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What’s New in This Edition?

Based on suggestions from reviewers, instructors, and students we have made a number
of changes in the eighth edition of Developing Management Skills.

• Added new skill assessments in Chapter 1 and a new case in Chapter 3.
• Revised parts of the book to reflect suggestions and feedback from instructors and

students.
• Clarified instructions for scoring skill assessments and updated the comparison

data for each assessment.
• Updated the research supporting key points in each chapter.
• Added a Resource Locator table at the beginning of each chapter in the Instructors

Manual, organized according to a chapter’s learning objectives.
• Added new video clips and exercise recommendations in the Instructors Manual. 
• Enhanced the test bank by adding more application questions. 
• Revised the PowerPoint slides. 

A MESSAGE TO STUDENTS:

Why Focus on Management Skill Development?
Given that a “skill development” course requires more time and effort than a course using
the traditional lecture/discussion format, we are sometimes asked this question by
students, especially those who have relatively little work experience.

Reason #1: It focuses attention on what effective managers
actually “do.”
In an influential article, Henry Mintzberg (1975) argued that management education had
almost nothing to say about what managers actually do from day to day. He further faulted
management textbooks for introducing students to the leading theories about management
while ignoring what is known about effective management practice. Sympathetic to
Mintzberg’s critique, we set out to identify the defining competencies of effective managers. 

Although no two management positions are exactly the same, the research sum-
marized in the Introduction highlights ten personal, interpersonal, and group skills that
form the core of effective management practice. Each chapter addresses one of these
skills.

P R E F A C E
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Personal Skills
1. Developing Self-Awareness
2. Managing Personal Stress
3. Solving Problems Analytically and Creatively

Interpersonal Skills
4. Building Relationships by Communicating Supportively
5. Gaining Power and Influence
6. Motivating Others
7. Managing Conflict

Group Skills
8. Empowering and Delegating
9. Building Effective Teams and Teamwork

10. Leading Positive Change

Consistent with our focus on promoting effective management practice, the material in
these chapters provides guidance for a variety of contemporary management challenges,
including: “How can I help others accept new goals, new ideas, new approaches?” “How can
I invigorate those who feel outdated and left behind?” “How do I help the ‘survivors’ of a
downsizing pick up the pieces and move on?” “How do I help people with very different agen-
das and philosophies work together, especially during periods of high stress and uncertainty?”

Anyone tempted to dismissively argue that the answers to these questions are
“common sense” would do well to recall Will Rogers’ pithy observation: “Common sense
ain't common.” In addition, the research reported in the Introduction suggests that, in
many cases, managers’ “common sense” isn’t “good sense.” 

The premise of this book and associated course is that the key to effective management
practice is practicing what effective managers—those with “good sense”—do consistently.

Reason #2: It is consistent with proven principles of effective
teaching and learning.
A seasoned university professor advised a young colleague, “If your students aren’t learning,
you’re not teaching—you’re just talking!” Here’s what some authorities on higher educa-
tion have to say about how effective teachers foster learning:

“All genuine learning is active, not passive. It is a process of discovery in which the
student is the main agent, not the teacher.” (Adler, 1982)

“Learning is not a spectator sport. Students do not learn much just by sitting in a
class listening to teachers, memorizing pre-packaged assignments, and spilling out
answers. They must talk about what they are learning, write about it, relate it to past
experiences, apply it to their daily lives. They must make what they learn part of
themselves.” (Chickering & Gamson, 1987)

In their classic book on active learning, Bonwell and Elson (1991) list seven defining
characteristics.

1. Students are involved in more than passive listening.
2. Students are engaged in activities (e.g., reading, discussing, writing).
3. There is less emphasis placed on information transmission and greater

emphasis placed on developing student skills.
4. There is greater emphasis placed on the exploration of attitudes and values.
5. Student motivation is increased, especially in adult learners.

xviii PREFACE



PREFACE xix

6. Students receive immediate feedback from their instructor and peers.
7. Students are involved in higher order thinking (analysis, synthesis, evaluation).

Our goals in writing this book were to bridge the academic realm of theory and research
and the organizational realm of effective practice, and to help students consistently trans-
late proven principles from both realms into personal practice. To accomplish these goals
we formulated a five-step “active” learning model, described in the Introduction. Based
on the positive feedback we’ve received from teachers and students we can state with
confidence that the form of active learning pioneered in this book is a proven pedagogy
for management skill mastery.

Tips for Getting the Most Out of  This Course

Whether you are an undergraduate or MBA student, or an experienced manager, based
on our years of teaching management skills here are some suggestions for making this
course a personally meaningful learning experience.

• Read the introduction carefully. Inasmuch as this is not a typical management
textbook, it is important that you understand its distinctive learner-focused fea-
tures especially the five-step learning model: Skill Assessment, Skill Learning, Skill
Analysis, Skill Practice, and Skill Application. You’ll also find informative research
on how much managers’ actions impact individual and organizational perfor-
mance, and the characteristics of effective managers.

