possible strategies are
(1) repeating key ideas; (2) restating difficult ideas; (3) recycling ideas whenever
feedback indicates they are weak or misunderstood; and (4) using examples, synonyms,
analogies, or periodic summaries. In short, a person should use intentional repetition in
attempting to achieve clarity.

6. Principle of Comparison and Contrast

Relate new ideas to old ideas; associate the unknown with the Kibevprinciple of
comparison and contrast is essential to the achievement of clear communication, as
understanding comes most often through association—the perception of similarities and
differences among objects, events, and people. A person can understand a new,
unknown idea more clearly if he or she is able to relate it to an old, known one.
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Discriminating between those elements that rightfully belong to an idea and those
that do not will help a listener to understand a concept. Comparison helps the listener to
identify the similarities in two or more ideas, and contrast helps to point out the
differences in two or more ideas. When accurate discriminations occur, clarity in
communication emerges: The sharper the discrimination, the greater the clarity.

Helpful devices for presenting comparisons and contrasts include the use of models,
metaphors, analogies, and explanations.

7. Principle of Emphasis

Focus on the essential and vital aspects of the communicABdhe transitory nature

of interpersonal communication makes it highly susceptible to loss of information,
attention should be given to the essential and vital aspects of a message. Communication
goals and key points should be sharply focused so as not to submerge the message in
details and make it vague, ambiguous, and blurred. The impact of the significant points
of a communication can be heightened by speaking louder, using a different tone of
voice, pausing, or using various other techniques to captivate the liRemdorcing

and underscoring ideas help in developing such impéete is an exampl&his last

principle is an important one—remember it and us€ammunication strategies based

on this principle and the other six will result in a more accurate correspondence of ideas
between people.

COMMUNICATION CHANNELS

Once a message is constructed for sending to another person, it must be sent through a
communication channel. Several factors related to communication channels affect
clarification in the speaking-listening process. Four of these are discussed here.

Channels Available

An important aspect of communication that affects accuracy and clarity is the number of
channels available for sending a message. For example, in a letter only one channel—the
written word—is in use. Face-to-face interaction, however, utilizes several channels, for
example, body tension, facial expressions, eye contact, hand and body movements,
relative positions of each person, and the vocal sounds accompanying a verbal message.

To communicate clearly, a person should be aware of the various channels available
and utilize as many of them as possible. When messages are sent through more than one
channel, repetition is increased. As repetition increases, uncertainty is reduced and the
chances for clarity are increased. It is important, however, that whenever multichannel
communication occurs, the messages be consistent across all channels or the results will
be confusing for the listener.
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Feedback

The use of feedback is important to the communicator. Feedback, which is a term from
cybernetic theory, is an essential element in any control process. This phenomenon can
be observed in the operation of a self-adjusting camera in which a built-in light meter
measures the amount of illumination in the environment and automatically adjusts the
camera accordingly. In a comparable manner, feedback can be used to correct and adjust
meanings and thus increase communication clarity. A person sending a message should
elicit feedback following his or her communication attempts in order to determine

whether the picture received was the one transmitted. On the basis of this feedback, the
next step in the communication process can be taken. The following conversation
between Joe and Sally is an example of feedback as purposive correction:

Joe: “Feedback is a process of correcting inaccuracy in communication.”
Sally: “Do you mean that feedback is simply a process of correcting errors?”

Joe:  “Not exactly, although that’'s part of what | mean. Feedback is a way of
being sure that what | say to you is adequately perceived by you.”

Sally: “Now you're really getting complicated. What does ‘adequately perceived’
mean?”

Joe:  “Well, | think ‘adequately perceived’ means that you understand the idea as
| would like for you to understand it.”

Sally: “Oh, then you mean that feedback is a device for checking whether or not |
got the idea you wanted me to get.”

Joe: “Exactly.”
Sally: “Do you think | used feedback effectively?”
Joe:  “Well, how do you feel about it?”

In the same way that communication clarity can be increased by using a variety of
available channels, a number of feedback channels can also be an aid to accuracy.

Noise

Communication accuracy is affected by noise, a term frequently used to refer to any
disturbance that interferes with the sending of a message. Although noise may occur in
almost any aspect of the communication process, such interference appears often as an
obstruction in the channel between two interacting people. The interfering noise may be
a conversation between two other people, the whir of a vacuum cleaner, or the sound of
a lawn mower coming through an open window. The greater the noise, the more difficult
it becomes to communicate clearly. For this reason it is important for the communicator
to find ways of eliminating or reducing sources of distracting noise.
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Speed and Pacing

Clarity of communication is related to how much information a channel can carry and
how much information a listener can receive at one time. Because the oral channel
requires those listening to depend heavily on their memories for comprehension, it is

less effective than other channels for handling large amounts of verbal information.
Effective lecturers know that it is the rare audience that can absorb more than one or two
new ideas. In contrast, the written channel can carry much more verbal information, as it
allows people to reconsider the material. Therefore, the speed of oral communication
must be determined by the rate of comprehension of the listener(s). The communicator
should pace his or her message according to the information-processing capacities of the
channel and the listener(s).

A SUMMARY OF GUIDELINES FOR CLEAR INTERPERSONAL
COMMUNICATION

A person wishing to achieve greater clarity in his or her interpersonal communication
would do well to remember these quotes:

“I know you believe that you understand what you think | said, but | am not sure
you realize that what you heard is not what | meant.”

“What is clear to you is clear to you and not necessarily to anyone else.”

Also, the communicator seeking to improve his or her communication clarity might
find the following guidelines helpful:

1. Have a clear picture of what he or she wants the other person to understand as a
result of the communication.

2. Analyze the nature and magnitude of his or her attitudes toward both the topic
and the listener.

3. Assess his or her own communication skills and those of the listener.

4. Seek to identify himself or herself with the psychological frame of reference of
the listener.

5. Develop a realistic expectation for the degree of clarity obtainable in a given
context.

6. Make the message relevant to the listener by using that person’s language and
terms.

7. State his or her ideas in the simplest possible terms.

8. Define before developing and explain before amplifying.

9. Develop one idea at a time; take one step at a time.
10. Use appropriate repetition.
11. Compare and contrast ideas by associating the unknown with the known.
12. Determine which ideas need special emphasis.
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13. Use as many channels as necessary for clarity.
14. Watch for and elicit corrective feedback in a variety of channels.
15. Eliminate or reduce noise if it is interfering.

16. Pace his or her communication according to the information-processing
capacities of the channel and the listener.
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[0 COMMUNICATION EFFECTIVENESS: ACTIVE
LISTENING AND SENDING FEELING MESSAGES

Jack N. Wismer

“I know you believe that you understand what you think | said, but | am not sure you
realize that what you heard is not what | meant.” This quote illustrates an important

point. When a person communicates a message to another person, the message usually
contains two elements: content and feeling. Both elements are important because both
give the message meaning. However, we often do not understand other people’s
messages or are misunderstood by others because we forget that meanings are in people,
not in words.

THE RISK OF COMMUNICATING NONACCEPTANCE

The communication of mutual acceptance is vital to developing and maintaining work
and personal relationships. However, various ways of responding to situations run the
risk of communicating nonacceptance. To understand a person’s point of view
effectively, it is necessary not to communicate nonacceptance. According to Gordon
(1970, pp. 41-44), author of several books on active listening, most people, in a listening
situation, commonly respond in one or more of the following twelve ways:

1. Ordering, Directing:“You have to . . .”;
Warning, Threatening®You'd better not . . .”;
Preaching, Moralizing:*You ought to . . .”;
Advising, Giving SolutionsWhy don'tyou . . .”;
Lecturing, Informing:“‘Here are the facts . . .”;
Evaluating, Blaming:You're wrong . . .”;
Praising, Agreeing‘You're right . . .”;

Name Calling, ShamindYou're stupid . . .”;
Interpreting, Analyzing‘What you need . . .”;
. Sympathizing, Supportingyou’ll be OK . . .”

. Questioning, Probing*Why did you . . .”; and
. Withdrawing, Avoiding‘Let’s forgetit...."
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Abstracted fronThomas Gordon'’s Parent Effectiveness Trainigter H. Wyden, New York, 1970. Used by permission.
Originally published iThe 1978 Annual Handbook for Group Facilitatdmg J. William Pfeiffer and John E. Jones (Eds.), San Diego,
CA: Pfeiffer & Company.
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These modes of response may communicate to the sender that it is not acceptable to
feel the way he or she feels. If the sender perceives one of these messages as indicating
nonacceptance, there is a risk that he or she will become defensive about new ideas, will
be resistive to changing behavior, will tend to justify certain feelings, or will turn silent
because the listener is perceived as only passively interested in the sender.

ACTIVE LISTENING

A more effective way of responding to a listening situation is called “active listening.”
Gordon (1970) defines active listening as a communication skill that helps people to
solve their own problems. In active listening, the listener is involved with the sender’s
need to communicate. To be effective, the listener must take an “active” responsibility
for understanding the content and feeling of what is being said. The listener can respond
with a statement, in his or her own words, of what the sender's message means. Here is
an example:

Sender:  “The deadline for this report is not realistic!”
Listener: “You feel pressured to get the report done.”

To understand the sender’'s meaning, the listener must “put himself or herself in the
sender’s place.” Feeding back perceptions of intended meaning allows the listener to
check the accuracy of his or her listening and understanding.

Benefits of Active Listening

An open communication climate for understanding is created through active listening.
The listener can learn to see what a person means and how the person feels about
situations and problems. Active listening is a skill that can communicate acceptance and
increase interpersonal trust among people. It can also facilitate problem solving.
Therefore, the appropriate use of active listening increases people’s communication
effectiveness.

Pitfalls in Active Listening

Active listening is not intended to manipulate people to behave or think the way others
believe they should. The listener also should not “parrot” someone’s message by
repeating the exact words used. Empathy is a necessary ingredient—the listener should
communicate warmth toward and feeling about the sender’'s message by putting himself
or herself in the sender’s place. Timing is another pitfall; active listening is not
appropriate when there is no time to deal with the situation or when someone is asking
only for factual information. Also, it is important that the listener be sensitive to
nonverbal messages about the right time to stop giving feedback. Avoiding these
common pitfalls will make active listening a more effective communication skill.
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Principle of Problem Ownership

As active listening is most appropriate when a person expresses feelings about a
problem, it is necessary to ask who owns the problem. The principle of problem

ownership can be demonstrated in the following situations:

1.

Person A’s needs are not being satisfied by his or her own behavior, and A’s
behavior does not directly interfere with Person B’s satisfaction of his or her own
needs. Therefore, A owns the problem.

Person A’s needs are being satisfied, but A’s behavior interferes in some way
with Person B’s satisfaction of his or her own needs and thus creates a problem
for B. B then owns the problem.

Person A is satisfying his or her own needs, and A’s behavior does not directly
interfere with Person B’s needs. In this case, there is no problem.

Active listening is very useful, but it is not appropriate to use if another person’s
behavior is creating the problem.

COMMUNICATING ONE’S NEEDS

Ineffective Approaches

It is necessary for the person who owns the problem to know how to confront it and
communicate his or her needs so that other people will listen. However, people
frequently confront problems in a way that tends to stimulate defensiveness and
resistance. The two most common approaches are as follows:

1. Evaluating.This approach communicates judgment, blame, ridicule, or shame

34 [

(for example, “Don’t you know how to use that machine?” or “You're late
again!”). It has several risks: (a) It makes people defensive and resistant to
further communication; (b) it implies power over the other person; and (c) it
threatens and reduces the other person’s self-esteem.

Sending solutionshis approach communicates what the other person should do
rather than what the speaker is feeling (for example, “If you don’t come in on
time, I'll have to report you” or “Why don’t you do it this way?”). Sending
solutions also carries risks: (a) People become resistive if they are told what to
do, even if they agree with the solution; (b) this approach indicates that the
sender’s needs are more important than the recipient’s; (c) it communicates a
lack of trust in other people’s capacities to solve their own problems; and (d) it
reduces the responsibility to define the problem clearly and explore feasible
alternatives to solution.
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A More Effective Approach

Problems can be confronted and one’s needs can be made known without making other
people feel defensive. An effective communication message has three components: (1)
owning feelings, (2) sending feelings, and (3) describing behavior.

Ownership of feelings focuses on “who owns the problem.” The sender of a
message needs to accept responsibility for his or her own feelings. Messages that own
the sender’s feelings usually begin with or contain the word “I.”

Sometimes communicating feelings is viewed as a weakness. But the value of
sending feelings is communicating honesty and openness by focusing on the problem
and not evaluating the person.

Describing behavior concentrates on what one person sees, hears, and feels about
another person’s behavior as it affects the observer’s feelings and behavior. The focus is
on specific situations that relate to specific times and places.

It is useful to distinguish between descriptions and evaluations of behavior. The
italicized parts of the next statements illustrate evaluations of behavior:

“I can't finish this reporif you are so inconsiderate as to interrupt ne.
“You're a loudmouth.”

The italicized parts of the following statements descriptionsof behavior:

“l can’t finish this report if yowconstantly interrupt mé.
“| feel that youtalked considerably during the meetirigs.

A design for sending feeling messages can be portrayed as follows:
Ownership + Feeling Word + Description of Behavior = Feeling Message

Here is an example:
“I (ownership) am concerned (feeling word) about finishing this report on time”
(description of behavior).

The effectiveness of feeling messages can be attributed to several factors:

» “I” messages are more effective because they place responsibility with the sender
of the message.

= “|” messages reduce the other person’s defensiveness and resistance to further
communication.

= Behavioral descriptions provide feedback about the other person’s behavior but
do not evaluate it.

= Although “I” messages require some courage, they honestly express the speaker’s
feelings.

» Feeling messages promote open communication in both work and personal
relationships.
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SUMMARY

Sending feeling messages and listening actively are skills that can be applied to work,

family, and personal relationships (Prather, 1970, unpaged):
No one is wrong. At most someone is uninformed. If | think a man is wrong, either | am unaware
of something, or he is. So unless | want to play a superiority game | had best find out what he is
looking at.

“You're wrong” means “I don’t understand you™—I'm not seeing what you're seeing. But there is
nothing wrong with you, you are simply not me and that's not wrong.
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[J KENEPATHY

Michele Stimac

The importance of understanding feelings and emotions in the communication process
or in a helping relationship has been stressed so often that there is no question but that
affect is as important as cognitive data for human expression and understanding. Human
relations trainers have stressed the importance of “catching feelings” (empathy) and
have emphasized the importance of discerning feelings in order to understand an
individual’s inner being. But training manuals filled with structured activities too often
concentrate on affective understanding to the exclusion of cognitive understanding. This
concentration on the affective dimension has created an imbalance in our skill training
as egregious as the previous concentration on cognitive communication. Human beings
function continually at several levels, and true understanding requires listening to them
at all levels.

Individuals trained to listen to others must “kenepathize,” that is, hear the verbal
message, see the nonverbal behavior, and grasp what the speaker’s thoughts and
perceptions are as well as what that person is feeling and experiencing at the moment.
The term “kenepathy” supplements the term “empathy.” We have come to associate
empathy almost exclusively with “catching feelings” or understanding affect, so the
term kenepathy has been coined to convey a more all-inclusive understanding. The
prefix ken borrowed from the archaic Scottish word meaning to know or to understand,
has been joined to the rquaithyfrom the Greek “pathos” or feelings. Kenepathy, as
defined here, means to understand cognitive as well as affective data—to grasp
another’s thoughts, perceptions, and feelings.

The “bucket” model developed here is useful in human relations or leadership
training to convey the complexity of the human being and the need for a confluent grasp
of feelings, thoughts, perceptions, and actions.

THE BUCKET MODEL

Human beings are so complex that their behavior is not easy to understand, a fact that
Lewin (1951) attempted to explain with his concept of “life space.” According to Lewin,
behavior is a function of each person’s life space; to understand it requires that we
understand the dynamics in that person’s space—a challenge that even the most
proficient listener finds difficult to meet. The bucket model illustrates the complexity of

Originally published imThe 1981 Annual Handbook for Group Facilitatdng John E. Jones and J. William Pfeiffer (Eds.), San Diego,
CA: Pfeiffer & Company.
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life space and helps us to perceive the monumental task involved in listening for true
understanding. The model is explicated below.

Here-and-Now Level: The Conscious

Each of us is like a bucket (Figure 1) containing several dimensions. At the surface is
our here-and-now (conscious) life space, which includes current behavior, both verbal
and nonverbal. This facet is most accessible to anyone else who attempts to listen and
understand.

Also included in our here-and-now space at the surface are our current thoughts and
perceptions. These are apparent to others if we choose to disclose them directly or
indirectly. Because we generally have been encouraged through schooling and societal
conditioning, most of us readily exchange thoughts and ideas unless we find ourselves in
inhibiting climates.

Finally, also at the here-and-now level are our current feelings and what we are
experiencing at the moment. Our feelings are often not very accessible, especially if we
are adept at hiding them. Societal conditioning in the United States in particular has
typically not encouraged their expression, although the human relations movement has
helped to modify this conditioning by pointing out that feelings are essential data that
listeners must have if they are to really understand what we are like.

Current Behavior

(Verbal and Nonverbal) .
Here-and-Now { \-------------------- oo Conscious

e

Person A

Figure 1. The Here-and-Now Level

There-and-Then Level: Preconscious

Kenepathizing requires more than understanding thoughts, perceptions, and feelings,
however, because there are other levels in our “buckets.” As each moment passes, the
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here-and-now becomes past data that fill “mini-buckets” in the there-and-then
(preconscious) area of our larger buckets (Figure 2).

| |

There-and-Then < G } Preconscious

Person A

Figure 2. The There-and-Then Level: Preconscious

While receding into the there-and-then area, data are either posited so that they
influence our current behavior, thoughts, and feelings or so that they are comparatively
insignificant in our lives.

Through memory we can recall a great deal of these data, but some are virtually lost
forever. Much of what we have done, thought, and felt has the potential to influence us
dynamically at some later time in our lives. The data remain to be recalled and perhaps
serve as a modifier of our current (here-and-now) behavior, thoughts, perceptions,
feelings, and experience. Sometimes harmoniously, sometimes not, the past and present
interrelate. Lewin (1951) might call these data the “facts” in our life space—memories
that force their way into the current situation where they stir old feelings and thoughts
and modify current perceptions and behavior. To kenepathize with us, others must
understand the influences of the intruding mini-buckets that act as catalysts at the
present moment.

There-and-Then Level: Unconscious

Even more remote and inaccessible is the unconscious area of our buckets—the most
inscrutable of all (Figure 3). This area contains miniature buckets that represent what we
have repressed throughout our lives. Experiences too painful to deal with have been
pushed into the unconscious. Like experiences stored in our preconscious, they often
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thrust their way into the present and influence our behavior—albeit in ways
incomprehensible to us except through analysis.

\ /

There-and-Then { Unconscious

/ \ \ / J

Person A \ |

Figure 3. The There-and-Then Level: Unconscious

The bottom of the bucket in some sense remains bottomless. There is no way for
behavioral scientists to make definitive statements concerning the unconscious. It is
important to remember, however, that these forces influence our current behavior. Total
kenepathy—in the sense of understanding the facts in our unconscious and how they
influence our behavior—we leave to the psychotherapist.

Unlike the neatly placed miniature buckets in Figures 2 and 3, the pieces of data
that the miniature buckets represent are often in collision and disharmony with one
another. This very conflict is another source of our feelings, thoughts, and behavior.

MINI-BUCKETS MODIFY THE HERE-AND-NOW

The bucket model depicts the combination of here-and-now and there-and-then
cognitive and affective data that must in some measure be understood by anyone who
tries to understand another person. If Person B, for example, attempts to understand
Person A (Figure 4), B must learn A’s frame of reference, which includes facts from
both cognitive and affective levels. As B kenepathizes with A, B must try to understand
some of what is in A’s there-and-then, especially if one or more of A’'s mini-buckets
greatly influence A’s here-and-now. This defies the general rule that group members
must stay exclusively in the here-and-now when exchanging information. A better rule
might be to remain in the here-and-now when functional, but to be alert to times when
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there-and-then data that need to be expressed and understood invade and alter present

experience.
0,
&D/T\f
s |

Figure 4. Mini-buckets from There-and-Then Influence the Here-and-Now

For example, if Person A has recently quarreled with a spouse, the residue of that
quarrel will undoubtedly affect his or her interaction with Person B. The experience of
the quarrel, a mini-bucket in A’s there-and-then, will probably intrude on the current
moment, so B must attempt to pick up on the experience of the quarrel also. The residue
of the quarrel is probably mostly affect, so to kenepathize B must respond to A’s
feelings about it.

On the other hand, A may have just come from a stimulating brainstorming session
with colleagues. In this instance, his or her mini-bucket contains a great deal of
cognitive as well as affective material. In this case, it is essential for B to understand A’s
thoughts as well as A’s feelings, especially if they modify A’s current behavior.

There are endless examples that illustrate the demand on the listener for confluent
attention and understanding; as shown here, to grasp only affect may be as remiss as to
grasp only cognitive material.

Of course, the disposition of B, the listener, further complicates the process of
communication. If B’s bucket were accurately analyzed, it would be apparent what
mini-buckets impose their dynamics into the here-and-now surface of B’s conversation.
B may fail to perceive accurately what is being communicated because of his or her own
preconscious or unconscious data.

The complexity of life space—the bucket that each of us possesses—is enormous.
The phenomenon of communication commands respect, even awe, when its intricacies
and complexities are assessed. It is no wonder that so much miscommunication occurs.
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SAMPLE ACTIVITIES CONTAINING COGNITIVE
AND AFFECTIVE DATA

The bucket model reflects the multifaceted nature of the human being and illustrates the
necessity for kenepathy, that is, simultaneously reacting to multiple levels of personality
when communicating. The model is learned most effectively when reinforced with
activities designed to develop discriminating yet comprehensive listening techniques. A
few sample communications are cited below. After reading each, consider your own
kenepathic response before reading the sample response.

At a meeting with the principal, a teacher suggests:

| really believe now that we should try to get our teachers to teach for mastery learning. We talked
a lot about mastery learning in our departmental meetings this past month, and now I'm sold on it.
| think it's the way to go.

This teacher is functioning mostly at the cognitive level, so the principal could
respond kenepathically as follows:

You've had an insight that's changed your opinion of how to teach. You think we should move
from our current method of giving students one chance to learn the material to a method that gives
them as much time as it takes to learn the material.

This response obviously catches the teacher’s thoughts on the subject and
adequately says that he or she is understood.

In another example of an exercise in kenepathy, a coordinator speaks to his or her
manager

Ms. Coronoa is really making a mess of that job | gave her last week.

If the listener reflects this statement with “You feel that she’s not doing a good
job”—a typical empathic response—the message has not been captured adequately. It is
more accurate for the respondent to leave the statement at the cognitive level and
respond with “You disapprove of her performance.” A judgment, not a feeling, was
expressed. If the listener detects affect also, he or she might add “and that makes you
feel disappointed.” But the speaker’s statement alone, without accompanying body
language or innuendo, is a cognitive statement.

Other examples of the intermix between affective and cognitive data can be
generated easily. Examples rife with feeling are quickly available in training manuals.
Practicing responses to both types helps us to see the importance of simultaneous
discrimination of both dimensions. It exercises our skill at detecting ideas,
preconceptions, and perceptions as well as feelings. It teaches us to listen to nonverbal
and verbal cues in behavior. It helps us to verify that human beings think and feel
simultaneously, a fact that we all experience in everyday life. In order to understand a
person, we must be in tune with as much of that person’s bucket as possible. Being able
to kenepathize means getting in touch with every aspect of another person. The bucket
model and the concept of kenepathy can be helpful tools to facilitate an understanding of
the complexity of human beings and to develop comprehensive listening skills.
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[ COMMUNICATION MODES:
AN EXPERIENTIAL LECTURE

John E. Jones

When we are attempting to transfer meanings to another person, we use three different
modes, methods, or channels to carry our intentions. We use these modes to tell people
who we are, how we experience the world, and the meanings that we attach to our
experiences. We communicate symbolically, verbally, and nonverbally. This discussion
centers around the definition of each of these modes and includes some suggested
activities designed to look at the implications of these modes for improving one’s
communication with others. The intent is to explore the implications of the mixed
signals that one often emits in attempting to share a meaning with another person.
When two people, A and B, are attempting to communicate with each other, their
communication is distorted by their personalities, attitudes, values, belief systems,
biases, backgrounds, assumptions about each other, and so on. A’s communication to B
flows through A’s screen and through B’s screen. When B responds to A, B is
responding to what he or she heard rather than what A might have intended. B shoots a
message back to A through his or her own screen of attitudes, values, and so on, through
A’s screen. What is often not understood is that the way we get messages through our
screens and through the screens of others often is confusing and distorting in and of
itself. We add to what we hear, we fail to hear, and we distort messages according to the
modes that are used to convey messages.

SYMBOLIC COMMUNICATION

We say a great deal to each other about who we are and how we experience each other
and the rest of the world through symbolic means. The symbolic communication mode
Is essentially passive, and messages emitted in this way are very easily misinterpreted.

What are some of the symbols that we use? First, our choice of clothing can tell a
great deal about who we are, what our values are, what our status is, how conservative
or liberal we are. We associate differences in occupational status with different
uniforms. For example, a banker might wear a suit; a laborer might wear overalls; a
radical student might wear colorful, loose clothing; and a straitlaced professor might
wear a tailored vest.

Originally published imThe 1972 Annual Handbook for Group Facilitatdrg J. William Pfeiffer and John E. Jones (Eds.), San Diego,
CA: Pfeiffer & Company.
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The second set of symbols with which we often associate meaning is hair. Bearded
men are presumed to be more liberal than unbearded men; and men with long hair are
presumed to have different political, economic, and social philosophies than men whose
hair is short. Our choices about our appearance say a great deal about who we are. These
signals are often highly ambiguous, however.

A third symbolic form is jewelry. Married people often wear wedding rings; some
people wear beads; some people wear highly expensive jewelry; and so on. These are
passive messages that are given out continually to other people. A flag in the lapel, a
peace symbol around the neck, an earring in one ear say many things to other people.

A fourth form of symbolic communication to other people is cosmetics or makeup.
We associate meanings with the different ways in which women apply makeup. The
prostitute might wear heavier makeup than other women, for example. The man who
uses a great many cosmetics is giving out a symbolic message about the meaning that
his world has for him.

A fifth symbolic mode is the choice of automobiles. The business executive who
drives a sports car is giving out a different set of messages to the world than his
colleague who drives an ordinary family car.

A sixth symbolic mode is the choice and location of our homes. Social status is
directly related to the type of dwelling that one lives in and its location.

Seventh, the geography of our living spaces is a form of symbolic communication.

If you sit behind your desk in your office interviewing somebody who is on the other
side of the desk, you are giving out a fundamentally different set of messages than if the
two of you sit face to face with no intervening furniture.

Through the symbols that we choose to surround ourselves and invest ourselves
with, we give out continual streams of signals about our meanings. These symbols are
essentially passive. They are, however, a real part of our communication. When we are
talking, when we are not talking, and even when we are sleeping, we emit passive
symbolic signals.

SYMBOLIC ACTIVITIES

For the symbolic mode, participants may assemble into pairs and take turns interpreting
all of the symbols about each other and sharing experiences about having their own
symbols misinterpreted. An alternative activity is the statue game. In this game the
participants form pairs and take turns being “it.” The person who is “it” imagines that he

or she is a statue in an art gallery. The other person’s job is to examine the statue very
closely, to be alert to all of the details of that person, and to try to memorize these details
so that he or she can tell a third person why he or she decided to buy or not to buy the
statue. After the partners have taken turns and inspected each other as statues, then they
interpret as much of what they saw in terms of the kind of person each is.
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VERBAL COMMUNICATION

The communication mode that we rely on most often to carry meaning from one person
to another is the verbal mode. Everyone who has ever thought about it has come to the
insight, however, that there are enormous difficulties in sole reliance on this mode of
communication. History is replete with examples of misunderstandings among people
who were relying on words to carry meaning. Perhaps the most significant learning that
has come out of this experience has been that words themselves do not have meaning.
Peoplehave meaning; words are simply tools that we use for trying to convey meaning
that is idiosyncratic to one person into the idiosyncratic meaning system of another
person.

One of the difficulties with words is that we attach to them different experiential
and emotional connotations. Words are not always associated with similar experiences
or similar feelings on the part of the listener and the speaker. Other difficulties
encountered in using the verbal mode include the use of jargon, the use of clichés, and
the use of specialized vocabularies. It is often said that words have meaning only in
context; it can be better said that words have meaning only when they are associated
with people in context.

People often struggle to find the right words to say what they mean. However, it is a
myth that there is one correct way to say something. If we can extrapolate from that
phenomenon, it is easy to hypothesize that there are some people who, instead of
experiencing feelings and sensations, more often experience language; in other words,
their experience parameters are defined by their vocabularies and their articulateness.
The psychologist Piaget, describing cognitive development in children, says that we go
through three phases: concrete, “imagic,” and abstract. When a baby first experiences
the world, she is incapable of a highly differentiated emotional or sensational
experience. She experiences only distress or delight, and her major inputs are concrete:
She touches things, tastes things, sees things, hears things, smells things. As it becomes
necessary for her to interact with the world and significant others in her environment in
order to have her needs met, she develops a fantasy life, an “imagic” experience. She
can imagine mother when mother is not concretely present. That fantasy life can remain
throughout her life. As she develops verbal fluency, she begins to abstract, from
physical stimuli, which bombard her, and from the images that are triggered by those
stimuli, meanings that she attaches to her experiences. This abstract experience is a
translation of sense data into a meaning system. The difficulty with us as adults, of
course, is that very often we do not let into our awareness the physical sensations that
we experience. We often mistrust our fantasy lives and tend to be afraid to permit
ourselves to dream. We experience the world, then, in an abstract way rather than in a
concrete and “imagic” way. The meanings that we permit ourselves to be aware of are
verbal and abstract. What we abstract from the physical stimuli that we experience is
dependent on our vocabularies and our reasoning abilities. But those three layers of
experience—concrete, “imagic,” and abstract—are going on continuously. People
experience in concrete ways and in “imagic” ways; and people experience the
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abstracting process when they are awake and attributing meaning to what they see, hear,
feel, taste, and touch. Not all of these meanings can be carried from one person to
another through the verbal mode only.

VERBAL ACTIVITIES

Suggested activities for exploring the verbal mode include the following: Participants
form trios and talk for three or four minutes using as many clichés as they can
remember. Then each trio is instructed to attempt to come to some agreement on
definition of several words, such as “uptight,” “heavy,” “straight.” Members of the trios
are encouraged as a third activity to try to express verbally their here-and-now feeling
experience of one another and of themselves. A fourth activity might be to get the
members of the trios to attempt to agree on the percentage of time that they think about
when they use the word “usually.” Once the trios have reached some consensus on the
percentage of time associated with that word, these can be posted on a newsprint flip
chart to illustrate the range of experience that we connote with the word. Similar tasks
can be to ask the trios to attempt to come to some agreement on which is wetter, “damp”
or “moist.” After three or four minutes of discussion, the trios can report by voting on
which of those words connotes more wetness.

LRI 1]

NONVERBAL COMMUNICATION

Recently a number of psychologists and people in the human-potential movement
have turned attention to the nonverbal ways in which we share meaning with one
another. The science of nonverbal communication is called “kinesis.” One’s nonverbal
communication, or body language, is usually involuntary; the nonverbal signals that one
emits often are a more valid source of gleaning information than are the signals that are
expressed verbally and symbolically.

There are a number of forms of body language:

1. Ambulation.How people carry their bodies tells a great deal about who they are
and how they are experiencing the environment. We associate different meanings
to different ways in which people carry their bodies from one place to another.

2. Touching.This is perhaps the most powerful nonverbal communication form.
We can communicate anger, interest, trust, tenderness, warmth, and a variety of
other emotions very potently through touching. People differ, however, in their
willingness to touch and to be touched. Some people give out nonverbal body
signals that say they do not want to be touched, and others describe themselves
and are described by others as touchable. There are many taboos associated with
this form of communication. People can learn about their own personalities and
selfconcepts by exploring their reactions to touching and being touched. The skin
is the body’s largest organ, and through the skin we take in a variety of stimuli.
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Eye contactln the United States people tend to evaluate one another’s
trustworthiness by reactions to eye contact. Try a little experiment with yourself.
Remember the last time you were driving down the road and passed a hitchhiker.
The odds are very high that you did not look the hitchhiker in the eye if you

passed him or her up. Con artists and salespeople understand the power of eye
contact and use it to good advantage. Counselors understand that eye contact is a
very powerful way of communicating understanding and acceptance. And
speakers understand that eye contact is important in keeping an audience
interested in a subject.

Posturing.How one postures when seated or standing constitutes a set of
potential signals that may communicate how one is experiencing the
environment. A person who folds his or her arms and legs is often said to be
defensive. It is sometimes observed that a person under severe psychological
threat will assume the body position of a fetus. The seductive person opens his or
her body to other people and postures himself or herself so that the entire body is
exposed to the other person.

Tics. The involuntary nervous spasms of the body can be a key to one’s being
threatened. A number of people stammer or jerk when they are being threatened.
But these mannerisms can be easily misinterpreted.

. SubvocalsWe say “uh, uh, uh,” when we are trying to find a word. We utter a

lot of nonverbal sounds in order to carry meaning to another person. We hum,
we grunt, we groan, and so on. These subvocal noises are not words, but they do
carry meaning.

. Distancing.Each person is said to have a psychological space around him or her.

If another person invades that space, he or she may become somewhat tense,
alert, or disconcerted. We tend to place distance between ourselves and others
according to the kinds of relationships that we have and what our motives are
toward one another. These reasons for establishing distances are often not
displayed openly, but the behavior is, nevertheless, interpreted.

Gesturing.It is said that if we tie a French person’s hands, he or she is mute. We
carry a great deal of meaning to others through the use of gestures. But gestures
do not mean the same things to all people. Sometimes people attach a different
emphasis or meaning to the hand signals that we give. For example, the
“A-O.K.” sign that people in the United States use, a circle formed by the thumb
and the first forefinger, is considered very obscene in some other countries. The
“We’'re number one” sign, pointing the forefinger upward, is also considered
obscene in some cultures. We give emphasis to our words and we attempt to
clarify our meaning through the use of gestures.

Vocalism.As an example, take the sentence, “l love my children.” That sentence
iIs meaningless unless it is pronounced. The way in which the sentence is
packaged vocally determines the signal that it gives to another person. For
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example, if the emphasis is on the first woldpVe my children,” the

implication is that somebody else does not love my children. If the emphasis is
on the second word, fbvemy children,” a different implication is given,

perhaps that some of their behavior gets on my nerves. If the emphasis is placed
on the third word, “I lovenychildren,” the implication is that someone else’s
children do not receive the same affection. If the emphasis is placed on the final
word, “I love mychildren” a fourth implication may be drawn, that is, that there
are other people whom | do not love. So the way in which we vocalize our words
often determines the meaning that another person is likely to infer from the
message.

NONVERBAL ACTIVITIES

There is a wide variety of activities that can be used to study nonverbal communication.
Suggested for use with this lecture might be nonverbal milling about the room,
encountering people in whatever way a person feels comfortable with, assembling into
pairs to do a trust walk, forming small groups to do a fantasy object game, and so on.

SUMMARY AND IMPLICATIONS

These three modes of communication—symbolic, verbal, and nonverbal—are used by
every person when he or she is awake and talking. Symbolic and nonverbal signals are
continuous, just as are our experiences of the world in concrete and “imagic” ways. A
steady stream of symbolic signals is being emitted from us to other people. Our bodies,
voluntarily or involuntarily, also give out a continuous stream of messages to other
people. Those messages, of course, may be different from what we intend. There is also
the possibility that our intentions are not highly correlated with our actual experiences.
When we are awake and talking with one another, we are giving out three sets of
signals. These signals may not be correlated with one another. Our tongues may be
saying one thing, our bodies saying another thing, and our symbols a third thing. True
communication results when people share a common meaning experience. If there is a
consistency among the modes that one is using to share meaning, then communication is
much more likely to occur. When one is saying one thing and experiencing another, he
or she is giving out confusing, mixed signals that can be very misleading to another
person.

The implications are clear. For communication to occur, there must be a two-way
interchange of feelings, ideals, and values. One-way communication is highly inefficient
in that there is no way to determine whether what is heard is what is intended. The office
memo is a form of one-way communication that is perhaps the least effective medium
for transmitting meaning. A second implication is that for true communication to be
experienced, it is necessary that there be a feedback process inherent in the
communication effort. There needs to be a continual flow back and forth among the
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people attempting to communicate, sharing what they heard from one another. The third
implication is that people need to become acutely aware of the range of signals that they
are emitting at any given moment. They can learn that by eliciting feedback from the
people with whom they are attempting to share meaning.
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[0 MAKING REQUESTS THROUGH
METACOMMUNICATION

Charles M. Rossiter, Jr.

When we communicate with others, we do so on two levels. The firstdetiogative

level. This is the level that deals with what we say—our words, the straightforward
verbal content of our messages. The second iméti@communicativievel. We
communicate on this level whenever we communicate about our communication.
Virginia Satir (1967), a wellknown therapist, has suggested that we use communication
about our communication to make requests of the person with whom we are interacting.

Metacommunications can be explicit and verbal, or they can be less obvious
nonverbal cues. My tone of voice when | say “Get out of my office” to someone tells
that person how to interpret my words. It tells him or her whether | am joking or serious.
The nonverbal aspects of my voice indicate a request that he or she interpret my verbal,
denotative message a certain way. By interpreting messages at both levels—denotative
and metacommunicative—people decide what they think we mean, then act on that
basis.

Obviously there can be interpretation problems. Because so many
metacommunications are nonverbal, meanings must be inferred. Another problem is that
we may not know how we really feel about the other person. We may do things to
confound that person—because we are not sure ourselves what we want him or her to do
or how we want him or her to interpret a message.

To amplify just a bit, let us presume that | really do not like a particular person, but
that | also have difficulty rejecting people in general. This creates conflict in me. | want
to reject the person, yet | do not want to.

In such a situation, an interaction might go like this:

Me: Get out of my office (in a tone that says I'm serious).

Other: Oh, I didn’t know you were busy. (He turns and starts to leave.)

Me: Wait a minute. (I feel guilty when | see he is leaving and feeling rejected.)

Other: Huh?

Me: Where are you going?

Other: You told me to get out.

Me: Oh, I was only kidding. (I deny the metacommunication given earlier.)

Other: (Confusion: What should he believe—my tone of voice earlier or my
verbal message now? What should he do? Should he stay or go?)

Originally published inThe 1974 Annual Handbook for Group Facilitatdng J. William Pfeiffer and John E. Jones (Eds.), San Diego,
CA: Pfeiffer & Company.
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This interaction is an example iocongruent communicatiomhich occurs when
two or more messages sent at different levels conflict seriously. Conflicting messages
make things difficult for the person trying to interpret them. He wonders: “What does
the other person really mean? Which of the requests should | believe?”

People vary in their capacities for sending requests clearly so that others do not
need to guess much.

USELESS REQUESTS

Another point Satir (1967) makes is that some things cannot be requested. That is, it is
useless to request the types of things that people cannot produce. Here are examples of
some useless requests:

1. We cannot ask others to feel as we do or as we want them to. Feelings are
spontaneous. All we can do is try to elicit feelings. If we fail to elicit feelings, we
can accept the situation or try again.

2. We cannot ask others to think as we do. Thoughts also cannot be demanded. We
can try to persuade. If that does not work, then we must accept the fact,
compromise, or “agree to disagree.”

3. Wecandemand that others do or say (or not do or not say) what we want. But if
we succeed, the success is questionable. We have shown only that we have
power, not that we are lovable or worthwhile.

If we try to be more aware of our communicating and metacommunicating, we can
change the way we make requests of others. If we increase our knowledge of ourselves
and of what we want and how we feel about others, we are more likely to make clearer
requests. We are less likely to put others in positions of conflict.

EXAMINING YOUR OWN REQUESTS

How congruent or incongruent are your communications? (If you do not know, ask

others and then listen closely to what they say.) What kinds of requests do you tend to
make of others? Do you make useless requests? How clear are your requests? Do you
confound others with conflicting requests or with denials that you ever make requests?
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[T NONVERBAL COMMUNICATION AND THE
INTERCULTURAL ENCOUNTER

Melvin Schnapper

An American nurse is accused by Ethiopian townspeople of treating Ethiopians like
dogs. An American teacher in Nigeria has great trouble getting any discipline in his
class, and it is known that the students have no respect for him because he has shown no
self-respect.

Even though neither American has offended the respective hosts with words, both
of them are unaware of the offenses they have communicated by their nonverbal
behavior. These two examples cite but one aspect of the intercultural encounter. This
occurs whenever people from different cultures meet, be they from different countries or
from different racial or ethnic groups within one country. Whenever such persons
encounter each other, they are apt to miscommunicate because of their different values,
assumptions, perceptions, experiences, language (even if they speak the “same”
language), and nonverbal communication patterns.

Although a great deal of attention has been given to the intercultural encounter, it is
only recently that people in the training field have been given systematic preparation for
the intercultural encounter. One aspect of this encounter that is still neglected in training
IS nonverbal communication.

NONVERBAL DIFFERENCES

In the first example, the nurse working at a health center would enter the waiting
room and call for the next patient as she would in the States—by pointing with her
finger to the patient and beckoning the patient to come. This pointing gesture is
acceptable in the States, but in Ethiopia it is for children—and her beckoning signal is
for dogs! In Ethiopia one points to a person by extending the arm and hand and beckons
by holding the hand out, palm down, and closing the hand repeatedly.

In the second example, the teacher insisted that students look him in the eye to
show attentiveness—in a country where prolonged eye contact is considered
disrespectful.

Although the most innocent American/English gesture may have insulting,
embarrassing, or at least confusing connotations in another culture, the converse also is
true. If a South American were to bang on the table and hiss at the waiter for service in a
New York restaurant, that customer would be thrown out. Americans usually feel that

Originally published imThe 1975 Annual Handbook for Group Facilitatdng John E. Jones and J. William Pfeiffer (Eds.), San Diego,
CA: Pfeiffer & Company.
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Japanese students in the U.S. are obsequious because they bow frequently. Male African
students in the U.S. will be stared at for holding hands in public.

It seems easier to accept the arbitrariness of language—that the word “dog” in
English is “chien” in French or “cane” in Italian—than it is to accept the different
behaviors of nonverbal communication, which in many ways are just as arbitrary as
language.

We assume that our way of talking and gesturing is “natural” and that those who
behave differently are deviating from what is natural. This assumption leads to a blind
spot about crosscultural behavior differences. And the person is likely to remain blind
and unaware of the effect of his or her nonverbal communications, because the hosts
will seldom tell the person that he or she has committed a social blunder. It is rude to tell
people they are rude; thus, the hosts grant the foreigner a “foreigner license,” allowing
him or her to make mistakes of social etiquette, and the foreigner never knows until too
late which ones will prove disastrous.

An additional handicap is that the foreigner does not enter the new setting free of
his or her cultural background, able to see and adopt new ways of communicating
without words. The foreigner is a prisoner of his or her own culture and interacts within
his or her own framework. Yet the fact remains that for maximum understanding, the
visiting American must learn to use not only the words of another language, but also the
tools of that culture’s nonverbal communication.

Although language fluency has achieved its proper recognition as being essential
for success overseas, knowledge of nonverbal behavior should also be introduced to the
trainee in a systematic way, offering him or her actual experiences to increase awareness
and sensitivity. Indeed, it is the rise in linguistic fluency that now makes nonverbal
fluency even more critical. A linguistically fluent person may offend even more easily
than those who do not speak as well, if he or she shows ignorance about interface
etiquette. The host national may perceive this disparity between linguistic and
nonlinguistic performance as a disregard for the more subtle aspects of intercultural
communication. Because nonverbal cues reflect emotional states, both foreigner and
host national might not be able to articulate what is occurring between them.

CRITICAL DIMENSIONS

Although it would be difficult to map out all of the nonverbal details for every language,
one can make people aware of the existence and emotional importance of the nonverbal
dimensions. These dimensions of nonverbal communication exist in every culture. The
patterns and forms are often arbitrary, and it is disputable which are universal and which
are culture specific. At least five such dimensions can be defined: kinesic, proxemic,
chronemic, oculesic, and haptic.
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Kinesics

Movement of the body (head, arms, legs, and so on) falls into this dimension. In the
initial example of the nurse at the health center in Ethiopia, the problem was caused by a
kinesic sign being used that had a different meaning crossculturally.

In another example, the American gesture of drawing the thumb across the throat,
implying slitting one’s throat, means “I've had it” or “I'm in trouble,” but in Swaziland
it means “I love you.”

Americans make no distinction between gesturing for silence to an adult or to a
child. An American will put one finger to his or her lips for both, while an Ethiopian
will use only one finger for a child and four fingers for an adult. To use only one finger
for an adult is disrespectful. On the other hand, Ethiopians make no distinction in
gesturing to indicate emphatic negation. They shake their index finger from side to side
to an adult as well as to a child, whereas in the United States this gesture is used only for
children. Thus, the American who is not conscious of the meaning of such behavior not
only will offend his or her hosts, but also will feel offended by them.

Drawing in the cheeks and holding the arms rigidly by the side of the body means
“thin” in Amharic. Diet-conscious Americans feel complimented if they are told that
they are slim, and thus they may naturally assume that the same comment to an
Ethiopian friend is also complimentary. Yet in Ethiopia and a number of other countries,
this comment is pejorative; it is thought better to be heavyset, indicating health and
status and enough wealth to ensure the two.

Proxemics

The use of interpersonal space is another dimension of nonverbal communication. South
Americans, Greeks, and others are comfortable standing, sitting, or talking to people at a
distance that most North Americans find intolerably close. We interpret this unusual
closeness as aggressiveness or intimacy, which causes us to have feelings of hostility,
discomfort, or intimidation. If we back away to the greater distance that we find
comfortable, we are perceived as being cold, unfriendly, and distrustful. In contrast,
Somalis would see us as we see South Americans, as the Somalis’ interface distance is
still greater than ours.

Chronemics

The timing of verbal exchanges during conversation is chronemics. As Americans, we
expect our partners to respond to our statements immediately. In some other cultures,
people time their exchanges to leave silence between a statement and its response. For
Americans this silence is unsettling. To us it may mean that the other person is shy,
inattentive, bored, or nervous. It causes us to repeat, paraphrase, talk louder, and
“correct” our speech to accommodate our partner. In an intercultural situation, however,
it would be best to tolerate the silence and wait for a response.
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Oculesics

Eye-to-eye contact or avoidance is another nonverbal dimension. Americans are
dependent on eye contact as a sign of listening. We do not feel that there is human
contact without eye contact. But many countries follow elaborate patterns of eye
avoidance that we regard as inappropriate.

Haptics

The tactile form of communication is a fifth dimension. Where, how, and how often
people can touch each other while conversing are culturally defined patterns. We need
not go beyond the borders of our own country to see groups (Italians and blacks, for
example) that touch each other more often than Anglo-Americans do. Overseas,
Americans often feel crowded and pushed around by people who have a much higher
tolerance for public physical contact and even need it as part of their communication
process. An American may feel embarrassed when a hostnational friend continues to
hold his or her hand long after the formal greetings are over.

These five dimensions are by no means exhaustive. The list is literally infinite and
may include things such as dress, posture, smell, colors, time, and many others.

PREPARATION FOR DIFFERENCES

There are ways of helping people to prepare for crosscultural differences; and there are
some significant, additional benefits that trainees can gain through an appropriate
training technique.

The critical need for nonverbal communication skills is unquestioned, but trainers
differ as to whether and how these skills can be taught. While some trainers recognize
that proficiency in nonverbal communication would help to reduce unnecessary strain
between Americans and host nationals, others dismiss its importance, feeling that
trainees will simply “pick it up” or that it can be dealt with as a list of “dos and don’ts.”
Occasionally, a language teacher recognizes its possibilities, but generally nonverbal
communication has been dealt with in a very haphazard way. The fact that nonverbal
interaction is a part of every encounter between an American and a host national should
be enough to signify its importance.

TRAINING TECHNIQUES

The goal of making trainees aware of and sensitive to honverbal communication
differences has been achieved by having them simulate a communication situation. This
results in emotional responses similar to those that would occur in particular
intercultural situations. Trainees are then encouraged to practice these new simulated
behaviors until they become a natural and comfortable part of their repertoire of
communication skills.
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Self-Awareness

One technique in this approach is to divide a group of trainees into pairs and to ask one
member of each pair to act in a prescribed nonverbal manner that will elicit feelings of
discomfort in the other person about his or her partner’s “strange” behavior.

As a sample exercise on proxemic behavior (use of space), the trainees are divided
into two groups. Separately, each group discusses issues such as “why we want to go
overseas” or “anticipated difficulties overseas.” Then members of one group are told
that when they rejoin the other group and are matched with their partners, they are to
establish a comfortable distance and then decrease it by one inch each minute or by
prearranged signals from the trainer. Signals could include the trainer’'s moving from
one spot in the room to another or stopping the group to find out what specifics they
talked about and then asking them to continue. In this case, the trainer’s questions
should be about the content of the conversation, not about the experiment in process.
When the distance has been shortened by six inches or more, the nondirected partners
will experience discomfort and, consciously or unconsciously, will start moving away.

It is easy at this point to explain that the directed partners were imitating the
“comfort distance” of South Americans and that if the undirected partners were to retreat
in the same way with a Latin, the Latin would think them unfriendly and cold.
Conversely, in Somalia, it would be the American who would be perceived as
aggressive by standing too close for Somali comfort.

Basically, this technique attempts to sensitize trainees to many other behavior
patterns of nonverbal communication by taking an “informed” partner and a “control”
partner and directing the former to alter his or her nonverbal behavior in a gradual
manner to make the partner react. Both people will have an emotional or visceral
reaction, which they can share at the conclusion of each exercise. Emphasis is placed on
the reciprocal nature of the partners’ discomfort and confusion.

These group sensitizing techniques are based on the principle that people will react
emotionally and will give social meaning to alterations of standard American patterns of
nonverbal behavior, for example, when someone blinks often, he or she is nervous; if the
person avoids eye contact, he or she is insecure or untrustworthy; if the person does not
nod his or her head in agreement or shake it in disagreement, he or she is not paying
attention. And generally our interpretation is correct—if the other person is an
American.

Role Playing

In addition to group experiences with a self-awareness emphasis, there are role-play
techniques in which nonverbal patterns of the target language group are emphasized.
Trainees watch and interpret. A dialogue with the host-national role player helps the
trainees to discover what cues were misread and what the consequences of their
misinterpretation could be.

Potential areas of discomfort for both the American and the host national are further
explored after a trainee and the host-national role player have engaged in a role-play
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activity with the host national critiquing the trainee’s behavior. The purpose of these
role plays is not to imitate behavior but to explore emotional reactions. The focus is on
model behavior of a certain culture without accounting for the idiosyncratic differences
between people in that culture.

ADDITIONAL BENEFITS

The discussions following the training exercises are, in part, an attempt to merge the
traditionally separate components of language and cultural studies as usually presented
in training programs. Trainees can achieve a foundation of awareness and skill that will
allow them to continue developing their personal inventory of language behaviors.
Training for nonverbal communication serves as an excellent orientation for an
Immersion language program in which speaking any English is discouraged. A
heightened awareness of nonverbal behavior will reduce both the trainees’ temptation to
discard the use of the target language and also their overall frustration. Nonverbal
behavior is not a new communication tool that they must learn but one whose potential
has been dormant.

And, finally, the study of nonverbal communication introduces activities and
discussions that are both interesting and fun, while encouraging trainees and language
instructors to look at their perceptions of one another. Very often trainees hesitate to ask
intimate questions of host nationals. This format offers them and host nationals
situations in which potentially controversial topics can be discussed dispassionately.
Corollary activities might involve movies, videotapes, and photographs of common
interface situations.

Host nationals who have worked with this approach have found it fascinating. Once
the atmosphere of mutual exploration has been established, host nationals find that this
method gives them a chance to explore their own cultural patterns as well as those of the
trainees. It also goes a long way toward clearing up misconceptions that the host-country
national may have developed while interacting with Americans. As part of a training
program, this technique typically receives a very high evaluation from trainees and
language teachers.

Of course, there is no guarantee that heightened awareness will truly lead to
changed behavior. Indeed, there are situations in which an American should not alter
behavior, depending on his or her status, role, personality, and ultimate objectives for
being in the host country.

The attempt to make Americans more aware of their interpersonal relations
overseas (left to chance for too long) is based partly on the assumption that a person will
be sensitized to nonverbal differences because he or she is surrounded by them. While
true for many people, it is also true, however, that many will remain oblivious to
nonverbal differences even though exposed to them daily for many years.
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Awareness in Situations Within the United States

Although the focus thus far has been on the American/non-American dimensions of
intercultural communication, much of what has been said applies equally well to
interracial and intergroup communication within the United States. Recent studies
indicate that the oculesic and proxemic norms between whites and blacks in the United
States differ to the extent that real miscommunication often occurs.

These concepts and specific training techniques have also been used successfully
with groups who work in multicultural situations in the U.S. The emphasis on awareness
works best when the trainee group itself is multicultural. This allows the group
members’ different reactions to the changed norms to validate the existence of
nonverbal differences.

People with extensive intercultural experience benefit greatly from this approach, as
they already have had prolonged contact with cross-cultural differences.

The useful technique of heightening the awareness of cultural differences should
alert many people to attend more closely to an often-neglected part of the intercultural
encounter—nonverbal communication.
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[0 TOWARD ANDROGYNOUS TRAINERS

Melinda S. Sprague and Alice Sargent

There has been a recent cultural movement toward androgynous behavior, a movement
that we as trainers have encountered in our own work. More than ever before, we have
been concerned not only with helping women to be autonomous and more supportive of
other women but also with helping men to make more emotional contact with others.
These issues influence every facet of training programs and organizational behavior.
This paper examines the impact of changing sex roles on the following dimensions of
trainer/consultant activities: role models, leadership and training styles, power, the
dynamics of interaction, and communication models.

ROLE MODELS

Current role models in training tend to be the same as role models in other professions,
including politics, management, health, government, and educational administration.
Value is placed on coolness, competitive power, charisma, toughness, resiliency, an
external rather than an intrinsic reward system, logic, and a rational problem-solving
approach rather than an integrated approach that relies on wants and needs as much as
ideas.

To categorize this group of norms as “male” is probably less accurate than to
characterize the current cultural norms in the United States as being divided into
organizational norms and family norms. Stated most simply, men, who are taught to
value a task-oriented, achieving style, have been socialized to fill the needs of
organizations, whereas women, who are taught to be expressive and oriented toward the
development of others as an extension of themselves, have been socialized to value the
family setting as a means of fulfilling their own needs.

Given this emphasis, it is not surprising that women in government, education,
business—or human relations training—have many similar problems to deal with.
Contributing to the difficulty is the fact that the goals of training imply placing value on
helping skills, collaborative power and nurturing, appreciation for the growth processes
of others, vicarious achievement through the appreciation of others’ development, and
expressiveness and emotionality. Yet the execution of a training program requires
presence, authority, clarity of goals, and intellectual skills. Laboratory education
requires not only the critical helping skills but also effective problem solving, the ability

Originally published imThe 1977 Annual Handbook for Group Facilitatdng John E. Jones and J. William Pfeiffer (Eds.), San Diego,
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to deal with power and influence, the skill to know when to give in and when to force a
point, and the ability to generalize rather than personalize.

Because of this needed blending of talents, we believe that the competent trainer
must be androgynous. Sandra Bem (1974, p. 155) defines the androgynous person as
“both masculine and feminine, both assertive and yielding, both instrumental and
expressive.” The androgynous trainer is therefore both dominant and yielding,
combining independence and competence with playfulness and nurturing. He or she
combines a direct achievement style with a vicarious achievement style (Lipman-
Blumen, 1973). A direct achievement style reflects the need to experience satisfaction
and accomplishment through one’s own efforts; vicarious achievement implies
experiencing satisfaction indirectly through another individual with whom one strongly
identifies.

If we apply the concepts of Ornstein (as quoted in Mintzberg, 1976), we might say
that an androgynous trainer is well developed in both the right (creative skills) and left
(intellectual skills) brain hemispheres. Utilizing this terminology, we find that there are
just as few “new women” as there are “new men.” In fact, it seems that many
professional women, in their quest to be taken seriously, go through the state of
becoming men before they give themselves the permission to recapture or reintegrate
some of the tenderness and playfulness that they previously abandoned. But we note
with optimism that as the pool of assertive women increases, more and more women
models are surfacing who can be assertive without being oppressive or noncaring.

LEADERSHIP AND TRAINING STYLES

As women search for role models and try successfully or unsuccessfully to become like
their male colleagues and mentors, they are often awkward. They may try to take charge
or express anger in a manner similar to that of some charismatic male guru, only to feel
even more inept because they have violated their own integrity.

Women'’s leadership styles have been traditionally characterized by the hostess role.
Women have learned to be pleasant—perhaps excessively so; to smooth over conflict; to
be preoccupied with bringing people together; to be more concerned with feelings than
with “getting the job done”; to smile—perhaps too much; to allow themselves to be
interrupted; to let their voices trail off when they are making an important point; to
laugh at the end of an assertive sentence; and to require more expertise from themselves
before offering a contribution than men demand from themselves.

Courses in public speaking are particularly useful for women trainers; accepting
opportunities to take charge and to give speeches is also worthwhile. Assertion-training
programs can help encourage self-expression—making “I” statements and repeating
one’s point even if it is for the seventh or eighth time, rather than giving up after two
tries. We do have, however, a specific concern regarding assertion training. It develops
powerful skills, but it can become verbal karate when it is practiced apart from an
overall concern for individual relationships.

The Pfeiffer Library Volume 6, 2nd Edition. Copyright © 1998 Jossey-Bass/Pfeiffer 161



To enhance her own effectiveness, the woman trainer needs to be especially aware
of certain issues. In design sessions for laboratory experiences and consultations, she
needs to know where her support base is in the group; she needs to know the issues on
which she will negotiate and those on which she will not. She needs to have a good
sense of timing so that she intervenes at moments when her input can be best received.
She needs to be equally unconcerned with being ignored and with being affirmed so that
she can monitor the group climate. She needs to claim ownership for a job well done but
also to acknowledge errors in judgment. She needs to deal with instances in which
sexual attraction biases her responses to other trainers and group members.

Men, also, as they search for new, more collaborative, less competitive behavior
and as they become committed more to openness than to coolness, are likely to be
awkward. Men need to be encouraged to build support systems or begin consciousness-
raising groups in which they can explore these new behaviors. In training settings
particularly, we encourage men to be aware of whether they are operating out of a need
for power and control or a need to get the job done, ignoring other significant needs for
approval, closeness, or spontaneity.

POWER

A paramount issue for women in training is the exercise of power and the acceptance of
the potential conflict that may result. This issue is manifest in both the planning and the
execution of training programs. Women tend to be reticent with colleagues concerning
confrontation or competition in design sessions, even when it is in the best interests of
the client. The same is true when women consultants negotiate a contract with a client
system. They often fail to conceptualize the issues and tend to see an impediment in
terms of a power struggle even though such dynamics are ordinary and frequently useful
components in every organization.

The woman trainer/consultant needs to be clear in her own mind about what is
negotiable in the design and what is not, if she is to act in the best professional interests
of her client and herself. Training designs, of course, may need to be modified after the
program begins; or alternatives may need to be presented from which the participants
can choose. But women patrticularly, because of their past socialization and the ongoing
reward system in the United States culture, are especially vulnerable to abandoning a
position of strength in order to be charming and conciliatory instead of forceful and
persuasive.

Although ways of dealing with the authority issue vary tremendously among both
male and female trainers, women tend to be reluctant to take charge when that is
appropriate; and they overuse the collaborative/reactive mode even when it is not
appropriate. As women become more comfortable in leadership roles, they will
undoubtedly be able to make judgments based on a correct reading of the situation at
hand.
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In training there is ample evidence that women tend to give away their power. In
simulations, for example, women participants may ignore three pages of written
directions and instead turn to their neighbors to ask, “What did that say?” They seem to
be much more familiar with seeking help from others than with being self-reliant.

In the United States culture, women have also been socialized to “make do” rather
than to hustle. Women trainers may not ask for special facilities, may not think about
going off-site, may not plan activities that require significant funds. Women are less
likely than men to test budgetary and other resource limits.

In contrast, the culture of the United States has rewarded men for overusing the
power mode. Many men have reported to us that they naturally fall into competitive,
win-lose behavioral interactions even when such behavior is unnecessary. In order to
become more androgynous, men need to be in touch with their tendency to assume
power; they need to learn to accept the discomfort of being less in control, less
persuasive, less inscrutable.

DYNAMICS OF INTERACTION

The psychological climate varies in all-male groups, all-female groups, and mixed
groups. Although adequate research does not yet exist, it would follow that the sex of
the trainer influences the climate of the group. For example, many male trainers tell
stories and jokes in groups to enhance a point, and yet very few female trainers use this
behavior; female trainers, in contrast, may be more likely to inquire about the families of
clients.

Significant research exists on the impact of the composition of groups on
interaction patterns. Aries (1976) reports that themes in all-male groups include
competition, aggression, violence, victimization, joking, questions of identity, and fear
of self-disclosure. About one-third of the statements in all-male groups are addressed to
the group as a whole, signaling an avoidance of intimacy. Men in effect tend not to face
the issue of having their intimacy needs met by other men.

All-female group themes include affiliation, family, conflicts about competition and
leadership, and information about relationships. In mixed groups the men tend to be
more tense, serious, and self-conscious; to speak less of aggression; and to engage in
less practical joking. There are more references to self on the part of both sexes, there is
more talk of feelings; but the women generally speak much less than the men, with the
men taking two-thirds of the air time. Sexual tensions are present. Heterosexual contact
is apparent, and values and concerns are expressed about being attractive to the opposite
Sex.

Women and men trainers alike need to be alert to the fact that a man in a female-
dominated group is likely to be a central figure—to be deferred to and respected. In
contrast, Aries (1976) reports that a woman in a male-dominated group is likely to be
isolated and to be treated as trivial or as a mascot. It is a part of the trainer’s function to
help women learn to relate to other women as well as to men. Our experience leads us to
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believe that the learning is richer if several women are in one group than if a solo
woman is in each training group, even if it means that some groups will have no women.
A solo woman (see Wolman & Frank, 1975) is much more likely to be forced to accept
male norms or to face isolation than if she has support from other women.

The research of Bender et al. (1966) and our own empirical data show us that
femininity is correlated with selfdisclosure. In a training situation, women trainers are
more likely to share their feelings and personal data, thereby modeling that behavior for
participants and lessening the gap between trainer and member. Culbert (1970) found
that although neither overdisclosure nor underdisclosure on the part of trainers was
healthy or effective in a group, an optimal amount of selfdisclosure modeled openness,
enhanced learning, and promoted cohesiveness. Women trainers, we think, bring these
gualities to the training team and to their groups. Trainers (of both sexes) also report that
they like having women members in their groups because women personalize the
situation and generate a feeling of intimacy.

A COMMUNICATIONS PARADIGM

The language of transactional analysis (TA) has been important in describing models for
communication. The typical “egogram” in TA describes communication as shown in
Figure 1.

critical nurturing

problem solver
rational thinker
takes in data

free and

rebellious
natural

adaptive little professor
(manipulative, creative)

Figure 1. Parent, Adult, and Child Ego States *

! Based on Berbe (1961, 1964) and Steiner (1975).
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Male Female

Figure 2. Male and Female Ego States

Steiner (1975) and Wyckoff (1975) suggested that men have overdeveloped Parent
and Adult states and an underdeveloped Child state, whereas women have
underdeveloped Parent and Adult states and an overdeveloped Child state. Therefore, in
TA terms the male and female would appear as in Figure 2.

The TA description is particularly oriented toward a masculine model because it
describes the Adult state as the rational, problem-solving mode and places the nurturing
emotions in the Parent state. The androgynous trainer needs to combine the problem-
solving style with nurturing, caring, and contact. He or she needs to learn to love, assert,
be angry, be frightened, care, and solve problems as part of men-women
communications or women-women communications in order to make a more complete
range of behaviors available.

Clearly the sex of the trainer influences perceptions and expectations of a style of
communicating. In addition to the trainer’s own individual behavior, he or she is a ready
target for a variety of participant projections from childhood concerning real or literary
male and female authority figures. These may include the righteously indignant female
elementary school teacher; the punitive male figure of retribution prevalent in most
religions; the vain, jealous witch-woman; and the good, pure, rescuing knight. These
misperceptions can lead to dysfunctional communication styles (Figure 3).

Father Mother Mother

Boy Girl Girl

Figure 3. Dysfunctional Communication Styles
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Such communication styles suggest dysfunctional communication patterns:
= Women'’s righteous indignation in the Mother role;

= Men'’s paternalism and protectiveness in the Father role; and

= Women'’s adoption of the angry or stubborn Child role.

If we take man— - woman and womagm- — woman as our goal for many of our
transactions, then we want to eliminate the following behaviors:

= Men’s use of women trainers as mothers—telling them personal information but
not treating them as real colleagues with whom they also solve problems and
perform tasks;

Mother
Boy
= Women participants’ and trainers’ failure to share their competence with one
another;
Girl < »Girl or Mother

Girl

= Men and women trainers’ and participants’ use of sex to play out power and
control issues;

Father Mother

Girl Boy

= Male trainers’ sublimation of anger at women participants or trainers (assuming
the Father role and protecting women);

Father

Girl
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= |n co-training, the male trainer’s deferring to his female colleague in emotional
situations in which pain is being expressed (for example, a female trainer
comforts a woman or a man who is crying while the male trainer steps aside);

Mother

Boy

= |n co-training, the female trainer’s deferring to her male colleague in issues
concerning the control of the design or schedule for the group.

Father

Girl

CONCLUSION

Today women and men are acknowledging their own special competencies and slowly
differentiating which role models they value. We need to move toward androgynous
models of leadership. Women need to expand their repertoire of behavior for dealing
with power and conflict, while men need to increase their capability for selfdisclosure
and for the spontaneous expression of feelings. Because our day-to-day relationships
generally do not offer us sufficient support even now, there is surely not enough to see
men and women through the coming stormy transition in male-female relationships. All
of us need to build greater support systems to help us deal with our anxieties, take risks,
and maintain our increasing options for behavior free of sex-role stereotyping.

These issues need to be talked about and explored in every aspect of training
activities. As trainers, we need to be proactive and to highlight these concerns in our
work and teaching. We are building toward dramatically new patterns of interaction
between men and men, between women and women, and between men and women.
Both sexes must be allowed to develop androgynous behavior free of sex-role
constraints.
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[ COMMUNICATING COMMUNICATION

J. Ryck Luthi

Effectiveness of management personnel of all grades is very dependent upon the ability
communicaterally not only the policy of the company but suggestions as to how work should be
done, criticism of poor work, and the application of discipline, and of course the general field of
human relationships. (Lull, Funk, & Piersol, 1955, p. 17)

It seems safe to conclude from research studies that by and large, the better supervisors (better in
terms of getting the work done) are those who are more sensitive to their communication
responsibilities. They tend to be those, for example, who give clear instructions, who listen
empathically, who are accessible for questions or suggestions, and who keep their subordinates
properly informed. (Redding & Sanborn, 1964, p. 60)

Research leads to the conclusion that there is a positive correlation between
effective communication and each of the following factors: employee productivity,
personal satisfaction, rewarding relationships, and effective problem solving. Two major
components of effective communication are sending messages and receiving messages.
Techniques of listening and verbalizing help in both of these dimensions.

FACTORS AFFECTING THE SENDER

Self-Feelings

In the context of each communicating situation, the sender’s feelings about self will
affect how the message is encoded. The following questions are conscious and
subconscious tradewinds that affect the effectiveness of the message: “Do | feel
worthwhile in this situation? Am | safe in offering suggestions? Is this the right time
(place)? Am | the subordinate or the boss in this situation?” In everyday jargon, such
guestions might be phrased in these ways: “Am | O.K.? Do | count?” Usually, the more
comfortable or positive the self-concept, the more effective the sender is in
communicating.

Belief in Assertive Rights

Linked to self-concept is the belief that one has some rights, such as the right to change
one’s mind; the right to say “I don’t understand” or “I don’'t know”; the right to follow a
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“gut” or intuitive feeling without justifying reasons for it; the right to make mistakes and
to be responsible for them; and the right to say “I'm not sure now, but let me work on
it.” Believing in such rights can help strengthen the sender’s self-concept and avoid the
defensive maneuvering that hinders communication in exchanging information. It would
be wise to remember that assertive rights are not complete without responsibility. For
example, one has the right to say “I don’t know”; but one probably also has the
responsibility to find out.

The Sender’s Perception of the Message

The sender’s perception of the message is encompassed in the following questions: “Do
| feel the information | have is valuable? Is it something | want to say or do not want to
say? How do | feel it will be received? Is the topic interesting or not interesting to me?
Do | understand the information correctly, at least well enough to describe it to others,
and do | know the best way to say it?”

The Sender’s Feelings About the Receiver

The probability of effective communication is increased if the sender feels positive or
respectful toward the receiver. Positive or respectful feelings usually carry a built-in
commitment and/or desire to share communication. Negative or nonrespectful feelings
require conscious effort to communicate effectively. For the sender it is important to
know it is all right not to like everyone, or, for the optimist, to like some people less than
others. It is also important to know that we live in a world in which not everyone is
going to like or respect us and that is all right, too.

Suggestions for Effective Expression

In order to send messages effectively, you should consider the following points:

1. Become aware of your thoughts and feeliigs.not be quick to brand them
“good,” “bad,” “wrong,” or “right.” Accept them as a reflection of the present
“you,” and let them become best friends by giving support and feedback to your
effectiveness and to your needs; consider what they are whispering or shouting
to you. By increasing your awareness of your feelings, you can better decide
what to do with them.

2. Feel comfortable in expressing your feelin§ach expression, when congruent
with the situation and appropriate, can enhance communication.

3. Be aware of the listenefry to verbalize your message in terms of the listener’s
understanding and indicate why you feel the message is important to him or her.
Does it have a specific significance for the listener, or is it just “general
information”?

4. Focus on the importance of the messagé repeat key concepts and essential
aspects of the information.
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5.

Use as few words as possiltdestate the message.

POINTS FOR THE LISTENER

Effective listening is as important to communication as effective sending. Effective
listening is an active process in which the listener interacts with the speaker. It requires
mental and verbal paraphrasing and attention to nonverbal cues like tones, gestures, and
facial expressions. It is a process of listening not to every word but to main thoughts and
references.

Nichols (1952) listed the following as deterrents to effective listening:

1.

|
o

© 0N O wD

Assuming in advance that the subject is uninteresting and unimportant;
Mentally criticizing the speaker’s delivery;

Getting overstimulated when questioning or opposing an idea;
Listening only for facts, wanting to skip the details;

Outlining everything;

Pretending to be attentive;

Permitting the speaker to be inaudible or incomplete;

Avoiding technical messages;

Overreacting to certain words and phrases; and

Withdrawing attention, daydreaming.

The feelings and attitudes of the listener can affect what he or she perceives. How
the listener feels about herself or himself, how the message is perceived, and how the
listener feels about the speaker all affect how well the recipient listens to the message.
As a listener, you should keep the following suggestions in mind:

1.

Be fully accessible to the speakiBeing preoccupied, letting your mind wander,

and trying to do more than one thing at a time lessen your chances of hearing and
understanding efficiently. In the words of Woody Allen, “It is hard to hum a tune
and contemplate one’s own death at the same time.” Interrupting a conversation
to answer the phone may enhance your perceived ego, but the interrupted
speaker feels of secondary importance.

Be aware of your feelings as a listenemotions such as anger, dislike,
defensiveness, and prejudice are natural; but they cause us not to hear what is
being said and sometimes to hear things that are not being said.

According to Reik (1972), listening with the “third ear” requires the listener to do
the following things:

1.
2.
3.

Suspend judgment for a while;
Develop purpose and commitment to listening;
Avoid distraction;
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4. Wait before responding;

5. Develop paraphrasing in his or her own words and context, particularly to review
the central themes of the messages;

6. Continually reflect mentally on what the speaker is trying to say; and
7. Be ready to respond when the speaker is ready for comments.

Responses That Block Communication
The following kinds of responses can block effective communication:

Evaluation Respons&he phrases “You should . . .,” “Your duty . . .,” “You are
wrong,” “You should know better,” “You are bad,” and “You are such a good person”
create blocks to communication. There is a time for evaluation; but if it is given too
soon, the speaker usually becomes defensive.

Advice-Giving Respons@/Nhy don't you try . . .,” “You'll feel better when . . .” “It
would be best for you to . . .,” and “My advice is . . .” are phrases that give advice.
Advice is best given at the conclusion of conversations and generally only when one is
asked.

Topping Response, or “My Sore ThumbThat's nothing, you should have
seen .. .,” “When that happened to me, | .. .,” “When | was a child . . .,” and “You think
you have it bad” are phrases of “one-upmanship” or assuming superiority. This approach
shifts attention from the person who wants to be listened to and leaves him or her feeling
unimportant.

Diagnosing, Psychoanalytic Respon8&hat you need is . . .,” “The reason you
feel the way you do is . . .,” “You don’t really mean that,” and “Your problem s . ..” are
phrases that tell others what they feel. Telling people how they feel or why they feel the
way they do can be a double-edged sword. If the diagnoser is wrong, the speaker feels
pressed; if the diagnoser is right, the speaker may feel exposed or captured. Most people
do not want to be told how to feel and would rather volunteer their feelings than to have
them exposed.

LN} LRI 11 L1 b1

Prying-Questioning Respons&Vhy,” “who,” “where,” “when,” “how,” and
“what” are responses common to us all. But these responses tend to make the speaker
feel “on the spot” and therefore resistant to interrogation. At times, however, a
guestioning response is helpful for clarification; and in emergencies it is needed.

Warning, Admonishing, Commanding Respofieu had better . . .,” “If you
don't...,”“You haveto...”*Youwill...”and “You must...” are used constantly
in the everyday work environment. Usually such responses produce resentment,
resistance, and rebellion. There are times, of course, when this response is necessary,
such as in an emergency situation when the information being given is critical to human
welfare.
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Logical, Lecturing Responséon’t you realize . . .,” “Here is where you are
wrong,” “The facts are . . .,” and “Yes, but . . .” can be heard in any discussion with two
people of differing opinions. Such responses tend to make the other person feel inferior
or defensive. Of course, persuasion is part of the world we live in. In general, however,
we need to trust that when people are given correct and full data they will make logical
decisions for themselves.

Devaluation ResponsHt’'s not so bad,” “Don’t worry,” “You'll get over it,” and
“Oh, you don't feel that way” are familiar phrases used in responding to others’
emotions. A listener should recognize the sender’s feelings and should not try to deny
them to the owner. In our desire to alleviate emotional pain, we apply bandages too soon
and possibly in the wrong places.

Whenever a listener’s responses convey nonacceptance of the speaker’s feelings,
the desire to change the speaker, a lack of trust, or the sense that the speaker is inferior
or at fault or being “bad,” communication blocks will occur.

AWARENESS OF ONE’S OWN FEELINGS

For both senders and listeners, awareness of feelings requires the ability to stop and
check what feelings one is presently experiencing and to make a conscious decision
about how to respond to the feelings. At first this technique may be uncomfortable and
easy to forget, but only by using it will it become second nature. The individual should
picture three lists:

Behaviors - Feelings - Responses

At a given time, the person stops and mentally asks, “What am | feeling?” A person
usually experiences a kaleidoscope of emotions simultaneously but can work on
focusing on one present, dominant feeling. After the feeling has been identified, the
person asks himself or herself, “What perceived behaviors are causing this feeling? Do |
feel this way because of what the other person is saying or how he or she is saying it, or
do | feel this way because | do not want to be bothered?”

The next step is for the person to choose how he or she wants to react to the feeling.
There is much written about letting others know one’s feelings in order to bring
congruence to actions and words. One can choose, however, not to express a feeling
because of inappropriate time, place, or circumstances. For example, | may identify a
feeling of annoyance at being interrupted. To share that feeling may not be worthwhile
in the situation. The main thing is tHatm aware of my annoyane&d what caused the
feeling and can nowhoose whether or not to let it be a block to my listerintay tell
myself that | am annoyed but that my feeling is not going to get in the way of my
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listening. | can decide if my feeling is to be a listening block; and | can keep it from
becoming one, if | so choose.

Another way of becoming aware of feelings is “hindsight analysis.” After any given
situation, the person can recheck his or her responses and/or feelings: “What happened
to cause those feelings? What was | feeling during my responses? Why do | tend to
avoid certain people and why do | enjoy being around others?” “Why?” is very helpful
in finding feelings and behaviors that cue those feelings. As a person works with this
technique, identification and decision making will become better, resulting in more
effective communication.

CONCLUSION

The communication process is complex but vital to effective problem solving and
meaningful personal relationships. It is a process that is never really mastered; one can
continually improve on it. It requires certain attitudes, knowledge, techniques, common
sense, and a willingness to try. Effective communication happens when we have
achieved sufficient clarity or accuracy to handle each situation adequately.
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[[JANYBODY WITH EYES CAN SEE THE FACTS!

Aharon Kuperman

Disagreements between individuals, especially those who depend on each other in order
to “see” facts, are almost inevitable. Nevertheless, there is a common belief that “facts
are facts.” When a dispute occurs, it should be possible to unearth the “real” facts,
accept them, act accordingly, and thus settle any differences. Stagner, who for many
years was involved in studying industrial conflicts, related how a known labor mediator
liked to say, “There cannot be disagreement about facts, there can only be ignorance of
them” (1956, p. 15). It is questionable, however, whether this belief rests on a firm
foundation. The “facts” are not always that simple.

THE CASE OF “MR. RAT”

Figure 1 will give us a glimpse of what may be entailed in attempting to establish facts
that can plainly be accepted by all who look. If the drawing in Figure 1 is shown to a
group of people and each person is asked to describe what he or she sees, some
individuals, without any trace of doubt or hesitation, will say, “A profile of a bald man
with eyeglasses and a hooked nose.” Other observers, with no less confidence, will
promptly respond, “A rat!” One might wonder how both responses could be right—or
whether anybody needed an eye examination or one group was lying. It is easy to
imagine the arguments between the two groups of observers after the picture is
withdrawn.

Situations such as that illustrated by “Mr. Rat” are not as infrequent as they may
appear. Stagner claims that many industrial conflicts revolve around the differences that
management and labor see in the facts. If this is so, we might well wonder how facts can
be established. It is not a new problem. The thorny question of the relationship between
the “real” world and the world as it appears in our experiences has concerned the human
race throughout history. Answers to such questions are prerequisites for gaining reliable
and valid knowledge about the world in general.

PERCEPTION

In modern psychology, issues of this kind are dealt with under the heading of
“perception,” a field that deals with the processes by which human beings establish and
maintain contact with their environment. Since Locke (An Essay Concerning Human

Originally published imThe 1979 Annual Handbook for Group Facilitatdng John E. Jones and J. William Pfeiffer (Eds.), San Diego,
CA: Pfeffer & Company.
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Figure 1. “Mr. Rat” *

Understanding, 1690), most students of perception would agree that our knowledge of
the world comes to us via our sense organs. Consequently, the main thrust of research in
the field of perception has been concentrated not only on explorations of the structure
and function of sense organs, but also on experiences related to sensing and, more
recently, on behavioral responses to perceived stimuli. Today, evidence leads us to
conclude that parts of the process of perception are learned whereas other parts are
inborn.

Insights About the Perceptual Process

The following list is by no means complete, nor is it free of suppositions and
speculation; but it may offer a sufficiently clear, although rudimentary, idea about what
is involved in the perceptual process.

1. Knowledge about the world is obtained only through the sense organs.

2. The senses are capable of detecting certain kinds of energy (stimuli) emanating
from the environment.

3. Each sense organ absorbs a special kind of energy within a given range of
magnitudes; in other words, there are both upper and lower limits (thresholds)
for sensing. For example, sound waves above a certain frequency cannot be
detected by our ears; but a dog can hear them very well and respond to them.

4. Sense organs, using nerves as conduits, transmit the incoming energy to brain
centers in the form of “signals.” These signals are raw information because at
this stage of the process their meanings for the perceiver are not yet clear.

! From Bugelski and Alampay (1964). Copyright © 1961. Canadian Psychological Association. Reprinted with permission.
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5. Data from sense organs, fed into brain centers, are organized into patterns.
Evidence indicates that some of this organization is due to past learning and
some is inborn.

6. In every human culture, complete patterns of signals are given labels or names
(concepts) that must be learned. These labeled patterns are “stored” for future
reference.

7. Freshly organized patterns are sorted and matched with similar patterns already
“stored” in the brain. This matching process gives rise to meanings, in terms of
human language (concepts). Thus, a pattern without a label either remains a
meaningless sensation or, if matched with a nameless stored pattern, may be
considered to have a very private and vague meaning, not communicable to
others.