• Thoughtfully complete the Skill Assessment surveys in each chapter. These diag-
nostic tools are designed to help you identify which specific aspects of each skill
topic most warrant your personal attention. 

• Carefully study the Behavioral Guidelines and the summary model at the conclu-
sion of the Skill Learning section of each chapter before reading that section. These
written and graphical summaries are designed to bridge the research-informed
description of each topic with the skill development activities that follow. To help
you internalize research-informed “good sense” be sure to use the Behavioral
Guidelines as your frame of reference when reading and discussing Skill Analysis
cases, and participating in Skill Practice and Skill Application exercises.

• Be sure to complete Skill Application exercise in each chapter. Management skill
mastery requires out-of-class skill practice. How to do this is pretty straightforward
if you are currently working in an organization, regardless of whether you are an
experienced manager or a new, part-time employee. Whether or not you are cur-
rently employed, we encourage you to seek out skill practice opportunities in all
aspects of your life, including working in assigned teams in this and other courses,
planning social events for a campus or community organization, counseling a
troubled sibling or friend, managing end-of-semester deadlines, or handling a diffi-
cult issue with a boy/girlfriend or spouse. The sooner you begin—and the more
you persist in—practicing what you learn in this course, the more you’ll be able to
count on these skills as “automatic responses” when you need them as a manager.

Supplemental Material

PASSWORD-PROTECTED ASSESSMENT WEB SITE

If your instructor has signed up for this object, an access-code-protected Web site is available
so you can take the Skill Assessments in the book online and receive immediate, real-time
feedback on how your scores compare with those of thousands of other students in our
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ever-expanding database. (Two assessments in the book—“Source of Personal Stress” in
Chapter 2 and the “Best-Self Feedback Exercise” in Chapter 10—are not available online.)

COURSESMART TEXTBOOKS ONLINE 

CourseSmart Textbooks Online is an exciting new choice for students looking to save money.
As an alternative to purchasing the print textbook, students can subscribe to the same con-
tent online and save up to 50 percent off the suggested list price of the print text. With a
CourseSmart eTextbook, students can search the text, make notes online, print out reading
assignments that incorporate lecture notes, and bookmark important passages for later
review. For more information, or to subscribe to the CourseSmart eTextbook, visit
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The Critical Role of Management Skills

No one doubts that the twenty-first century will continue to be characterized by chaotic,
transformational, rapid-fire change. In fact, almost no sane person is willing to predict what
the world will be like 50, 25, or even 15 years from now. Change is just too rapid and ubiq-
uitous. The development of “nanobombs” have caused some people to predict that personal
computers and desktop monitors will land on the scrap heap of obsolescence within
20 years. The new computers will be a product of etchings on molecules leading to person-
alized data processors injected into the bloodstream, implanted in eyeglasses, or included in
wristwatches.

Predictions of the changes that will occur in the future are often notoriously wrong, of
course, as illustrated by Thomas Watson’s (founder of IBM) prediction that only a few dozen
computers would ever be needed in the entire world, Thomas Edison’s prediction that the
lightbulb would never catch on, or Irving Fisher’s (preeminent Yale economist) prediction in
1929 (a month before the crash) that the stock market had reached “a permanently high
plateau.” When Neil Armstrong walked on the moon in 1969, most people predicted that
we would soon be walking on Mars, establishing colonies in outer space, and launching
probes from lunar pads. In 1973, with long lines at the gas pumps due to an OPEC-led fuel
crisis, economists predicted that oil would sell for $100 a barrel in the United States by 1980.
Most notorious of all, of course, was the prediction by the United States patent office in 1896
that it would soon close its doors since “everything that can be invented has been invented.”

Warren Bennis, a colleague of ours, half-jokingly predicted that the factory of the future
would have only two employees, a person and a dog. The person would be there to feed the
dog. The dog would be there to keep the person from touching the equipment! Tom Peters
counseled managers that, due to the chaotic pace of change, “If you’re not confused, you’re
not paying attention.” And the late Peter Drucker characterized the current environment
this way: “We are in one of those great historical periods that occur every 200 or 300 years
when people don’t understand the world anymore, and the past is not sufficient to explain
the future.” Almost no one would argue that “permanent white water” best characterizes
our current environment. Almost everything is in flux, from our technology and methods of
transacting business to the nature of education and the definition of the family.

Introduction
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Despite all this change in our environment, there is something that has remained, and
continues to remain, relatively constant. With minor variations and stylistic differences,
what has not changed in several thousand years are the basic skills that lie at the heart of
effective, satisfying, growth-producing human relationships. Freedom, dignity, trust, love,
and honesty in relationships have always been among the goals of human beings, and the
same principles that brought about those outcomes in the eleventh century still bring them
about in the twenty-first century. Despite our circumstances, in other words, and despite
the technological resources we have available to us, the same basic human skills still lie at
the heart of effective human interaction.