8. The stored patterns in brain centers have both affective (feeling) and symbolic
(concept) aspects.

9. The total process of perception, as described in items 1 through 7, is extremely
fast (less thary, of a second).

10. Briefly, perception can be considered as a process of sensing signals and
interpreting them.

Figure 2 shows the perceptual process in schematic form.

Sense Organ Brain Centers
Environment [ Thresh Organization Mart]ching
Lo - . of Signals wit
(St'mu“) Energy Old Slgna|S into Stored Moanin
> > > > » »| Patterns (Known) 9
Patterns

Figure 2. A Model of the Process of Perception

Implications

As is implied in items 6 and 7 above, one basic condition for perception is the

availability of stored concepts in the brain. In the initial stages of development, the child
learns from his or her “socializing agents” what names are to be associated with given
patterns, and both the patterns and their associated names are stored and set aside for
future reference. Thus, when a new pattern arrives, it can be recognized by matching it
with a stored pattern. If a match cannot be found, either the pattern remains meaningless
or a new concept is invented. This new concept can be private or public. To become
public, it must be communicated to and confirmed by others so that they use the same
concept for the same pattern.
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As some of the organization of signals into a pattern is learned, it may be expected
that in different cultures somewhat different patterns will be established by similar
stimuli. People in different cultures organize their world into different patterns and
hence possess different concepts for almost the same stimuli. Thus, they perceive the
world slightly differently.

Indeed, comparative semantics and anthropology suggest that words of one
language are often not exactly equivalent to words of another language. Thus, while the
Western culture divides the color spectrum one way, one of the cultures in Liberia, for
example, divides the same color spectrum slightly differently. In their language red and
orange constitute a single unit; one word designates both colors (Brown, 1965). The
Eskimos are known to have several words for snow, each of which indicates somewhat
different qualities of snow, which are understood only with difficulty by an outsider.
However, as many of these differences are due to learning, other people too can learn to
make fine discriminations among the qualities of snow and hence perceive it in the same
manner as the Eskimo.

Additional Factors Affecting Perception

Under certain specified conditions, perception may be distorted. Some factors that lead
to such distortions are related to the internal emotional and motivational states of the
perceiver, while others are considered to be properties of the stimulus.

It has been demonstrated that a child from a low-income home tends to recall a
perceived coin as being larger than a richer child recalls it or than the actual size of the
coin. “Set,” or readiness to perceive, is known to lower thresholds for certain stimuli. In
other words, because of one’s set, which is established by frequent exposure to a given
stimulus, one tends to perceive that particular stimulus more readily than otherwise. A
given object placed in a different background is perceived somewhat differently. For
example, a given color placed on a given color background may appear brighter or
darker, depending on the background and without any changes in illumination.
Sometimes certain features added to known stimuli distort the judgment of certain
gualities of the perceived object; thus, an “optical illusion” is being created. For
example, a given straight line may appear shorter if arrowheads are drawn on both ends
of the line.

Sometimes stimulus conditions are uncertain or sensory information is less than
complete, as when a person glances at an object for only a brief moment. Confusion can
result, thus making a person mistakenly perceive a coiled piece of rope to be a snake. At
other times an object may be sufficiently ambiguous so that absolute identification of the
stimulus is very difficult. In other words, the pattern of signals is less than complete.
Hence it can be matched with more than one stored pattern, leading to any one of several
interpretations (“matching”). A set may determine which of the several alternative
patterns will be chosen; so may other possible determinants such as interests, attitudes,
values, and motives of the perceiving person.
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INTERPRETATION OF “MR. RAT”

It is now easier to understand what may take place in the differing observations of

Figure 1. As “Mr. Rat” is drawn ambiguously, the perceiver is forced to rely on certain
cues in order to establish a meaning for the drawing. If the observer has a set to perceive
a person (that is, in the past he or she has seen similar drawings of a person), then the
cues that the he or she sees give rise to the perception of a person. Similarly, past
experiences with similar drawings of rats give rise to the perception of a rat. Thus, two
observers with two different “sets” perceive two different drawings, even though the
image projected on the retinas of both observers is identical. The difference lies in the
organization of the signals coming from the eye into a pattern that is matched in one
case with the stored pattern of a person and in the other case with the stored pattern of a
rat. It is very unlikely that the differences in perception here are due to differences in
motivation or emotions.

HOW FACTS CAN BE ESTABLISHED

The study of perception shows us that there may be difficulties in agreeing on facts due
to differences in perception. However, people all over the world are able to
communicate with one another and to agree on facts, despite cultural differences.
Following are some suggestions that can be helpful in communicating:

1. Specify in detail the conditions of observation.

2. Describe the observed phenomenon and the boundaries of what is to be
observed.

3. Be on guard for optical illusions and other sources of perceptual distortions—use
instruments and, if possible, several senses—and check for congruency.

4. Repeat observations several times under the same specified conditions.
5. Get confirmations from independent observers—make these observations public.

In practice, these suggestions mean taking careful and cautious observations of a
situation and making adjustments and corrections by “reality testing.” Here, also,
communication and listening skills are indispensable. Such skills can lead two differing
groups of observers—as in the case of “Mr. Rat,” for example—to realize that both sides
can be right and, through accurate descriptions, to see what others see.

FINAL COMMENT

It should be emphasized that what is described in this article relates to “object
perception” or to perception of physical events. However, it is important to be aware
that conflicts between and among people include not only disagreements over
substantive matters, but also antagonisms and personal and emotional differences that
are typical for interdependent individuals (Walton, 1969). Furthermore, it must be
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remembered that in human relationships, knowledge about other people and their
“dispositional properties” and intentions may turn out to be far more important than

perceptions of objects.
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[ THE FOUR-COMMUNICATION-STYLES
APPROACH

Tom Carney

Communication at cross purposes is all too unhappily common in everyday life. Mary
tries to persuade Bill to adopt a certain way of doing things, arguing logically for the
efficiency of her way. Bill responds with counterarguments about its human costs. Mary
reacts with a more-telling cost-benefit analysis. Bill counters with examples of likely
inconveniences for specific clients. By now the metamessages have taken over: Each
person is bent on defending her or his approach, and emotional misperceptions of the
other person distort all further communication.

One frequent cause of crossed communication is the common tendency to favor one
particular style of communication, often at the cost of being insensitive to other styles—
in others as well as in oneself. Ideally, one should be:

= Conscious of one’s own stylistic preferences and dislikes;
= Able quickly to detect such preferences and dislikes in another person; and
= Able to adjust one’s own style to that of another person.

If one attempts to achieve this ideal, a surprising number of payoffs result, both in
personal insights and in interpersonal skills.

COMMONLY PREFERRED STYLES OF COMMUNICATION

Jung (see Jacobi, 1968) identified two major dimensions in our modes of relating to
events: a thinking-feeling polarity and, at right angles to it, a sensing-intuiting one.
These polarities are familiar in everyday life:

= Thinking:the logical, rational, sequential analysis that has been associated with
left-brain hemisphere (Ornstein, 1978) dominance—or with “convergent” or
“vertical” thinking (DeBono, 1970; Hudson, 1970). If this is one’s preferred
mode of relating to “reality,” one will probably use a precise, analytical form of
communication.

= Intuiting: the making of associations; having insights that yield a novel “big
picture” of a situation; the free flow of creative ideas. Currently associated with

Originally published imThe 1980 Annual Handbook for Group Facilitatdng J. William Pfeiffer and John E. Jones (Eds.), San Diego,
CA: Pfeffer & Company. Credit for originating this approach should go to P.P. Mok of Drake Beam Associates. Jay Nistredgeltped
the approach, along with his associates Ed Reimer and Brian Trump.
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openness to right-brain hemisphere (Ornstein, 1978) functioning, this dimension
is also termed “divergent” or “lateral” thinking (DeBono, 1970; Hudson, 1970).

= Feeling Group Maintenanc&mpathy with others’ feelings, leading to an
emphasis on human relationships when communicating about how things get
done.

» Doing/Task OrientatiorfJung’s knowing by experiencing/sensing): a tendency to
sense reality by doing and to emphasize practicality in communicating about that
reality.

These continua are illustrated in Figure 1.

Doing

Thinking I I Feeling

Intuiting

Figure 1. Dimensions of Relating to Events

Use of the Styles

Suppose you had a television set with four channels on which you could regularly get
programs. Suppose, further, that reception was excellent on the first channel, good on
the second, mediocre on the third, and poor on the fourth. In time, you would probably
find yourself using the first and second channels and avoiding the third and especially
the fourth. People’s use of the four modes of relating to, and communicating about,
reality is somewhat similar.

You have a mix of all four stylésThere is your “strong-suit” style, which you use
easily and skillfully, and your “back-up” style, which you use fairly easily and skillfully.
Then there is generally a style that you use only with effort and rather clumsily. Finally
there is a style that always gives you trouble, that does not “work” when you have to use
it. Generally you are fairly conscious of your use of your stronger styles, but you often
put the weaker ones out of mind. You tend not to dwell on how little you practice them
or how much you avoid having to use them. As does everyone else, you tend to have
blind spots—not being aware of how much you overuse your strongsuit style and
underuse your weakest one.

1 See Parr (1979) for a self-inventory to determine one’s own style mix.
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Shifting Styles Under Stress

Our society tends to overtrain and overuse the thinking style and underpromote and
underuse the feeling one. Similarly, the doing style is much appreciated and used, the
intuiting style somewhat less so. Usually we are not very conscious of these preferences.
If we think about these things at all, we are most conscious of the styles that are
dominant when we are really ourselves—when we are under nonstress conditions.
Usually, however, our strong-suit styles drops back when we come under stress; and
often our nonstress backup styles come to the fore. Generally, under stress, our doing
and feeling styles seem to come to the fore, and our thinking and especially intuiting
styles tend to recede. This shift can make us seem, to associates, “different people”
under extreme stress.

Some people are much more self-aware than others in these matters. The thinker—
that is, the person for whom thinking constitutes the dominant style in the foursome—
tends to be most aware of his or her communication styles. But the thinker does not
necessarily handle stress best. Knowing about one’s inner tendencies and being able to
handle those tendencies are two different things. It is the feeler who seems to handle
stress best. Feelers are more at home with their emotions—even though feelers
sometimes do not appear very conscious of their dominant styles. Because doers
generally cannot be bothered with introspection, they are not overly aware of their style
mixes and can shift a great deal under stress, precisely because they tend to undervalue
feelings. Intuitors, who are often surprisingly unaware of their style mix, seem to be the
least stable under stress.

Figure 2 diagrams some examples of the style shifts that can result from stress,
showing how extensive these shifts can sometimes be. A style’s position (or several
styles’ positions) in a person’s order of preference can change—and the emphasis given
to a style can change too.

A Feeler An Intuitor

Nonstress Stress Nonstress Stress

()0 0
o) () ()
Gong (D)

F

Figure 2. Style Shifts Under Stress
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Style Blind Spots

The bigger one’s blind spot, the more one tends to overuse one’s strong-suit style and to
be oblivious to the need to match styles with someone else on a markedly different
wavelength. People get along best with others who are on their wavelength: Like attracts
like. Thus, thinkers will tend to gravitate together, producing a group with tremendous
ability to handle analytical problems; as all group members have strongly developed
thinking skills, they enhance one another’s effectiveness. While such a group builds an
enviable record for its success in coping with analytical problems, sooner or later it will
be handed a problem that calls for skills in intuition or empathy—and then disaster can
very well result. It is not just that the group’s skills do not match the skills the problem
calls for; worse, “groupthink” (Janis, 1972) can result, as the group’s mutually shared
blind spotsincreaseits members’ tendenayot to use their weak styles, which in this

case would be more appropriate.

APPLICATIONS OF THE FOUR-COMMUNICATION-STYLES
APPROACH

Knowledge about stylistic preferences has been used to hamstring juries. If, by
guestioning, it is possible to eliminate all the “feelers” from a jury, the group that results
will not be able to achieve consensus on any issue that is at all emotional or
controversial.

Style Flexing

The most frequent use of expertise in these four communication styles is “style flexing.”
This involves:

= Knowing your own most and least favored styles, in stress and nonstress
situations alike;

= Knowing how you come across to others in either situation;

= Learning how to identify the dominant style of any person(s) to whom you may
be talking; and

= Learning how to switch your style so as to get on the same wavelength as your
conversational partner(s).

Team Building

The next most-frequent use of expertise in this approach is in team building. It is quite
unusual to be a “team in one” (equally strong in all four styles both under stress and
nonstress conditions). Most of us have overdeveloped some styles and underdeveloped
others, but there are some different strong-suit styles that seem to go well together—
feelers and thinkers in growth groups, for instance. The thinkers can dispassionately
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analyze a complex interpersonal issue, while they envy the feelers their ability to
express their emotions and bring interpersonal issues to a head (Eisenstadt, 1969).

By and large, however, naturally formed teams in organizations usually turn out to
have the same one strong-suit style dominant in each member. Yet it is known that a
heterogeneous group will outperform a homogeneous one, if only infighting can be
prevented. Here, a team-building consultant can help the members of a wellrounded
team to come together and to use their range of skills to stay together without infighting.

Teaching

Application of this approach to teaching (not yet common) holds great promise. Most
teachers tend to have one, or at most two, strong communication styles. But they face
classes in which all four dominant styles are represented, and the consequences are all
too familiar. A teacher who has a dominant hard-line, analytical thinking style will
simply make any student who is a feeler curl up inside as a result of what the feeler
perceives to be a cold, calculating, impersonal presentation.

Furthermore, the overrepresentation of certain styles of teaching is reinforced by the
teaching technology and by the examination system. Any given teaching approach or
instrument may be effective with a student whose dominant style is thinking and
ineffective with another student with a dominant feeling style (DeNike, 1976). For
example, seminars suit thinkers/analysts, practica suit doers, and instructional
simulations suit feelers with a thinker backup style. Basically, the school system is
particularly suited to the thinker, whose activities—mathematical or linguistic—it can
guantify and certificate. The other strong-suit styles, especially that of the feeler, find a
much less supportive atmosphere in the school system (Bolles, 1978; Torrance, 1971).

A teacher needs to know his or her least and most favored styles. He or she should
be able to communicate amy of the four wavelengths and should be equipped with
teaching instruments that represalhtof those four styles. School curriculums should be
expressly designed to accommodate all styles.

Position Papers

Writers of position papers, or of any submissions to a multimember board, can be
trained to present their materials in such a way that readers of each of the four dominant
styles can easily understand communications conveyed in “their” respective styles. A
reader who is a doer will wantoaief expression of basic findings and

recommendations: That person will go straight for the “bottom line.” The feeler will

look for an assessment of the implications, in human relations, for the company team.
The intuitor will expect a “big picture,” a “look down the road” (futurist orientation),

and an impact assessment. The thinker will search for appendixes in which details have
been marshaled in sequence, options stated, and trends extrapolated and reviewed. A
report has to speak to its reader inrd@der'sown dominant communication style if it

Is to be seen as “realistic.”
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VALIDATION AND SUMMATION

The four-communication-styles approach is so obviously and immediately useful that
most practitioners’ energies have been directed toward evolving new and more powerful
ways of teaching or using it (see Carney, 1976; Parr, 1979). Little energy has been put
into validation and reports (see Slocum, 1978). Some observations, however, can be
made. First, breaking mental sets does not necessarily mean innovative thinking. With
thinker-analysts, it may involve criticism or mere negativeness. Second, fluency of ideas
does not necessarily mean novelty in thinking. Doers prove amazingly fertile in ideas for
ways of coping, but these ideas are remarkably commonplace or simply variations on
one theme: Doers are concerned with effectiveness rather than originality. Originality is
the predominant characteristic of the intuitors, as a group.

Third, feelers are not emotional in their thinking. They tend to ask, “How is this
going to affecpeople” It is the intuitors who, if they become blocked (that is, if they
cannot produce their usual spate of novel ideas), evidence most emotion. If they are
producing well, they are very genial. The thinkers, too, if they cannot offer constructive
suggestions and begin to produce spates of negative criticism, soon become emotional in
the way they express their ideas.

Fourth, the most outstanding performance comes from a participant whose unique
balance of two strong suits is ideally suited to the twin demands—criticism and
originality—of the problem. This concept of balance may well be one of the most
important ideas involved in the four-communication-styles approach.

REFERENCES

Bolles, R.N. (1978)The three boxes of lif@erkeley, CA: Ten Speed Press.
Carney, T.F. (1976No limits to growth: Mind-expanding techniqu&¢innipeg, Manitoba: Harbeck.
De Bono, E. (1970).ateral thinking: A textbook of creativitiondon: Ward Lock Educational.

De Nike, L. (1976). An exploratory study of the relationship of educational cognitive style to learning from
simulation gamesSimulation & Games{ (1), 72-73.

Eisenstadt, J.W. (1969personality style and sociometric choit®ashington, DC: NTL Institute.

Hudson, L. (1970)Frames of mind: Ability, perception and self perception in the arts and sciences.
Harmondsworth, Middlesex: Penguin.

Jacobi, J. (1968)he psychology of C.G. Jungondon: Routledge & Kegan Paul.
Janis, J.L. (1972)ictims of groupthinkBoston: Houghton Mifflin.
Ornstein, R. (1978). The split and the whole breinman Nature, (6), 76-83.

Parr, B.P. (1979)0rganizational communications: Working papear¢indsor, Ontario: Department of
Communication Studies, University of Windsor.

Slocum, J.W., Jr. (1978). Does cognitive style affect diagnosis and intervention strategies of chang&aments?
& Organization Studies,(2), 199-210.

Torrance, E.P. (1971). Four types of gifted adolescents. In W.M. CruickshankR&a:hology of exceptional
children and youthEnglewood Cliffs, NJ: Prentice-Hall.

86 [ The Pfeiffer Library Volume 6, 2nd Edition. Copyright © 1998 Jossey-Bass/Pfeiffer



(11 JARGON: REDISCOVERING A POWERFUL TOOL

Lilith Ren

Jargon, when used without proper understanding or care, can confuse the uninitiated and
create serious problems. However, when used skillfully it is a multifaceted resource. The
economy of weight and space accomplished through the use of jargon makes it the right
tool for a variety of jobs.

A DEFINITION OF “JARGON”

Jargon is a specialized language that is developed and used by professionals within a
given discipline to communicate more precisely among themselves. It includes the
current phrases, slang, and idiosyncrasies of the personal vocabularies of such
professionals.

Language is the primary means by which humans attempt to bridge the gap between
one person’s experiences and another’s. Although language helps to describe a human
experience, it is not to be equated with the experience itself. The words we use are
symbols for what we see, hear, touch, taste, smell, and do. We use these symbols to
structure thought; they serve as building blocks for the personal models we create as we
organize and store the mass of stimuli that we perceive (Gordon, 1978).

Thus, all language, and therefore all jargon, is metaphor. Kopp (1971) defines
metaphor as “a way of speaking in which one thing is expressed in terms of another,
whereby this bringing together throws new light on the character of what is being
described.”

THE VALUE OF JARGON

Although no type of language can duplicate experience point for point, expert
communicators acknowledge that jargon does have a number of striking advantages over
standard English. Skillfully used jargon is a tool that helps to structure, integrate,
generalize, and retrieve experiences as well as the learnings associated with them.

Cognitive Structure

Jargon provides structure for a body of experience by bringing its new elements more
clearly into focus. By naming these elements, we reinforce their existence, adding
weight and value to them as their names are repeated (Bandler & Grinder, 1979;
Skinner, 1957). By labeling an entire body of such elements as “human resource
development” (HRD), we call attention to the programs, research, and technologies that

Originally published iThe 1982 Annual for Facilitators, Trainers, and Consultdnyts). William Pfeiffer and Leonard D. Goodstein
(Eds.), San Diego, CA: Pfeiffer & Company.
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reflect our commitment to helping individuals and organizations work in mutually
beneficial ways. Then we add to the existence of HRD as a discipline by mustering other
phenomena into the category that our jargon has provided. Thus, quality-of-work-life
programs and management development are incorporated into organizational budgets
and executive-meeting agendas.

By borrowing from other, more established sciences, we lend credibility to our
jargon (Hardaway, 1976). For example, the “resource” focus of HRD adds an air of
technology not found in “human potential development.” Similarly, calling an old
experience by a new name casts it in a new light. “Self-disclosure” and “active
listening” thus become discrete skills that can be taught rather than personal
communication styles.

Efficiency

Jargon packs large quantities of information into small spaces (Billow, 1977). Without
jargon, a trainer's manual might instruct the trainer to “divide participants into two
groups, each group forming a circle, one inside the other, allowing the participants in the
outer circle to observe those in the inner circle while the latter participate in a brief
structured experience.” The same manual might instruct the trainer to “have the
participants assemble into a ‘fishbowl’ configuration.”

Jargon is more concise, combining two or more apparently unrelated phenomena to
create a new concept (Billow, 1977). Integrated into this new terminology is a wealth of
concrete, cognitive, and emotional data, making jargon a more potent tool than more
formal English (Billow, 1977). The term “fishbowl!” again serves as a good example.
Concentrated into this one word is the representation of a commonplace object that
everyone recognizes, the physical setup that it implies, an experiential-training
technique, and the emotional overtones that accompany the experience of being
observed. Clearly, the conceptual synergy created by using jargon is not as easily
accomplished by using more formal English.

Memory

Jargon also aids memory by providing a verbal “index card” for more efficient retrieval
(Fuld & Buschke, 1976). When jargon is included in a phrase, the phrase is more
quickly recalled (Begg, 1972).

As stated before, jargon is metaphor, and it is the likeness between two concepts
that promotes recall (Tatum, 1976). This conceptual interaction deeply links the new
information or experience represented by the jargon to the listener’s existing conceptual
models (Begg, 1972; Billow, 1977). For instance, the term “laboratory education”
evokes an image of “hands-on” experience as well as experimentation. This type of
conceptual interaction also helps to “cross reference” the information included in the
jargon terminology, thereby aiding in integration and generalization of learnings. After

! Another jargon term for “fishbowl” is “group-on-group configuration.”
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experiencing the solid, down-to-earth feeling of being “grounded” during an activity
conducted in a personal-growth group, an individual remembers this learning every time
he or she hears the term “grounded.” In addition to the specific learning involved, the
associated emotional, physical, and intellectual experiences are recalled.

USING JARGON EFFECTIVELY

All of us who work in the field of HRD—counselors, consultants, and trainers—are
professional communicators. Our major tool is our ability to send and receive
communications effectively. Change, often in the form of learning on the part of our
clients, is the end result toward which we work and by which we measure our
effectiveness. It is a primary goal for all of us involved in this complex process to bridge
the gap between our world and that of the client. The following “bridging techniques”
are valuable and can be enhanced through the appropriate use of jargon:

» Establishing credibility and rapport;
= Developing an understanding of the client’s situation;
= Making oneself and one’s professional concepts understood; and

= Supporting new client skills (by providing a framework to help the client make
sense of, remember, and use the information communicated).

Establishing Credibility and Rapport

When a client says, “You don’t speak my language,” this comment can be taken as a
literal criticism of a professional who uses jargon ineffectively. Selecting language that
Is appropriate to the situation is crucial to success. The type of language used must be
chosen on the basis of an awareness of the setting, the client’s disposition toward
“outsiders,” and the topic to be discussed (Bourhis & Giles, 1976).

Moderate use of jargon common to the client’s field is appropriate if one has the
conceptual base to support and reinforce this use. However, to maximize success it is
important to be aware of the reactions that follow. It may not be functional to act like an
insider if clearly one is not. But in the right place with the right recipient, “speaking the
client’s language” has been proven to foster cooperation (Bourhis & Giles, 1976).

Using everyday English is safely neutral. It also allows a legitimate request for
translation of jargon used by the client. Thoughtful questioning facilitates examination
of the concepts, experiences, and subtle nuances of meaning that the client has
condensed into jargon. This practice is valuable as a clarifying and diagnostic activity
for everyone involved. It also provides verbal entry into the client’s world model, so that
the HRD specialist can note the similarities and differences that exist between his or her
own world model and that of the client (Gordon, 1978).
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Developing an Understanding of the Client’s Situation

The client’s values and style of organizing can be analyzed further by listening to the
jargon he or she uses. The language used reflects and reinforces values and world
models. It identifies the stimuli to which people pay the greatest attention (Gordon,
1978; Hardaway, 1976). This same principle applies to both groups and individuals. For
example, when an astute observer hears HRD specialists talking about “getting in touch
with their feelings through authentic selfdisclosure during the teambuilding session,” the
observer may note that those in the field value cooperation, feelings, and honest
interaction.

Bandler and Grinder (1979) maintain that an individual manages and stores the
overwhelming amount of data conveyed by the senses by focusing on one of three kinds
of input. This input is then stored according to category for later access. Some people
focus on visual stimuli and reflect this emphasis by using sight-related jargon such as
“seeing the problem in a new light” or “looking for a framework.” People who pay
primary attention to what they hear use phrases such as “keeping one’s ear to the
ground” or “harmonizing efforts.” “Kinesthetic” people concentrate on tactile/olfactory
sensory input, as evident in their use of such phrases as “cutting to the heart of the
matter” or “getting a handle on the problem.”

Knowing the client’s primary focus and using the corresponding jargon has two
distinct advantages: The first is that “speaking the client’s language” quickly establishes
strong, subconscious rapport (Gordon, 1978); the second is that probing with questions
keyed to the client’s individual accessing mode helps that person to understand such
guestions and retrieve relevant data. (For more explicit information on recognizing and
using a client’s conceptual processes to promote change, see Bandler & Grinder, 1979;
Gordon, 1978.)

Making Oneself and One’s Professional Concepts Understood

Using jargon that corresponds to the client’s primary focus is particularly effective when
attempting to gain support for interventions or to create a receptive attitude toward new
learning. In addition, the use of appropriate jargon harnesses the subliminal powers of
language. For example, effectively introducing a proposal to a visually oriented group of
engineers might mean using a substantial amount of visual imagery supplemented with
visual aids. The task of designing a presentation to coordinate with the client’s focus
may seem cumbersome at first, but it quickly becomes “second nature” with practice.
Bridging the communication gap may also mean teaching clients a new way of
structuring their world through language. For example, an HRD consultant might be
asked to intervene in an organization in which the “battle plan” has resulted in
dysfunctional competition in the form of “killer stress levels” and the employees’
practice of “defending” themselves by “bringing in the big guns.” Intervening in such a
climate suggests the need to help employees restructure their environment by
restructuring their world model. In this situation a skilled HRD consultant might
encourage a “new game plan” with a norm of “running interference for one another” for
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the good of “the team.” Similarly, working to replace sexist, racist, or ageist language is
a necessary step in realizing equal-opportunity goals (Swacher, 1976).

Supporting New Client Skills

Sometimes our own professional jargon is clearly the most effective way to express a
crucial concept. On these occasions, it is best to take full advantage of the concrete,
cognitive, and emotional meaning intrinsic to our jargon. Times like these are most
likely to arise during introduction of human-relations concepts and skills. The key to
translating our jargon is to embed it in a frame of reference that clients can understand.
This approach may mean telling a visually oriented client that a sensing interview helps
to “paint a picture” of an organization by “taking a fresh look” at certain practices. In

this example, the definition of the concept combines the client’s visual proclivity with

the jargon’s kinesthetic mode, thereby helping to bridge the gap between a visual
orientation and a kinesthetic concept. Saying that a sensing interview “provides a feeling
of what's coming down” might confuse such a client. On the other hand, focusing only
on the problems seen in this client’s organization might render a narrow reflection of the
environment. When jargon is used skillfully, it can introduce a client to new aspects of
experience.

In another hypothetical situation, the desired outcome might be to help the members
of a highly visual and vocal work group to begin listening to one another. The objective
calls for both new skills and a new process for dealing with one another. Use of typically
kinesthetic human-relations jargon might focus the workers’ attention on the wrong
data, thus conflicting with the skills being taught. In contrast, the use of carefully
selected jargon that invites the workers to make auditory associations—through terms
such as “active listening” or “feedback”—might help to focus attention on the relevant
stimuli.

USING JARGON IN THE LEARNING CYCLE

Creative HRD professionals can find many ways to sharpen their use of jargon into a
cutting-edge learning tool that is especially useful in group facilitation. To bring out the
metaphorical magic that our jargon promises, the following conditions must exist
(Billow, 1977):

1. The client understands the skills, experiences, and/or concepts expressed in the
jargon.

2. The HRD specialist is aware of the metaphorical associations inherent in the
jargon.

3. The specialist comprehends the relationship between the client’s understanding
of the jargon and the metaphorical associations on which that jargon is based.

A strong connection can be established between these conditions and the five stages
of a well-developed structured experience (Pfeiffer & Jones, 1981):
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Experiencing;
Publishing;
Processing;
Generalizing; and

Applying.

a s bR

Experiencing

During the experiencing stage of the learning cycle, the trainer’s primary task in using
jargon effectively is to link it to a full understanding of the concept or skill experienced.
Jargon is a powerful tool for making abstract ideas concrete. For example, when clients
have participated in a “fishbowl!” activity and then hear that term later, they will

remember the activity and its associated learnings (Billow, 1977). Linking jargon to an
activity provides a common experience base for all members of a learning group, so it
can decrease the ambiguity and misunderstanding that often result from misused jargon.
This linkage is especially valuable when consensual understanding of terms is crucial, as
in the training of trainers.

Publishing and Processing

Further clarification of jargon is achieved during the publishing and processing of
learnings generated during the experience. At these stages the trainer helps participants
to understand the physical and psychological associations among experience, concept,
and jargon. Full comprehension of such associations is closely related to performance of
tasks on an abstract level (Billow, 1975; Piaget, 1969). This process need not be lengthy
or complex. It simply requires that the trainer concentrate on both the experience itself
and on the psychological effects of the language used when discussing the experience.
The participants’ attention can be directed to these effects by discussing the associations
made or through the publishing and processing questions used. To finish processing the
jargon and to lead into the generalizing stage, the trainer verbally checks for clear,
shared definitions of jargon used.

Generalizing

Paying careful attention to the generalizing of jargon during this stage is simple and
important. As in previous stages, jargon used is processed as part of the learning
experience. Again, using brief discussion can help participants to understand how the
new concept and vocabulary being presented fit into their existing world models. The
trainer can explore the ways in which new jargon is like and unlike the language to
which participants are accustomed. During the generalizing stage, jargon and concepts
become cross referenced to a variety of stimuli already in the participants’ mental files.
This process ensures that both jargon and concepts will be further reinforced with future
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retrievals (Fuld & Buschke, 1976). Thus, the chances that participants will remember
learnings and that what is remembered will be used are increased.

Application

Cross referencing continues during the application stage. While participants are applying
the relevant concept, the trainer can help them to translate the associated jargon into
everyday English or on-the-job terminology. The trainer can either provide direct verbal
translation or ask the participants to rehearse presentation of the concept to those “back
home.” Verbal or visual model building that invites the participants to fit the new jargon
and concept into their existing world models fosters even more sophisticated
application.

The trainer who does not foster translation and model building suggests something
unfortunate by encouraging participants to leave behind the jargon they have learned
when they return to the “real world.” Left behind with that jargon will be some of the
learning associated with it. It is equally unfortunate to imply that the jargon and its
associated learning have no place in the “real world.” Too often it happens that telling
someone “back home” about what was learned is a difficult and disappointing
experience. When a trainer helps participants to develop their abilities to apply both
concepts and jargon to their “real world,” these participants can reenter their
communities confident that what they have learned can be put to use in everyday life.

SUMMARY AND CONCLUSION

Jargon can be a potent tool for the HRD professional whose aim is to promote learning,
change, or clear communication. Jargon shares psychological properties with all
language and with metaphors in particular. It can be used in establishing rapport with

and diagnosing problems of individual clients or client systems. When change is a
desired outcome, the development and/or careful use of appropriate jargon can serve as
an underlying structure to support that change. Finally, thoughtful use of jargon assists
clients in making sense of, remembering, and finding new uses for the information,
concepts, and skills presented by the professional. The reinforcing properties of jargon,
when wisely used, can ensure that the change or learning persists after the contract ends.
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[T UNDERSTANDING AND IMPROVING
COMMUNICATION EFFECTIVENESS

Gustave J. Rath and Karen S. Stoyanoff

Several years ago Richard Bandler and John Gritggyan studying the
communication behaviors of psychotherapists widely recognize for their therapeutic
successes. Their aim was to identify patterns of behavior associated with effective
results, to codify these patterns, and to make them available to others who aspire to be
effective therapists. They chose as their basic subjects Virginia Satir (Bandler, Grinder,
& Satir, 1976), a family therapist, and Milton Erickson (Bandler & Grinder, 1975a;
Grinder, DeLozier, & Bandler, 1977), a clinical hypnotist; another subject of more
indirect analysis was Fritz Perls, with whom Grinder studied. The skills and behaviors
identified were referred to as “magic,” a traditional term for any process that people do
not understand. In reality, once people learn these patterns of behavior, they, too, can be
“magicians.”

Bandler and Grinder note that their background is that of linguists with a focus on
the process of communication rather thandtwetent(Bandler & Grinder, 1975b;
Grinder & Bandler, 1976). The core of their theory is their interpretation of the ways in
which linguistic meanings are mentally assigned to basic thoughts and experiences. This
interpretation, called the Meta Model, serves as the foundation of their secondary model
of interpersonal-communication effectiveness, which is known simply as the
Communication Model. Although the communication methods proposed by Bandler and
Grinder in accordance with these models were developed to improve communication
effectiveness in the context of therapy, they can also be used to advantage in business
and industry and in group facilitation.

THE META MODEL

This model is based on the assertion of Chomsky (1957, 1968) and other linguists that
all languages share a basic or “deep” structure that is directly related to the physical
structure of the human brain. The three processes by which an individual transforms this

Originally published inThe 1982 Annual for Facilitators, Trainers, and Consultdmytd. William Pfeiffer and Leonard D. Goodstein
(Eds.), San Diego, CA: Pfeiffer & Company.

1The most widely available reports of their work can be found in Bandler and Grinder (1975b) and Grinder and Bandler (1976).
Eventually this work led them and their colleagues, Robert Dilts, Judith Delozier, and Leslie Cameron-Bandler (Dilts Baridker,
DelLozier, & Cameron-Bandler; 1979) to develop a theoretical approach walleatlinguistic programmin® For detailed information
regarding this approach, see Bandler and Grinder (1979) and Cameron-Bandler (1978).
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deep structure of mental experience into an observable or “surface” structure that can
then be communicated are identified in the Meta Model.

The first process consists of incorporating all relevant data in the transformation
from deep to surface structure. Because language is essentially a summary of actual
experience, it is inevitable that some information will be lost; however, it is important
that such losses be limited to data concerning insignificant details.

The second process involves accurately translating the range of the experience from
deep to surface structure. When this process is distorted, the individual focuses the
surface structure on a single aspect of the actual experience, thereby setting erroneous
limitations.

The third basic process concerns the correct use of logic. Although the deep
structure is inevitably logical, the transformation of deep to surface structure may
introduce a variety of illogical elements.

Thus, each of the three basic processes presents the potential for error: In the first
case, significant information can be lost; during the second process, erroneous limiting
of the experience can occur; and the third process can generate errors in logic. The Meta
Model provides people with appropriate responses to correct these errors and to help
clarify the meanings of messages. It should be noted, though, that the errors specified in
the model are often related to psychological disorders. Thus, it is only in the context of
psychotherapy that extensive use of the Meta Model is appropriate for interacting with
one other person in particular.

However, occasional use of responses inspired by this model can be valuable in a
group-facilitation setting to improve the communication process. The following
paragraphs provide a detailed discussion of each error and suggested responses for
correcting the error.

Informational Errors

The process of transforming relevant information can result in four different types of
errors: deletion, references to unspecified people, use of unspecified verbs, and
nominalization.

Deletionoccurs when a significant aspect of an experience is omitted. For example,
during a group discussion a member might say, “I disagree.” An appropriate response in
terms of the Meta Model is to ask for identification of the element omitted: ‘Wit
do you disagree?”

The second type of information errogferences to unspecified peopiesults from
the use of vague or general nouns and pronouns. For instance, a group member might
say, “They don’t like me.” In responding one must ask to whom the word “they” refers:
“Whodoesn't like you?”

Use of unspecified verlis the third type of error. A member of a group might say,
for example, “This group ignores me.” The group leader might request clarification by
asking, “Exactlywhatdoes the grougo that makes you feel ignored?”
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The fourth and final type of informational erromsminalizationwhich consists of
making a noun from a word generally considered to be another part of speech. For
example, a participant could say, “I believe the group process is going well.” “Process”
does not refer to a concrete, measurable object.

Erroneous Limitations

An individual who generally focuses on only one aspect of any experience formulates a
limited model of the world, which, in turn, keeps him or her from making free and open
choices. People can limit their world views in three ways: by using universal qualifiers,
by assuming the impossibility of certain situations, and by presuming the inevitability of
other conditions.

Universal qualifiersare words such as “always,” “never,” “all,” “every,” and
“nobody,” which imply that the statements to which they pertain are categorically true.
It is unlikely, however, that any expressed idea is without exceptions. Thus, when a
group member says, “Everybody in a group participates,” one may legitimately question
the validity of this comment by asking, “Is that true for every group to which you have
ever belonged?” Such a response may help the group member to recognize the fallacy in
the original statement.

Assuming impossibilitymits one’s own ability to bring about change. This is
indicated by the use of words and phrases such as “can’t,” “impossible,” “must not,” and
“unable to.” For example, a group member might say, “I can’t communicate clearly with
John.” This narrowing of the range of what may or may not happen might be followed
appropriately with the response “You haven't yet found a way to communicate clearly
with John.” A more direct confrontation is exemplified in the statement “You may not
want to communicate clearly with John.”

Presuming inevitabilitys the opposite of assuming impossibility. The key words
and phrases that indicate this form of narrowing process are “have to,” “necessary,”
“must,” “no choice,” and “forced to.” The group member who says, “I disagree with the
other members so strongly that | have no choice but to resign from the group” might be
corrected with this response: “You choose to have no choices. You could work with the
other members to resolve the conflict; you could present your viewpoint to the group as
a legitimate alternative for group action; or you could simply accept your difference of
opinion as normal and healthy in a group situation. Actually, you have a lot of choices
that you've decided not to consider.”

LRI 1] b1 LRI

Errors in Logic

These types of errors are characterized by sentences that establish illogical relationships
and thus lead to ineffective communication. The four specific types are faulty cause and
effect, mind reading, unlimited generalization, and unwarranted assumptions.

In this contexfaulty cause-and-effestatements are the result of the speaker’s
belief that one person’s behavior can be the direct physical cause of another person’s
emotional or internal change. A group member who says, “You bother me” might be
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challenged with the question “What is it in my behavior that you choose to allow to
bother you?”

Mind readingrefers to drawing conclusions about a person’s thoughts or feelings
without directly communicating with that person. An example is a comment such as “He
won’t say anything because he’s afraid of stating his opinion.” An appropriate response
might be “How do you know he’s afraid?”

The third type of error in logienlimited generalizationgeals with personal
opinions that are stated as if they pertain to everyone or to the world itself. For example,
the statement “It's a good idea to share feelings with others” may be countered with the
guestion “For whom is it a good idea to share feelings with others?”

A fourth and final type of error in logic involves makingwarranted assumptions,
assuming that some condition exists without verifying its existence. A group leader, for
example, might say, “Who will be the first to share personal feelings?” The assumption
behind this statement is that the members are willing to share their feelings. In addition,
statements that are introduced with phrases such as “l wonder,” “I question,” “I'm
curious,” “I know,” and “I understand” often contain embedded commands: “I wonder if
you're thinking about volunteering to be first.” Many people respond to such commands
by complying, even though they have not been asked specifically to do so. Superficially
the response called for is simply “yes” or “no,” but an implicit command of this kind is
commonly used to control behavior. For instance, if a group leader wishes to tell the
members to rearrange the chairs, he or she might say, “You can rearrange the chairs
now.” Although simply a statement of possibility, this phraseology probably would lead
the group members to respond directly by rearranging the chairs. In general, the
appropriate challenge to this type of error in logic is to ask the speaker whether he or she
Is actually requesting that something be done.

THE COMMUNICATION MODEL

The Communication Model (see Figure 1) offers an advantage over the Meta Model in
that it is easier to understand, to explain to others, and to use in various settings. It is
based on evidence that everyone uses three types of imagery for representing
information in the process of communication: visual, auditory, and kinesthetic. These
“representational systems” are used to help one to recall certain information as well as to
give and receive information. An individual’s principal representational system or
preferred type of imagery can be determined by analyzing a variety of cues, the most
popular of which are specific words and eye movements.