In fact, human relationships are becoming more important, not less, as the infor-
mation age unfolds and technologies encroach even more upon our daily lives. Most of
us are exposed to more information each day than we can possibly pay attention to. More
than 6,000 business books are published each month. Moreover, no mechanism exists to
organize, prioritize, or interpret that information, so it is often unclear what is crucial and
what can be ignored. Consequently, the relationship we have with the sources of that
information is the key sense-making mechanism. Building trusting relationships is a criti-
cal part of coping with information overload.

It is a fact that when everything is changing, change becomes unmanageable. No one
can manage constant, unorganized change. Think of being a pilot on an airplane.
Everything is changing—the entire plane is in constant motion—as the plane moves
through the air. Unless you can fix on something that is not changing—for example, the
ground or the stars—it is impossible to fly the plane. Tragically, investigators found that
John F. Kennedy Jr. unknowingly flew his plane into the Atlantic Ocean killing himself, his
wife, and his sister-in-law because he lost sight of land and, consequently, lost perspective.
He became unable to manage change because he did not have an established, unwaver-
ing point that helped him maintain his bearings.

We make sense of change by being able to identify a fixed, stable, permanent point
that provides us with perspective. In our current “white water” environment, the skills dis-
cussed in this book serve as fixed points. They have changed very little in their effective-
ness and relevance over several thousand years. And their relationship to effective human
and organizational performance has been well-documented. Later in this Introduction we
share some of the scientific research that confirms the power of these management skills in
accounting for effective personal, interpersonal, and organizational performance.

The problem, of course, is that what is known is not always the same as what is
demonstrated. Although we have known about the principles of effective relationships for
a very long time, the history of humankind illustrates that these principles have not
always been practiced. Especially in our current day, what we know and what we demon-
strate do not always match. Dr. Bob Moorehead of Seattle’s Overlake Christian Church,
who resigned his own position under a cloud of accusations, described it this way:

The paradox of our time in history is that we have taller buildings but shorter tem-
pers, wider freeways but narrower viewpoints. We spend more but have less; we
buy more but enjoy it less. We have bigger houses and smaller families, more con-
veniences but less time. We have more degrees but less sense; more knowledge but
less judgment; more experts but more problems; more medicine but less wellness.
We drink too much, smoke too much, spend too recklessly, laugh too little, drive
too fast, get too angry too quickly, stay up too late, get too tired, read too seldom,
watch TV too much, and pray too seldom. We have multiplied our possessions, but
reduced our values. We talk too much, love too seldom, and hate too often. We have
learned how to make a living but not a life; we’ve added years to life but not life to
years. We’ve been all the way to the moon and back but have trouble crossing the
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street to meet the new neighbor. We’ve conquered outer space but not inner space.
We’ve done larger things but not better things. We’ve cleaned up the air but
polluted the soul. We’ve split the atom but not our prejudice. We write more
but learn less. We plan more but accomplish less. We’ve learned to rush but not to
wait. We build more computers to hold more information to produce more copies
than ever but have less communication. These are the times of fast foods and slow
digestion; tall men and short character; steep profits and shallow relationships.
These are the times of world peace but domestic warfare; more leisure but less fun;
more kinds of food but less nutrition. These are the days of two incomes but more
divorce, of fancier houses but broken homes. These are the days of quick trips, dis-
posable diapers, throw-away morality, one-night stands, overweight bodies, and
pills that do everything from cheer to quiet to kill. It is a time when there is much in
the show window and nothing in the stockroom. (Moorehead, n.d.)

This book is built on the presumption that developing management skills—that is, the
skills needed to manage one’s own life as well as relationships with others—is a ceaseless
endeavor. These skills were largely the same a century ago as they are today. The basic behav-
ioral principles that lie at the foundation of these skills are timeless. That is one reason why
the shelves of bookstores and on-line newsletters are filled with prescriptions of how one
more executive or one more company struck it rich or beat out the competition. Thousands
of books trumpet some special set of prescriptions for how to be successful in business, or in
life. Many of these books have made it to the best-seller lists and have enjoyed lengthy stays.

Our intention in this book is not to try to duplicate the popular appeal of the best-selling
books nor to utilize the common formula of recounting anecdotal incidents of successful
organizations and well-known managers. We have produced a book that remains true to, and
is based on, social science and business research. We want to share with you what is known
and what is not known about how to develop management skills and how to foster produc-
tive, healthy, satisfying, and growth-producing relationships with others in your work setting.
Developing Management Skills is designed to help you actually improve your personal man-
agement competencies—to change your behavior. This book, therefore, serves more as a
practicum or a guide to effective managerial behavior than a description of what someone
else has done to successfully manage an organization. It will surely help you think, and it will
provide examples of success, but it will have failed if it also does not help you behave more
competently in your own life.

Whereas the skills focused on in this book are called “management skills,” their rele-
vance is not limited just to an organization or work setting. We focus mainly on work settings
here because our primary goal is to help you prepare for and improve your own competency
in a managerial role. You will discover, however, that these skills are applicable in most areas
of your life—with families, friends, volunteer organizations, and your community.

In the next section we review some of the scientific evidence that demonstrates how
management skills are associated with personal and organizational success, and we
review several studies of the key management skills that seem to be the most important
in our modern-day environment. It is those key skills that this book has targeted. We then
describe a model and a methodology for helping you to develop management skills.
A large number of management fads abound proclaiming a new way to be a leader, get
rich, or both, but our intent is to rely on a proven methodology that has grounding in the
scientific literature. We present what has been shown to be a superior process for improv-
ing management skills, and we base our claims on scholarly evidence. This Introduction
concludes with a brief description of the organization of the rest of the book and the
importance of keeping in mind individual differences among people.
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The Importance of Competent Managers

In the last decade or so, an abundance of evidence has been produced that skillful
management—especially those competent in the management of people in organizations—
is the key determinant of organizational success. These studies have been conducted across
numerous industry sectors, international settings, and organization types. The research find-
ings now make it almost unquestionable that if organizations want to succeed, they must
have competent, skillful managers.

For example, in one study of 968 firms, representing all major industries in the United
States, organizations whose managers effectively managed their people—that is, they imple-
mented effective people management strategies and demonstrated personal competency in
management skills—had, on the average, a decrease in turnover of more than 7 percent,
increased profits of $3,814 per employee, $27,044 more in sales per employee, and
$18,641 more in stock market value per employee, compared to firms that had less effective
people management (Huselid, 1995; Pfeffer & Veiga, 1999). In a follow-up study of 702
firms, shareholder wealth was an amazing $41,000 per employee higher in companies
demonstrating strong people management skills than in firms that had a lower emphasis on
people management (Huselid & Becker, 1997). A study of German firms in 10 industrial
sectors produced similar results: “Companies that place workers at the core of their strat-
egies produce higher long-term returns . . . than their industry peers” (Blimes, Wetzker, &
Xhonneux, 1997). A study of five-year survivability in 136 nonfinancial companies that
issued IPOs in the late 1980s found that the effective management of people was the most
significant factor in predicting longevity, even when accounting for industry type, size, and
profits. Firms that did a good job of managing people tended to survive; others did not
(Welbourne & Andrews, 1996).

A study by Hanson (1986) investigated the factors that best accounted for financial
success over a five-year span in 40 major manufacturing firms. The question being
addressed was: “What explains the financial success of the firms that are highly effective?”
The five most powerful predictors were identified and assessed. They included market
share (assuming that the higher the market share of a firm, the higher its profitability); firm
capital intensity (assuming that the more a firm is automated and up-to-date in technology
and equipment, the more profitable it is); size of the firm in assets (assuming that
economies of scale and efficiency can be used in large firms to increase profitability); indus-
try average return on sales (assuming that firms would reflect the performance of a highly
profitable industry); and the ability of managers to effectively manage their people (assum-
ing that an emphasis on good people management helps produce profitability in firms). The
results revealed that one factor—the ability to manage people effectively—was three times
more powerful than all other factors combined in accounting for firm financial success over
a five-year period! We repeat, good management was more important than all other factors
taken together in predicting profitability.

Even research by the U.S. government confirms this management-effectiveness link. The
U.S. Office of the Comptroller of the Currency studied the reasons for the failures of national
banks in the United States during the 1980s. Two major factors were found to account for the
record number of bank failures during that period: distressed economic conditions and poor
management. The relative impact of those two factors, however, was somewhat surprising.
Almost 90 percent of the failed banks were judged to have had poor management. Only
35 percent of the failures had experienced depressed economic conditions in the region in
which they operated, and in only 7 percent of the cases was a depressed economic condition
the sole cause of bank failure (U.S. Office of the Comptroller of the Currency, 1990).

Dramatic anecdotal evidence also abounds regarding the impact of effective manage-
ment on workers and organizations. One of the most notable, for example, was the
General Motors automobile assembly plant in Fremont, California. The plant was built in
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the 1950s and, at the beginning of the 1980s, was assembling the Chevrolet Nova model.
The plant had a history of labor and productivity problems, however, and by the end of
1982 the performance statistics were dismal. Absenteeism was running at 20 percent. The
number of formal grievances filed by employees totaled almost 5,000 (an average of more
than 20 grievances per day for every workday of the year), and more than 2,000 griev-
ances were still unresolved at year’s end. An average of three to four wildcat strikes per
year had occurred during the previous few years, and morale, productivity, and quality of
production by the 5,000 employees were the worst in the corporation. Costs of assembling
the automobile were about 30 percent above the Asian competitors. In light of these data,
corporate headquarters issued an order to close the plant and lay off the workers.