A person whose primary representational systewsisaluses many phrases that
are visually oriented, such asstewhat you mean” or “I caseethepicture
unfolding.” Specific eye movements also characterize this preference. People with this
type of orientation tend either to look upward or to defocus when trying to
communicate, interpret, or remember something.
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SPEECH INDICATORS EYE MOVEMENT INDICATORS SPEECH INDICATORS

Visual Thinking Visual Memory
| see | saw
It looks I looked

It might look like -~ | remember how it looked

Kinesthetic Thinking Auditory Thinking

| feel | hear
| touch It sounds
I'm in touch | can hear

Kinesthetic Memory Auditory Memory

| felt | heard
| touched It sounded
| was in touch | remember hearing

Figure 1. The Communication Model: Indicators of Re  presentational S ystems

Auditoryrepresentation is indicated by the use of phrases suclearihat you
say,” “It soundggood to me,” and “I'm itunewith the situation.” The characteristic eye
movements that accompany this preference are glances downward and to the left.

Thekinestheticrepresentational system centers around movement, touch, and
feeling. Phrases such as “I'mtouchwith the situation,” “Itfeelsright to me,” and “It’s
going to be aoughjob” are frequently used by an individual whose style preference is
kinesthetic. Typical eye movements are glances downward and to the right.

An activity that can be used with a group to illustrate these phenomena is as
follows: A volunteer is asked to close his or her eyes. All other participants are given
copies of Figure 1 and are asked to listen and observe closely as the volunteer responds
during the activity. To elicit information about the volunteer’s visual sensitivity, the
facilitator uses probes such as the following: “How many windows are on the front of
your house?” “Imagine that you are standing in front of this building. What color is the
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roof?” A second set of probes is used to access auditory information: “What is the eighth
word of the national anthem?” “When you open the door to your house, what is the first
sound that you hear?” To derive kinesthetic information, the following types of probes
are used: “Imagine that it is a cold winter day and you have just stepped out of your
warm house. What are your feelings?” “Which hand do you use to answer the phone?”
As a volunteer engages in this activity, the relative emphases that he or she places on the
three systems become evident.

The Communication Model can be used to analyze and correct a communication
breakdown as well as to improve an individual’s recall of important information.

Analyzing and Correcting Communication Breakdowns

If two people are having trouble communicating, the problem can be diagnosed by
analyzing the principal representational system being used by each person. If it is
discovered that these people tend to emphasize different types of imagery, their
communication can be improved by involving a third person to translate for each in
terms of his or her preferred system. As a result of this process, each of the original
parties hears terminology consistent with his or her preference but based on the other’s
representational system. When such a process takes place in a group setting, the others
who are present may point out and explain what is being observed. These explanations
help the two parties to understand that their inability to communicate is based not on
unwillingness to do so but rather on the fact that they have different styles of
communication because they use different representational systems. Ultimately, each of
the two may become sensitive to the other’s style and may generalize this sensitivity so
that the communications of others are more understandable and acceptable.

Such sensitivity can be a valuable asset when communicating with supervisors,
clients, family members, close friends, and fellow group members. The individual who
can identify another’s preferred representational system can employ that system to
communicate effectively with the other person. For example, when presenting a
proposal to a supervisor whose orientation is visual, using charts is appropriate. On the
other hand, a presentation for a supervisor with an auditory orientation should be either
completely verbal or in the form of written statements accompanied by spoken words; if
a chart is necessary, the individual responsible for the presentation should describe the
chart completely in words so that it is not necessary for the supervisor to interpret any
information from the visual image. During the verbal explanation the supervisor may be
seen to close his or her eyes or turn away, thereby ignoring a communication channel
that is not useful in order to concentrate on one that is. This kind of behavior confirms
the diagnosis of style preference.

Improving Memory Skills

The Communication Model can also be used to understand and improve memory skills.
For example, an analysis may be made of a factory worker’s system for remembering
the locations of various machine parts stored in the factory. During the course of this
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analysis, it may be found that the worker’'s method is to recall an object visually, to scan
the storage area visually, and then to recall the kinesthetic movements involved in
putting the object in a specific place. Therefore, training another worker to use the same
method would entail asking the worker to develop an awareness of this process; each
time an object is stored, the worker should make a conscious effort not only to look at
the object’s specific place of storage as well as the surroundings but also to be aware of
the physical movements involved in storing that object. This practice allows the worker
to develop a model for remembering the object’s location.

The training procedure can be altered to coincide with the individual learner’'s
preferred representational system by emphasizing awareness of that system’s cues in
particular. For example, if the new factory worker’s preferred communication style is
auditory, he or she could be trained to repeat aloud the steps involved in storing the item
rather than to scan the area visually. A person who can make use of all three systems
may be able to remember much more easily than the individual who relies on only one
or two systems; the second and third systems provide memory reinforcement as well as
a means for checking the accuracy of memories based on the primary system.
Awareness of finer distinctions, such as the color or intensity of visual cues, the pitch or
volume of auditory cues, and the texture or softness of kinesthetic cues, can also be
developed with practice, resulting not only in an increased ability to remember but also
in a greater ability to communicate with others in the terminology of their own particular
systems.

INTERRELATION OF THE MODELS

The Meta Model helps people to understand to some degree the nature of language and
how it affects one’s basic ability to communicate. The Communication Model deals with
the ways in which an individual retrieves information from memory and presents it to
others. Combination of the two models (Figure 2) results in a system that can be used for
the following purposes:

= To interpret the nature of the internal transformations being generated by the
sender or receiver of a message;

= To identify the kinds of transformational errors that may occur between the deep
and surface structures for each individual involved in a communication; and

= To anticipate problems that might arise for two people who are attempting to
communicate.

LAWS OF COMMUNICATION

Bandler and Grinder suggest a number of “laws” about human communication that form
the foundation of their work (Grinder, DelLozier, & Grinder, 1977). Two of these laws
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Person 1 A VISUAL “ Person 2

Surface Structure 5 J Surface Structure

Informational Errors/ Informational Errors/

Erroneous Limitations/ Erroneous Limitations/

Errors in Logic AUDITORY Errors in Logic

Deep Structure Deep Structure
KINESTHETIC

Figure 2. Interrelation of the Meta Model and the Communication Model

are especially important in that they further clarify communication problems and suggest
additional approaches for dealing with such problems.

One law states that the meaning of communication is more dependent on the
response it elicits than on the intent of the communicator. Ultimately what counts is
people’s reactions rather than the original statements. In many situations one does not
have to say anything to communicate; nonverbal behavior suffices. Thus, in effect the
law says that the first step in correcting faulty communications between two people is to
examine their behavioral interaction.

The other law states that each communicator, no matter how ineffective he or she
may seem, is using the best possible alternatives that are perceived to be available in a
given situation. In other words, no one willingly communicates badly. The optimistic
implication of this law is that people are generally willing to try to improve the
effectiveness of their communication.
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CONGRUENCY

Another important element in communication effectiveness is congruency, the extent to
which the various communication channels—words, tone, gestures, body positions, eye
movements, and so forth—all convey the same message. If this is the case, an
individual’s communication behaviors are said to be congruent; if not, they are
considered to be incongruent. When incongruity is apparent, it is difficult to determine
which message accurately communicates the speaker’s intent. For example, if a member
of a group says, “l want to be the first person to share my feelings,” but at the same time
shakes his or her head from side to side, the sincerity of the comment might well be
doubted. The other members may not know how to respond to this situation. One
approach is to directly confront the incongruence with a comment such as “You said you
want to share your feelings, but at the same time you shook your head as if to say ‘no’
and to deny this. Which do you mean?” Any of a number of other approaches can be
used to achieve at least temporary congruency (Bandler & Grinder, 1975b). Not dealing
with another person’s incongruity, however, creates further problems; when the listener
randomly chooses one of the incongruent messages as representative of the speaker’s
intent and responds accordingly, the original speaker may be unable to determine which
message generated the response. If the response to the previous example had been
“That’s fine,” the original speaker would not have known what was considered fine—
the comment, the underlying desire not to share feelings, or his or her state of conflict
over the sharing of feelings.

Congruent communication is important in that it can facilitate the development of
good rapport between two individuals or between a leader and group members.
Achieving personal congruency is the first step. After this has been accomplished, one
then develops the ability to match another person’s use of communication channels
(posture, gestures, language patterns, intonations, speed of talking, preferred type of
imagery, and so forth). Choosing to be similar to another person not only develops
rapport but also facilitates interpersonal trust, which, in turn, has been shown to have
great impact on interpersonal communication effectiveness (Gibb, 1961) and group
effectiveness (Zand, 1972).
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[0 A PRIMER ON SOCIAL STYLES

Beverly Byrum

Most theories of leadership and management categorize “styles” or “types” of
behavioral and personality characteristics. Although only a first step in understanding
the complexities of human interaction, style differentiation at least provides a place to
begin.

Merrill and Reid’s (1981) social-style approach demonstrates that an enormous
amount of information can be perceived by watching and listening. Because the theory
allows the perceiver to understand people better and to determine how best to work with
them, this approach is useful for people at all levels in an organization.

Merrill and Reid suggest that the social-style approach differs from other
approaches in the following ways:

1. The focus is on current behavior rather than on past behavior.

2. The emphasis is on external, verifiable information rather than on internal,
subjective information.

3. The goal is to deal with a number of different situations rather than with a single
type of situation (for example, assertiveness or delegation).

Another major difference is the nonjudgmental aspect of the appaaEptance
is a major theme. Styles are neither good nor bad, and no one style is preferable to
another.

SOCIAL-STYLE THEORY

Social style is defined as patterns of behavior that others can observe and report. Social
style originates ifbehavioral preferenceshe manner of talking and acting with which

one has become comfortable and tends to like in oneself and to be attracted to in others.
Social style is a method of coping with others that is learned in childhood. This method
becomes habitual and often clouds our intentions. This is especially evident in stressful
situations.

Merrill and Reid began doing research in the 1960s, beginning with the previous
work done by Fred Fiedler and the U.S. Office of Naval Research (Fiedler, 1967). This
earlier research defined the behaviors of good leaders. Four categories of leadership
behavior (consideration, structure, production emphasis, and sensitivity) resulted from
having subjects check a list of descriptive behaviors to indicate those of good leaders,

Originally published inThe 1986 Annual: Developing Human Resoubyed. William Pfeiffer & Leonard D. Goodstein (Eds.), San
Diego, CA: Pfeiffer & Company.
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but further work that attempted to determine the most important category yielded no
reliable results.

James W. Taylor, a staff psychologist with a large U.S. corporation (cited in Merrill
& Reid, 1981), created a structured, adjective checklist and asked people to describe
their own behaviors. Five categories emerged: self-confident, considerate, conforming,
thoughtful, and rigid. Merrill and Reid decided to use a different approach with the
checklist, asking numerous people to describe the behavior of one specific person. The
results of this work led to the development of the following three stales:

1. Assertivenesdhe tendency to tell or to ask, to influence or not to influence the
decisions of others;

2. Responsivenesthe tendency to emote or to control one’s feelings, to display
openly or not to express emotion; and

3. Versatility: the ability to be adaptable, resourceful, and competent or to be
inflexible and rigid.

Because versatility is the ability to change one’s behavior on both the assertiveness
and responsiveness scales to accommodate other people’s preferences, the social-style
profile is formed by using thassertivenesandresponsivenesscaleg.

Merrill and Reid, through the TRACOM Corporation, offer social-style awareness
training based on identifying, responding to, and adjusting to individual behaviors to
produce more satisfactory relationships.

The Goals of Social-Style Awareness

The four stated objectives of social-style awareness training are as follows:

1. Know yourselfldentify the strengths of your style and understand that overuse
of strengths can lead to perceived negative attributes or weaknesses.

2. Control yourselfldentify and take the growth actions required by your style.

3. Know othersldentify the strengths of other styles and understand that it is
overuse of strengths that leads to perceived weaknesses. Regard others as
different rather than as wrong or bad.

L All three scales have been tested and determined reliable; assertiveness and versatility have been tested and fouthe valid. See
“Appendix” in Personal Styles and Effective PerformarimePavid W. Merrill and Roger H. Reid, 1981, Radnor, PA: Chilton Book
Company.

2 Although Merrill and Reid claim that styles should be viewed philosophically as different rather than as good or bad and that
versatility is an independent dimension, research by Snavley (1981) indicates that certain styles are perceived morthdavottadily in
certain situations. His findings include the following:

1. Perceived versatility, trustworthiness, character, sociability, similarity, and social attraction are higher for re$@onsive t

nonresponsive styles.

2. Perceived competence, interpersonal power, and task attraction are higher for assertive than nonassertive styles.

These conclusions may suggest that an expressive style, high in both assertiveness and responsiveness, is more dés#rable than o
styles when primary relationships are at stake. These scales yield four style types that can be differentiated in tevios (seledfigure 1).
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CONTROL

(Nonresponsive)
Analytical Driver
ASK TELL
(Nonassertive) (Assertive)
Amiable Expressive
EMOTE
(Responsive)

3

Figure 1. The Social-Style Profile

4. Do something for othergdapt your style to others by understanding how they

perceive you, both positively and negatively; and use their styles to make contact
with them, to complement their “weaknesses” in a sensitive manner.

The objectives of social-style awareness training lead to the ultimate goal of
improving one’s versatility—the ability to handle behavioral preferences skillfully so
that others remain comfortable and nondefensive. Increased versatility increases the
probability of more respectful relationships and more productive work.

The Values of Social-Style Awareness Training

The goals of social-style awareness are based on values that result from the acceptance
of differences in others. These values include the following beliefs:

1.
2.
3.

© N oA

People perform best in positive relationships.
People need to work on productive relationships.

A change of approach to peoplena manipulative; rather, it demonstrates
respect for the uniqueness of others.

Maturity involves the recognition that others are important.

Developing skills for dealing with interpersonal relationships is a desirable goal.
The use of skills to manipulate others becomes known.

The effort required to learn about social styles represents growth.

Controlling one’s actions need not conflict with one’s beliefs and values.

3 FromPersonal Styles and Effective PerformarimeDavid W. Merrill and Roger H. Reid. Copyright © 1981 by David W. Merrill and
Roger H. Reid. Reprinted with the permission of the publisher, Chilton Book Company, Radnor, PA. This book contains docuraleéati
to the original work done by the TRACOM Corp. in Denver in the SOCIAL STYLE™ Models.
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Merrill and Reid’s approach, while behaviorally oriented, maintains that each
person, unique and individual, is worthy of respect and effort in interpersonal
relationships.

THE FOUR STYLES

A profile of each style follows (see Figures 2, 3, 4, arfdT)e profile of the “driver”

will be used to demonstrate how each profile is to be read. The dstrengthshow

he or she iperceivedoositively, are independence and practicality, while the
weaknesses$iow he or she iperceivedhegatively, are harshness and severity. The
theme of this style is acting or doing, which often finds the dgpecializingn

positions of command or authority. The drivinghaviorsthat can be recognized in self
and others aregrbalfocus on facts and taskyacal pattern that tends to be fast and
loud, andnonverbalbehavior characterized by pointing, leaning forward, and a rigid
posture. Undestressthe driver will resort to autocratic power or domination, a result of
moving more intensely into his or her behavioral preferences. To control those behaviors
and takegrowth action,the driver must practice listening. More generally, the driver can
be recognized by a swift reaction time; a major effort to control; a minor concern for
sensitivity in relationships; a present time frame; action that is direct and
straightforward; a rejection of no action; and a strong need to control, produce results,
and achieve.

4 These figures are based on materi@énsonal Styles and Effective PerformarimeDavid W. Merrill and Roger H. Reid, copyright
1981 by Merrill and Reid. Chilton Book Company, Radnor, PA. This book contains documentation related to the original viyrkhdone
TRACOM Corp. in Denver in the SOCIAL STYLE™ Models.
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+

Tends to be perceived as: ——» —

more statements

Strong willed Pushy

Independent Severe

Practical Tough

Decisive Dominating

Efficient Harsh
BEHAVIORS: RECOGNIZED BY:
faster Swift reaction time

Maximum effort to control

Minimum concern for caution
in relationships

Present time frame

leans forward to make point Direct action

VERBAL/| louder

VOCAL monotone
focuses on task
uses facts/data
pointing at others

NON- direct eye contact

VERBAL

closed hands
rigid posture

controlled facial expression

Tendency to reject inaction

Need for control/results/achievement

STRESS REACTION

AUTOCRATIC POWER

Command
Specialist

GROWTH ACTION

LISTEN

Figure 2. The DRIVER
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+

Tends to be perceived as: ——» —

Industrious Critical
Persistent Indecisive
Serious Stuffy
Exacting Picky
Orderly Moralistic
BEHAVIORS: RECOGNIZED BY:
slower Slow reaction time
fewer statements
VERBAL/| softer Maximum effort to organize
VOCAL monotone
focuses on task Minimum concern for relationships

uses facts/data
Historical time frame

hands relaxed or cupped Cautious action
NON leans back while talking
- indirect eye contact Tendency to reject involvement
VERBAL |  closed hands
rigid posture Need for accuracy/being right/
controlled facial expression achievement

Technical
Specialist

STRESS REACTION GROWTH ACTION

AVOIDANCE DECLARE

Figure 3. The ANALYTICAL
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+

Supportive
Respectful
Willing
Dependable

Agreeable

Tends to be perceived as: ——» —

Conforming
Unsure
Pliable
Dependent

Awkward

BEHAVIORS:

RECOGNIZED BY:

VERBAL/
VOCAL

slower

fewer statements
softer

vocal inflection
focuses on people
uses opinions/stories

NON-
VERBAL

hands relaxed or cupped
leans back while talking
indirect eye contact
open palms

casual posture
animated expression

Unhurried reaction time

Maximum effort to relate

Minimum concern for effecting change
Present time frame

Supportive action

Tendency to reject conflict

Need for cooperation/personal
security/acceptance

STRESS REACTION

COMPLIANCE

Relationship

GROWTH ACTION

INITIATE

Figure 4. The AMIABLE
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+

Ambitious
Stimulating
Enthusiastic
Dramatic

Friendly

Tends to be perceived as: ———» —

BEHAVIORS:

VERBAL/
VOCAL

faster

more statements
louder

voice inflection
focuses on people
uses opinions/stories

NON-
VERBAL

points at others

leans forward to make
points

direct eye contact

open palms

casual posture

animated expression

Social-
Recognition

STRESS REACTION

PERSONAL ATTACK

Figure 5. The EXPRESSIVE

Manipulative
Excitable
Undisciplined
Reacting

Egotistical

RECOGNIZED BY:

Rapid reaction time
Maximum effort to involve
Minimum concern for routine
Future time frame

Impulsive action

Tendency to reject isolation

Need for excitement/personal
approach/acceptance

GROWTH ACTION

CHECK

Similarities inbehaviorsacross styles are attributed to the common behaviors of
either the assertiveness or responsiveness scales (see Figure 6). Because the scales are
represented in quartiles, those that cluster around 50 percent on either dimension will

also show evidences of the most proximate style.
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Assertiveness

0 25 50 75 100
Analytical Analytical Driver Driver
Analytical Driver Analytical Driver
@ 25
o Analytical Analytical Driver Driver
o Amiable Expressive Amiable Expressive
@ 50
S Amiable Amiable Expressive Expressive
§ Analytical Driver Analytical Driver
75
Amiable Amiable Expressive Expressive
Amiable Expressive Amiable Expressive
100

Figure 6. Shared Behaviors Among Social Styles

Comprehension of one’s own style and the styles of others clarifies why a dynamic
fit exists between some people and tolerant coexistence or intense clashes exist between
others (see Figure 7). One usually is most comfortable with people who have the same
style; one usually can attain at least minimal cooperation with people whose styles share
similarities to one’s own on either the assertiveness or responsiveness scale; and one
usually experiences tension in dealing with people whose styles have nothing in
common with one’s own.

Controls

Analytical <———» Driver

o ] [ e
l l

Amiable <«—1—>» EXxpressive

Emotes

® Diagonal arrows represent clashes
between opposites.

m Vertical and horizontal arrows
represent commonalities on one
dimension.

Figure 7. Relationships Among Social Styles
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As one learns and practices versatility, tension and defensiveness between oneself
and others can be reduced, and comfort and acceptance can be increased with all styles.
Versatility means respectful adjustment to the styles of others; it does not require
forsaking one’s own style or convictions and becoming a different person.

Figures 8, 9, 10, and 1$how how each style is perceived by the other styles,
including the strengths and weaknesses of the style and how adjustments can be made to
complement other styles for productive task accomplishment.

Analytics

Relate to your efficiency, logic, command of
data, and task orientation.

Question your haste, bossiness,
decisiveness, competitiveness, and risk
taking.

To work better with
analyticals:

1. Bring them detailed facts and logic in
writing.

2. Be patient while they evaluate and
check the accuracy of the data.

3. Help them to reach conclusions by
encouraging them to set deadlines after
you have provided time for review.

Other Drivers

Perceive you as action oriented, in a
hurry, bossy, commanding, efficient,
stubborn, disciplined, tough,
independent, secretive, logical,
demanding, nonlistening, quick,
decisive, and unfeeling.

To work better with
fellow drivers:

Agree in advance on specific goals and
provide freedom to work within these
limits. An unproductive deadlock can
occur when there is too much
dominance and no allowance for
independence and individuality.

Amiables*

Relate to your efficiency and discipline.

Question your lack of feeling, tough
mindedness, bottom-line orientation,
impatience, and secretiveness.

To work better with
amiables:

1. Show concern for them and their
families, interests, etc.

2. Slow down and provide details and
specifics about how to accomplish
objectives.

3. Support efforts and accomplishment
with personal attention.

*Working with this style will require you
to exercise your versatility.

Expressives

Relate to your accomplishments,
independence, and decisiveness.
Question your coldness, lack of
playfulness, critical nature, and
discipline.
To work better with
expressives:

1. Be more open about yourself,
feelings, gossip, and opinions.

2. Relax time constraints within
structure; provide incentives

3. Provide public recognition for
accomplishments (let them win in
front of others).

Figure 8. How Others Respond to a DRIVER

5 Adapted from pp. 140-143 irersonal Styles and Effective PerformarmeDavid W. Merrill and Roger H. Reid. Copyright © 1981
by David W. Merrill and Roger H. Reid. Reprinted with permission of the publisher, Chilton Book Company, Radnor, PA. Ttus tzdek
documentation related to the original work done by the TRACOM Corp. in Denver in the SOCIAL STYLE™ Models.
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Other Analytics

Perceive you as thoughtful, wanting more
facts, conservative, quiet, critical,
logical, cool toward others, thorough,
cooperative, distant, reserved, stern,
austere, dependable, and accurate

To work better with
fellow analyticals:

Recognize the need for making timetables
and for reaching decisions. Reinforcing
one another’s desire for more
information may form a self-

Drivers

Relate to your logic, command of data,
accuracy, and dependability.

Question your overabundance of facts,
lack of decisiveness, and lack of risk
taking.

To work better with
drivers:

1. Summarize the facts and various
outcomes; let them decide.

2. Depend on self-discipline rather than
on excessive reports or precise

Relate to your cooperative and
conservative nature, accuracy, and
patience.

Question your lack of warmth and close
relationships and your dependence on
figures.

To work better with
fellow amiables:

1. Show your interest in them as people,
rather than as workers.

2. Use their skills as mediators to build
relationships inside the organization.

3. Help them to perceive the big picture
and how they relate to it.

perpetuating cycle that does instructions
not produce results. 3. Recognize results with monetary
rewards.
Amiables Expressives*

Relate to your cooperativeness and
dependability.

Question your dependence on
facts, criticalness, stuffy nature,
impersonal approach, and lack
of fun.

To work better with
expressives:

=

Spend informal time with them.

2. Recognize their need for
package sales, incentives, and
contests.

3. Ask for their opinions and

input on a noncritical,

accepting basis

*Working with this style will
require you to exercise your
versatility.

Figure 9. How Others Respond to an ANALYTICAL
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Analytics

Relate to your cooperative,
careful, quiet, thoughtful, and
willing ways.

Question your soft-hearted,
easygoing nature; emotional
responses; and compliance with
others.

To work better with
analyticals:

1. Stress the need for facts and data
rather than emotions to build a case,
but let them do the work-up with a time
limit.

2. Provide added opportunities for class
work and study in return for meeting
activity standards.

3. Build confidence in the relationship

Drivers*

Relate to your supportive, helpful, team-
oriented, and careful nature.

Question your lack of initiative, need for
detail, small thinking, and responsive
side.

To work better with
drivers:

1. Be businesslike; let them tell you how
to help and what they want. Do not try
to build a relationship or friendship.

2. Stay on schedule; stick to the agenda;
provide factual summaries.

3. Let them make decisions based on
options you provide.

*Working with this style will
require you to exercise your

through demonstrated technical versatility.
competence.
Amiables Other Expressives

Perceive you as supportive, quiet, friendly,
shy, retiring, team oriented, helpful,
kind, thoughtful, slow to act,
nonthreatening, soft hearted,
easygoing, complying, responsive,
open, willing, careful, and cooperative.

To work better with
fellow amiables:

Be hard-nosed, insistent, and directive (an
uncomfortable role but a necessary
one in this situation); otherwise, it is
likely that no one will take the
necessary initiative, and the end result
will be unsatisfactory.

Relate to your supportive, friendly,
responsive, and helpful
characteristics.

Question your slowness to act and your
careful, complying, hon-competitive
stance.

To work better with
expressives:

1. Try to bring them definite opinions,
backed by third-party endorsement;
do not waver.

2. Publicly recognize and praise their
accomplishments.

3. Stand your ground when challenged

about rules and previously
established procedures.
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Analyticals*

Relate to your imaginative, stimulating, and
thought-provoking nature.

Question your ability to perform as stated,
your follow-through, and your loud,
flashy, emotional side.

To work better with
analyticals:

1. Talk about facts, not opinions, and
break down component parts,
preferably in writing.

2. Back up your facts with proof from
authoritative sources.

3. Be quietly patient while they discover
for themselves what you already know.

*Working with this style will
require you to exercise your
versatility.

Drivers

Relate to your outgoing, imaginative,
competitive, and personable aspects.

Question your rah-rah, demonstrative,
impulsive, emotional side.

To work better with
drivers:

1. Back up your enthusiasm with actual
results; demonstrate that your ideas
work.

2. Beontime and keep within agreed-on
limits; provide materials promptly.

3. Provide choices of action whenever
possible and let the drivers select the
course of action.

Amiables

Relate to your warmth, enthusiasm,
and stimulating and personable nature.
Question your outgoing, loud, dramatic,
impulsive side.

To work better with
amiables:

1. Slow down the pace and volume; allow
time to build a relationship.

2. Work on one item at a time, in detail;
avoid the confusion of too many tasks
or ideas at one time.

3. Encourage suggestions, participation
in team activities, and supportive roles.

Other Expressives

Perceive you as outgoing,
enthusiastic, warm, opinionated,
talkative, intuitive, emotional,
stimulating, imaginative,
impulsive, excitable, loud,
flashy, dramatic, personable,
competitive, and caring.

To work better with
fellow expressives:

Provide the discipline in this
relationship, or all the fun and
creativity may accomplish
nothing. Keep on track and
emphasize the basics, allowing
carefully limited experimentation
as a reward for results.

Figure 11. How Others Respond to an EXPRESSIVE
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A simplified, general approach for each style, regardless of one’s own, is as

follows:

ANALYTICAL
= Explain how first.
= Proceed deliberately.
= Support the other person’s principles.
» Talk about documented facts.
= Provide deadlines.
= Be patient, organized, and logical.

AMIABLE
= Explain why first.
= Proceed softly.
= Support the other person.
= Talk about personal life.
= Provide initiative.
= Be gentle, specific, and harmonious.

DRIVER
Explain what first.
Proceed rapidly.
Support the other person’s results.
Talk about immediate facts.
Provide freedom.
Be businesslike, time conscious, and
factual.

EXPRESSIVE
Explain who first.
Proceed enthusiastically.
Support the other person’s intentions.
Talk about people and opinions.
Provide discipline.
Be stimulating, open, and flexible.

USES OF THE SOCIAL-STYLE APPROACH
The social-style approach can be used to improve relationships in seven areas in the

workplace:

1. Team Compositiorin forming a new team, care can be taken to have all four
styles represented if the task must begin with ideas and end with implementation
and evaluation. One particular style can be selected for particular portions of the
task (for example, drivers for implementation).

2. Team BuildingA social-style learning activity can be used to aid team members
in understanding complementary and conflicting styles, potential blind spots,
how to adjust to one another, and how to build on the strengths that members

bring to the team.

3. Superior/Subordinate Relationshigihe approach can be used from either
vantage point to demonstrate how best to achieve task accomplishment with
different styles. Supervisors and managers can learn how to direct, guide,
support, and reward each style. Subordinates can learn how to enlist help from,
propose ideas to, and win approval from each style.

4. RecruitmentAdvertising can appeal to the social style desired for a position by
describing the job in terms that reflect that style’s behavioral preferences.
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5. SelectionThe social-style approach can be used both to help candidates feel
comfortable and to determine their social-style “fit” for the position, especially if
social-style profiles have been created for the “achievers” in that position.

6. Training. Training can be structured or adapted to the individual or group
according to predominant style (for example, analyticals should be approached
with an emphasis on actual data and a minimum of personal sharing).

7. Organization Developmend knowledge of the organizational culture can be
increased by identifying the styles of those who guide the organization. A strong,
stable organization can be built over time by having all four styles represented in
appropriate functional areas. Plans for management succession can include
training, developing, and placing people with particular styles in positions where
those qualities are most needed.

Fit with Other Theories

Although the social-style approach is unique, it enjoys a good “fit” with other current
theories that deal with the dimensions of assertiveness and responsiveness and the four
combinations of styles that result: high assertiveness-low responsiveness, high
assertiveness-high responsiveness, low assertiveness-high responsiveness, and low
assertiveness-low responsiveness.

Training magazine (1982) published the chart shown in Table 1 to demonstrate the
similarities among the four style approaches from a variety of training organizations and
the published literature.

Table 1. The Many Faces of the Four-Style Grid ¢

High High Low Low
Assertiveness Assertiveness Assertiveness Assertiveness
Low High High Low
Responsive- Responsive- Responsive- Responsive-
ness ness ness ness Combination
BASIC SYSTEMS
Medieval Four Choleric Sanguine Melancholic Phlegmatic
Temperaments
William M. Marston, Dominance Inducement of Steadiness Compliance
Emotions of Normal Others
People
John G. Geier, Dominance Influence Steadiness Compliance
Personal Profile
System

5 Reprinted with permission from the November 1982 issugaihing Magazine. Lakewood Publications, Minneapolis, MN. All
rights reserved.
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Table 1 (continued). The Many Faces of the Four-Style Grid

Management Survey

High High Low Low
Assertiveness Assertiveness Assertiveness Assertiveness
Low High High Low
Responsive- Responsive- Responsive- Responsive-
ness ness ness ness Combination
Thomas C. Ritt, Jr., Dominance Influence Steadiness Compliance
Personal Concepts
Leo McManus, AMA’s Dominance Influence Steadiness Compliance
Management and
Motivation
David W. Merill-Roger Driver Expressive Amiable Analytical
H. Reid, Personal
Styles and Effective
Performance
The TRACOM Driver Expressive Amiable Analytical
Corporation, Style
Awareness Training
Wilson Learning Driver Expressive Amiable Analytical
Systems, Managing
Interpersonal
Relationships
Stuart Atkins, LIFO® Controlling- Adapting- Supporting- Conserving-
(Life Orientations) Taking Dealing Giving Holding
CONFLICT
RESOLUTION
Thomas-Kilmann Competing Collaborating | Accommodating Avoiding Compromising
Conflict Mode
Instrument
Allen A. Zoll, 11l Domination Integration Suppression Evasion Compromise
Explorations in
Management, quoting
Mary Parker Follett
Donald T. Simpson, Power Integration Suppression Denial Compromise
“Conflict Styles:
Organizational
Decision-Making”
Jay Hall, Conflict- 9/1 9/9 1/9 1/1 5/5
Win-Lose Synergistic Yield-Lose Lose-Leave Compromise
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Table 1 (continued). The Many Faces of the Four-Style Grid

High High Low Low
Assertiveness | Assertiveness Assertiveness Assertiveness
Low High High Low
Responsive- Responsive- Responsive- Responsive-
ness ness ness ness Combination
PERFORMANCE
APPRAISAL
Robert E. Lefton et al., Q1 Q4 Q3 Q2
Effective Motivation Dominant- Dominant-Warm Submissive- Submissive-
Through Performance Hostile Warm Hostile
Appraisal
Dimensional Training Q1 Q4 Q3 Q2
Systems Dimensional Dominant- Dominant-Warm Submissive- Submissive-
Appraisal Training Hostile Warm Hostile

Four more additions can be made to Table 1, as shown in Table 2. Although the fit
may not be exact, there are sufficient similarities to include them.

Table 2. Additional Four-Style Approaches

High Assertiveness | High Assertiveness Low Low
Low High Assertiveness Assertiveness
Responsiveness Responsiveness High Low
Responsiveness Responsiveness
1. Drake Beam Senser Intuitor Feeler Thinker
Morin, Inc.,
I-Speak
Communication
Styles
2. Hersey-Blanchard, S1 Tell S2 Tell S3 Collaborate S4 Delegate
Situational
Leadership™
3. Bernice McCarthy, Type 3 Learner Type 4 Learner Type 1 Learner Type 2 Learner
4 MAT System of
Learning Styles
4. Ned Hermann, Brain Limbic Left Cerebral Right Limbic Right Cerebral Left
Dominance
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SUMMARY

The social-style approach focuses nonjudgmentally on the behavioral styles of oneself
and others with the purpose of teaching one to adapt to and improve interpersonal
interaction. It is useful in both personal and professional relationships, is easy to teach to
people at any organizational level, and can serve a number of organizational goals.
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[0 THE FEELINGS VOCABULARY:
A TOOL FOR HRD PROFESSIONALS

Kathy L. Dovey and William L. Summer

Feelings are our reactions to the world around us. Many experts agree that all feelings
are derived from one of four basic emotions: anger, joy, grief, and fear (represented,
respectively, by the adjectives “mad,” “glad,” “sad,” and “afraid”). People’s abilities to
express their feelings vary widely. Some people have the ability not only to state at any
point in time which of the four emotions they are experiencing but also to pinpoint the
precise word that defines the feeling. Others easily can identify their basic emotions, but
are stymied in distinguishing beyond that. Still others have to struggle to identify their
feelings or, in some cases, are unable to admit to being mad, glad, sad, or afraid.

Conventional wisdom in human behavior seems to be that a person benefits greatly
by being in touch with his or her feelings. Understanding one’s feelings facilitates not
only the development of intimacy in interpersonal relations but also the management of
stress and physical and mental well-being. In the popularMoukTraps: Change
Your Mind, Change Your Lif§,om Rusk and Natalie Rusk (1988, p. 49) say, “Feelings
are the reason anyone cares about anything in life. Without feelings, life would have no
quality, good or bad.”

Human functioning and growth are largely dependent on the ability not only to
identify but also to describe feelings. Understanding oneself and how one’s behavior
affects others, communicating, and building satisfactory relationships are all dependent
on this ability. The process of identifying feelings and describing them in a clear,
concise manner can be learned. Personal-growth training, for example, provides
participants with an opportunity to express their feelings openly and to receive feedback
on how that expression affects others. Participants may find that sharing their feelings in
this type of setting is either easier or harder than previously experienced, depending on
whether the group is supportive or unsupportive. But at least the training setting offers a
chance to explore feelings in depth. Trainers often ask questions such as “What are you
feeling at this moment?” Some participants find themselves pausing for an
uncomfortably long period of time as they struggle to reply; others attempt an awkward,
rambling discourse on how they feel. But with persistence people gradually improve at
understanding and expressing their feelings.

People who are unaccustomed to dealing with their feelings and want to change this
mind-set may encounter certain barriers, one of which is defenses that have been built
up as protection against pain. It may take exceptional discipline for a “feelings novice”

7w

Originally published imThe 1990 Annual: Developing Human Resouftnes. William Pfeiffer (Ed.), San Diego, CA: Pfeiffer &
Company.
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to tune in to feelings. A commitment to check feelings daily at regularly scheduled
intervals may help; just as repetition builds the negative habit of masking or denying
feelings, it can build the positive habit of checking one’s emotional state.

Another barrier may be a vocabulary that includes too few descriptive words or a
tendency not to use a range of words to describe feelings. A number of personal-growth
groups as well as some drug- and alcohol-addiction programs distribute lists of “feeling”
words to participants. These lists serve as learning aids for participants as they strive to
be in touch with their feelings enough to detect any patterns of negative behavior or
addiction coinciding with certain feelings. The end result ideally would be a break with
the connection and, thus, a change of the negative pattern.

A LIST OF “FEELING” WORDS

The authors prepared a list of “feeling” words based on a range of intensities (high,
medium, or low) of the basic terms “mad,” “glad,” “sad,” and “afraid.” After developing
the initial list, the authors mailed it to many HRD professionals to obtain their reactions.
Any word whose level of intensity (high, medium, or low) received a fairly standard
rating was retained, whereas any word that did not receive a fairly standard rating was
deleted from the list.

Figure 1 presents the survey restiNgithin each major category of feeling (“mad,”
“glad,” “sad,” and “afraid”), the words are divided into columns according to their
corresponding levels of intensity as determined by the respondents. The words in each
column are listed alphabetically. To use the list, a person refers to the appropriate
category, identifies the level of intensity of the feeling being considered, and then
surveys the words in that column to find one that matches or closely resembles the
feeling.

This list is offered as the basis for a systematic approach to tapping into feelings, at
least until the process becomes automatic for a person. Using the list may seem
mechanical or contrived, and to some degree it is. However, the learning of any skill
involves some awkwardness at first. Gradually the awkwardness is replaced with a
degree of comfort, and eventually the use of the skill becomes automatic. At that point
the person has developed a new habit—in this case, the habit of keeping in touch with
feelings.

1 When devising the list that was originally sent to respondents, the authors attempted to select words that would basiittject to
discrepancy as possible between the meaning intended and the meanings interpreted by respondents. Nevertheless, tedinalriston th
(those that appear in this figure) are relative; any judgment on the part of the respondents as to whether a word coversies migtium
intensity or medium versus low intensity is a subjective matter.
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MAD
High Medium Low
Angry Aggravated Animosity  Provoked
Bitter Antagonistic Bothered  Rancor
Boiling Disgusted Burned Sore
Detestable Exasperated Chafed “Teed off”
Enraged Frustrated Displeased Uneasy
Fuming Incensed Enmity Unhappy
Furious Indignant Ireful Unsettled
Hateful Inflamed Irked Vexed
Hostile Vengeful Miffed
Infuriated Worked-up Peeved
GLAD

High Medium Low
Alive Blessed Jovial Blithe
Cheerful Comfortable  Lighthearted Bothersome
Delighted Content Overjoyed Complacent
Ecstatic Enchanted Peaceful Tranquil
Energetic Exalted Pleased
Excited Exquisite Proud
Exuberant Gay Rapturous
Happy Gleeful Serene
Jubilant Grateful Spirited

Gratified Vibrant

Hilarious Warm

Jolly Zestful

Figure 1. The Feelings Vocabulary
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SAD

High Medium Low
Beaten Grim Dejected Moved Ashamed
Bleak Helpless Discouraged Pessimistic Bored
Blue Hopeless Dismal Regretful Bruised
Crestfallen Humiliated Dispirited Rejected Cheerless
Defeated Melancholy Down Shameful Deflated
Depressed Mournful Downcast Solemn Disappointed
Despondent Numb Forlorn Sullen Distant
Devastated Sorrowful Heavy “Turned off” Embarrassed
Disconsolate Woebegone Humbled Unfulfilled Gloomy
Empty Woeful Lonely Unhappy Hurt
Grieving Worthless Morose Let down
Pained
Resigned
Somber
Uninterested
AFRAID
High Medium Low
Alarmed Agitated Nervous Alone Hesitant
Cowardly Anxious Perturbed Bothered Reluctant
Distressed Apprehensive Pessimistic Cautious Restless
Fearful Disoriented Shaky Concerned Skeptical
Frightened Fainthearted Startled Coy Timid
Ghastly Inadequate Tense Diffident Timorous
Intimidated Inferior Troubled Disinclined Unconfident
Panic-stricken Insecure Uptight Doubtful Uneasy
Petrified Jittery Worried Dubious Unsettled
Scared Lost Edgy Unsure
Shocked Fidgety Vulnerable
Terrified
Threatened
Tremulous
Figure 1 (continued). The Feelings Vocabulary
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USE OF THE LIST IN HUMAN RESOURCE DEVELOPMENT

Professionals in human resource development (HRD) may find the list useful in many
different ways. Organizational-change agents need to be able to determine the intensity
of people’s feelings about events like mergers, alterations of organizational structure,
and the introduction of new technology. As previously mentioned, many personal-
growth groups and drug- and alcohol-addiction programs distribute similar lists as
learning aids for participants who want to get in touch with their feelings. Training in
assertion, active listening, and stress management may be facilitated by distributing the
list and encouraging participants to use it. Sometimes the introduction of such a handout
formalizes a discussion of a difficult subject like feelings and allows people to

participate with a greater degree of comfort than they might otherwise experience.