Three years later, General Motors signed a joint operating agreement with one of its
major competitors: Toyota Motors. Much had been written about the Japanese method of
managing, so General Motors asked Toyota to reopen and manage the Fremont plant. Most
of the former U.S. autoworkers were rehired, and a new management team was put in
place. Workers were exposed to training in high-involvement work practices, and a former
Ford Motor Company employee actually became the plant manager. The primary difference
between the plant before it closed and after it reopened was that a new management team
was in place and employee training had occurred. The workforce, in other words, remained
essentially unchanged. One year after reopening, the organization’s performance data
looked like this:

Absenteeism: 2 percent
Grievances: 2 outstanding
Strikes: None
Employees: 2,500 (producing 20 percent more cars)
Productivity: Highest in the corporation
Quality: Highest in the corporation
Costs: Equal to those of the competition
Product: Toyota Corolla—rated AAA’s best car in its price range

The remarkable thing about this turnaround is that it did not take five or ten years to
produce major improvements in productivity, cohesion, and commitment. It occurred in
just over a year simply by changing the way workers were managed.

These studies indicate overwhelmingly that good management fosters financial suc-
cess, whereas less effective management fosters financial distress. Successful organizations
have managers with well-developed people management skills. In surveys of CEOs, exec-
utives, and business owners, results consistently show that the factor most responsible for
business failure is “bad management” and the best way to ensure business success is to
“provide better management.” Moreover, the data are clear, management skills are more
important than industry, environment, competition, and economic factors combined.

Surprisingly, however, finding people who effectively manage people is not as easy as
might be expected. Pfeffer & Veiga (1999) concluded that: “Even as these research results
pile up, trends in actual management practice are, in many instances, moving in a direction
exactly opposite to what this growing body of evidence prescribes.” Common sense and
common knowledge are not necessarily common practice. Knowing and doing are not the
same things. Being able to analyze a case, identify a problem, or recite a correct answer to a
question is not equivalent to being able to actually implement effective management skills.

The Skills of Effective Managers

What, then, differentiates effective managers from less effective managers? If developing
management skills is so crucial for organizational success, what skills ought to be the
focus of attention?
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The management literature is filled with lists of attributes, behaviors, orientations, and
strategies for enhancing successful performance. For example, Pfeffer (1998) identified
seven key practices associated with managerial and organizational effectiveness: ensure
employment security, selectively hire people, foster decentralization and self-managing
teams, institute high levels of pay based on performance, train extensively, reduce status
differences, and share information. Quinn (2000) identified eight “seeds” of effective man-
agement and leadership: “envision the productive community,” “first look within,”
“embrace the hypocritical self,” “transcend fear,” “embody a vision of the common good,”
“disturb the system,” “surrender to the emergent process,” and “entice through moral
power.” An international study of 6,052 managers from 22 countries focused on differ-
ences in managerial attributes and identified attributes such as inspirational, self-sacrificial,
integrity, diplomatic, malevolent, visionary, administrative, self-centered, status conscious,
autocratic, modest, and autonomous (Brodbeck et al., 2000). Rigby (1998) focused on the
25 most popular management tools and techniques in an investigation of the association
between management tools and techniques and organizational performance. According to
4,137 managers in North America, Europe, and Asia, the tools associated with organiza-
tion success were: strategic planning, pay for performance, strategic alliances, customer
satisfaction measurement, shareholder value analysis, mission and vision statements,
benchmarking, cycle time reduction, agile strategies, self-directed teams, and groupware.

These kinds of lists are useful, but they do not identify management skills per se.
Instead, they enumerate organizational strategies, personality orientations, or philosophical
approaches to management, and their implementation is usually outside the explicit con-
trol of the individual manager. Either they are complex sets of activities in which many
people must be involved—for example, “ensuring employment security,” “selectively
hiring,” or “shareholder value analysis”—or they are cognitive activities that are not
behavioral in character—for example, “envisioning the productive community,” “first
looking within,” or “avoiding malevolence.” Some of the lists enumerate personality char-
acteristics or styles—for example, inspirational, or autocratic—or they enumerate organi-
zational practices—for example, pay for performance, or strategic planning. The effective-
ness of the attributes on these kinds of lists depends on the manager’s skill in implementing
them, and that means being competent in fundamental management skills. Management
skills form the vehicle by which management strategy, management practice, tools and
techniques, personality attributes, and style work to produce effective outcomes in organi-
zations. Management skills, in other words, are the building blocks upon which effective
management rests. That is why the focus of this book is on developing management skills
rather than on strategy, tools and techniques, or styles. Management skills are the means
by which managers translate their own style, strategy, and favorite tools or techniques
into practice.

Essential Management Skills

A variety of investigators have sought to identify what specific skills are characteristic of
the most effective managers. In our own investigation, for example, we wanted to identify
the skills and competencies that separate extraordinarily effective performers from the rest
of us. We identified 402 individuals who were rated as highly effective managers in their
own organizations in the fields of business, health care, education, and state government
by asking senior officers to name the most effective managers in their own organizations.
We then interviewed those people to determine what attributes were associated with
managerial effectiveness. We asked questions such as:

❏ How have you become so successful in this organization?
❏ Who fails and who succeeds in this organization and why?
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❏ If you had to train someone to take your place, what knowledge and what skills 
would you make certain that person possessed in order to perform successfully as 
your successor?

❏ If you could design an ideal curriculum or training program to teach you to be a 
better manager, what would it contain?

❏ Think of other effective managers you know. What skills do they demonstrate that 
explain their success?

Our analysis of the interviews produced about 60 characteristics of effective man-
agers. The 10 identified most often are listed in Table 1. Not surprisingly, these 10 char-
acteristics are all behavioral skills. They are not personality attributes or styles, nor are
they generalizations such as “luck” or “timing.” They also are common across industries,
levels, and job responsibilities. The characteristics of effective managers are not a secret.

The management skills derived from our study are similar to those resulting from
several other surveys published in the management literature. Table 2, for example, lists
a representative sample of surveys that relied on a heterogeneous mix of respondents. Not
surprisingly, the two lists are very similar. Regardless of whether respondents are CEOs or
first-line supervisors, whether they work in the public sector or the private sector, their
skills are quite easily identifiable and agreed upon by observers. It is not hard to recognize
and describe the skills of effective managers.

What Are Management Skills?

There are several defining characteristics of management skills that differentiate them
from other kinds of managerial characteristics and practices. First, management skills are
behavioral. They are not personality attributes or stylistic tendencies. Management skills
consist of identifiable sets of actions that individuals perform and that lead to certain out-
comes. Skills can be observed by others, unlike attributes that are purely mental or are
embedded in personality. Whereas people with different styles and personalities may
apply the skills differently, there are, nevertheless, a core set of observable attributes in
effective skill performance that are common across a range of individual differences.

Second, management skills are controllable. The performance of these behaviors is
under the control of the individual. Unlike organizational practices such as “selectively

Table 1 Skills of Effective Managers—One Study

1. Verbal communication (including listening)

2. Managing time and stress

3. Managing individual decisions

4. Recognizing, defining, and solving problems

5. Motivating and influencing others

6. Delegating

7. Setting goals and articulating a vision

8. Self-awareness

9. Team building

10. Managing conflict
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Table 2 Critical Management Skills—A Sample of Studies

STUDY ❏ RESPONDENTS • FOCUS RESULTS

❏ Luthans, Rosenkrantz, and Hennessey (1985)
• 52 managers in 3 organizations Building power and influence Communicating with insiders
• Participant observation of skills Communicating with outsiders Developing subordinates

demonstrated by most effective Managing conflict Processing paperwork
versus least effective managers Decision making Planning and goal setting

❏ Curtis, Winsor, and Stephens (1989) Employment Job Success
• 428 members of the American Society of Verbal communication Interpersonal skills

Personnel Administrators in the United Listening Verbal communication
States Enthusiasm Written communication

• (1) Skills needed to obtain employment Written communication Persistence/determination 
• (2) Skills important for successful job Technical competence Enthusiasm

performance Appearance Technical competence
• (3) Skills needed to move up in the 

organization To Move Up
Ability to work well with Ability to present a good 

others one-on-one image for the firm
Ability to gather information Ability to use computers

and make a decision Knowledge of management 
Ability to work well in groups theory
Ability to listen and give counsel Knowledge of finance
Ability to give effective feedback Knowledge of marketing
Ability to write effective reports Knowledge of accounting
Knowledge of the job Ability to use business 

machines

❏ Van Velsor & Britain (1995)
• Summarizes 5 previous studies of Problems with interpersonal relationships

“derailment” Failure to meet business objectives
• 20 U.S. managers and 42 European Inability to build and lead a team

managers Inability to manage self-development or to adapt
• Focus on skills causing “derailment” 

(the opposite of success)