In addition, the list may be used to help people to identify and discuss their feelings
during the course of teambuilding sessions. In such sessions team members deal with a
wide variety of issues: defensiveness, supportiveness, resistance, giving and receiving
feedback, conflict management, personal congruence (between statements of beliefs and
actual behavior), responsibility, risk taking, and various functional and dysfunctional
behaviors. It is difficult if not impossible to address these issues without being able to
identify and express feelings. Similarly, activities involving group problem solving and
consensus seeking may present opportunities to use the list to elicit statements about
feelings.

Managers, in particular, may benefit from being introduced to the list. During the
processes of coaching and performance appraisal, for example, a manager may need to
elicit information from a subordinate about personal feelings. Also, every manager
needs to obtain feedback regarding how subordinates feel about organizational or unit
changes; without such information, changes can fail shortly after implementation due to
people’s inability or unwillingness to follow through.

Professionals in HRD may also find the list helpful in eliciting feedback about the
iImpact of their behavior on others. Trainers and consultants have a significant influence
on the learning processes of those with whom they work. It is essential to determine
whether trainees and clients are receptive, involved, and enthusiastic; it is equally
essential to gauge how a professional’s behavior affects such attitudes as well as how
the professional feels about the effects of his or her behavior. Trainers who receive
negative feedback on their training styles, for example, need to get in touch with their
feelings about that feedback. Ignoring or denying feelings hinders the feedback process
and prevents trainers from taking steps to change behaviors that are negatively perceived
by trainees.

The HRD professional is continually confronted with the importance of identifying
and describing feelings; it is a rare training session or consultation that does not evoke
feelings that must be dealt with. The professional who is able to deal with feelings—and
to help others in the process of dealing with theirs—can be an invaluable asset to an
organization. The authors hope that the feelings vocabulary offered in this article will
facilitate the development of that ability.
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[ USING PERSONALITY TYPOLOGY TO BUILD
UNDERSTANDING

Toni La Motta

Understanding how others function is a first step in working with them. Organizations
consist of people who differ from one another on almost every dimension possible.
Diversity certainly is a challenge that is here to stay.

However, diversity also offers an opportunity to appreciate differences. In the face
of constant change, organizations need the differing strengths of different types of
people. Increasingly organizations are turning to human resource development (HRD)
professionals to guide them in managing change and managing diversity. The HRD
professional then acts as a bridge between past and future technologies and as a
facilitator between employees and managers and among various teams within an
organization. As such, an HRD professional plays roles ranging from teacher to
technician to prophet to psychologist.

In a dynamic environment, the most important and least understood HRD role may
be that of psychologist. People react in many ways to changes around them; some adjust
well, but others see change as threatening and react defensively. An effective way to
diminish the defensiveness that occurs with change is to define roles clearly and to make
personnel feel acknowledged and appreciated. Understanding theories of personality
type can help an HRD professional in these endeavors.

This article begins with brief reviews of three related theories of personality
typology: Jung, Myers and Briggs, and Keirsey and Bates. Jung’s work formed the basis
of the later work of Myers and Briggs; the work of Myers and Briggs, in turn, formed
the basis of Keirsey and Bates’ work. Next the article describes the four dimensions of
personality that provide the structure for these three theories. These dimensions are
extraverts/introverts, sensors/intuitors, thinkers/feelers, and judgers/perceivers. The
article subsequently outlines Jung’s functional types and then provides detailed
explanations of the more widely recognized Myers-Briggs types and Keirsey and Bates
temperaments.

The explanatory material is important to an understanding of the next section, the
role of temperament and management style. Following that, four case studies of how
personality typology can be used in an organizational setting are presented. Finally, the
article describes action steps that can be taken by managers and HRD practitioners who
want to use personality typology to enhance understanding in the workplace.

Originally published imThe 1992 Annual: Developing Human Resoutnes. William Pfeiffer (Ed.), San Diego, CA: Pfeiffer &
Company.
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HISTORICAL PERSPECTIVE ON PERSONALITY TYPOLOGIES
Jung'’s Theory of Type

Carl Gustav Jung was a Swiss psychiatrist whose theory of psychological types
(Pfeiffer, 1991) helps people to recognize and to understand basic personality
differences. In essence, this theory describes people’s ranges of orientations to
perceiving(sensing versus intuitivepterpreting(thinking versus feeling), and
responding(extraversion versus introversion). By becoming aware of these basic
differences, people can better understand others’ motivations and behaviors and can
expand tolerance and respect for those whose styles are different.

Jung recognized that people make clear choices from infancy on as to how they use
their minds. Although each person has some of each kind of orientation, he or she
generally favors one type over the other. Furthermore, types seem to be distributed
randomly with regard to sex, class, level of education, and so on.

The Myers-Briggs Type Indicator

In the early 1940s, Isabel Briggs Myers and her mother, Katherine Briggs, began to
explore ways to use Jung'’s theories to explain personality differences. With World War
Il as a backdrop for their work, the women saw peace in the world as the ultimate goal
of understanding personality types. Their paper-and-pencil instrument for determining
personality type became known as lityers-Briggs Type IndicatdMBTI). The MBTI
is based on a psychometric questionnaire whose results seem to determine accurately a
person’s viewpoint and style of behavior in all aspects of work and personal interaction.
Use of the MBTI is extremely widespread; to date, several million Americans have
taken it. The instrument also has been translated into Japanese, Spanish, and French,
helping many people around the world to understand and accept themselves and others.
Using Jung’s theories as a starting point, Myers and Briggs designated three sets of
letter pairs: E/I (extraversion/introversion), S/N (sensing/intuitive), and T/F
(thinking/feeling). To these they added a fourth letter-pair set, J/P (judging/perceiving).
The MBTI classifies each person in one of sixteen personality types, based on that
person’s preferences for one aspect from each of the four sets of letter pairs.

The Keirsey and Bates Sorter

David Keirsey and Marilyn Bates (1984), in their bdtikase Understand Mese the

same four dimensions that are found in the MBTI to outline four “temperaments.” They
define temperament to be “that which places a signature or thumb print on each of one’s
actions, making it recognizably one’s own” (Keirsey & Bates, 1984, p. 27).
Temperament is based first on the S/N dimension; differences on this dimension are “the
source of the most miscommunication, misunderstanding, vilification, defamation, and
denigration” (Keirsey & Bates, 1984, p. 17). People with an S (sensing) preference
gather information in concrete ways, based on facts in the here-and-now; temperament
theory then subdivides them based on how they act on this information (judging or
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perceiving). People with an N (intuitive) preference gather information in abstract ways,
based on intuition and possibilities; the temperament sorter then subdivides them based
on how they make decisions about this information (thinking or feeling). Thus,
according to the Keirsey and Bates Sorter, a person is characterized as SJ, SP, NT, or
NF.

THE LETTER PAIRS

The dimensions used by Jung, by Myers and Briggs, and by Keirsey and Bates represent
tendencies rather than absolute choices. In most situations, a person prefers one
approach over another. A person who understands his or her own approach then can use
this information to improve communication with others.

Extraverts and Introverts (E and |)

Jung identified two basic “attitude types,” which describe the direction of a person’s
interest: extravert and introvert. In the context of personality typology, an extravert is a
person whose energy source is the external world of people and things, whereas an
introvert is a person whose energy source is the internal world of ideas.

An extravert generally appears friendly and easy to know; he or she tends to think
aloud and to express emotions openly. An extravert often acts first and reflects later. In
contrast, an introvert is most productive in private and tends to reflect first and act later.
An introvert generally internalizes emotions and appears to be less self-revealing and to
need a great deal of privacy. Contrary to popular notions, however, a healthy extravert
may need time alone and a healthy introvert may have highly developed communication
skills.

Sensors and Intuitors (S and N)

The S/N preference concerns the mental function of how a person takes in data from the
outside world. The letter “S” is used for sensing, and the letter “N” is used to represent
intuition.

A person is a sensor if he or she takes in information in parts, noticing fine details
by means of the five senses. A sensor is a very practical individual who wants, trusts,
and remembers facts. He or she is highly attuned to details and is usually very orderly
and organized. For this person, learning is a linear process in which data are collected
sequentially and facts are believed only when experience bears them out. A sensor
values order and truth; often he or she is a hard worker who values perspiration more
than inspiration. A sensor enjoys the present moment, takes directions easily, and may
be most comfortable with tasks that are highly detailed and require repetition.

In contrast, a person is an intuitor if he or she perceives a situation in its entirety
rather than piecemeal. An intuitor has a global perspective and is often described as
living by a sixth sense. He or she is imaginative and is always anticipating future events.
An intuitor looks primarily for relationships and patterns in the information taken in. He
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or she is an innovator who believes in and excels in hunches, visions, and dreams. An
intuitor is adept at long-range planning and can recognize all of the complexities in a
given situation.

Taken to the extreme, the sensing function causes a person to miss the forest for the
trees, and the intuitive function causes a person to miss the trees for the forest.

Thinkers and Feelers (T and F)

Once data have been collected, decisions often must be made, a process that is
determined by one’s T/F preference. The letter “T” represents thinking, and the letter
“F” represents feeling. Although this preference is based on how logic is used, thinking
should not be equated with intelligence or intellectualism, nor should feelings be
equated with emotion.

A thinker processes data in a formalized, linear fashion and can be described as
logical. He or she uses an impersonal basis to make decisions in an exacting, structured,
analytical manner. The thinker’s actions are apt to be deliberate and based on cause and
effect. A thinker is ruled by the intellect and will fight for principles; such a person is
drawn to jobs that do not depend heavily on interpersonal dynamics.

In contrast, a feeler makes decisions based on a process that more closely reflects
personal values or concerns for others. He or she looks at extenuating circumstances
rather than rigid laws. A feeler often is artistic and sensitive to the opinions and values
of others; consequently, he or she is best suited to a job that requires strong
communication and interpersonal skills.

Judgers and Perceivers (J and P)

Jung’s discussion of temperament actually dealt only with the S/N, T/F, and E/I
preferences, emphasizing that each person has preferred styles of perceiving and judging
that are best done in either the outer or inner world. Myers and Briggs built from Jung’s
theory and created a fourth pair of opposites for the MBTI, concerning the style in
which a person lives life (J/P). The J/P preference represents the weight that each of the
mental functions (S/N and T/F) is given. In general terms, this preference refers to
lifestyle.

A judger prefers situations that are orderly and well planned; and the judging
function is dominant in the decision-making dimension, regardless of whether the
person is a thinker or a feeler. Such a person prefers a decided, settled path and tends to
be neat and orderly. A judger must know priorities and works best when his or her
attention is dedicated to one assignment. He or she likes to be prepared for any situation,
runs life by making and adhering to lists, thrives on deadlines, and always sees a task
through to the end. However, because of a strong desire for stability, a judger may find
change troubling.

A perceiver, on the other hand, lives life in an open, fluid, and spontaneous fashion.
The perceiving function is dominant in his or her actions, regardless of whether the
person is a sensor or an intuitor. A perceiver sees life’s possibilities and is always ready
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for the unexpected. He or she remains open to sudden changes and is comfortable with
letting things happen by chance; this person adapts well to changing environments and
usually enjoys being given a variety of tasks.

COMBINING ATTITUDE AND FUNCTION
Jungian Functional Types

Jung categorized people according to the psychological functions of thinking, feeling,
sensation, and intuition; each of these functions then could be found in either extraverted
or introverted individuals. In this way, Jung recognized eight functional types:
extraverted sensing, extraverted intuitive, extraverted thinking, extraverted feeling,
introverted sensing, introverted intuitive, introverted thinking, and introverted feeling.

The Myers-Briggs Types

The sixteen four-letter type indicators that classify types in the Myers-Briggs Type
Indicator (MBTI) consist of one letter representing a trait from each pair. Thus, the
possible sixteen combinations are ISTJ, ESTJ, INTJ, ENTJ, ISTP, ESTP, INTP, ENTP,
ISFJ, ESFJ, INFJ, ENFJ, ISFP, ESFP, INFP, and ENFP. Each of these types has certain
characteristics and preferences that distinguish it from other types.

ISTJ (Introverted-Sensing-Thinking-Judginghe ISTJ type is dependable and
decisive. Attention to detail, combined with dependability, draws a person of this type to
careers in which he or she can work alone and can focus on results, objective thinking,
and procedures.

ESTJ(Extraverted-Sensing-Thinking-Judgingeople of this type perceive through
their senses rather than through their intuition and can be described as practical and
oriented toward facts. Because of their focus on visible, measurable results, this type is
ideally suited to organizing and directing the production of products.

INTJ (Introverted-Intuitive-Thinking-JudgingYhe INTJ type is naturally good at
brainstorming and excels at turning theory into practice. People of this type often choose
careers that allow them to create and apply technology, and they often rise rapidly in an
organization because of their abilities to focus on both the overall picture and the details
of a situation.

ENTJ (Extraverted-Intuitive-Thinking-Judgingyhe ENTJ type uses intuition
rather than sensing to explore possibilities and relationships between and among things.
People of this type have a strong desire to lead and tend to rise quickly to upper-
management levels.

ISTP (Introverted-Sensing-Thinking-Perceiving)n ISTP type excels in technical
and scientific fields because he or she uses sensing and thinking to analyze and organize
data. Not wasting time is a key value for a person of this type, who tends to become
bored by tasks that are too routine or too open ended.

ESTP(Extraverted-Sensing-Thinking-Perceivinghe ESTP type makes decisions
based on logic more than on feelings. Such a person prefers to learn as he or she goes
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along, as opposed to becoming familiar with an entire process in advance. An ESTP
type has excellent entrepreneurial abilities but quickly tires of routine administrative
details.

INTP (Introverted-Intuitive-Thinking-PerceivingJhe INTP person uses intuition
to explore possibilities, preferring new ideas and theories to facts. This person’s love of
problem solving means that he or she is well suited to research and other scholarly
endeavors.

ENTP (Extraverted-Intuitive-Thinking-Perceivingfhe ENTP type is attracted to
work that allows the exercise of ingenuity. Such a person learns best by discussing and
challenging and has little tolerance for tedious details.

ISFJ(Introverted-Sensing-Feeling-Judging)n ISFJ type combines an ability to
use facts and data with sensitivity to others. Although uncomfortable in ambiguous
situations, a person of this type is a hard worker and prefers work in which he or she can
be of service to others, both within the organization and outside it.

ESFJ(Extraverted-Sensing-Feeling-Judginghe ESFJ type is probably the most
sociable of all types and thus is highly effective in dealing with others. He or she often
leans toward a career that serves others, such as teaching or the ministry.

INFJ (Introverted-Intuitive-Feeling-JudgingY.he INFJ type has a natural gift for
facilitating groups. Although interpersonal interactions are important to a person of this
type, he or she can be comfortable with any work that allows opportunities to grow and
to learn.

ENFJ(Extraverted-Intuitive-Feeling-Judginghn ENFJ person is a born leader
who places highest priority on people. This preference, combined with his or her strong
verbal-communication skills, makes the ENFJ type ideally suited for motivating others.

ISFP(Introverted-Sensing-Feeling-Perceivingeople whose type is ISFP excel at
tasks that require long periods of concentration and have senses that are keenly tuned.
They prefer to express themselves in concrete, nonverbal ways and are especially
inclined toward the fine arts.

ESFP(Extraverted-Sensing-Feeling-Perceivingph ESFP type uses sensing and
feeling to live in the here-and-now and is most challenged by activities that are new and
require some special effort. He or she prefers work that provides instant gratification, an
opportunity to work with others, and avenues for learning and growing.

INFP (Introverted-Intuitive-Feeling-PerceivingPeople of this type are best
described as idealists; they value integrity, hard work, and concern for others. Although
they are adaptable to most work situations, they are best suited for careers that involve
service to others.

ENFP (Extraverted-Intuitive-Feeling-Perceivinglhe ENFP type is most
interested in finding new solutions to problems and is attracted to work that involves
people. Such a person tends to be impatient with rules and procedures and serves better
as a mentor for employees than as a boss.
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Keirsey and Bates Temperaments

The Keirsey and Bates Sorter classifies people by temperament rather than by type.
Based on Jungian definitions, the sorter lists the four temperaments as sensing perceiver
(SP), sensing judger (SJ), intuitive thinker (NT), or intuitive feeler (NF). Sensing
perceivers and sensing judgers each make up between 35 and 40 percent of the
population, while intuitive thinkers and intuitive feelers each constitute between 10 and
15 percent.

Sensing Perceiver (SPAn SP, or sensing perceiver, constantly seeks adventure
and freedom and is open to whatever is new and changing. This person lives for the
moment and makes an excellent negotiator. In a work setting, he or she may deal well
with vendors and may be useful in keeping the staff abreast of new products and new
releases. Such a person often is known as a troubleshooter who likes to resolve crises
and to rally the support of others in solving a problem. Hot-line programs are often well
served by people with SP temperaments.

Sensing Judger (SJ sensing judger (SJ) believes in rules, regulations, and
rituals. He or she works best in a formalized, structured situation and often is well
gualified to institute the structure that is needed in the workplace. A sensing judger
would make a good librarian, inventory controller, scheduler, or administrator. He or she
thrives on setting standards, whether in reference to resource selection or the day-to-day
operating procedures of a department.

Intuitive Thinker (NT)A person who wants to understand, control, explain, and
predict events is an intuitive thinker (NT). He or she is an intellectual purist and a self-
motivated learner. An intuitive thinker can best serve an organization as a visionary and
planner. He or she is a determined learner and will pursue something until it is mastered.
An intuitive thinker makes an excellent system designer because of his or her conceptual
ability and may be well suited to customer support because of a need to strive for
resolution. Newsletter production may also be a good outlet for an intuitive thinker’s
skills.

Intuitive Feeler (NF)AnN intuitive feeler (NF) is enthusiastic and often has strong
communication and interaction skills. Such a person often excels at public relations and
can be effective as a liaison to other companies or departments. An intuitive feeler also
often makes a good teacher, especially on the elementary level, because of his or her
patience and understanding. Such a person is excellent at setting the atmosphere
necessary for quality learning and training.
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PERSONALITY TYPOLOGY AND MANAGEMENT STYLE

Because all temperament types bring their own strengths and weaknesses to the
workplace, managers need to be aware of their own temperaments before they attempt to
understand and lead the rest of the staff. Temperament, according to Keirsey and Bates
(1984), is a prime determinant of management style. To use personality typing within a
department, a manager must first look at the corporate culture in which the department
exists, its particular mission, and the objectives of the available positions. He or she

must consider whether the department is new, is seeking greater recognition, or is a
mature group looking to improve or to maintain services.

Managers need to assess their own temperaments and personality styles and their
inherent strengths and weaknesses before assessing the behavior exhibited by current or
potential staff members. Most managers will need staff members with similar
personalities to support them. However, opposite types are also needed to compensate
for existing weaknesses. The best teams seem to be composed of people who have some
personality differences but who are not total opposites. Differences can encourage group
growth, while similarities can facilitate understanding and communication. When a team
of complete opposites does exist, an understanding of type theory can go a long way
toward alleviating disagreements and recognizing the need for team integration.

When looking for a clear vision of how to plan for the future, the manager should
keep in mind that sensors are best at practical, detail tasks; that intuitors are best at
creative, long-range tasks; that thinkers’ skills are appropriate for analysis tasks; and that
the skills of feelers are suited to interpersonal communications. A successful staff
demands that all skills be used in the right place at the right time. A good manager will
recognize the type of task that needs to be done and will assign the best and most
appropriate talents to accomplish the job in harmony.

The Sensing-Judging (SJ) Manager

The SJ manager is a stabilizer or consolidator who excels at establishing policies, rules,
schedules, and routines. Such a person is usually patient, thorough, and steady. An SJ
manager will provide a sense of permanence that encourages industriousness and
responsibility in a staff. A sensing-judging manager is a task master who feels that every
person must earn his or her keep and therefore tends to be very reluctant to praise.
Operational costs are carefully monitored, but true costs often are not. An SJ manager is
impatient with delays, may decide issues too quickly, and often complicates matters by
preserving rules that are unnecessary and by adapting slowly to change. On the other
hand, this type of person has a strong understanding of policy and is a good decision
maker. He or she runs meetings efficiently; is always punctual; and can absorb,
remember, manipulate, and manage a great deal of detail—traits that certainly are useful
to an organization.
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The Sensing-Perceiving (SP) Manager

Unlike the SJ manager who sets up rules, regulations, and procedures, the SP manager
excels at putting out fires. An SP manager has a good grasp of potential situations and is
an excellent diplomat. The SP type is crisis oriented and makes decisions based on
expediency; neither regulations nor interpersonal relations are so sacred that they cannot
be negotiated by an SP manager. An SP manager is concerned with getting the job done
and is very reluctant to pay attention to theory or abstractions. Such a person often
makes commitments that he or she has difficulty carrying out when something comes up
that is more current or more pressing. An SP manager can be unpredictable and, when
not troubleshooting, can resist changes that are imposed by someone else. However,
such a person adapts well when a situation changes, always seeming to be one step
ahead. He or she is very practical and often sees breakdowns before they occur.
Beginning or struggling organizations are ideally suited to the SP manager.

The Intuitive-Thinking (NT) Manager

An NT manager is the true architect of change, questioning everything and basing
answers on proven laws and principles. Although he or she is not good at managing
maintenance or consolidation projects, an intuitive-thinking manager excels at and takes
pride in technical knowledge. An NT manager avoids crisis at all costs because
everything must make sense to him or her. The NT manager may delegate the execution
of organizational plans but afterward rarely feels that these plans were carried out
satisfactorily. Such a person often has difficulty with interpersonal transactions because
of his or her impatience and reluctance to show appreciation. A need to escalate
standards continually results in the NT manager’s feeling restless and unfulfilled. An NT
manager sees the long- and short-term implications of a decision, can recognize the
power base and the structure of an organization, and can make decisions based on
Impersonal choices. More than any other type, an intuitive thinker seems to have the
vision to see all dimensions of a system, making him or her a very capable planner and
constructor.

The Intuitive-Feeling (NF) Manager

A manager who is an intuitive feeler is probably inclined toward personnel management.
He or she is committed to the personal progress of the staff, to seeing possibilities for
others’ growth, and to helping others to develop their potentials. An NF manager is
democratic and encourages participation; in fact, he or she often is overly concerned
with the staff’'s personal problems. Interpersonal relationships often drain the time and
energy that an NF manager needs for his or her personal and professional life. However,
an NF manager’s ability to show appreciation can encourage staff; verbal fluency and
enthusiasm make him or her an excellent spokesperson for an organization. An NF
manager is often a good judge of the organizational climate; he or she shows great
patience, despite a tendency to opt for stopgap solutions. Such a person can find himself
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or herself in conflict if the qualities of subordinates do not match the tasks required by

the manager’s superiors. In such situations, an NF manager can become frustrated at not
being able to please all of the people all of the time; often, however, he or she learns to
turn liabilities into assets.

PERSONALITY TYPOLOGY IN THE WORKPLACE

Personality typology can be used to classify a person’s behavioral type in very general
terms. Despite significant differences within each type, recognizable similarities are
apparent. The purpose of studying types is not to judge others or to change their
behavior, but rather to understand and to appreciate why people respond differently to
the same stimuli. No preference is right or wrong; each has its own strengths and
weaknesses. Effective decision making in the workplace can hinge on exploiting the
strengths and minimizing the weaknesses of each type. For example, on a team project,
an S (sensor) will note essential details and apply practicality. However, an N (intuitive)
will exercise ingenuity, see the possibilities, and give a clear vision of the future. In
addition, a T (thinker) will provide incisive analyses, and an F (feeler) will supply the
necessary interpersonal skills. Together all four will be effective in bringing the project
to fruition.

Being typed, therefore, should not limit people but rather uncover their possibilities.
Living or working with a person of the opposite type can generate friction, but
understanding may help opposites to accept and to take advantage of each other’s
differences.

Case Study 1: Extraverted Feeler and Introverted Thinker

The following example illustrates how a manager and an employee used personality
typology to resolve a conflict. The manager, Helen, showed a strong preference for
extraversion and feeling; in contrast, the employee, Marie, tended toward introversion
and thinking. When Helen would ask Marie how she felt about issues they had been
discussing, Marie never expressed an opinion. Later, however, Marie would complain or
express disagreement about the same issues to Helen or to another staff member. Once
she understood the concept of personality types, Helen learned that the best way to
encourage Marie’s feedback in a positive manner was to ask Marie to consider the
situation and to express her opinions within a few hours or days. This approach gave
Marie the time she needed to sort through her ideas and to substantiate her viewpoint.
Meanwhile, through typing, Marie began to understand Helen’s need to verbalize and to
monitor the environment around her.

Case Study 2: Training Extraverts and Introverts

In creating a training environment, an HRD professional must be aware that extraverts
and introverts learn differently. For an extravert, concepts must follow experience; in
other words, extraverts learn by example or trial and error. In contrast, an introvert
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wants to learn the theory or the concepts behind a lesson before trying to put them into
practice.

For example, a trainer who teaches conflict-management skills to introverts might
first familiarize them with theories of conflict and encourage them to read on the
subject; then the trainer could conduct activities that involve group processes. A trainer
teaching conflict-management skills to extraverts might need the opposite approach:
Group experience would precede any written text or theory because extraverts learn best
by trial and error and tend to have shorter attention spans.

The same consideration of E/I preference holds true for the working environment.
Extraverts may experience a distracting loneliness when not in contact with people.
They usually do not mind noise around the workplace, and some may even need noise
(such as music) in order to work. The introvert, however, is more territorial. He or she
may desire a defined space and may show a true need for privacy in the physical
environment. Understanding and accommodating these needs and differences will foster
the highest-possible productivity.

Case Study 3: A Perceiver and a Judger

Veronica, a perceiver, and Wayne, a judger, worked together on a project. Each time
they met for strategic planning sessions, Wayne felt that nothing of value had been
accomplished. However, Veronica felt satisfied that the sessions had unveiled many
possibilities—but she also sensed Wayne’s discomfort. Because they were aware of

their differences on the J/P scale, they resolved the conflict by establishing a clearly
defined agenda and setting strict time limits for each meeting; this satisfied the judger’s
needs. To satisfy the perceiver’s needs, they agreed to explore as many areas as possible
on a given topic and to reopen the topic at the next session to make sure that all of the
issues had been explored.

Case Study 4: Hiring Decisions That Reflect S/N Preferences

The way a manager interviews potential staff members may reveal his or her own
sensing/intuitive preference. A sensing manager will be inclined to rely on résumés and
on proven experience, but an intuitive manager will be inclined to rely more on an actual
interview and on the applicant’s potential. For example, an executive-employment agent
who wanted to hire an HRD manager for a major bank said that he wanted someone who
had already started an HRD department successfully, preferably for a bank in the same
state. This specificity indicates the agent’s sensing mentality. When he was unable to fill
the position according to his preference, he acceded to the bank’s request for someone
with the creative potential to deal with new situations and enough understanding of the
HRD function to be able to create new programs—a more intuitive approach.

Because a work team needs a mix of types, managers and HRD professionals must
not let their own S/N preference govern hiring decisions. For example, consider the
following two approaches to learning a new computer program: (1) reading the manual
and following the instructions closely, and (2) plunging into the task and looking up
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needed information only if it does not become obvious with use. Which approach is

more successful? The answer depends on the learner. Sensors would rather use skills
already learned, while intuitors prefer to develop new skills. To a sensing interviewer,

an intuitor may appear to have his or her head in the clouds. Conversely, the intuitive
interviewer may see the sensor as being too set in his or her ways and too materialistic.
Both types have strengths and weaknesses, and both can be useful. Managers and HRD
professionals who have good grasps of personality typing should be able to understand
and work with both types, deploying them according to their strengths.

ACTION STEPS

The theories of personality typing that have been discussed in this article must be
implemented with great care and flexibility. The following checklist provides some
general guidelines for managers and HRD professionals who wish to use personality-
type testing to select and assign staff members:

= Read about personality-type theories.
= Contact organizations that teach or use the theories.

= Assess the existing organizational climate to determine how the theories can best
be used.

= Use the Myers-Briggs Type Indicator (MBTI) or a similar instrument to type
members of the organization.

= Understand that a person’s own personality type affects his or her perceptions of
others.

= Help employees to understand type theory and encourage them to use this
understanding to reduce conflicts.

= Consider type theory as one factor in selecting employees and in making
assignments.

= Use typing to understand a person’s potential and best work style, not to set
limits.

= Stress that all personality types have strengths and orientations that can be
invaluable to the organization.

= Use type theory to explain rather than to excuse.
= Celebrate differences.
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[ TRAINING FROM THE TRANSACTIONAL VIEW

Karen L. Rudick and William Frank Jones

Abstract: Trainers often view the training process, because of its one-to-many nature, as an action
that one person takes toward others, not as a transaction between people. According to the action
view, the trainer’s role is to create a message and inject it into the listener’s head. Although this is
an “overly simplified view of communication, it is one that many people still accept” (Stewart &
Logan, 1993, p. 39). However, a more effective and comprehensive view of the training event is
the transactional view.

This article applies thaction, interactional andtransactionalviews of the communication
process to the training process and discusses the advantages of viewing training from a
transactional model. It also presents the six components of the transactional model.

THE ACTION VIEW

Since Aristotle, scholars have viewed communication as something one does to an
audience. A message is something that one transfers to the other (Gronbeck, McKerrow,
Ehninger, & Monroe, 1994). Because early rhetoricians were concerned primarily with
the training of orators, early communication theories stressed the role of the speaker
(Berko, Wolvin, & Wolvin, 1992). This perspective of communication, commonly

referred to as the action view, is analogous to the hypodermic needle. The sender inserts
the medicinal message into the passive receiver. Recipients of the message are believed
to be directly and heavily influenced by the sender.

In the early 1900s, this view was also referred to as the “magic-bullet theory” by
mass-communications researchers (Sproule, 1989) or as “the conduit metaphor” (Reddy,
1979). Some of the first communication models, appearing around 1950, used this linear
view of communication (Lasswell, 1948; Shannon & Weaver, 1949). It is still discussed
in introductory communication textbooks (Berko, Wolvin, & Wolvin, 1992; Gronbeck et
al., 1994), mostly for historical reasons and to provide a framework for later work
(McQuail & Windahl, 1993).

Although most communication scholars today consider this view outdated, and
educators recognize the importance of the receiver of the message, very little is done in
educational curricula to reflect this realization. For example, many universities require a
basic communication/public-speaking course but require no listening course. Also, the
syntactical structure of the English language (subject-verb-object) promotes this view of
communication (Fisher, 1980). As Fisher notes, we often describe communication as
person A speaking to (persuading, informing) person B, or as the sender affecting a
receiver.

Originally published iThe 1997 Annual: Volume 1, Trainingan Francisco, CA: Jossey-Bass/Pfeiffer.
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This speaker-centered view of communication suggests that messages are
unidirectional, from speaker to listener, and that the listener has a minimal role in the
process. It assumes that communication occurs when the message is received accurately.
This assumption ignores the listener’s role in providing feedback. If communication is
ineffective or unsuccessful, blame usually is placed on the speaker, rarely on the
listener. It is the speaker who is boring, speaks in a monotone, does not repeat
instructions, or talks too fast.

It is assumed that if the speaker were to improve his or her sending skills, the
problem would be solved. Therefore, a person is told to do something about his or her
communicative behavior, e.g., add vocal variety, repeat, slow down. As Sereno and
Bodaken (1975, p.7) point out, “all of these are strategies designed to reinforce a one-
way notion of communication, and often they also reinforce the problem because the
source is dissuaded from hearing the receiver sending.” This one-way, linear view is
incomplete and oversimplifies communication.

Many trainers still view communication as an action. For example, one may say
things such as “It's hard to get that idea across to him,” or “I made sure they understood
me; | drew it on a piece of paper and repeated the directions twice,” or “No wonder we
don't get along; she doesn’t communicate well,” or “That professor bores me.” Each of
these comments makes it sound as if communication is an action (Stewart & Logan,
1993).

THE INTERACTIONAL VIEW

Because the action view fails to take into account all the variables in the communication
process, some communication theorists have presented a more sophisticated perspective
of communication: thenteractionalmodel. The interactional model not only recognizes

the importance of the receiver and includes the concept of feedback, it also attempts to
demonstrate a more dynamic nature of the communication process. Most often noted for
the interactional model, Berlo (1960, p. 24) states, “We view events and relationships as
dynamic, on-going, ever-changing, continuous . . . . it [the communication process] does
not have a beginning, an end, a fixed sequence of events . . . . The ingredients within a
process interact; each affects all the others.”

Although Berlo originally intended this model to recognize the dynamic nature of
communication, it does not meet these expectations. For example, Stewart and Logan
(1993, p. 41) likened the interactional view to a table full of billiard balls. “One person
makes an active choice to do something to affect another, passive person, who's [sic]
direction gets changed by what the active person does. Then the person who was passive
becomes active, and in turn affects either the first person (who's now passively waiting
to be affected) or someone else . . . The process is all cause and effect, stimulus and
response.”

When applied to billiards, this way of thinking correctly assumes predictability of
response. If you hit a ball in exactly the right spot, at exactly the right angle, with
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exactly the right amount of force, the next ball will go where you wish. However, the
predictability assumption is false when applied to human communication. No two

people respond to the same message in the same way. Viewing communication as active
then passive, or all cause and effect, distorts the process.

Also, emphasizing cause and effect tempts the person, as Stewart and Logan (1993,
p. 42) state, “to focus on who's at fault or who caused a problem to occur.” Given both
sides and a fuller understanding of the context, it is very difficult to tell who “started it”
or who is to blame. The complexities of human relationships do not allow for such a
simplistic explanation. Moreover, fault finding and blaming make improving a situation
almost impossible.

Another problem with viewing communication from the interactional view is the
failure to see people as changing while they are communicating (Stewart & Logan,
1993). Neither humans nor environments are constant over time. “Moreover,” as
Sameroff and Chandler (1975, p. 234) note, “these differences are interdependent and
change as a function of the mutual influence on one another.” One cannot ignore this
mutuality of influence or interdependence.

When viewing communication from the interactional perspective, a person is not
only concerned with the “proper” preparation and delivery of messages, he or she is also
listening for feedback to alter future messages—thus making the process less speaker-
centered and more message-centered. A more equal emphasis on the “encoding” and
“decoding” processes acknowledges the problems “in translating our thoughts into
words or other symbols and in deciphering the words or symbols of others into terms we
can understand” (Gronbeck et al., 1994, p. 501).

The billiard-ball view of communication also suggests a series of actions and
reactions, “a process that is somewhat circular: sending and receiving, sending and
receiving, and so on” (Berko, Wolvin, & Wolvin, 1992, p. 52). Each communicator is
seen as either sending receiving. The ability to simultaneously searti receive is not
recognized (Sereno & Bodaken, 1975; Burgoon, 1978).

The interactional framework implies that the speaker can manipulate the message.
In other words, if he or she chooses the “right” words, the communication problems will
be solved. Unfortunately, communication is not that simple. Even if both parties select
the “right” words and agree on their meanings, misunderstanding can still occur because
each person brings different experiences to the communication event. As Gronbeck et al.
(1994, p. 501) point out, “even when a message is completely clear and understandable,
we often don't like it. Problems in ‘meaning’ or ‘meaningfulness’ often aren’'t a matter
of comprehension but of reaction; of agreement; of shared concepts, beliefs, attitudes,
values.”

THE TRANSACTIONAL VIEW

A more accurate view of the communication process takes into account the simultaneity
of sending and receiving, mutual influence, and interdependence. It also takes into
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account the many changes that occur while people communicate and how meaning is
created between the participants. Recognizing this, many communication scholars have
used the term “transaction” (Barnlund, 1970; DeVito, 1994; Kreps, 1990; Sereno &
Bodaken, 1975; Stewart, 1986; Verderber, 1993; Watzlawick, 1978; Watzlawick,
Beavin, & Jackson, 1967; Wilmot, 1987).

According to Prizant and Wetherby (1990, p. 5), “in the transactional model,
developmental outcomes at any point in time are seen as a result of the dynamic
interrelationships” between the parties and the environment that may influence both
parties. Viewing the training process as transactional allows the trainer to see several
important factors that affect what is going on.

In thetransactionalframework, communication has numerous components. An
understanding of all the components is needed to provide a basis for the design of
training strategies. The remainder of this paper is devoted to describing the transactional
nature of the communication process and to providing an understanding of the way
trainers behave toward clients and vice versa. Major components of communication as a
transaction—such as system, process, perception, meaning, fault/blame, and
negotiation—are discussed.

COMPONENTS OF THE TRANSACTIONAL PROCESS

System

Rather than viewing communication as a message injected into a passive recipient or a
billiard-ball, cause-and-effect model, proponents of the transactional model assert that a
communication event is a system. A systemic view of communication acknowledges not
just the importance, but the constant awareness, of key factors such as interdependence
and environment.

The premise that individual behavior is a part of a system, rather than a
characteristic of the individual, provides an expanded view of the training process. This
expansion recognizes the influence of different levels of reciprocal effects. The trainee is
seen as one system immersed in and inseparable from a “larger ecological framework of
systems” (Simeonsson & Bailey, 1990, p. 430).

Holding this view of communication acknowledges that it is impossible to separate
the client, the trainer, the setting, the community, and the organizations from which the
trainee and the trainer come. These components do not act in isolation, but influence one
another in a complex and reciprocal fashion. A change in one element of the
communication event “may completely change the event” (Cronkhite, 1976, p. 53). All
elements are interdependent, and one cannot be considered without considering the
others. As Sereno and Bodaken (1975, p. 8) state, “to deal with any one element of
communication—say merely to analyze the verbal message—to the exclusion of all the
others falsifies the true picture of communication as a continuous interchange.”
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To consider simultaneously these multivariables and their interdependence, one
must keep in mind the constant “interplay between the organism and its environment”
(Sameroff & Chandler, 1975, p. 234). What makes the transactional model so innovative
and unique is its equal emphasis on the communicators and the environments (Sameroff
& Fiese, 1990). The experiences provided by the environment are not viewed as
independent of the communicators.

When trainers ignore the systemic and interdependent natures of human
communication (such as the impact of a nonsupportive work environment on trainees),
training is ineffective. For example, employees cannot be expected to report potential
safety hazards if this information is received negatively by their supervisors. Usually,
trainees are well aware of the organizational environment that they must reenter.
However, if the trainer does not acknowledge this environment and make allowances for
it in the training design, the message communicated to the trainee is ignored, and the
trainee feels frustrated and considers the material irrelevant. The end results are that
trainees do not learn or do not apply their learnings and trainers discredit themselves and
the training program.

Something very similar happens when training is mandated and does not address
the problems that exist in the workplace. Consider, for example, a sudden increase in
accidents despite the presence of employees who are knowledgeable and enforce safety
regulations effectively. The safety problems may result not from a lack of training but
from other environmental factors that have a bearing on accidents—such as improperly
maintained equipment or overtime hours that result in fatigue. The employees are fully
aware of the reasons, yet are forced to receive additional safety training. If the trainer
does not acknowledge the factors that are beyond the control of the trainee, both become
frustrated, and the training process is ineffective.

The environment within which the training occurs also impacts effectiveness.
Therefore, the issue of onsite versus offsite training is not a light decision. Onsite
training can be especially effective when training involves new equipment. However,
when training is located onsite, employees—especially managers—typically use their
breaks to go to their offices and check mail, return phone calls, or take care of problems.
The trainees are unable and/or unwilling to separate themselves psychologically from
the workplace distractions, and the trainer who is unaware of environmental factors
cannot facilitate the needed psychological distance. Offsite training can encourage new
ways of relating to peers, subordinates, and other members of the team.