❏ American Management Association (2000)
• 921 managers in the United States

Importance to Managerial 
Skill Organizations Competence Gap

Customer focus 1 (4.74) 1 (3.90) 22
Ability to use information to solve problems 2 (4.64) 2 (3.71) 15
Recognizing problems and implementing solutions 3 (4.56) 8 (3.52) 7
Credibility among peers, subordinates, colleagues 4 (4.45) 3 (3.69) 18
Ability to transform words into actions 5 (4.44) 5 (3.55) 11
Listening and asking questions 6 (4.40) 13 (3.36) 3
Contributing to firm mission/objectives 7 (4.39) 4 (3.57) 16
Working in teams (cooperation/commitment) 8 (4.34) 11 (3.40) 8
Identifying opportunities for innovation 9 (4.33) 14 (3.35) 4
Setting standards for self and subordinates 10 (4.32) 7 (3.53) 9
Coaching and mentoring skills 15 (4.21) 26 (2.99) 1
Time management 12 (4.27) 25 (3.19) 2
Implementing improvements 11 (4.29) 17 (3.33) 5
Setting priorities 14 (4.24) 20 (3.32) 6
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hiring,” or cognitive activities such as “transcending fear,” skills can be consciously demon-
strated, practiced, improved, or restrained by individuals themselves. Skills may certainly
engage other people and require cognitive work, but they are behaviors that people can
control themselves.

Third, management skills are developable. Performance can improve. Unlike IQ or
certain personality or temperament attributes that remain relatively constant throughout
life, individuals can improve their competency in skill performance through practice and
feedback. Individuals can progress from less competence to more competence in manage-
ment skills, and that outcome is the primary objective of this book.

Fourth, management skills are interrelated and overlapping. It is difficult to demonstrate
just one skill in isolation from others. Skills are not simplistic, repetitive behaviors, but they
are integrated sets of complex responses. Effective managers, in particular, must rely on com-
binations of skills to achieve desired results. For example, in order to effectively motivate oth-
ers, skills such as supportive communication, influence, empowerment, and self-awareness
may be required. Effective managers, in other words, develop a constellation of skills that
overlap and support one another and that allow flexibility in managing diverse situations.

Fifth, management skills are sometimes contradictory or paradoxical. For example,
the core management skills are neither all soft and humanistic in orientation nor all hard-
driving and directive. They are oriented neither toward teamwork and interpersonal rela-
tions exclusively nor toward individualism and technical entrepreneurship exclusively. A
variety of skills are typical of the most effective managers, and some of them appear
incompatible.

To illustrate, Cameron and Tschirhart (1988) assessed the skill performance of
more than 500 midlevel and upper-middle managers in about 150 organizations. The
most frequently mentioned 25 management skills taken from about a dozen studies in
the academic literature (such as those in Table 2) were measured. Statistical analyses
revealed that the skills fell into four main groups or clusters. One group of skills focused on
participative and human relations skills (for example, supportive communication and
team building), while another group focused on just the opposite, that is, competitiveness
and control (for example, assertiveness, power, and influence skills). A third group focused
on innovativeness and individual entrepreneurship (for example, creative problem solv-
ing), while a fourth group emphasized the opposite type of skills, namely, maintaining
order and rationality (for example, managing time and rational decision making). One
conclusion from that study was that effective managers are required to demonstrate para-
doxical skills. That is, the most effective managers are both participative and hard-driving,
both nurturing and competitive. They were able to be flexible and creative while also
being controlled, stable, and rational (see Cameron, Quinn, DeGraff, & Thakor, 2006). Our

Table 2 Critical Management Skills—A Sample of Studies 

STUDY ❏ RESPONDENTS • FOCUS RESULTS

❏ Andersen Consulting (2000)
• Study of Andersen partners, consultants, Employee skills Leadership attributes

and client leaders Creativity Less controlling
Team building Shares authority
Resilience/flexibility Culturally attuned
Technical competence Encourages challenge
Deal with ambiguity Clear vision
Speed Comfortable with risk
Emotional intelligence Creates a motivated business
Communication skills Manages intellectual diversity

Entrepreneurial
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objective in this book is to help you develop that kind of behavioral competency and
complexity.

Improving Management Skills

It is a bit unnerving that while average IQ scores have increased in the population over the
last half-century, social and emotional intelligence scores have actually declined. In the
population in general, people are less skilled at managing themselves and managing others
than they were 50 years ago (Goleman, 1998). While average IQ scores have jumped
approximately 25 points, emotional intelligence scores (EQ) among young people and
adults has fallen. Moreover, whereas the “technological float” has shrunk dramatically—
that is, the time between the introduction of a new technology and its being copied and
revised is constantly decreasing and is now measured in weeks rather than years—the
“human float” has changed very little. It still takes about the same amount of time to
develop behavioral skills and human competencies as it always has. No shortcuts or quick
fixes have emerged, and the effort and practice that are required to become more emo-
tionally intelligent and interpersonally skilled is substantial. Progress regarding how to cope
with and manage issues relating to other people has not kept pace with technological
progress, and it remains the biggest challenge for managers.