Thus, the trainer and trainee may be powerful determinants of perceived outcomes,
but potential outcomes cannot be realized without considering the effects of the
environment on the communicators. Further, the communicative process is a function of
neither a single individual nor of the environment alone. Rather, the “outcomes are a
product of the combination of an individual and his or her experience” (Sameroff &
Fiese, 1990, p. 122).
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Process

The second major component of the transactional model—and probably the least
understood—igprocessUnfortunately, many people believe process to be linear and
describe it as “method,” “order,” or a “step-by-step” or “systematic” approach (Johnson
& Proctor, 1992). However, process is not linear. It implies ever-changing, flowing,
dynamic entities with no beginning and no end.

Two essential elements of processgoingnessndsimultaneity are neither as
easy to construct nor as simple as the linear and interactional models. Instead of the
hypodermic-needle or billiard-ball analogy, a systemic view provides a new analogy for
the study of communication: the living organism. The human body never remains
constant. Neither does communication. Because of this inconstancy and the
interdependent nature of communication, the roles of encoder and decoder are
inseparable and interchangeable throughout the act of communication.

To increase effectiveness, trainers must monitor the impact of their interventions
constantly, as well as adjust their interaction, especially when facilitating activities that
generate much affect or emotional data. For example, when group feedback is focused
on a group member’s behavior, the trainer must constantly monitor nonverbals to ensure
that the person is not experiencing the feedback as a personal attack. Even while a
trainer is encouraging feedback regarding a group member’s behavior, he or she must be
sensitive to the receiver’s nonverbals (body language, skin tone, etc.) to ensure the
psychological safety of the recipient.

The encoding and decoding of messages are not mutually exclusive.
Communicators are both senders and receivers at the same time in the transaction. As
Sereno and Bodaken (1975, p. 8) state, there are “no periods of passive receptivity on
the part of any communicator . . . . At all times the participants are actively exchanging
either verbal responses (words, sentences) or nonverbal responses (gestures, glances,
shrugs or other cues of their reaction to the ongoing conversation).” The encoding and
decoding processes occur simultaneously, continuously, and multidirectionally (Berko,
Wolvin & Wolvin, 1992).

Perception

When using a theoretical model, one is forced to consciously simplify in graphic form a
piece of reality (McQuail & Windahl, 1993). Models are merely static snapshots that
capture separate pieces of a whole within moments of time, but never the whole. No one
shapshot can capture all that is going on. This also is true of the communication event.
No one view can capture all that has taken place; a person’s “view” can explain only
whatthat persorperceived.

As Sereno and Bodaken (1975, p. 14) state, “When we speak of communication as
having ‘taken place’ or ‘occurred,” we’re speaking figuratively of the arbitrary, fictional
freezing of the process.” A perceptual process helps “freeze” the communication event
and make sense of the surrounding world.
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Perceptionthe third component of the transactional model, is an active, subjective,
continuous, sense-making process. Because people are continuously interpreting the
world, they sometimes overlook the active and subjective natures of perception. The
active nature of perception implies choice, and the subjective implies the personal, one’s
own. People have choices about how they interpret the world, and this sense-making
process of the present is accomplished through their past experiences, which are entirely
their own.

For example, when a trainer notices that someone is glancing at a clock or watch,
he or she may interpret this act as boredom or simply an interest in the time—depending
on the trainer’s past experience. When someone suddenly leaves the meeting room, the
trainer can interpret it as a serious incident or merely as an urgent need for a cigarette.
Trainers who are aware of the complexity of the perception process and who constantly
monitor trainees will increase the accuracy of their interpretations.

The interpretations that people choose are affected by their past experiences and
relationships. As Gronbeck et al. (1994, pp. 502-503) point out, communicators “will
comprehend and understand each other to the degree” of similarity between their prior
experiences. If a person does not understand the prior experiences being applied to a
conversation, meaning is altered.

For example, one of the authors is hearing impaired and must stay focused and
concentrate when being spoken to. She explains this to the trainees in her introductory
remarks in order to eliminate some perceptions of being harsh or too intense. She tells
trainees that people have said that in the training environment she is totally different
from the person she seems to be in her office. She further explains that in her office she
does not have to concentrate as hard to hear, because she has only one person to focus
on, compared to twenty people in the training room. Knowing her prior experience
(hearing impairment), trainees are able to interpret her behavior within a context.

No one person'’s reality thereality. The subjective nature of perception can be
illustrated in a variety of ways. One’s perception of others is influenced, for example, by
one’s emotional state at the time of the event (Forgas, 1991), the others’ physical
characteristics and attractiveness, and one’s own gender (Zebrowitz, 1990), personality
characteristics (Verderber, 1993), and self-perceptions (Zalkind & Costello, 1962). Self-
perception and the perception of others significantly affect communication (Verderber,
1993). The more conscious that people are of the subjectivity of their interpretations, of
the choices they have in this interpretation process, and of the fact that no two people
will interpret the same event in the same way, the better communicators they will
become (Stewart & Logan, 1993).

Perception is one reason that trainers need to use humor very carefully. Someone
could be offended by a seemingly harmless joke. It is also important to protect trainees’
perceptions of one another. For example, in an active-listening activity that assigns a
controversial subject to the speaker, the speaker’s position may be different from the one
held by the listener, who is trying to practice listening skills. If the listener feels very
strongly about the topic, he or she may interpret the views as the speaker’'s own and
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form negative and adverse feelings about the speaker. The trainer with a transactional
view of communication would realize the importance of perception and disengage the
speaker from ownership of the views ex-pressed. The trainer could say, “When talking
about a controversial subject, you may argue for or against it. You do not have to
believe the position you are taking.”

Created Meaning

Acknowledgment that no two people interpret anything in the same way implies that the
same message has different meanings for different people (DeVito, 1994). The
transactional view not only recognizes that the same word has different meanings to
different people, it also recognizes a fourth compomeaaningthat is created
collaboratively between communicators (Stewart & Logan, 1993).

Whereas the action view is speaker-centered and the interactional view is message-
centered, the transactional view recognizes the need for “a meaning-centered theory”
(Gronbeck et al., 1994, p. 502). An action or interactional view assumes that a message
has one meaning, held by the speaker, to be reproduced in the listener. The transactional
view, however, acknowledges a “productive rather than a reproductive approach to
understanding” (Broome, 1991, p. 240). The trainer and trainee are active participants in
the construction and negotiation of meanings. From a transactional perspective, the
meaning of the content is created in the interaction between people and the context
within which the communication occurs.

The following illustration comes from a training-in-residence event that involved
twenty trainees. A small space in a large room was marked off with tape. Two trainees
at a time were asked to enter the room, and each was asked to visualize his or her ideal
space within the marked-off area. The ideal spaces the trainees visualized were very
different from one another and usually were based on the individuals’ needs and desires.

Later, all the trainees were brought into the same marked-off area and were asked to
build a community out of the different spaces created in their imaginations. They soon
revealed that their projected desires and needs had different meanings and were in
conflict with one another. While one person had visualized a tent in the woods, another
had visualized an ocean, another a waterfall, and another an office in the city.

The next few days were spent working out these differences, processing the event,
and highlighting what could be learned from it. After the group finished this intense,
affective work, the room had taken on all kinds of affective meaning for the participants.
The trainers could not ignore this phenomenon and moved the remaining training events
to a different room.

This example demonstrates the importance of being aware of the created-meaning
component of the transactional model and also illustrates many of the other components
previously discussed, such as environment, interdependence, process, and perception.
An environment takes on different meanings to the trainees as they go through their
training, and this creation of meaning is ever changing. We cannot separate these
components from one another, because they are interrelated.
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Also, it is important to consider tipwtentialmeaning of a space, tddferent
meanings of that space for the trainees, and the spaas'€hangingneaning, which is
created between the communicators. A trainer must not be fooled into thinking that he or
she can look at something as a discrete piece, separated from the larger environment.
Space and time take on meaning. Training brings out all kinds of affective and cognitive
meanings associated with the past, brought to the present, and projected into the future.
A transactional perspective helps the trainer to become aware of these dynamic forces
involved in a training event.

No Fault or Blame

If the creation of meaning is shared by communicators, the responsibility for this
creation is also shared. This sharing leads to the fifth component in the transactional
model:no faultandno blameWhen communicators are mutually responsible, the

notion of blame is eliminated (Verderber, 1993). This does not mean that no one is
responsible, but, rather, the term “responsibility” is redefined to mean “response-able”
or “able to respond” (Stewart & Logan, 1993). If people are not responsive, they are not
considering how their behavior is affecting others. They are not conscious of how their
“choices are part of a larger whole” (Stewart & Logan, 1993, p. 51).

The trainer must create a community of learners with training structures that
support everyone’s sharing the responsibility for learning. One way is to assign a
learning monitor whose role is to focus on how effectively the group is learning. The
role of the other participants is to provide feedback to the monitor. If there are questions
or concerns, the monitor may function as a liaison between the trainer and trainees.
Learning monitors take the responsibility of voicing trainees’ concerns and providing
the trainer with input about trainees’ needs and how effectively those needs are being
met.

Another way to enact this element of no fault or blame is to ask participants at the
beginning of the training event what they want to accomplish from the training event.
Hearing these expectations makes the trainees aware of mutual responsibility in the
learning process. However, their needs may change; therefore, the “want” list should
reflect those changes throughout the event. The trainees must be given the responsibility
for providing feedback on how effectively their needs are being addressed.

The transactional view requires a conscious and continuous attempt by the trainer to
change the way he or she thinks about communication. This is not easy. It is human
nature to want to point the finger at someone else when shared meaning is not
successfully created. However, one of the major benefits of a trainer’s attempt to view
communication from a transactional view is a more complete and less simplistic
explanation of communication. The trainer also will enhance his or her probability to
Improve communication.
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Negotiation of Selves

Using the term “transactional” to describe human communication implies “that each
person is changing, being defined and redefined in relation to the other persons
involved” (Stewart & Logan, 1993, p. 45). This process of constructing and responding
to definitions of oneself and others is the sixth component of the transactional model, the
negotiation-of-selveprocess (Stewart & Logan, 1993). Research shows that people who
are more aware of this negotiation-of-selves process are perceived as more effective
communicators (Applegate & Delia, 1980; Burleson, 1987; O’Keefe & McCornack,
1987).

This process acknowledges several factors, including the importance of feedback,
simultaneity of sending and receiving, and interdependence. First, feedback is
paramount. If definitions of selves and others are negotiated and created between
communicators, shared meaning is not necessarily created. Meaning is shared through
feedback. The more one recognizes that sending and receiving processes are
simultaneous and cannot be separated, the more he or she will recognize that feedback is
continuous and ongoing.

The trainer who views communication from the transactional model will pay
attention to the continuous flow of feedback from and to trainees and not wait until the
end of the training event for an evaluation. Nor will the trainer wait until the actual
training event begins to seek input about the client and client system. To determine the
appropriateness of the content, the client must be involved as much as is practical in the
analysis of the problems and the design of the training solution.

Definitions of self and others are not determined by one person but are
interdependent. Interdependence means that one communicator may affect the other, but
no one individual controls or determines the other. In other words, what | do may affect
you and what you do may affect me, but neither of us determines the outcome (Stewart
& Logan, 1993).

From the beginning of the training event, a trainer needs to make clear to the
trainees how he or she will function; for example, what the trainer’s role is and what
kind of self the trainer will project. The trainer’s role is not that of a lecturer. The
trainer should tell the participants that he or she will not just present information, that an
active learning approach will be used, and that the trainee’s role is necessary to make
this approach successful.

Defining the roles expected of the trainees is also important. One way to help them
to start thinking about their roles is to ask, “What are the worst and the best things that
could happen, and what can you do to encourage the best?” Responses will give the
trainees some insight into what kind of “selves” they are going to be during the training
event and will reinforce the idea of shared responsibility.

As a person goes through training, he or she is continually negotiating who the
trainer is, who the trainees are, and who each is for the other. So everything the trainer
can do to facilitate the negotiation process is important. When a trainer asks a trainee to
role play something in new ways, he or she is asking that person to be a new self. The
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trainer must give that person sufficient feedback about how to fine tune the role or self
he or she is assuming.

The trainer also should redefine his or her own role so that it is appropriate to the
task that is assigned. For example, if a trainer facilitates a group activity in which
trainees assume the roles of practicing professionals in occupational therapy (O.T.), the
trainer may need to interact with the trainees while they are still in role. This interaction
could cause the trainees to shift in and out of the assigned roles.

To avoid this problem, trainers can redefine the facilitative role in a way
appropriate to the roles assigned trainees. In the present example, a trainer could say,
“My role in this activity is to be your O.T. consultant. If you have a problem in working
with your O.T. client and don’t know what to do, you may call on me to give you some
input.” Assuming the role of consultant to the activity assists the participants in
maintaining the roles essential to their learning.

Giving trainees positive feedback about the new roles they are about to assume is
helpful. Statements like “You are really effective when you’re an active listener” are
positive reinforcements to help them maintain the newly negotiated selves that they have
discovered during the training event. Support during the training event will help them to
continue their new roles when they return to their work environments.

CONCLUSION

The transactional communication model has been applied to a variety of training
situations, such as gerontology (Litterst & Ross, 1982), intercultural communication
(Broome, 1991), child care (Prizant & Wetherby, 1990), and child development
(Sameroff, 1975). This model is not limited by any area of training expertise, and the
possibilities of application are limitless.

The transactional view requires that a more integrated perspective of multiple
variables be considered, including system, process, perception, meaning, no fault or
blame, and negotiation of selves. This approach recognizes that focusing only on
isolated aspects of training without considering the interrelationships among and
between these different variables may be of limited value and may not be true to the
realities of the training. This view also requires consideration of the complex
interdependencies among trainers, trainees, and organizational and situational contexts.

When the transactional model is applied to training, it helps us to see the
complexity of factors in successful training. The more we take these factors into
consideration, the more likely we are to be successful in our training endeavors.

REFERENCES

Applegate, J.S., & Delia, J.G. (1980). Person-centered speech, psychological development, and the contexts of
language usage. In R. St. Clair & H. Giles (EdBhg social and psychological contexts of langugge
114-131). Hillsdale, NJ: Erlbaum.

152 1 The Pfeiffer Library Volume 6, 2nd Edition. Copyright ©1998 Jossey-Bass/Pfeiffer



Barnlund, D.C. (1970). A transactional model of communication. In J. Akin, A. Goldberg, G. Myers, & J. Stewart
(Eds.),Language behavior: A book of readings in communica(jiqm 43-61). The Hague, Netherlands:
Mouton.

Berko, R.M., Wolvin, A.D., & Wolvin, D.R. (1992Communicating5th ed.). Boston, MA: Houghton Mifflin.
Berlo, D.K. (1960).The process of communicatiddew York: Holt, Rinehart & Winston.

Broome, B.J. (1991). Building shared meaning: Implications of a relational approach to empathy for teaching
intercultural communicatiolCommunication Education, 4235-249.

Burgoon, M. (1978)Human communicatiomNew York: Holt, Rinehart & Winston.

Burleson, B.R. (1987). Cognitive complexity. In J.C. McCroskey & J.A. Daly (Bésrsonality and
interpersonal communicatiofpp. 86-109). Newbury Park, CA: Sage.

Cronkhite, G. (1976)Communication and awareneddenlo Park, CA: Cummings.
DeVito, J.A. (1994)Human communication: The basic cou(¢éh ed.). New York: HarperCollins.

Fisher, B.A. (1980)Small group decision making: Communication and the group prokiess.York: McGraw-
Hill.

Forgas, J.P. (1991). Affect and person perception. In J.P. ForgasHiadt)ponal and social judgmen(s. 288).
New York: Pergamon Press.

Gronbeck, B.E., McKerrow, R.E., Ehninger D., & Monroe, A.H. (19®4inciples and types of speech
communication(12th ed.). New York: HarperCollins College.

Johnson, S.D., & Proctor, R.F., Il. (1992, September). We cannot not process—or Gpeuotep. 3.
Kreps, G.L. (1990)Organizational communicatio(2nd ed.). White Plains, NY: Longman.

Lasswell, H.D. (1948). The structure and function of communication in society. In L. BrysonT{&.),
communication of ideap. 37-51). New York: Harper and Row.

Litterst, J.K., & Ross, R. (1982). Training for interpersonal communication: A transactional perspective.
Educational Gerontology, &31-242.

McQualil, D., & Windahl, S. (1993)Communication models for the study of mass communicgfadsed.). New
York: Longman.

O’Keefe, B.J., & McCornack, S.A. (1987). Message design logic and message goal structure: Effects on
perceptions of message quality in regulative communication situationsan Communication Research,
14,68-92.

Prizant, B.M., & Wetherby, A.M. (1990). Toward an integrated view of early language and communication
development and socioemotional developmé&apics in Language Disorder, ), 1-16.

Reddy, M. (1979). The conduit metaphor. In A. Ortony (Bdgtaphor and thoughipp. 284-310). New York:
Cambridge University Press.

Sameroff, A. (1975). Early influences on development: Fact or faubesrill-Palmer Quarterly, 21267-294.

Sameroff, A.J., & Chandler, M.J. (1975). Reproductive risk and the continuum of caretaking casualty. In F.D.
Horowik (Ed.),Review of child development resea(®ol. 4, pp. 187-244). Chicago: University of Chicago
Press.

Sameroff, A.J., & Fiese, B.H. (1990). Transactional regulation and early intervention. In S. Meisels & J. Shonkoff
(Eds.),Handbook of early childhood interventi@op. 119-149). New York: Cambridge University Press.

The Pfeiffer Library Volume 6, 2nd Edition. Copyright ©1998 Jossey-Bass/Pfeiffer (11153



Sereno, K.K., & Bodaken, E.M. (1979)tans-Per understanding human communicat®aston, MA: Houghton
Mifflin.

Shannon, C.E., & Weaver, W. (194%he mathematical theory of communicatiognbana, IL: University of
lllinois Press.

Simeonsson, R.J., & Bailey, D.B., Jr. (1990). Family dimensions in early intervention. In S. Meisels & J. Shonkoff
(Eds.),Handbook of early childhood interventi¢pp. 428-444). New York: Cambridge University Press.

Sproule, J.M. (1989). Progressive propaganda critics and the magic bulleCnitytlal Studies in Mass
Communications, 25-246.

Stewart, J. (1986). Interpersonal communication: Contact between persons. In J. Stewantidgds) not walls
(pp. 15-32). New York: Random House.

Stewart, J., & Logan, C. (1993)ogether: Communicating interpersonaf$ith ed.). New York: McGraw-Hill.
Verderber, R.F. (1993 ommunicate(7th ed.). Belmont, CA: Wadsworth.
Watzlawick, P. (1978)The language of change: Elements of therapeutic communicBkéam.York: Basic Books.

Watzlawick, P., Beavin, J.H., & Jackson, D.D. (196Fagmatics of human communication: A study of
interactional patterns, pathologies, and paradoxésw York: Norton.

Wilmot, W.W. (1987).Dyadic communicatio3rd ed.). New York: Random House.

Zalkind, S.S., & Costello, T.W. (1962). Perception: Some recent research and implications for administration.
Administrative Science Quarterly, 218-235.

Zebrowitz, L.A. (1990)Social perceptionPacific Grove, CA: Brooks/Cole.

154 11 The Pfeiffer Library Volume 6, 2nd Edition. Copyright ©1998 Jossey-Bass/Pfeiffer



(1D OPENNESS, COLLUSION, AND FEEDBACK

J. William Pfeiffer and John E. Jones

“Tell it like it iIS” is a saying that is popular today. It is based on the assumption that
complete honesty is a preferred human condition; but it might better be stated as “Don’t
tell it like it isn’t.” Leveling, or responding with absolute openness, is sometimes
inappropriate and harmful. What is to be avoided is deceiving other people. This article
focuses on problems of openness as they are experienced in human communication. The
intent is to suggest a way for genuine communication to take place while preventing
systems from being blown apart by insensitivity.

THE OPEN-CLOSED CONTINUUM
Openness

Each of us is a part of a number of interpersonal systems. There are interlocking
networks of people in our families, our work staffs, our social circles, and so on; and
these systems are maintained in part by commonly held expectations about appropriate
behavior. Each of the systems within which we interact with other people can be made
tense or even destroyed by too much openness. Unrestricted, untethered “truth” can
create high levels of anxiety and can cause people in a system to become less able to
accomplish their goals. Stream of consciousness is a valid literary technique, but it can
be highly dysfunctional in interpersonal relationships.

An example ofnappropriate openness depicted in the moviBob & Carol & Ted
& Alice. Bob and Carol have just become reinvolved in their relationship during a
weekend growth-center experience, and they are having dinner at a restaurant with Ted
and Alice. Carol pours out her feelings in such a way as to embarrass Ted and Alice. She
confronts the waiter with information about her feelings and then follows him to the
kitchen, where she apologizes to him in front of his coworkers, thereby increasing his
embarrassment. She is displaying insensitive sensitivity; that is, she is aware of herself
but oblivious of the impact she is having on others. We label this phenomenon of being
more expressive of oneself than the situation will tolerate as “Carolesque” openness. A
person who displays Carolesque behavior is highly aware of his or her own feelings to
the exclusion of any awareness of the impact of his or her behavior on others.

Destructive opennegsan result from the placement of an inordinate value on
“telling it like it is,” from insensitivity to the recipients of the communication, or from a
desire to be punitive. If the effect of open selfdisclosure is to make another person

Originally published imThe 1972 Annual Handbook for Group Facilitatdng J. William Pfeiffer and John E. Jones (Eds.), San Diego,
CA: Pfeiffer & Company.
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defensive or highly anxious, there is a high potential for destructiveness. If the open
communication is markedly judgmental of others, the chance that it will be harmful is
increased. For example, a husband and wife may be out for the evening; during the
course of the conversation, she asks how he likes the new dress she is wearing. His
honest reaction may be highly negative; however, if he is frank, it will be a “brutal
frankness.” Not only will she be hurt over his rejection of her choice of attire; but she
will experience great frustration in that the situation is not modifiable, as it is too late for
her to change to another outfit. Total openness could only ruin the evening for both of
them. The husband need not be “dishonest” if he describes the dress in words that do not
convey a message of feelings, such as “striking” or “different,” and chooses to deal with
his negative reaction to the dress at a more appropriate time. He has not told it “like it
is,” but neither has he told it “like it isn’t.”

A number of motives may be served by sharing one’s feelings and ideas with
others. One’s intent may be to help, to impress, to seduce, to punish, to exploit, or to
achieve catharsis. The reasons behind the sharing, as well as its effects on the listener(s),
determine the ethicalness of self-disclosure. Opemueszpenness is not justifiable
except in a human context in which readiness and willingness for honest interchange
have been assessed. Choosing what to share in interaction with another person or systen
Is purposive behavior. Therefore, openness can be helpful or harmful, effective or
ineffective, appropriate or inappropriate, depending on one’s motives, on one’s ability to
be sensitive to the probable effects of the sharing, and on the readiness of the
recipient(s) of the data. It may be hypothesized that people’s capacities for openness
with themselves regarding their motives for open communication define limits on their
ability to be sensitive to the needs of individual situations. If people deceive themselves
about their own aims, they can probably also distort the cues they get from others in the
system. On the other hand, when people are conscious of having hidden agendas, their
communication is not likely to be genuine in that they may suppress many of their
reactions.

We have labeled the concept of ethical authenticity, which promotes growth in a
system, astrategic openness§trategic openness means determining how much open
data flow the system can stand and then giving it about a ten-percent boost—enough to
stretch it but not to shatter it. This risk taking is an attempt to open up the system by
mild pushing and is far more effective than attempting to force it into whatever
recognition of conditions or sets of values the initiator of the openness had in mind.
Strategically open behavior underlies attempts at seduction, but the intent can be either
benevolent or malevolent. Being strategically open implies a responsibility to check out
the system carefully, being alert to cues that say to go on and to cues that say to stop.

Collusion

Collusion is characterized by an unwillingness to take risks and an unwillingness to
check out assumptions about the expectations of others. It is confounded by being a
contract of tacit and implicit terms. It drastically underestimates the ability of the system
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(and the members of the system) to deal with openness. It is a state of being closed that
is reinforced by default.

In the experience of organization development consultants, a fairly common
assessment in the sensing (or diagnosing) period is that the key issue is the
ineffectiveness of a manager.

In one such sensing phase, the common, independently issued complaint of six
subordinates was “The problem with this organization is that Jack is a lousy manager—
reactive, slow to make decisions, and frequently preoccupied with something other than
the business at hand.” Jack revealed in an interview that he was “giving a great deal of
thought to stepping down.” He continued, “With the kids grown, through college, and
both living out on the West Coast there isn’t much to keep me interested in my work.
My wife and | have enough money so that | really don’t need to work anymore; some
days | just feel more like golfing or sitting around than | do going to the office.” At the
next staff meeting Jack decided to broach the subject of retiring. Here is how the
conversation progressed:

Jack: I've been thinking it over and what | think this division needs is a new chief,
someone with more energy than | have . . ..
Subordinategin chorus): Oh no, Jack! We couldn’t get along without you.

What has taken place in this anecdote is an example of collusion—the opposite of
being too open. When collusion is identified, for example, in the anecdote involving
Jack, the unified response of the colluders is to deny the data or to attack the person who
has exposed the collusion.

FUNCTIONALITY IN COMMUNICATION

It may be useful to consider openness as a nonlinear phenomenon. Too much and too
little openness can both be dysfunctional in human systems. Figure 1 depicts the
functional-dysfunctional aspects of openness. Closed communications (collusion) can be
equally as dysfunctional as completely open expression (“Carolesque” behavior).
Strategic openness functions to ameliorate the system rather than to destroy it or to hide
its reality. People in a system that has an openness problem may vacillate between too
much and too little sharing. A system that can tolerate high levels of honest interchange
of feelings and ideas is characterized by trust and interpersonal sensitivity. As they
interact, people are free to give, receive, and elicit feedback on the effects of their own
and others’ behavior.

Feedback

Feedback is a method of sharing feelings directed toward another and is generally
considered a phenomenon of encounter or T-groups; however, we are constantly
engaged in feedback activity in our minds, whether or not the data are ever shared.
Feedback sharing may be incorporated into our daily experience as a means of
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Figure 1. A Nonlinear Conceptualization of the Open-Closed Continuum
in Interpersonal Relations

constructive openness, based on an intent to help. When openness is applied to
feedback, some definite criteria can be established. Feedback is more constructive when
it has the following characteristiés:

= |t is descriptive rather than evaluative.

= |t is specific rather than general.

= |t takes the needs of the system (two people, multiple people) into account.
= |t focuses on modifiable behavior.

= |tis elicited rather than imposed.

= |tis well timed.

= |t is validated with the recipient.

= |t is validated with others.

Evaluative feedback induces defensive reactions and makes listening difficult. To
be told that one is not O.K. often requires that one defend oneself. On the other hand,
having the effects of one’s behavior described leaves one the option of making one’s
own evaluation. Giving evaluative feedback is promoting one’s own ideas of what
behavior should be; it does not increase the freedom of the other person to decide for
himself or herself.

General feedback is often not useful because the recipient is left to guess about
what behavior might benefit from change. A message such as “You are pushy” is less
effective in promoting learning than are messages that focus on definite, observable
behaviors. “When you cut off Joe while he was talking, | felt irritated with you” is
highly specific feedback that leaves the listener free to choose what he or she wants to
do with it.

! Adapted from theory-session material contained in the NTL-IAB& Summer Reading Book.
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The third feedback criterion, taking needs into account, relates directly to the
concept of strategic openness. Whose needs are being met at whose expense? The
person who is contemplating being open about his or her reactions to another person
needs to consider why it seems important to share those reactions. In order for the
feedback to be constructive, the giver of that feedback needs to assess not only his or her
own motives but also the readiness and willingness of the other person to receive the
reaction.

Focusing on modifiable behavior increases the freedom of the recipient of feedback.
To call attention to behaviors over which a person has little or no control, such as tics or
other nervous mannerisms, simply leads to frustration.

Elicited feedback is more easily heard than is imposed feedback. The person who
asks to be told what his or her impact is on others is probably more ready and willing to
engage in high-level openness than is the person who feels attacked. Imposed feedback
often elicits defensiveness and denial. When the recipient of the feedback has named the
behavior on which feedback is desired, he or she is far more likely to listen.

The timing of feedback is critical. “Gunnysacking,” or withholding one’s reaction
until later, is a common interpersonal phenomenon; sharing reactions about events in the
past is less constructive than giving immediate feedback. To be told “Last week you
upset me when you didn’t call” is less useful than to be confronted with that reaction
relatively soon after the behavior has occurred.

The choice of whether and when to express the feelings that one experiences is not
a single one. It is best made from data about the interpersonal situation in which emotion
is generated and from the style that the person has in responding to his or her “inner
life.” In a committee meeting, for example, one of the members becomes irritated at the
parliamentary maneuverings of the chairperson. This member may not permit himself or
herself to be conscious of the negative affect, and this would be what analysts call
“repression.” The member may engage in suppression, or a conscious choice to focus
awareness on something else besides his or her feelings. A third type of response would
be to choose not to confront the chairperson but to maintain consciousness of the
irritation. Finally, the member may confront the other person. Choosing not to confront
can be a low-profile, avoidance style as well as a conscious attempt to be sensitive to
others. Feedback can be considered timely, then, if it is given as soon as it is
appropriate.

Validating feedback makes sense for two reasons. First, what is heard is very often
not what is intended. Second, a given person’s reaction may not be shared by others.
Feedback should be at least a two-way process. The recipient of the feedback needs to
determine the range of reactions caused in others by his or her behavior.

To be open in giving feedback to another person or to a group, then, is neither
effective nor ineffective except as the communication is based on sensitivity to self and
to others. It is not inauthentic to be careful in giving feedback, but downplaying one’s
reaction can carry the message that the recipient is incapable of hearing feedback. If the
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intent is to enlarge the freedom of the feedback recipient, the message should increase
options.

Ideally, openness should be both strategic and constructive. It should enlarge the
range of the recipient’s options without shutting him or her down emotionally. It
requires demanding self-appraisal of motives on the part of the person who chooses to
be open because he or she must assume responsibility for that openness as well as for
imposing the results of his or her behavior on another. A person’s openness must be
dealt with, in some fashion, by those with whom he or she has chosen to share feelings
and ideas or to give feedback. Therefore, openness should never exceed the system
expectations to the extent of reinforcing closed behavior in others; rather, it should
become a growth experience for both the open person and the system with which he or
she is interacting.

IMPLICATIONS

The group facilitator needs to be aware of both the problems and possibilities with

regard to openness, collusion, and feedback. A number of these implications are
suggested by the points of view expressed in this article. Feedback criteria can be taught
rather easily in small group meetings either experientially or didactically. Building and
maintaining the norms implied in these “standards” can result in constructive openness
and trust.

The facilitator should be careful in surfacing evidence of collusion in a human
system. He needs to find a nonthreatening way of helping the colluders to “own” and to
deal with their complicity. It is equally dangerous to generate or focus on more data than
the system can process. One example of generating too much data would be calling
attention to the feelings of task-group members who have not voluntarily committed
themselves to studying their interpersonal process. Another example is a facilitator who
“models” openness in the initial session of a growth group but expresses so much
feeling that participants become unduly anxious. Hypotheses about a system’s readiness
for increased openness need to be tested. The facilitator should be wary of a tendency to
project his or her own position onto others or to be party to the collusion that may exist
in the system. The facilitator needs to check out his or her assumptions about the client
system and to find out the assumptions that people in the system are making about him
or her.

Openness and trust grow in a nurturing environment; they cannot be expected to be
engendered instantaneously. The level of openness in growth-group meetings usually
cannot automatically be reproduced in “back-home” settings. The facilitator needs to
negotiate (and renegotiate) the level of openness that is to be expected in his or her
relations with others.
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[0 THE JOHARI WINDOW: A MODEL FOR ELICITING
AND GIVING FEEDBACK

Philip G. Hanson

The process of giving and receiving feedback is one of the most important concepts in
laboratory training. It is through feedback that we implement the poet’s words, “to see
ourselves as others see us.” It is also through feedback that other people know how we
see them. Feedback is a verbal or nonverbal communication to a person (or a group) that
provides that person with information as to how his or her behavior is affecting you or
the state of your here-and-now feelings and perceptions (giving feedback). Feedback is
also a reaction on the part of others, usually in terms of their feelings and perceptions, as
to how your behavior is affecting them (receiving feedback). The term was originally
borrowed from electrical engineering by Kurt Lewin, one of the founders of laboratory
training. In the field of rocketry, for example, each rocket has a built-in apparatus that
sends messages to a steering mechanism on the ground. When the rocket is off target,
these messages come back to the steering mechanism, which makes adjustments and
puts the rocket back on target again. In laboratory training, the group acts as a steering
or corrective mechanism for individual members who, through the process of feedback,
can be kept on target in terms of their own learning goals.

The process of giving and receiving feedback can be illustrated through a model
called the Johari Window (see Figure 1). The window was originally developed by two
psychologists, Joseph Luft and Harry Ingham, for their program in group process. The
model can be looked on as a communication window through which you give
information about yourself to others and receive information about yourself from them.

Looking at the four panes in terms of vertical columns and horizontal rows, the two
columns represent the self and the two rows represegtdbp. Column one contains
“things that | know about myself”; column two contains “things that | do not know
about myself.” Row one contains “things that the group knows about me”; row two
contains “things that the group does not know about me.” The information contained in
these rows and columns is not static but moves from one pane to another as the level of
mutual trust and the exchange of feedback vary in the group. As a consequence of this
movement, the size and shape of the panes within the window will vary.

The first pane, called the “arena,” contains things that | know about myself and
about which the group knows. It is an area characterized by free and open exchange of
information between me and others. The behavior here is public and available to
everyone. The arena increases in size as the level of trust increases between people or

Originally published imThe 1973 Annual Handbook for Group Facilitatdng John E. Jones and J. William Pfeiffer (Eds.), San Diego,
CA: Pfeiffer & Company.
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Figure 1. The Johari Window *

between a person and his or her group and, therefore, as more information—particularly
personally relevant information—is shared.

The second pane, the “blind spot,” contains information that | do not know about
myself but about which the group may know. As | begin to participate in the group, |
communicate all kinds of information of which | am not aware, but that is being picked
up by other people. This information may be in the form of verbal cues, mannerisms, the
way | say things, or the style in which | relate to others. The extent to which we are
insensitive to much of our own behavior and what it may communicate to others can be
guite surprising and disconcerting. For example, a group member once told me that
every time | was asked to comment on some personal or group issue, | coughed before |
answered.

In pane three are things that | know about myself but of which the group is
unaware. For one reason or another | keep this information hidden from them. My fear

! The copyright for the Johari Window is held by Joseph Luft. Requests to reprint it should be addressed to Mayfield Publishing
Company, 1240 Villa Street, Mountain View, CA 94041. Used with permission.
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may be that if the group knew of my feelings, perceptions, and opinions about the group
or individual members of the group, they might reject, attack, or hurt me in some way.
As a consequence, | withhold this information. This pane is called the “facade” or
“hidden area.” One of the reasons | may keep this information to myself is that | do not
see the supportive elements in the group. My assumption is that if | start revealing my
feelings, thoughts, and reactions, group members might judge me negatively. | cannot
find out, however, how members will really react unless | test these assumptions and
reveal something of myself. In other words, if | do not take some risks, | will never learn
the reality or unreality of my assumptions. On the other hand, | may keep certain kinds
of information to myself when my motives for doing so are to control or manipulate
others.

The last pane contains things that neither | nor the group knows about me. Some of
this material may be so far below the surface that | may never become aware of it. Other
material, however, may be below the surface of awareness to both me and the group but
can be made public through an exchange of feedback. This area is called the “unknown”
and may represent such things as intrapersonal dynamics, early childhood memories,
latent potentialities, and unrecognized resources. As the internal boundaries can move
backward and forward or up and down as a consequence of eliciting or giving feedback,
it would be possible to have a window in which there would be no unknown. As
knowingall about oneself is extremely unlikely, the unknown in the model illustrated is
extended so that part of it will always remain unknown. If you are inclined to think in
Freudian terms, you can call this extension the “unconscious.”

One goal we may set is to decrease our blind spots, that is, move the vertical line to
the right. How can | reduce my blind spot? As this area contains information that the
group members know about me but of which | am unaware, the only way | can increase
my awareness of this material is to get feedback from the group. As a consequence, |
need to develop a receptive attitude to encourage group members to give me feedback. |
need to actively elicit feedback from group members in such a way that they will feel
comfortable in giving it to me. The more | do this, the more the vertical line will move
to the right. See Figure 2.

Another goal we may set for ourselves, in terms of our model, is to reduce our
facade, that is, move the horizontal line down. How can | reduce my facade? As this
area contains information that | have been keeping from the group, | can reduce my
facade by giving feedback to the group or group members concerning my reactions to
what is going on in the group and inside me. In this instance, | am giving feedback or
disclosing myself in terms of my perceptions, feelings, and opinions about things in
myself and in others. Through this process the group knows where | stand and does not
need to guess about or interpret what my behavior means. The more selfdisclosure and
feedback | give, the farther down | push the horizontal line. See Figure 3.

You will notice that while we are reducing our blind spots and facades through the
process of giving and eliciting feedback, we are, at the same time, increasing the size of
our arena or public area.
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In the process of giving and asking for feedback, some people tend to do much
more of one than the other, thereby creating an imbalance of these two behaviors. This
imbalance may have consequences in terms of the person’s effectiveness in the group
and group members’ reactions to him or her. §ireandshapeof thearena, therefore,

Is a function of both the amount of feedback shared and the ratio of giving versus
eliciting feedback. In order to give you some idea of how to interpret windows, | would
like to describe four different shapes that characterize an ideal window and three
extreme ratios in terms of eliciting and giving feedback. These descriptions will give

you some idea of how people, characterized by these windows, might appear to others in
a group setting. See Figure 4.
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Figure 3. Reducing the Facade
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Figure 4. Ideal Window and Extreme Ratios

Window number 1 is an “ideal window” in a group situation or in any other
relationship that is significant to the person. The size of the arena increases as the level
of trust in the group increases, and the norms that have been developed for giving and
receiving feedback facilitate this kind of exchange. The large arena suggests that much
of the person’s behavior is aboveboard and open to other group members. As a
consequence, there is less tendency for other members to interpret (or misinterpret) or
project more personal meanings into the person’s behavior. Very little guesswork is
needed to understand what the person is trying to do or communicate when his or her
interactions are open both in terms of eliciting and giving feedback. It is not necessary,
however, to have a large arena with everyone. The people with whom you have casual
acquaintances may see this kind of openness as threatening or inappropriate. It is
important to note, however, in your group or with some of your more significant
relationships, that when most of your feelings, perceptions, and opinions are public,
neither person has to engage in game behavior.

The large facade in window 2 suggests a person whose characteristic participation
style is to ask questions of the group but not to give information or feedback. Thus, the
size of the facade is inversely related to the amount of information or feedback flowing
from the individual. He or she responds to the group norm to maintain a reasonable level
of participation, however, by eliciting information. Many of his or her interventions are
in the form of questions such as these: “What do you think about this?” “How would
you have acted if you were in my shoes?” “How do you feel about what | just said?”
“What is your opinion about the group?” The person wants to know where other people
stand before committing himself or herself. You will notice that his or her “eliciting
feedback” arrow is long, whereas the “giving feedback” arrow is short. As this person
does not commit himself or herself in the group, it is hard to know where the person
stands on issues. At some point in the group’s history, other members may confront him
or her with a statement similar to “Hey, you are always asking me how | feel about
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what's going on, but you never tell me how you feel.” This style, characterized as the
“Interviewer,” may eventually evoke reactions of irritation, distrust, and withholding.

Window number 3 has a large blind spot. This person maintains his or her level of
interaction primarily by giving feedback but eliciting very little. The person’s
participation style is to tell the group what he or she thinks of them, how he or she feels
about what is going on in the group, and where he or she stands on group issues.
Sometimes the person may lash out at group members or criticize the group as a whole,
believing that he or she is being open and aboveboard. For one reason or other, however,
the person either does not hear or appears to be insensitive to the feedback given to him
or her. The person either may be a poor listener or may respond to feedback in such a
way that group members are reluctant to continue to give him or her feedback; for
example, he or she may become angry, cry, threaten to leave. As a consequence, the
person does not know how he or she is coming across to other people or what his or her
impact is on them. Because the person does not appear to utilize the corrective function
(reality) of group feedback, many of his or her reactions or self-disclosures appear out of
touch, evasive, or distorted. The result of this one-way communication (from him or her
to others) is that the person persists in behaving ineffectively. As the person is
insensitive to the steering function of the group, he or she does not know what behaviors
to change. The person’s “eliciting feedback” arrow is very short, while his or her
“giving feedback” arrow is long. This style of interaction comes across as a “bull-in-a-
china-shop.”

Window number 4, having the large unknown, represents the person who does not
know much about himself or herself, nor does the group know much about him or her.
This person may be the silent member or the “observer” in the group, who neither gives
nor asks for feedback. As you can see in window number 4, the “eliciting” and “giving
feedback” arrows are very short. He or she is the mystery person in the group because it
Is difficult for group members to know where this person stands in the group or where
they stand with him or her. The person appears to be surrounded by a shell that insulates
him or her from other group members. When confronted about the lack of participation,
he or she may respond with a comment such as “I learn more by listening.” Group
members who are not actively involved in the group or who do not participate receive
very little feedback because they do not provide the group with any data to which they
can react. The person who is very active in the group exposes more facets of himself or
herself and provides the group members with more information about which they can
give feedback. While this kind of exchange may cause the active participant some
discomfort, he or she learns considerably more than the inactive participant who does
not give or elicit feedback. The person characterizing this window is called the “turtle”
because a shell keeps other people from getting in and him or her from getting out. It
takes a considerable amount of energy to maintain an arena this small in a group
situation because of the pressure that group norms exert against this kind of behavior.
Energy channeled in maintaining a closed system is not available for self-exploration
and personal growth.
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The goal of eliciting feedback and self-disclosure or giving feedback is to move
information from the blind spot and the facade into the arena, where it is available to
everyone. In addition, through the process of giving and receiving feedback, new
information can move from the unknown into the arena. A person may have an “aha”
experience when he or she suddenly perceives a relationship between a here-and-now
transaction in the group and some previous event. Movement of information from the
unknown into the arena can be called “insight” or “inspiration.”

It is not an easy task to give feedback in such a way that it can be received without
threat to the other person. This technique requires practice in developing sensitivity to
other people’s needs and being able to put oneself in other people’s shoes. Some people
feel that giving and receiving feedback cannot be learned solely by practice; instead,
giving and receiving feedback require a basic philosophy or set of values that must first
be learned. This basic philosophy is that the person be accepting of himself or herself
and others. As this acceptance of self and others increases, the need to give feedback
that can be construed as evaluative or judgmental decreases.

The Pfeiffer Library Volume 6, 2nd Edition. Copyright ©1998 Jossey-Bass/Pfeiffer (11167



(D BASIC CONCEPTS OF SURVEY FEEDBACK

David G. Bowers and Jerome L. Franklin

Perhaps the most common misconception about survey feedback pivots on the failure to
distinguish thgrocessand what it represents from tblataand what they represent. For

the unwary, a rush to action based on this misconception all too often results in damage
to the recipient and disillusionment for both the recipient and the purveyor.

Survey feedback is not a sheet of tabulated data, nor is it the simple return of such
data to some representative of the respondents. Instead, it is a relatively complex
guidancamethodthat draws on the device of the questionnaire survey to upgrade and
make more complete, rational, and adequate a process inherent in social organizations.

THE NATURE OF FEEDBACK

At the root of survey feedback, as with any guidance device, are three fundamental
properties: (1purposivenesq?) a flow of eventghrough time, and (J)eriodic
discrepancie®etween what occurs and what was desired or intended. The first of these
refers to the perhaps-obvious fact that “feedback” without some aim, objective, target, or
purpose is meaningless. The recitation of stock-market quotations may be eminently
meaningful to a broker or to an investor eagerly or anxiously anticipating his gains or
losses; it has no meaning for a person who has no stake in it, does not understand it, and
for whom it is simply “feed” (that is, noise).

The second basic property points to what must be implicit in the term “feedback,”
namely that a number of events occur sequentially across time. They flow from an
action on the part of the potential recipient to an end-state about which he or she
hopefully obtains information regarding how well that action went.

The third fundamental condition simply states that for feedback to be useful (that is,
to result in midcourse corrections), one must assume that some difference or discrepancy
exists from time to time between what has been desired or intended and what has
actually occurred.

Building on these three basic properties, one is able to distinguish feedback from
other forms of information input. Information that is novel and extraneous to accepted
purposes, while potentially quite useful, is different from feedback. Information that
refers to events now complete and not likely to recur is not feedback and, for guidance
purposes, is as likely to be without value as is information that conveys no difference
from what was intended (that is, leads to no action).

Originally published inThe 1974 Annual Handbook for Group Facilitattmgs J. William Pfeiffer and John E. Jones (Eds.), San Diego,
CA: Pfeiffer & Company.

168 1[I The Pfeiffer Library Volume 6, 2nd Edition. Copyright ©1998 Jossey-Bass/Pfeiffer



Descriptive or Evaluative Feedback

At a somewhat more concrete level, much is often made in interpersonal settings of the
value of providing feedback that is descriptive rather than evaluative. To the extent that
this precept refers to avoiding the debilitating effects of threat and punishment, one can
only concur. Both research and experience indicate that fear, resentment, and excessive
anxiety at best can be counterproductive, at worst paralyzing and highly destructive.

However, this is a different genre of issue from that which arises if one insists that
feedback, when provided, must be unconnected to value judgments of goodness and
badness, usefulness, desirability, and the like. In fact, the heart of any feedback process
is precisely that: a reading, returned to the actor, on how well or how poorly things are
going in relation to what he or she has done. In this sense, feedback (including survey
feedback)s evaluative.

Its highly desirable property of descriptiveness is therefore determined not by the
extent to which it avoids evaluations (it does not and cannot), but by the extent to which
it encompasses in its message information about the flow of events leading to the
outcome. As such, it must be connected, in a way clearly understood, accepted, and
believed by the actor, to a model of those events that includes cause-effect relationships.

In form, it is built around the notion that if the actor dAethat action results iB,
which in turn produce€. Although feedback that lets the actor know only that he or she
has not attained in the most current attempt(s) the desired s@tedhinly possesses
some utility, feedback that also states thatas inappropriate, or that it did not lead to a
sufficientB, permits the actor to revise his or her actions and perhaps the model itself on
something more than a trial-and-error basis. It is in this sense that another property
commonly felt to be desirable in feedback—that ihbpful—reflects a great deal of
truth. However, helpfulness resides more in what the feedback permits the actor to do
constructively than in the demeanor or tone of the purveyor.

In the specific case of survey feedback, the substance of these points is that such
feedback:

= Must be built around a model that has a maximum likelihood of being correct
(that is, around principles of behavior and organization derived and verified
scientifically as appropriate to the situation);

= Must be clearly tied, through this model, to outcomes that are positively valued;
and

= Must provide a return of model-valid information relevant to more than merely
the outcomes of the process represented by the model.

Previous Endorsement of Model

Finally, an obvious corollary is that the principles, ideas, and concepts that make up the
model must be accepted and endorsed by the lagtore,not merely after, he or she
receives the information intended as feedback. A survey-feedback operation launched
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without this prior acceptance, but in the hope that the information will itself be
persuasive, is doomed to failure for the same reason mentioned in the earlier stock-
market illustration: The input will be meaningless and therefore rejected. Where the
principles and concepts contained in the model and operationalized in the survey are not
understood or accepted in advance, the leader, change agent, or facilitator is well
advised to proceed no further until, by training or planned experience, he or she has
implanted that understanding and acceptance.

THE CHARACTER AND QUALITY OF DATA FOR SURVEY
FEEDBACK

Understanding the causal sequences—Ilet alone measuring them—involves us in an
immediate paradox. If we say, for example, thatused, we have to assume two
mutually contradictory things: that bothandB occurred at exactly the same point in
time (as no event can be caused by something that it is not in contact with), aad that
must have precedd®l(as a cause must occur before its effect). In everyday life, we
solve this problem bgtoring large numbers of connectééto-B events and looking at
them for some period of time.

The same practice holds true for the survey. Questionnaire respondents, in
describing their leader’s behavior, the behavior of their fellow members, or the
conditions present in the larger organization, summarize a large number of specific acts
and events, some of which have caused others. The picture that results in the tabulated
data, although taken at one point in time, is a composite photograph of the person,
group, and/or organization as it has persisted over some period of weeks or months. By
the changes observed in the picture from one administration and feedback to the next,
movement is depicted in much the same way as in a motion picture.

Accuracy of the Picture

The accuracy of the resulting picture depends on the care that goes into those several
aspects of the process and on the instrument that reflects their design: the accuracy and
adequacy of the body of principles and concepts on which both the model and the
instrument have been built (are they the result of rigorous research, or of armchair
extractions from experience?); the reliability and validity of the questionnaire instrument
and its measures (does it measure dependably and accurately what it purports to
measure?); and the conditions under which the data are collected (trust, confidence, care,
and clarity of procedures).

Beyond the conventional indicators of validity, the procedure employed in survey
feedback relies on the consensual validation implicit in collecting multiple perceptions
of the same events from several people. Those who view and report about the same
phenomenon should substantially agree in their perceptions and differ from other people
who perceive other events.
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A Representation of Reality

What results, of course, is a representation in abstract symbols (numbers) of the
organizational reality in which respondents live. Events have been summarized by each
respondent across some period of time considered by him or her to be appropriate,
translated by the survey into numbers, and summarized in the tabulation across all
members of the group. Their subsequent ability, in the feedback process, to translate this
into a common experience base about which joint conclusions can be drawn depends on
the clarity and concreteness of the original questionnaire items. Clear, concrete,
descriptive items are more readily converted in the discussion into clear, concrete
examples than are fuzzy, abstract oftas.precisely this translation-summary-

conversion process, resulting in a shared view of problems and strengths, that lies at the
heart of survey feedback’s payoff potential.

Perception of Threat

Confidentiality of individual responses also plays a considerable role in the validity
guestion. Survey feedback is seldom undertaken in other than hierarchical organizational
settings. The differences in positions, roles, status, and power that this fact implies make
each respondent vulnerable in some respect to being held accountable in punitive terms
for having expressed himself or herself. If the threat is real and is applicable to the
majority of respondents, the facilitator’s attempt to use survey feedback to develop
constructive problem solving obviously faces a situation of model nonacceptance.

However, more common, and in some ways critical, is the real perception of an
unreal threat; and it is this anxiety that the confidential treatment of individual responses
helps to allay. Even though it is obvious to respondents that some handful of personal
background items could identify them, there is considerable reassurance in not having to
write their names on their questionnaires. “Taking attendance,” scrutinizing a
respondent’s questionnaire as it is handed in, and peering over the respondent’s shoulder
are similarly to be avoided, as is the practice of including immediate superiors and their
subordinates in the same questionnaire-completion session.

Observing these cautions, together with aggregating data across all respondents in
the group and into summary indices geared to the group’s size (a mean response
preserves confidentiality in small groups, whereas a percentage spread does not), helps
to guarantee that the results will be truly consensually valid and reasonably free from
distortions attributable to a threatened position.

CRITICAL ASPECTS OF THE FEEDBACK PROCESS

The usefulness of the survey data depends as much on the nature of the feedback proces
as on the character and quality of the actual data. Although a complete treatment would
involve a consideration of specific aspects of this process, we will focus at present on
only four additional major issues: (1) the role of a resource person in the process, (2) the
preexisting role relationships of people in the groups, (3) feedback sequencing for
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groups at different hierarchical levels within social systems, and (4) the place and value
of the survey-feedback process.

Effectively done, survey feedback is a complex process requiring special
knowledge and skills. Its success depends largely on the ability of the people involved to
understand and subsequently use the data as the basis for altering conditions and
behaviors. In most cases the recipients of survey feedback require the help of a resource
person who provides expertise and skill in several areas and who serves as a link
between these people and those other resources (for example, knowledgeable people)
that serve as a potential energy source for the group’s development.

The Resource Person’s Role

The resource person’s expertise must include an understanding of organizational
processes and techniques of data aggregation and statistical analyses. In addition, this
person must be skilled in helping the recipients to understand and use the feedback data
constructively. Abilities related to these functions include those of formulating
meaningful pictures of social interactions on the basis of quantitative information and
interacting with individuals and groups to facilitate the constructive use of the data.

It should by now be apparent that the resource person’s role is not an easy one. To
be useful to the process, he or she must know the group’s data thoroughly prior to any
feedback-related contact with its members or its leader. Only a thorough grounding in
data analysis and interpretation can provide this skill, and only extensive practice can
perfect it. In the group’s discussion, he or she must be able to distinguish the elaboration
and refinement of otherwise-tabulated reality from the frequently exciting, but
obfuscating, attempts by the group members to provide the consultant with what they
think he or she wants to hear and work with. The consultant must be able to intervene in
the process to keep it on track with the model and with what he or she knows represents
a profitable course for the group members. Yet the consultant must do so in ways that
avoid his or her being perceived as engaging in exaggerated flattery or reproof, telling
them what to do, or solving their problems for them.

Group-Member Relationships

Through all of this, the consultant must remember that the feedback meeting or training
session is an artificial setting for the group’s members. The fact that, in survey feedback,
they are and ordinarily have been for some time enmeshed in a network of relationships,
roles, and functions means that, for théine greater part of their organizational reality
exists outside that setting and is more closely aligned to the data than to the process that
the consultant has stimulatebhis fact requires that, prior to the group session, the
consultant present and discuss the data privately with the group leader or supervisor and
counsel him or her as to the meaning of the data. Only then can that leader, who must
chair the group session, be expected to cope constructively with the various stresses and
strains of meeting his or her subordinates.
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“Waterfall” Design

Although this latter principle is extended by some to augur what is known as a

“waterfall” design of survey feedback (beginning the process at a subordinate echelon
only after it is complete in several sessions at the echelon above), this would appear to
be an unnecessary elaboration. The modeling, which is presumed to be an advantage,
seems in fact to be less important than the reassurance that is provided by having had an
exposure as a subordinate in the group above. This seems to be largely accomplished
during the first or early session. Adhering to a “top-down” design, yet pushing to as
nearly simultaneous feedback to all levels as possible, would appear from experience
and such evidence as exists to be an optimal strategy.

The Place and Value of Survey Feedback

The point has been made that the survey-feedback process ordinarily is attempted within
complex social systems. This point cannot be overemphasized; it is this fact, principally,
among others, that ordinarily complicates even further what must seem to the reader to
be an already-complicated process. Survey feedback is a method, procedure, or
technique that often occurs within a broader paradigm termed “survey-guided
development.” This latter and broader procedure encompasses, in addition to survey
feedback, the use of survey data to diagnose the organization as a functioning social
system); it also serves to establish the proper sequencing of inputs—determined through
diagnosis—of a (nonfeedback) informational, skill, and structural-change variety.

A person proposing to move, as a facilitator or change agent, into a survey-guided
development effort cannot hope to do so without first understanding the processes of
survey feedback.
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[0 GIVING FEEDBACK: AN INTERPERSONAL SKILL

Philip G. Hanson

The processes of giving and asking for feedback constitute probably the most important
dimension of laboratory education. It is through feedback that we can learn to “see
ourselves as others see us.” Giving and receiving feedback effectively are not easy tasks;
they imply certain key ingredients: caring, trusting, acceptance, openness, and a concern
for the needs of others. Thus, how evaluative, judgmental, or helpful feedback is may
finally depend on the personal philosophies of the people involved. Nevertheless, giving
and receiving feedback as&ills that can be learned and developed and for which

certain useful guidelines exist.

The term “feedback” was borrowed from rocket engineering by Kurt Lewin, a
founder of laboratory education. A rocket sent into space contains a mechanism that
sends signals back to Earth. On Earth, a steering apparatus receives these signals, make
adjustments if the rocket is off target, and corrects its course. The group can be seen as
such a steering mechanism, sending signals when group members are off target in terms
of the goals they have set for themselves. These signals—feedback—can then be used
by a person to correct his or her course. For example, George’s goal may be to become
more selfaware and to learn how his behavior affects others. Information from the group
can help George to ascertain whether he is moving toward this goal. If George reacts to
criticisms of his behavior by getting angry, leaving the room, or otherwise acting
defensively, he will not reach the goal. The other members may help by making
comments such as “George, every time we give you feedback, you do something that
keeps us from giving you further information. If you continue this kind of behavior, you
will not reach your goal.” If George responds to the “steering” of the group by adjusting
his direction, he can again move toward his target. Feedback, then, is a technique that
helps members of a group to achieve their goals. It is also a means of comparing one’s
own perceptions of one’s behavior with others’ perceptions.

Giving feedback is a verbal or nonverbal process through which a person lets others
know his perceptions and feelings about their behavior. Wheting feedback, a
person is asking for others’ perceptions and feelings d®at her behavior. Most
people give and receive feedback daily without being aware of doing so. One purpose of
laboratory training is to increase awareness of these processes so that they can be
engaged in intentionally rather than unconsciously.

Originally published imThe 1975 Annual Handbook for Group Facilitatdng J. William Pfeiffer and John E. Jones (Eds.), San Diego,
CA: Pfeiffer & Company.
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INFORMATION-EXCHANGE PROCESS

Between two people, the process of exchange goes something like this: Person A’s
intention is to act in relation to person B, who sees only persoinef@vior.Between

Person A’s intention and behavior comes an encoding process that he or she uses to
make the intention and behavior congruent. Person B perceives person A’s behavior,
interprets it (a decoding process), and intends to respond. Between person B’s intention
and responding behavior an encoding process also occurs. Person A then perceives
person B’s responding behavior and interprets it. However, if either person’s process is
ineffective, the recipient may respond in a manner that will confuse the sender.

Although the feedback process can help a person to discover whether his or her behavior
and intentions are congruent, the process focusbslmawviorrather than omtentions.

A person’s intentions are private; unless he or she explains them, other people can only
guess what those intentions are. One of the most confusing aspects of communication is
that people tend to give feedback about other peaple'stions rather than their
behavior.Causing further confusion is the fact that many people perceive behavior as
being negatively intended, when in fact it is not. It is often difficult to see that the
sender’s intentions may not be what they are perceived to be.

RESPONSIBILITY FOR FEEDBACK

In many feedback exchanges, the question of ownership frequently arises: How much
responsibility should the giver and recipient assume for their respective behaviors? If
person A evokes a negative response (feedback) from person B, how much ownership
should each person assume for his or her part of the interaction? Some people are
willing to assume more than their share of the responsibility for another person’s
responses, while others refuse to own any responsibility for their behavior.

For example, a person may be habitually late for group meetings and may receive
feedback concerning members’ negative reactions to this behavior. The response of the
late person is to point out to the group members their lack of tolerance for individual
differences, saying that they are limiting his or her freedom and that they seem to be
investing too much responsibility in him or her for the group’s effectiveness. The late
person further states that he or she wants to be involved in the group but does not
understand why the members need him or her to be on time.

This situation presents a value dilemma to the group; the late person’s observations
are accurate, but his or her behavior is provocative. One clarification of this dilemma is
to point out that although a person owns only his or her behavior, the reactions of others
inevitably affect him or her. To the extent that the late person cares about the others or
his or her relationship with them, he or she must consider their responses.

Concern for the needs of others as well as one’s own is a critical dimension in the
exchange of feedback. Ownership or responsibility for one’s behavior and the
conseguences of that behavior overlap between the giver and recipient of feedback. The
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problem lies in reaching some mutual agreement concerning where one person’s
responsibility ends and the other’s begins.

GUIDELINES FOR USING FEEDBACK

It is possible to minimize a person’s defensiveness in receiving feedback and to
maximize that person’s ability to use it for his or her personal growth. Regardless of
how accurate feedback may be, if a person cannot accept the information because he or
she is defensive, then feedback is useless. Feedback must be given so that the person
receiving it carhearit in the most objective and least distorted way possible,
understandt, and choose taseit or not uset.

The following guidelines are listed as if they were bipolar, with the second term in
each dimension describing the more effective method of giving feedback. For example,
in one group George, intending to compliment Marie, says to her, “l wish | could be
more selfish, like you.” Marie might respond, “Why, you insensitive boor, what do you
mean by saying I'm selfish?” George might then get defensive and retaliate, and both
people would become involved in the game of “who can hurt whom the most.” Instead,
Marie might give George feedback by stating her position in another way. That is, she
could say, “When you said, ‘I wish | could be more selfish, like you,’ | felt angry and
degraded.” This second method of giving feedback contains positive elements that the
first does not.

Indirect Versus Direct Expression of Feelings

When Marie stated that George was an insensitive boor, she was expressing her feelings
indirectly. That statement might imply that she was feeling angry or irritated, but one
could not be certain. On the other hand, Marie expressed her feelings directly when she
said, “I felt angry and degraded.” She committed herself, and there was no need to guess
her feelings. If Tom says to Andy, “I like you,” he is expressing his feelings directly,
risking rejection. However, if he says, “You are a likeable person,” the risk is less.
Indirect expression of feelings is safer because it is ambiguous. Andy might guess that
Tom likes him, but Tom can always deny it. If Andy rejects Tom by saying “I am happy
to hear that | am likeable, buto not like you,” Tom can counter with “You are a
likeable person, but | do not like you.” Indirect expression of feelings offers an escape
from commitment.

“You are driving too fast” is an indirect expression of feelings. “I am anxious
because you are driving too fast” is a direct expression of feelings. Indirect statements
often begin with “I feel that . . .” and finish with a perception or opinion, for example, “I
feel that you are angry.” This is an indirect expression or perception and does not state
what “I” is feeling. Instead, “I am anxious because you look angry” expresses the
speaker’s feelings directly and also states a perception. People frequently assume that
they are expressing their feelings directly when they state opinions and perceptions
starting with “I feel that . . .,” but they are not.
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Interpretation Versus Description of Behavior

In the original example in which Marie said to George, “When you said, ‘| wish | could
be more selfish, like you,’ | felt angry and degraded,” Marie was describing the behavior
to which she was reacting. She was not attributing a motive to George’s behavior, such
as “You are hostile” or “You do not like me.” When one attributes a motive to a

person’s behavior, one is interpreting that persméntion.As the person’s intention is
private, interpretation of his or her behavior is highly questionable. In addition, one
person’s interpretations probably arise from a theory of personality that may not be
shared by the other person. For example, if William is fidgeting in his chair and

shuffling his feet, and Walter says, “You are anxious,” Walter is interpreting William'’s
behavior. Walter’s theory of personality states that when a person fidgets chair and
shuffles, he or she is manifesting anxiety. Such a theory interposed between two people
may create a distance between them or act as a barrier to understanding. If, instead,
Walter describesWilliam’s behavior, William may interpret his own behavior by

saying, “| need to go to the bathroom.”

In any event, interpreting another person’s behavior or ascribing motives to it tends
to put that person on the defensive and makes the person spend energy on either
explaining his or her behavior or defending himself or herself. It deprives the person of
the opportunity to interpret or make sense of his or her own behavior and, at the same
time, makes him or her dependent on the interpreter. The feedback, regardless of how
much insight it contains, cannot be used.

Evaluative Versus Nonevaluative Feedback

Effective feedback to George was not accomplished by calling him names such as
“insensitive boor” or, in other words, evaluating him as a person. When giving feedback,
one must respond not to the personal worth of the person but to the pbed@vior.

When someone is called “stupid” or “insensitive,” it is extremely difficult for that

person to respond objectively. The person may somettesupidly orbehavan an
insensitive way, but that does not mean that he or she is a stupid or insensitive person.
Evaluating a person casts one in the role of a judge and places that person in the role of
being judged. In addition, a frame of reference or set of values is imposed that may not
be applicable to, or shared by, other people. That is, the person making the evaluation
assumes that he or she can distinguish between a “good” person and a “bad” person or
between “right” and “wrong,” and that if the recipient of the feedback does not
exemplify these values, the sender will be unhappy with him or her.

Response to Evaluative Feedback

It is difficult for anyone to respond to evaluative feedback because it usually offends his
or her feelings of worth and self-esteem. These are core concepts about ourselves that
cannot be changed readily by feedback, nor can they be easily interpreted in terms of
actual behavior. It is difficult, for example, to point out to a person the specific
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behaviors that manifest low self-esteem. If a person is given feedback that he or she is
“stupid,” that person may not know wHaghaviorsto change. It is the person’s
observable behavior and not his or her self-esteem that must be responded to when
giving feedback.

An additional problem with evaluative feedback is that it often engenders
defensiveness. When this occurs, the feedback is not likely to be useful.

General Versus Specific Feedback

When Marie responded to George by saying, “When you said, ‘| wish | could be more
selfish, like you,’ | felt angry and degraded,” she was describgpgeificbehavior. If

she had said, “You are hostile,” she would have been giving feedbgekenalterms;
George might not have known to which behavior she was reacting. The term “hostile”
does not specifywhatevoked a response in Marie. If George wanted to change, he
would not know what behavior to change. However, when the sender is specific, the
recipient knows to what behavior the sender is responding, which he or she can then
change or modify. Feedback expressed in general terms, such as “You are a warm
person,” does not allow the recipient to know what specific behavior is perceived as
warm. The recipient cannot expand or build on this feedback until he or she knows
which behavior evoked the response “warm.”

Pressure to Change Versus Freedom of Choice to Change

When Marie told George that she felt angry and degraded by George’s statement, she
did not tell him he had to change his behavior. If she or the feedback were important to
George, however, he would probably change anyway; if these were not important to

him, he might decide not to change. A person should have the freedom to use feedback
in any meaningful way without being required to change. When the giver of feedback

tells a person to change, the giver is assuming that he or she knows the correct standards
for right and wrong or good and bad behavior and that the recipient needs to adopt those
standards for his or her own good (or to save the sender the trouble of changing).
Imposing standards on another person and expecting him or her to conform arouses
resistance and resentment. The sender assumes that his or her standards are superior. A
major problem in marriages arises when spouses tell each other that they must change
their behaviors and attitudes to conform with one or the other partner’'s expectations and
demands. These pressures to change can be very direct or very subtle, creating a
competitive, win-lose relationship.

Expression of Disappointment as Feedback

Sometimes feedback reflects the sender’s disappointment that the recipient did not meet
his or her expectations and hopes. For example, a group leader may be disappointed that
a member did not actualize his or her potential impact on the group, or a professor may
be disappointed in a student’s lack of achievement. These situations represent a
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dilemma. An important part of the sender’s feedback is his or her own feelings, whether
they are disappointment or satisfaction; if the sender withholds these feelings and/or
perceptions, the recipient may be given a false impression. If, however, the sender
expresses his or her disappointment, the recipient may experience this feedback as an
indication of personal failure instead of as an incentive to change.

Persistent Behavior

Frequently the complaint is heard that a group member persists in a behavior that others
find irritating, despite the feedback he or she receives. Group members exclaim, “What
are we supposed to do? He won’'t change!” The most the members can do is to continue
to confront the offender with their feelings. While the offender has the freedom not to
change, he or she will also have to accept the consequences of that decision, that is,
other people’s continuing irritation at his or her behavior and their probable punitive
reactions. He cannot reasonably expect other group members both to feel positive
toward the offender and to accept the behavior they find irritating. The only person an
individual can change is himself or herself. As a byproduct of the change, other people
may change in relationship to him or her. As the person changes, others will have to
adjust their behavior to his or hers. No one should be forced to change. Such pressure
may produce superficial conformity, but also underlying resentment and anger.

Delayed Versus Immediate Timing

To be most effective, feedback should, whenever possible, be given immediately after
the event. In the initial example of the exchange between George and Marie, if Marie
had waited until the next day to give feedback, George might have responded with “I|
don’t remember saying that,” or if Marie had asked the other group members later they
might have responded with only a vague recollection; the event had not been significant
to them, although it had been to Marie.

When feedback is given immediately after the event, the event is fresh in
everyone’s mind. It is like a mirror of the person’s behavior, reflected to him or her
through feedback. Other group members can also contribute their observations about the
interaction. There is often, however, a tendency to delay feedback. A person may fear
losing control of his or her feelings, fear hurting the other person’s feelings, or fear
exposing himself or herself to other people’s criticisms. Nevertheless, although the
“here-and-now” transactions of group life can often be most threatening, they can also
be most exciting and can produce the greatest growth.

Planned Feedback

An exception to this guideline is the periodic feedback session, planned to keep
communication channels open. Staff members in work units or departments may have
weekly feedback meetings, or a specific time may be set aside for structured or
unstructured feedback sessions in one- or two-week workshops. In these scheduled
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sessions, participants may cover events occurring since the last session or may work
with material generated during their current meeting. For this process to be effective,
however, the decision to have these feedback sessions should be reached through a
consensus of the participants.

External Versus Group-Shared Feedback

When feedback is given immediately after the event, it is usually group shared, so that
other members can look at the interaction as it occurs. For example, if group members
had reacted to George’s statement (“I wish | could be more selfish, like you”) by saying,
“If I were in your shoes, Marie, | wouldn’t have felt degraded” or “I did not perceive it
as degrading,” then Marie would have had to look at her behavior and its appropriate-
ness. If, on the other hand, group members had supported Marie’s feelings and
perceptions (consensual validation), her feedback would have had more potency.
Events that occur outside the group (“there-and-then”) may be known to only one
or two group members and, consequently, cannot be reacted to or discussed
meaningfully by other participants. In addition, other group members may feel left out
during these discussions. For example, when a group member is discussing an argument
he had with his wife, the most assistance that group members can provide is to attempt
to perceive from his behavior in the group what occurred in that interaction and to share
these conjectures with him. In describing the event, the group member’s perception is
colored by his own bias and emotional involvement; consequently, group members may
receive a distorted picture of the argument and may not be able to discriminate between
fact and fiction. If the argument had occurred in the group, however, group members
could have been helpful as they would have shared the event. Then, if the involved
group member had begun describing his perceptions of what happened, other group
members could have commented on or shared their perceptions of the interaction.

Use of There-and-Then

In other words, events within the group can be processed by all group members who
witness the interaction; they can share their perceptions and feelings about what
occurred. This does not mean that group members cannot get some value from
describing events external to the group and receiving comments from other members.
What happens frequently, however, is that the group member describes these events in
such a way as to elicit support or confirmation of his or her own perceptions rather than
objective evaluation. Yet this relation of there-and-then events to the here-and-now can
often be extremely productive as back-home “bridges.” It can also be productive when
some members have had long-term relationships with one another. It is important, at
these times, to recognize both the necessity and the difficulty of involving other group
members in the discussion.
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Consistent Perceptions

Shared perceptions of what happens in here-and-now events is one of the primary values
of a group. “Group shared” also implies that, ideally, each member has to participate.
Frequently a person receives feedback fommamember in the group and assumes that

the rest of the group feels the same. This is not always a correct assumption. Feedback
from only one person may present a very private or distorted picture because that
person’s perceptions of the event may differ from other group members’. When
everyone’s reactions are given, however, the recipient has a much better view of his or
her behavior. If the group members are consistent in their perception of the recipient,
and this perception disagrees with the recipient’s view of himself or herself, then the
recipient needs to look more closely at the validity of his or her self-perceptions.
Frequently the fact that people perceive a person’s behavior differently is useful
information in itself. Part of each group member’s responsibility is to ask for feedback
from members who are not responding so that the recipient will know how everyone
sees his or her behavior. The recipient may have to be somewhat aggressive and
persistent in seeking this information. Group members may tend to say “me, too” when
their feedback is being given by someone else. Vieof the data have been obtained,

the recipient is in a better position to make a more effective decision regarding his or her
use of the feedback.

Imposed Versus Elicited Feedback

In most exchanges, feedback is usually imposed. People give feedback whether it is
elicited or not and whether the person is prepared to receive it or not. In addition, the
sender’s need to give feedback may be much greater than the potential recipient’s need
to receive it. This is particularly true when the sender is upset about something
concerning the potential recipient. In many situations, it is legitimate to impose
feedback, particularly when a norm exists for giving as well as for eliciting feedback, or
in order to induce a norm of spontaneity. However, feedback is usually more helpful
when the person elicits it. Asking for feedback may indicate that the recipient is
prepared to listen and wants to know how others perceive his or her behavior.

In asking for feedback, however, it is important to follow some of the same
guidelines as for giving feedback. For example, a person should be specific about the
subject on which he or she wants feedback. The person who says to the group, “I would
like the group members to tell me what they think about me” may receive more
feedback than he or she planned. In addition, the request is so general that the group
members may be uncertain about where to begin or which behaviors are relevant to the
request. In these cases, other group members can help the recipient by asking such
guestions as “Can you be more specific?” or “About what do you want feedback?”
Feedback is a reciprocal process; both senders and recipients can help one another in
eliciting and in giving it. Sometimes it is also important to provide feedback on how a
person is giving feedback. If a recipient is upset, hurt, or angry, other group members
can say to the sender, “Look how you told her that; | would be angry, too” or “What
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other way could you have given her the same information without evaluating her or
degrading her?” It is desirable to give feedback so that the recipient can preserve his or
her self-esteem.

Many people want to know how their behavior is being perceived by others, but
they fear the consequences of asking for such information. How easily a person will ask
for feedback is related to the amount of trust in the interpersonal relationship. However,
people fear that the recipient will use their feedback (particularly negative feedback) to
reinforce negative feelings about himself or herself. Again, it is sometimes difficult for a
person to separate his or her behavior from his or her feelings of self-worth.

Unmodifiable Versus Modifiable Behavior

To be effective, feedback should be aimed at behavior that is relatively easy to change.
Many people’s behaviors are habitual and could be described as personal styles
developed through years of behaving and responding in certain ways. Feedback on this
kind of behavior often is frustrating because the behavior can be very difficult to change.

Feedback on behaviors that are difficult to change may often make the person self-
conscious and anxious about his or her behavior. For example, if the wife of a chain
smoker gives him feedback (using all of the appropriate guidelines) about his smoking
behavior, it would still be very difficult for him to change. Chain smoking is a behavior
determined by often-unknown causes. The man may smoke to reduce his tension level,;
continual feedback on his smoking behavior may only increase his tension.
Consequently, he smokes more to reduce that tension.

Occasionally, in giving feedback, one must determine whether the behavior
represents a person’s lifestyle or results from some unknown personality factors.
Sometimes it may be helpful first to ask whether the recipient perceives his or her
behavior as modifiable. Many behaviors can be easily changed through feedback and the
person’s conscious desire to change his or her behavior in order to produce a more
effective interpersonal style.

Motivation to Hurt Versus Motivation to Help

It is assumed that the primary motivation of membership in growth groups is to help
oneself and others to grow. When a person is angry, however, his or her motivation may
be to hurt the other person. Frequently, the conflict turns into win-lose strategies in
which the goal of the interaction is to degrade the other person. It is difficult when one is
angry to consider that the needs of the other person are as important as one’s own.
Angry feedback may be useless, even when the information is potentially helpful,
because the recipient may need to reject the feedback in order to protect his or her
integrity.
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Coping with Anger

There are several ways to cope with anger. One is to engage in a verbal or physical
attack that frequently increases in intensity. Another method to deal with anger is to
suppress it. One consequence of this strategy, however, is that the person builds internal
pressure to the point of possibly losing control of his or her behavior. A third—and
better—method is to talk about personal feelings of anger without assigning
responsibility for them to the other person. Focusing on personal feelings may
frequently encourage other group members to help the person. In this way the anger
dissipates without either viciousness or suppression. Anger and conflict are not
themselves “bad.” Angry feelings are as legitimate as any other feelings. Conflict can be
a growth-producing phenomenon. It is the manner in which conflict or angry feelings

are handled that can have negative consequences. Only through surfacing and resolving
conflicts can people develop competence and confidence in dealing with these feelings
and situations. Part of the benefit derived from growth groups is learning to express
anger or to resolve conflicts in constructive, problem-solving ways.

CONCLUSION

The process of giving feedback obviously would be hampered if one attempted to
considenall of the above guidelines. Some are needed more frequently than others:
feedback should be descriptive, nonevaluative, specific, and should embody freedom of
choice. These guidelines can also be used diagnostically. For example, when the person
receiving feedback reacts defensively, some of the guidelines have probably been
violated. Group members can ask the recipient how he or she heard the feedback and
can help the giver to assess how he or she gave it.

Giving feedback effectively may depend on a person’s values and basic philosophy
about himself or herself, about his or her relationships with others, and about other
people in general. Certain guidelines, however, can be learned and are valuable in
helping people to give and receive effective and useful feedback. The checklist that
follows (Appendix: A Feedback Checklist) offers rating scales that a person can use to
assess his or her own feedback style.
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APPENDIX: A FEEDBACK CHECKLIST

Rating scales for some of the feedback guidelines in “Giving Feedback: An
Interpersonal Skill” are listed below. For each item, draw a circle around the number on
each scale that best characterizes your feedback style. Thinking of your own specific
examples for each item may be helpful.

1. Indirect Expression of Feeling.1 2 3 4 5 Direct Expression of Feeling.

Not describing your own
emotional state, e.g., “You are
a very likeable person.”

Attribute FeedbackAscribing 1
motives to behavior, e.g., “You
are angry with me.”

Evaluative FeedbaclkRassing 1
judgment on another person’s
behavior or imposing
“standards,” e.g., “You
shouldn’t be so angry.”

General FeedbaclStating 1
broad reactions and not
indicating specific behaviors,
e.g., “You're pretty touchy
today.”

Pressure to Changémplying 1
that people are not behaving
according to your standards,
e.g., “Don’t call me ‘Sonny’!”

“Owning” your own feelings
by describing your emotional
state, e.g., “I like you very
much.”

Descriptive Feedback.
Observing and describing the
behavior to which you are
reacting, e.g., “You are
frowning and your hands are
clenched in a fist.”

Nonevaluative Feedback.
Commenting on behavior
without judging its worth or
value, e.g., “Your anger is as
legitimate a feeling as any
other.”

Specific Feedbaclointing
out the specific actions to
which you are reacting, e.g.,
“When you frowned, | felt
anxious.”

Freedom of Choice to
Change Allowing others to
decide whether they want to
change their behavior, e.g.,
“When you called me
‘Sonny’ | felt put down.”
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6. Delayed FeedbaclkRostponing 1 2 3 4 5 Immediate Feedback.

feedback to others’ behavior Responding immediately
until later, e.g., “l was really after the event, e.qg., “I'm
hurt yesterday when you feeling hurt because you're
ignored me.” not responding to me.”

7. External Feedback-ocusing 1 2 3 4 5 Group-Shared Feedback.

attention on events outside the Focusing attention on events
group, e.g., “My friends see that occur in the group, e.g.,
me as being very supportive.” “Does this group see me as

being very supportive.”

Share your ratings with your group and elicit feedback from group members as to
how they would rate your feedback style. On the basis of your own ratings and the
feedback you received from other group members, check those items on which you want
to work and on which you want continuing feedback from the group. Giving feedback
effectively is a skill that can be developed.
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(D INTERPERSONAL FEEDBACK AS CONSENSUAL
VALIDATION OF CONSTRUCTS

Donald A. Devine

A central feature of group process that is frequently discussed is interpersonal feedback.
Few attempts, however, have been made to relate the significance of interpersonal
feedback in the group situation to the process of individual ideation and its subsequent
relationship to behavior (Miller & Porter, 1972; Robinson & Jacobs, 1970).

The fact that giving feedback and receiving feedback are two of the implicit or
explicit objectives of a treatment or awareness-oriented group is well documented
(Bach, 1966; Ellis, 1973; Miller & Porter, 1972). Because of the emphasis that group
members give to the exchange of feedback (an interpersonal process that serves to
consensually validate reality), the parallel intragroup processes of ideation, construct
formation, and inferring are often overlooked.

In our daily interpersonal relationships we form constructs, ideas, or assumptions
about others based on the actions of these others. Both the overt and subtle behaviors of
others are used as the basis for creating a cognitive framework that is then used to
interpret future behavior.

This process of making inferences from behavior is of crucial importance, because
the assumptions, once formed, will tend to be resistant to change (Kelly, 1963) and will
also shape behavioral responses (Ellis, 1973; Kelly, 1963). It is useful to specify the
relationships to behavior of an interpersonal process (consensual validation) and of an
intrapersonal process (construct formation) and to foster awareness of these
relationships. Figure 1 briefly describes these relationships. As can be seen in the figure,
once the initial behavior (Behavior 1) has set this process in motion, it is difficult to
interrupt the flow of interaction that follows.

CONSENSUAL VALIDATION

The one asset of a treatment or awareness group that is not available in an everyday
situation is validation. Groups such as these allow each group member to validate the
inferences that he or she is making concerning a person’s behavior via verbal or
nonverbal feedback. An informal “hold” procedure can be established that willenable a
group member to check his or her inferences concerning present, ongoing group and
individual behavior with the other members of the group. Ideally, this form of validation
will also allow group members to become sensitive to and reevaluate the assumptions

Originally published imThe 1976 Annual Handbook for Group Facilitatdrg J. William Pfeiffer and John E. Jones (Eds.), San Diego,
CA: Pfeiffer & Company.

The Pfeiffer Library Volume 6, 2nd Edition. Copyright ©1998 Jossey-Bass/Pfeiffer (11187



Person A Person B

Behavior 1 » Inferential » Construct,

Process Assumption,
Idea

Construct, < Inferential Behavioral

Assumption, Process Response 1

Idea

Behavioral » Etc.

Response

Figure 1. Construct Formation and Behavioral Response

that they make concerning others. If changes on a conceptual level are made, it could be
expected that alternative behavioral responses would also be considered.

APPLICATION

This model could be applied to the behavior of a group and of individual people in a
group in a variety of ways. In any group there are a number of situations in which a
group member appears to make inferences about another group member that affect his or
her behavior toward that other member. For example, if Tom interacts with another
group member, Kathy, and during this interaction he infers from Kathy’s method of
presentation (behavior) that she is defensive and manipulative, the constructs of
“defensive” and “manipulative” are then involved in shaping Tom’s behavioral response
(Behavioral Response 1) and his interpretation of further input from Kathy. Thus, he

may confront Kathy strongly, saying she is “defensive” and “manipulative.” This

response then results in Sandy’s making inferences, which, in turn, result in assumptions
on her part concerning her relationship to Tom and perhaps even to the other group
members. It is conceivable that Kathy’s inferences could result in cognitive constructs
such as “rejection” or “attack.” If this is the case, it might follow that Kathy would
contemplate quitting the group (Behavioral Response 2). Figure 2 details the example
described.

The “Hold” Procedure

The cyclical nature of the form of interaction described requires that an intervention be
made if alternative behavioral responses are to result. A hold-feedback procedure
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Sandy Tom

Behavior 1 » Inferential » Constructs,

(method of Process (“manipulative,”
presentation) “defensive”)
Constructs < Inferential Behavioral Response 1
(“rejection,” Process (strong

“attack”) confrontation)
Behavioral

Response 2 » Efc.

(quit group)

Figure 2. Example of Inferential Process: Construct Formation
and Behavioral Response

provides a constructive vehicle through which group participants can receive and share
information concerning their behavior, inferences, and constructs.

If group members observing the interaction between Kathy and Tom provide Kathy
with concrete examples of those behaviors that resulted in Tom’s forming the constructs
“manipulative” and “defensive,” alternative methods of presentation might be
considered by Kathy. It is also possible that Tom has made faulty inferences. In other
words, he may have formed constructs concerning Kathy’s behavior that are
inappropriate or invalid. Feedback to Tom, as the recipient of Kathy’s communications,
should address the inappropriateness of his inferences, as these will eventually provide
the basis for his behavioral response to Kathy. Finally, those involved in the feedback
process can provide Kathy with alternative methods of presenting herself and can offer
Tom alternative interpretations, if they are warranted.

For example, if the group consensus is that the inferences Tom drew from Kathy’s
behavior were inappropriate, and if alternative interpretations are offered (that is, that
Kathy’s behavior indicates she is scared), Tom’s response to her might be support rather
than confrontation. Figure 3 shows this process.

This model can be used to provide a conceptual framework for the interpretation of
both group and individual behavior. Using this model, awareness groups can serve two
important functions. First, through the use of consensual validation, they can create
sensitivity to the inferential process and its behavioral ramifications. Second, they can
suggest alternative behavioral responses and provide a nonthreatening environment in
which the members can experiment with these responses.
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Sandy Tom

Behavior 1 » Inferential » Constructs
(method of Process (“manipulative,”
presentation) “defensive”)

|

Consensual Validation
(feedback from
others)

|

Construct
(“scared”)

|

Behavioral Response 1

(support)
Figure 3. Consensual Validation
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(D MAKING JUDGMENTS DESCRIPTIVE

Alan C. Filley and Larry A. Pace

Both the literature and the training norms associated with the human-potential
movement in the United States have stressed the value of using descriptive rather than
judgmental language. It is useful in providing non-evaluative feedback (Pfeiffer &
Jones, 1972; Hanson, 1975). It is helpful in developing a problem-solving rather than a
conflictive interaction between parties (Filley, 1975). It tends to evoke factual rather
than judgmental responses (Berne, 1961; Harris, 1969). In a counseling or therapeutic
context, it encourages trust and openness between the parties rather than promoting
defensiveness.

There is little doubt about the efficacy of such behavior. The response to the
judgmental statement “You are wrong” is likely to be different from and less functional
than the response to the descriptive statement “I disagree with you.” The former is more
likely to evoke anger or defensiveness than the latter. The descriptive statement, instead,
is more likely to generate neutral fact gathering and problem solving.

Yet experience indicates that judgments do have to be made and communicated.
Words like “good,” “bad,” “effective,” “ineffective,” “better,” and “worse” are a
necessary part of human interaction. Supervisors evaluate employee performance.
Trainers communicate judgments about group performance. Therapists evaluate client
progress. The way in which such judgments are communicated can evoke a wide variety
of responses, depending on the form of the statement. Following are some alternative
ways to make what might be called “descriptive judgments.” They suggest approaches
in communicating evaluations that minimize the threat to the recipient and reduce his or
her defensive reaction.

It is assumed that the performance of the party (a person or a group) in question has
been objectively measured by any reasonably reliable method; the point of concern here
is the objective assignment of value statements to measured performance. Thus, the
definition of “good” versus “bad” performance is crucial. The elements of the process
are twofold: (1) the presence of objective measures that compare actual behavior with
some kind of standard and (2) the communication of the standard, the measure, and the
judgment to the recipient.

Originally published imThe 1976 Annual Handbook for Group Facilitatdrg J. William Pfeiffer and John E. Jones (Eds.), San Diego,
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BASES FOR DESCRIPTIVE JUDGMENTS
Comparison with Other Measured Performances

When, for example, a supervisor tells an employee, “You are doing the same kind of
work as employees A, B, and C, but last month they each averaged sixty units per hour
and you averaged forty units per hour,” a comparison with other measured performances
is being made. “On this basis | judge your work to be the least effective in the group.”

In this situation the supervisor has communicated the basis for the judgment, the
comparative measurement and relative position among the four workers, and his or her
judgment. The response evoked is likely to be better than if the supervisor merely said,
“You are not doing a good job.”

A judgment based on a comparison with all other comparable members is an
example of what is known as “norm-referenced appraisal” in the testing sense
(American Psychological Association, 1974, p. 19), in which, for example, the position
of each person’s score is determined, compared with a mean, and expressed as a
standard score. The major criticism of norm-referenced appraisal is that relative position
depends on the performance of parties with whom the individual is compared. When
used for purposes of judgment, the recipient might well say, “But my work is more like
that of employees D, E, and F than employees A, B, and C.” This difficulty may be
allayed if agreement about the proper comparison parties and about the unit of
measurement to be used is obtained prior to the actual measurement and evaluation of
performance.

Comparison with an Accepted Standard

A comparison based on this approach involves the use of a generally accepted definition
of performance, over which the recipient has no control. For example, a supervisor may
say, “We all know that the standard output for a person doing your job is sixty units per
hour. You averaged forty units during the last month. On this basis | judge your work
last month to be ineffective.” Again, the basis for measurement, the result, and the
judgment have been communicated.

This method is one form of “criterion-referenced appraisal.” A cutoff score on
admission tests used by a university is a similar example. The chief difficulty with
criterion-referenced appraisal is the arbitrariness of the criterion level. This problem
may be reduced by identifying valid evidence of the value of the standard. Such an
approach is not likely to be welcome when the person making the judgment relies solely
on his or her status or experience (for example, “Speaking as a psychologist . . .” or “In
my experience . ..").

Comparison with an A Priori Goal

The use of a standard to which the recipient has agreed prior to actual performance is
essential with this method, which is another form of criterion-referenced appraisal. For
example, a supervisor may say, “We both agreed last month that an acceptable level of
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performance for you in your job would be an average of sixty units an hour. You have
been averaging forty units over the last month. On this basis | would judge your
performance as ineffective.” If, on the other hand, the supervisor says, “Your
performance has averaged forty units per hour; that is ineffective,” the result may be an
argument about whether forty units is really good or bad. We should remember that
bettors place their bets before a wheel is spun or a race is run. “Good” must be defined
prior to behavior if it is to have meaning.

The use of an a priori goal differs from the use of a generally accepted standard, in
that the recipient agrees on the definition of “effective” or “good” performance before
the activity takes place. Thus, it escapes the arbitrariness of an externally imposed
standard.

Comparison with Desired Behavior

This approach emphasizes the recipient’s actions that have been shown to lead to
preferred outcomes. For example, a supervisor may say, “When an employee arrives at
work at the 9:00 starting time, presses the activating buttons on the machine for an
average of forty minutes an hour, follows the prescribed work cycle, and takes no more
than twenty minutes a day for relief breaks, he or she will average sixty units an hour.
You have been late most days and have taken one hour for breaks, so your output has
averaged forty units. That is not good behavior.”

Such comparisons between planned and actual behavior as an assessment of
outcomes are a form of criterion referencing known as “content-referenced appraisal.” It
differs from the appraisal based on a universal standard or an a priori goal because of its
emphasis on the process that leads to desired outcomes. When a known procedure is
shown to lead to a desired goal, controlling the performance of the procedure ensures the
attainment of the goal. Thus, a judgment that the behavior is not being executed
automatically suggests that outcomes will not be or have not been met.

Content-referenced appraisal depends on a proven connection between behavior
and outcomes and on the recipient’s acceptance of that connection. Its chief limitation is
the lack of consideration of other alternatives. Judgments about failure to follow desired
behaviors may be resisted or resented by recipients who have demonstrated alternate
behaviors that achieve the same goal. For this reason, content-referenced appraisal
should probably be limited to situations in which there is only one process to a goal or
one clearly superior alternative.

Comparison with Past Performance

A supervisor using this approach might say, “Your performance in the job averaged
sixty units a day over the past six months. This month you averaged forty units a day.
Your production this month has not been effective.” In this case the past performance
provides the standard, and deviation from that standard is used as the measure of
performance.
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This approach is variously identified as “difference-score,” “gain-score,” or
“change-score” analysis. In conventional usage a pretest is given, a treatment
administered, and a posttest given. The two scores are compared, presuming that
differences in test scores are a function of the treatment. Various forms of change
analysis are widely used in teaching, counseling, and training to make assessments of
performance.

Change-score analysis has been variously criticized, and its utility as a valid basis
for inference has been rejected by some researchers. The objections are mainly
statistical, having to do with the unreliability of such scores. In addition, it is not clear
that the change is due to the treatment (or behavior of the party being evaluated).

CONSIDERATIONS

Some of the approaches discussed here suggest useful ways of making judgments
descriptive and, therefore, more effective. Change scores do provide descriptive
judgments, but they are sufficiently weak as a basis for judgment that their value in
appraising performance is minimized. Particular applications may occur, such as the
shaping of desired behavior; but equating “good” merely with “better” is not likely to be
helpful. Content-referenced appraisal has the limitations already suggested.

However, both norm- and criterion-referenced judgments offer more promising
application in the context described here. With the former it is important that the
reference parties and the measures used be agreed on prior to behavior. With the latter it
Is important that the criterion be acceptable prior to behavior. In both cases the parties
involved are merely defining “good” before the fact—an essential factor in evaluating
what “good” is.
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[[J ALTERNATIVE DATA-FEEDBACK DESIGNS FOR
ORGANIZATIONAL INTERVENTION

David A. Nadler

The observation has been made that organization development (OD) has two basic roots
associated with two specific technologies (French & Bell, 1973). One root is that of
group dynamics, associated with the T-group and related laboratory methods used to
facilitate organizational learning and change. Another root is that of action research,
seen in the use of surveys and other data-collection devices as part of data-based
organizational-change technologies. While the group-dynamics root has been heavily
researched, discussed, and considered, the action-research or data-feedback root has
received considerably less attention. At the same time, action-research and data-
feedback tools have continued in general use by practitioners of organizational change,
and their use has increased during recent years.

Over the past few years, however, work that gives serious and systematic attention
to the question of how to use data for purposes of organizational change (see, for
example, Bowers & Franklin, 1977; Nadler, 1977) has begun to emerge. The research on
data-based organizational change and the development of theories about how
information affects behavior in organizations have extended our knowledge of how data
can be effectively used to initiate, facilitate, and monitor change. The use of data
involves several discrete but interrelated steps (see Figure 1), including preparation for
data collection, data analysis, data feedback, and follow-up. Of these, clearly data
feedback stands out as the most critical stage in this cycle of events. Research and
experience indicate that the way in which the feedback process is structured and
implemented can have a major effect on the ultimate usefulness of that activity. Over
time, different approaches to structuring the feedback experience—different feedback
designs—have been developed and used in organizations. As such designs have
proliferated, the change practitioner is faced with the question of which designs to use
under what conditions.

This article is an attempt to identify the range of different data-feedback designs. It
also tries to provide criteria for choosing among alternative designs by specifying the
conditions under which different designs will be most effective. The first section is
concerned with the role of the feedback meeting within the change process and the
factors that affect the success of a feedback meeting. The second section identifies a
number of feedback designs, some commonly used and some relatively new, and
discusses the various characteristics of the designs and implications for their use.

Originally published inThe 1979 Annual Handbook for Group Facilitatdng John E. Jones and J. William Pfeiffer (Eds.), San Diego,
CA: Pfeiffer & Company.

The Pfeiffer Library Volume 6, 2nd Edition. Copyright ©1998 Jossey-Bass/Pfeiffer [M119%



DATA-FEEDBACK MEETINGS AND ORGANIZATIONAL CHANGE

Feedback of information about organizational functioning (be it from attitude surveys,
interviews, observations, or whatever) is one of a number of different tools that can be
used to initiate and guide participative change processes in organizations. Feedback can
be a powerful stimulus for change, serving both to generate (that is, motivate) behavior
and to direct behavior (through error correction or learning).

However, experience and research indicate that providing feedback to a group or
organization does not automatically lead to change. As seen in Figure 2, several
guestions must be addressed for feedback (or any intervention for that matter) to result
in change. The first question is whether the feedback creates any energy at all. If no
energy is created, then there is no potential for change. People are not motivated to act,
and thus change cannot occur. If energy is created, then the second question becomes
important: What is the direction of the energy? Feedback can create energy to use data
to identify and solve problems; on the other hand, it can also be threatening and thus
create anxiety, which leads to resistance and ultimately a lack of change. Even if the
feedback does create energy and direct it toward problem identification and solution,
there is a third question: Do the means exist to transform that energy into concrete
action? If not, frustration and failure may occur, and no change will result. If the
necessary structures and processes do exist, then change can occur.

Various factors in the whole process of feedback influence how these questions are
resolved. One factor is the nature of the feedback data; the data need to be timely and
meaningful, presented in usable form, and so on. A second and possibly more important
factor is how the feedback data are used by organizational members—what processes
and structures are present to ensure that feedback will lead to the generation of energy,
the direction of energy toward constructive change, and the translation of constructive
energy into action.

Process and Content in the Feedback Meeting

Both research and experience with data-based change point to the importance of the
feedback meeting (Klein, Kraut, & Wolfson, 1971; Nadler, 1976). Very clearly, change
begins to occur when people sit down together to work with the data. What happens at
feedback meetings is thus at the center of the question of whether feedback will produce
change.

Change is initiated or occurs in two different ways in the feedback meeting. First, it
occurs as a result of attention to twatentof the data that are being fed back.
Behavioral change can occur through mechanisms such as disconfirmation, learning,
cueing, and so forth (see Nadler, 1977). The data provide information on problems in the
organization and thus can trigger problem identification and solving. The data also
provide people with goals to work toward and rewards for doing well. Thus, the content
of the data—what the data actually say—is an important and obvious factor for initiating
change.
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Figure 2. Possible Effects of Feedback

A second important aspect of the feedback meeting, however, relateptodbss
of making use of data to identify and solve problems. Most approaches to feedback
involve using the feedback meeting not only to examine what problems exist and what
solutions may be applicable, but also to examine how the group goes about working on

! From D.A. NadlerFeedback and Organization Developmddsing Data-Based Methodp. 43), © 1977 by Addison-Wesley
Publishing Company, Inc. Reprinted with permission of the publisher.

2 From D.A . NadlerFeedback and Organization Development: Using Data-Based Metpod46), © 1977 by Addison-Wesley
Publishing Company, Inc. Reprinted with permission of the publisher.
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and solving problems. The meeting is used to learn about and to improve how the group
members work together, often with the help of an outside consultant.

The process and content dimensions of the feedback meeting are related to each
other, and a successful feedback meeting needs to be effective in both dimensions.
Process is particularly helpful in aiding the group in working through content problems;
on the other hand, process problems in the group may be only symptomatic of larger
problems as reflected in the content of the feedback data. The important question is how
to create an effective process in feedback meetings so that energy will be generated,
directed, and transformed into action.

Process Issues in the Feedback Meeting

Any group attempting to do work faces the problem of building an effective process (see
Schein, 1969). Thus, a group specifically meeting to work on feedback has the normal
process concerns of leadership, participation, communication, power, decision making,
and so on. The feedback situation, however, has certain special aspects. People expect tc
receive data that pertains to them and possibly to their own behavior—a very different
situation from working with everyday information that deals with things like production

or markets, things that focus away from the behavior of the group. Because of the nature
of the feedback meeting, the experience may be uncomfortable; people walk into
feedback meetings with a number of different kinds of feelings that clearly affect the
process of the meeting:

1. Anxiety.Perhaps the most pervasive feeling is anxiety. In organizations most
people do not usually give, receive, or hear valid and straightforward feedback.
Therefore, a feedback meeting is a new, unusual, and frequently uncertain situation;
people do not know what to expect. This uncertainty initially makes the feedback
meeting an uncomfortable experience.

2. Defensiveness$2eople enter the meeting thinking that negative things might be
said about them, either individually or as a group; therefore, they are ready to defend
themselves against attack. This defensiveness clearly can get in the way of effective
communication and can hinder the ability of the group to identify and solve problems.
When people are more interested in defending themselves than in finding out the causes
and responses to problems, it becomes difficult to do constructive work.

3. Fear. People also worry about the consequences of their feedback. If, for
example, lower-level employees have filled out a questionnaire and have been critical of
their supervisor, they may be concerned about the supervisor’s reaction and fear his or
her response, seeing the possible result as decreased communication and punishing
behavior. Fear concerning the reactions of other people, particularly people in power,
therefore motivates people to be cautious, to hedge on their positions, and in some cases
not to participate at all. When people enter the meeting with fear, the real issues may
lurk beneath the surface and may never be brought up.
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4. Hope.Not all of the feelings that people have on entering the meeting are
negative. Frequently, individuals come to feedback meetings with a great deal of
excitement and positive energy. They see in the data and in the meetings the possibility
of major and constructive change and an opportunity for critical information to be put on
the table, for problems to be surfaced, and for problem solving to begin.

To some degree, group members and leaders come to the feedback meeting with a
combination of all of these feelings. The fact, however, that people come into the
meeting with strong feelings of anxiety, defensiveness, fear, and hope makes the
meeting a particularly complex situation and implies that issues of process in the group
are important if the group is to do constructive work. There are many opportunities for
the group to get sidetracked, to spend its energy in defensive or punitive behavior, or to
let anxiety serve as a blockage to effective action. The process of working with the data
Is therefore important.

Agendas in the Feedback Meeting

In any meeting there is both a formal agenda and an informal process of group
development. For the formal agenda, several specific approaches have been outlined
elsewhere (for detailed guides, see, for example, Hausser, Pecorella, & Wissler, 1977,
IBM, 1974). Most formal outlines see the meeting as having several discrete phases.
Frequently, there is premeeting preparation with the meeting leader (sometimes the
supervisor of a work group) or with the leader and the consultant. In the meeting itself,
the first step is a brief introduction in which the group leader or consultant describes the
goals of the meeting and attempts to establish how the group members will work
together. Second, the leader or consultant gives a presentation or overview of the data.
Third, the group gets involved in specific parts of the data, working to identify and
define problems and develop solutions. This stage may extend over many meetings.
Finally, the solutions that are generated are developed into an action plan as a basis
either for recommendations or actual concrete action.

Questioning Data Validity

Other events occur in the feedback meeting that are not accounted for by the formal
structure of the meeting. Neff (1965) has provided some insight into what happens by
describing a series of stages that groups receiving feedback appear to go through. The
first stage concerns data validity. People enter the meeting anxious, defensive, and
possibly skeptical of the ability of the consultant’s data-collection methods to come up
with anything real or new. Thus, because they frequently deny the validity of the data, it
Is crucial early in the meeting to present data that people can verify, to provide them
with some information on how the data were obtained, and to create the kind of climate
in which people will not be motivated to deny the validity of the data. Obviously, if
organizational members have been highly involved in the data collection and analysis,
many of the validity problems are taken care of.
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Resisting Responsibility

Once the validity of the data has been established, a second issue becomes important:
The group members magsist accepting responsibilifgr the data and what they

represent. They may claim that the results do not apply to their own group or that the
causes of problems lie elsewhere (with top management, for instance). Frequently, this
is flight behavior, in which members avoid the uncomfortable task of dealing with the
problems indicated. Here the role of the consultant or leader is important in order to help
the group redirect its energies toward identifying those aspects of its behavior for which
it is responsible and away from flight or blaming other groups or people for problems.

Solving the Problem

Only when the data have been accepted as valid and the group has accepted
responsibility for the data cgroblem solvingpccur. Problem solving involves some
version of the basic steps of defining the problem, collecting information, generating
alternative solutions, evaluating alternative solutions, making a choice of action plans,
and implementing action plans. (For a more detailed description of problem-solving
processes in groups, see Morris & Sashkin, 1976.)

The role of the consultant and group leader (who may or may not be the same
person) is thus one of helping the group to resolve major issues of validity and
responsibility so that it can move through the first two stages and begin problem solving.
If the group is not helped, it may become stuck at one of the stages and never get to the
point of accepting responsibility for problems and taking action.

Characteristics of the Successful Feedback Meeting

If it is assumed that most groups working with feedback will have normal process
problems (facing the particular concerns of anxiety, defensiveness, hope, and fear) and
will in some form move through the stages that Neff (1965) outlines, there are some
things that need to be present to ensure that the group will effectively work on
identifying and solving problems, that people will communicate clearly, that the process
issues that may get in the way of the work will be surfaced, and that action steps will be
generated from the meeting.

Let us assume that planning and preparation have been done well, that data
collection and analysis have been competently executed, and that the feedback data
and/or reports are well presented. Some energy has already been generated through the
planning, data collection, and analysis work. It is now time to hold meetings with the
purpose of generating more energy and directing and transforming that energy into
concrete action that will result in the improvement of the organization. Given all this,
the meeting must have at least some of the following characteristics if it is to be
successful:

1. Motivation to work with the dat&?eople need to feel that working on the data
will lead to positive results and that these results may come from the activity itself. For
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example, people may feel that working on the data will lead to an improved organization
or working life. But they may also be motivated by specific rewards: A person may feel
that his or her supervisor will approve of attempts to use the data to solve problems.
Frequently, however, people feel that if they work on the data, raise problems, or
attempt to identify their concerns, they will be punished by the organization or by their
supervisor in some way. If people come into a meeting with the feeling that they will be
punished if they raise problems, their motivation to work on the data will be decreased,
and participation in the meeting may be very low. This underscores the need for early
planning and understanding and the commitment of power groups to the data-collection
and feedback process. If the general perception is that management, for example, does
not really want to find out about and work on problems, all of the meetings in the world
may lead to nothing.

2. Assistance in using the data.the group, there must be some skill in
understanding and using the data. Someone needs to understand how the data were
collected, what they mean, and how they should be interpreted. There should also be
someone skilled in using data once they are understood. This person (or persons) may be
a group member, the formal leader, or someone from outside the group who can serve as
a consultant to the group.

3. A structure for the meetin@ther meetings have structures such as procedures,
agendas, rules, or ways of working together; but working with feedback is a new kind of
task, and the old structures may not be adequate. Therefore, it may be useful to have
some kind of agenda or outline that can provide a guide, a road map, to working with the
data.

4. Appropriate membershigAn important issue is who attends the meeting. In
general, people who have problems in common and can benefit from working together
on questions raised by the data should be included in the meeting. Who these people are,
however, may vary from situation to situation. In some cases membership might consist
of a formal work unit with its supervisor, a work unit without its supervisor, or a new
group that cuts across existing lines. Different types of problems and different
approaches to feedback call for different groups.

5. Appropriate powerThe feedback group needs to have a clear idea of its power to
make changes: on what issues it can make changes, on what issues it can recommend
changes, and what issues are clearly out of its domain. A feedback group that has no
power to make any changes may be better off not meeting at all. Of course, not every
group can have the power to restructure the entire organization; but the members of a
group can be provided with power to change how they work together and to alter certain
aspects of their environment. In clarifying the nature of the group’s power, the efforts of
the group can be focused toward those areas over which it can exercise some control.
For the total organization to change, a structure must be set up to ensure that the results
of the feedback-initiated problem solving will be translated into concrete action.
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6. Process helpA final necessary factor is some kind of assistance to ensure that
the group’s process is at least minimally effective. Someone, either inside or outside the
group, needs to be attuned to the various process issues, thomttie group is
working rather thanvhatit is working on. This person should have the skills to
intervene and help the group to improve its process as it works on real organizational
problems.

SYSTEMATIC FEEDBACK DESIGNS

Given the requirements for effective feedback meetings, there are a number of different
ways in which feedback meetings can be structured. Each of these feedback designs
differs on some dimensions, but each includes a preplanned and systematic approach to
using feedback for change.

Characteristics of Feedback Designs

Three key characteristics seem to differentiate feedback designs. The first is the
compositiorof the group or groups in which feedback meetings are held: existing

groups within the current organizational structure or new groups created for the purpose
of receiving, working with, and acting on feedback data. When existing groups are used,
they may be used in combinations or in parts that normally do not meet together. The
second characteristic has to do withgbguencen which the feedback data are

presented to different individuals and groups within the organization. Data may be given
to managers first and then their subordinates at subsequent organizational levels in a top-
down approach, or data may be given to subordinates first in a bottom-up approach.
Feedback may also be provided simultaneously to multiple levels of the organization.
The third characteristic concerns the nature ottmesultantand the role that he or she

plays: whether the consultant who provides process assistance in the feedback meeting
is internal or external to the system that is actively receiving feedback (as opposed to the
total organizational system).

Given these characteristics, the literature on feedback and discussions with
practitioners indicate that there are at least seven different feedback designs that have
been used and some initial implications for using each of these. (See Table 1 for a listing
of designs and major features and Table 2 for a summary of key characteristics of each
design and implications for use.)

Family-Group Survey Feedback

One of the designs developed for feedback is the family-group survey-feedback
approach (Baumgartel, 1959; Mann, 1957; Mann & Likert, 1952). At the core of this
design is the collection of data from what are called “family groups” within the
organization and the feedback of the data to those groups. A family group is a formal
work group made up of a supervisor and all of the people who directly report to him or
her. Implicit in this approach is the assumption that the critical behavioral problems in
organizations are related to issues of leadership and group functioning (Likert, 1961)
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and that the formal work group is the most logical forum for working on these problems.
As opposed to other possible groups, such as a T-group made up of people who do not
work with one another, the family group can implement solutions to problems because it
is the group that actually works together in the day-to-day situation. An important
element in the survey-feedback model is the process consultant. Although feedback
sessions might be conducted by the formal leader or supervisor, a consultant is present
to help the work group to solve problems. The consultant aids the group by calling its
attention to process problems, particularly those having to do with how the group goes
about problem solving. As a result, the group receiving feedback works on the data but
at the same time works on developing its own ability as a problem-solving entity.

Table 1. Seven Feedback Designs and Their Major Features

Design Major Features

1. Family-Group Survey Feedback (Mann, 1957) | = Feedback to family group (work group
and its supervisor)

= Questionnaire-based data
= Process help from consultant

2. Survey-Guided Development (Bowers & = Feedback to family groups in a waterfall
Franklin, 1972) = Attitude data based on a model

= Process help from trained internal
resource people

= Systemic diagnosis of total system

3. Subordinate Group (Schein, 1976) = Feedback to family group

= Subordinates see data first, work on them
before supervisor sees them

= Subordinates then meet with supervisor

4. Peer Group/Intergroup (Heller, 1970; = Peer groups concurrently see data and
Alderfer, 1973) work on it by themselves
= Cross-level meetings held (vertical
intergroup)
5. Intergroup (Beckhard, 1969) = Feedback shared between groups

= Meetings held with both groups to work on
problems (horizontal intergroup)

6. Collateral Problem-Solving Group = Separate feedback, problem-solving, and
(Mohrman, Mohrman, Cooke, & decision-making structure set up outside of
Duncan, 1977) normal structure

= Collateral group does data collection,
feedback, and problem solving

7. Ad Hoc Collateral Groups = Feedback given to large group
= Small action groups form around problems
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Table 2. Key Characteristics of Seven Feedback Designs and Implications for Use

Key Characteristics

Design — Implications for Use
9 Composition Sequence Consultant P
. Family-Group Existing units Top-down External Focus on existing work units; best for work on within-group process
Survey Feedback (as they are) issues; dependent on outside consultant and supportive leader
. Survey-Guided Existing units Top-down Internal Focus on existing work units within a hierarchy; best for work on
Development (as they are) within-group issues and problems of communication up and down
the hierarchy; breakdown of process at one level critical; prepara-
tion of internal resources important
. Subordinate Existing units Bottom-up External Focus on existing work units; best to work on issues of superior-
Group (in parts) subordinate relations in specific setting as well as relations
among subordinates; absence of supervisor allows for building
ownership in a safer environment; can be threatening to super-
visor; is dependent on outsider
. Peer Group/ Existing units Simultaneous External Focus on relationships between levels of the hierarchy; best to
Intergroup (in parts) work on general issues of authority and communication within the
or new units hierarchy; moving out of family groups provides a better environ-
ment for considering these issues; dependent on external
consultant
. Intergroup Existing units Simultaneous External Focus on relationship between different work units; best for work
or new units on intergroup relations, coordination, conflict; allows for direct
exchange of feedback; heavily dependent on external consultant
. Collateral Problem- New Simultaneous Internal Focus on organizational-system issues; best for work on major
Solving Group units but limited system’s problem rather than within or between group issues;
may be combined with other designs; moves control of change
process out of hierarchy; formation and mandate of group and
internal resource training important
. Ad Hoc Collateral New Top-down External Focus on entire-system issues; best used where there is a
Groups units range of distinct problems in system; keeps control with

management; requires coordination of process by consultant




The key characteristics of this approach are fairly straightforward: the use of
existing work units (family groups) without any alterations; feedback being given in a
top-down sequence, with managers receiving feedback before their subordinates; and the
process consultant being external to the system receiving feedback.

As already mentioned, the focus of the process is on existing work units. Thus, this
design is most appropriate when within-group issues are the major concern. It may not
be very effective and may actually lead to increased feelings of frustration and
powerlessness when major problems are outside the control of the work unit. As many
people are naturally hesitant to discuss process issues in an ongoing group without an
outside consultant, the design is heavily dependent on the external consultant’s presence.
It also is dependent on the group leader or manager’s being supportive of the process so
that problem solving and action steps will continue in the absence of the external
consultant.

Survey-Guided Development

A logical extension of the family-group survey-feedback approach is the survey-guided-
development design developed by Bowers and Franklin (1972, 1977). Survey-guided
development draws heavily on Likert's (1961, 1967) model of organizational
functioning. As with survey feedback, the core of survey-guided development is the
feeding back of questionnaire data to formal work groups (family groups) within the
organization.

Several important differences exist, however, between the two different approaches.
Survey-guided development explicitly uses a top-down approach. Feedback starts with
the top work group in the organization and then proceeds downward in what is called a
“waterfall” design. Each supervisor participates as a group member in a feedback
session with his or her own manager and peers before he or she conducts a feedback
session with subordinates. As the feedback process moves downward through the
hierarchy, ideas and suggestions are filtered upward through the chain of work groups.
Second, the attitude data are taken from a standardized survey based on the Likert model
(Taylor & Bowers, 1972). Third, process help and skill in using the data do not come
from outside consultants. Rather, a group of internal resource people are trained in the
concepts of the model and techniques of survey feedback. These internal people then
serve as resources in the family-group meetings. Finally, the waterfall feedback design
is supplemented by what is called “systemic diagnosis.” Outside consultants write up a
comprehensive analysis of the problems and functioning of the total organization based
on the questionnaire results and give this report to top management. Based on the group
feedback meetings and the systemic diagnosis, the organization may then go beyond
survey feedback and begin other intervention work (such as job design, changes in
compensation systems, and so on).

Survey-guided development is similar to family-group survey feedback in that it
makes use of existing units as they are and it provides feedback very explicitly in a top-
down sequence. On the other hand, the design involves the training and development of
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internal resource people (consultants) who can aid in feedback meetings. These people,

while not normally members of the group actually conducting the feedback meeting, are

still internal to the total system receiving feedback; and their continued presence in that

system combined with system-level diagnosis provides support for the feedback activity.
The focus of the feedback activity is on issues related to existing work units within

a hierarchy. The design is thus best used for work on within-group issues and also for

work on problems of communication up and down the hierarchy of the organization.

The waterfall concept is both a strength and a weakness. Although having feedback at

higher levels before having feedback at lower levels builds support for the activity, if a

breakdown occurs at any one level, it is highly likely that the activities at all levels

below that one may be less effective. Obviously, the training and skills of the internal

resource people are critical. They need to be familiar with the content of the feedback

data as well as to possess process skills.

Subordinate Group

Another variation on the family-group approach has been suggested by Schein (1976).
Using the family group has risks because of the possibility of conflict between the role
of the supervisor as the leader of the meeting and the role of the supervisor as the
possible focus of feedback. The supervisor may do things that hinder the group’s ability
to work with data. Schein offers an alternative to the “top-down” survey-guided-
development approach: a “bottom-up” subordinate-group approach. In this case,
subordinates in the family group receive the feedback and work with it with the
assistance of a consultant before the supervisor ever sees the data. Only after
considerable work has been done is the supervisor given the data and asked to join the
meeting. Thus, by the time the supervisor does join the meeting, the data have been
validated, the group feels some ownership over them, and the process of using them as a
problem-identification and -solving tool has been started. Much of the initial anxiety,
fear, and defensiveness is defused by having the supervisor absent.

Although the subordinate-group feedback design makes use of existing work units
(the family group), it uses them in parts rather than as a whole (for example, part of the
unit—the subordinates—meets to work with the data before the whole unit meets).
Clearly the sequence of receiving data is bottom-up, and the design involves an external
consultant. As the bottom-up sequence runs contrary to the normal methods of
distributing information, it has consequences for power relations and may be very
threatening to the supervisor.

Thus, a competent and credible outside consultant is important; that consultant has
the significant role of helping the supervisor to avoid natural feelings of defensiveness
and of aiding the subordinates in using the data constructively. The design is particularly
useful for working on issues of power and on particular issues of superior-subordinate
relations and communications within the particular work unit. By removing the superior,
the design also may facilitate clearer and more open communication among work-unit
members about problems of relationships among themselves. The greatest risk,
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obviously, involves the degree to which the supervisor is threatened by the loss of
power.

Peer Group/Intergroup

Similar concerns with the effect of the supervisor in the feedback meeting have led to
the development and testing of another approach, the peer-group/intergroup design
(Alderfer & Holbrook, 1973; Heller, 1970). In this design, groups of peers (people at the
same organizational level) review the data separately. Subordinates in one group
therefore work with the data in the absence of their supervisor. At the same time,
however, the supervisor works with the data in his or her peer group (other supervisors
at the same level). After working in peer groups, with consultative help, the groups are
brought together to share perceptions and to work on problems. Again the process of
using the data and working on potentially threatening issues is initiated in the relatively
safer peer environment and only later moved to the meeting with superiors. The final
stage is essentially an intergroup conflict-resolution meeting, with the groups arrayed
along a vertical dimension, one group being the subordinate of another group.

This design makes use of parts of existing work units and new work units (new peer
groups). Feedback is provided simultaneously to several levels of the organization. A
consultant who is external to the system is usually used. Such a design is best employed
to work on general issues of authority, control, participation, and communication within
the hierarchy. Moving out of family groups and into larger groups allows a more general
consideration of these issues as they affect the whole organization or a portion of the
organization, rather than a focus on issues just within one work unit. Moving out of
family groups provides a safer environment for dealing with issues of authority, but
some external force (that is, the consultant) is needed to make sure that the learnings and
practices coming out of the intergroup sessions are supported and integrated into
ongoing patterns of behavior.

Intergroup

Although not exclusively a feedback approach, the intergroup confrontation meetings
proposed by Beckhard (1969) are applicable. Data concerning the relations between two
or more groups are collected by various means—a questionnaire, an individual
interview, or a direct group interview. Included in these data are one group’s perceptions
of another group, which are then fed back to the other group as a way of initiating a
discussion of the conflicts, tensions, and common interests that exist between the
groups.

As with the peer-group/intergroup design, this approach makes use of both existing
work units and new work units. Feedback is provided simultaneously to different parts
of the organization, and an external consultant is usually involved. Here the focus of the
design is on the relations that exist between different work units but generally does not
involve questions of authority or control, as the two work units or groups are not in a
direct authority relationship with each other. Such a design is best to work on issues of
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intergroup conflict, including questions of intergroup perceptions, coordination
problems, active conflict, communication problems between groups, and so forth. The
design allows for direct exchange of feedback between groups across organizational
boundaries, with an external consultant present to help groups to hear feedback and
work constructively with it. As with the peer-group/intergroup model, it is inherently
dependent on an external third party who is trusted by both groups, is perceived as
neutral, and has process skills that can be used to aid the groups in sharing their
feedback and working constructively with the data.

Collateral Problem-Solving Groups

The argument has been made that the family group is not the most effective place for
receiving feedback and working on problems because the family group, with its
supervisor, is part of the hierarchy of the organization; and frequently the problems that
the feedback deals with are caused by the nature of the organization’s structure and how
it solves problems. Based on this observation, a number of feedback designs have been
developed that involve the creation of new structures outside the existing hierarchy as
special feedback, problem-solving, and decision-making groups. Probably the best-
developed example of this is the collateral problem-solving group design developed for
use in educational settings (Coughlan & Cooke, 1974; Mohrman, Mohrman, Cooke, &
Duncan, 1977). The groups include representatives of the organization (in this case, the
individual school members), with similar groups created at other levels of the
organization (for example, at the level of the school district). These groups have
overlapping memberships so that communication across levels of the new hierarchy is
relatively easy and so that groups at the school level can refer broader problems and
receive support from groups at a higher (district) level. In each group, at least one
member receives intensive training on problem-solving and survey-feedback methods
from outside consultants. This member subsequently serves as the process consultant
and group leader. The group then coordinates the collection of data, and the feedback is
directed to this group. The group works to solve problems, make decisions, and
implement solutions with the help of other groups at different levels. Thus, feedback is
used as an initiator. The groups are permanent structures that become involved in other
kinds of change and frequently resort to other kinds of data-collection activities and
interventions. The design combines feedback with the creation of a new organizational
structure to build a permanent mechanism in the organization for identifying and solving
problems, this mechanism being outside the basic formal organizational structure. As a
permanent structure, it has the advantage of continuing change activities long after the
first survey and feedback sessions.

The collateral problem-solving group design makes use of new organizational units
and specifically moves control of the feedback data and process out of the existing
hierarchy. As the group represents different levels of the hierarchy, and this group
receives the data first, feedback is basically simultaneous with regard to level, although
limited to selected members of the organization. The design is intended to make use of
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members of the system (members of the collateral problem-solving group) to work as
process consultants after extensive training.

The design is best used when large-scale, system-level problems need to be
investigated and addressed. It is much less effective by itself for working on within-
group or between-group issues, although it may be combined with other designs if those
issues are of concern. The design moves control of the change process away from the
hierarchy and to a new group, and thus it is inherently a change in power relations and
an organization-design intervention. Because of this, the method of forming the group,
the mandate of the group, and the skill and role of the internal consultant are critical if
the design is to work effectively. A group with an unclear mandate, inappropriate
composition, and a weak resource person with limited skills will not be able to bring
about major change.

Ad Hoc Collateral Groups

A variation of the collateral-group design is multiple collateral groups, each focused on
a specific problem or issue and each having a temporary or limited existence. This ad
hoc design is less of a radical change in the organization’s structure, but it still involves
the creation of some mechanisms outside the existing structure designed for identifying
and solving problems. Typically, feedback from a survey is given to a large
organizational unit (such as a division or a large department). This feedback can be
given in multiple sessions or in one large session. In the course of the feedback
presentation, major critical issues and problems are identified. Following the feedback,
small groups are formed through self-selection. Each of these small “action groups” is
charged with working on a specific problem surfaced by the feedback (