The good news is that improvement in developing management skills has been found
in both students and managers who have been exposed to a curriculum such as the one
advocated in Developing Management Skills. For example, MBA students showed
improvement of from 50 to 300 percent on social skills over the course of two years
by enrolling in two courses based on the approach to developing management skills pre-
sented here. A greater amount of improvement occurred among students who applied
these skills to multiple aspects of their lives outside the classroom, and people who were
more competent to begin with made the most progress. In addition, a cohort of 45- to 55-
year-old executives produced the same results as the MBA students. That is, they also
improved dramatically in their management skills even though most were already experi-
enced in senior managerial positions (Boyatzis, 1996, 2000, 2005; Boyatzis, Cowen, &
Kolb, 1995; Boyatzis, Leonard, Rhee, & Wheeler, 1996; Leonard, 1996; Rhee, 1997;
Wheeler, 1999).

On the other hand, exposure to a traditional cognitive-based curriculum without
exposure to management skills development does not correlate with improvements in
social competence, management skills, or career success. For example, Cohen (1984)
summarized the results of 108 studies of the relationship between performance in college
courses (as measured by grade-point average) and subsequent life success. Life success
was measured by a variety of factors, including job performance, income, promotions,
personal satisfaction, eminence, and graduate degrees. The mean correlation between
performance in school and performance in life in these studies was .18, and in no case did
the correlation exceed .20. These low correlations suggest that school performance and
successful performance in subsequent life activities are related only marginally.

The data, in other words, appear quite compelling. Attending school merely to
achieve high grades in cognitive courses—while important—is not sufficient for manage-
ment, career, or life success. Going into debt for a formal education or achieving an addi-
tional set of letters behind your name without also developing and improving your
management skills will be an unfortunate lost opportunity. That is why we feel so strongly
that in the management curriculum of universities, students should be exposed to a learn-
ing model such as the one we describe here. Our strong feelings, of course, are not based
on blind optimism. Scientific evidence exists that such exposure can make a difference
both to individuals and to the bottom-line performance of companies.
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An Approach to Skill Development

Successful management development, of course, is more than just following a cookbook
list of sequential behaviors. Developing highly competent management skills is much more
complicated than developing skills such as those associated with a trade (for example,
welding) or a sport (for example, shooting baskets). Management skills are: (1) linked to a
more complex knowledge base than other types of skills and (2) inherently connected to
interaction with other (frequently unpredictable) individuals. A standardized approach
to welding or shooting free throws may be feasible, but no standardized approach to man-
aging human beings is possible.

On the other hand, what all skills do have in common is the potential for improve-
ment through practice. Any approach to developing management skills, therefore, must
involve a heavy dose of practical application. At the same time, practice without the nec-
essary conceptual knowledge is sterile and ignores the need for flexibility and adaptation
to different situations. Therefore, developing competencies in management skills is inher-
ently tied to both conceptual learning and behavioral practice.

The method that has been found to be most successful in helping individuals develop
management skills is based on social learning theory (Bandura, 1977; Boyatzis et al.,
1995; Davis & Luthans, 1980). This approach marries rigorous conceptual knowledge
with opportunities to practice and apply observable behaviors. It relies on cognitive work
as well as behavioral work. Variations on this general approach have been used widely in
on-the-job supervisory training programs, and they are common in executive education
programs and corporate universities—less so in business schools.

This learning model, as originally formulated, consisted of four steps: (1) the presen-
tation of behavioral principles or action guidelines, generally using traditional instruction
methods; (2) demonstration of the principles by means of cases, films, scripts, or inci-
dents; (3) opportunities to practice the principles through role plays or exercises; and
(4) feedback on performance from peers, instructors, or experts.

Our own experience in teaching complex management skills, as well as recent
research on management skills development among MBA students (e.g., Boyatzis  et al.,
1995; Vance, 1993) has convinced us that three important modifications are necessary in
order for this model to be most effective. First, the behavioral principles must be grounded
in social science theory and in reliable research results. Common sense generalizations and
panacea-like prescriptions appear regularly in the popular management literature. To ensure
the validity of the behavioral guidelines being prescribed, the learning approach must
include scientifically based knowledge about the effects of the management principles being
presented.

Second, individuals must be aware of their current level of skill competency and be
motivated to improve upon that level in order to benefit from the model. Most people
receive very little feedback about their current level of skill competency. Most organiza-
tions provide some kind of annual or semiannual evaluation (for example, course grades
in school or performance appraisal interviews in firms), but these evaluations are almost
always infrequent and narrow in scope, and they fail to assess performance in most criti-
cal skill areas. To help a person understand what skills to improve and why, therefore, an
assessment activity must be part of the model. In addition, most people find change
uncomfortable and therefore avoid taking the risk to develop new behavior patterns. An
assessment activity in the learning model helps encourage these people to change by illu-
minating their strengths and weaknesses. People then know where weaknesses lie and
what things need to be improved. Assessment activities generally take the form of self-
evaluation instruments, case studies, or problems that help highlight personal strengths
and weaknesses in a particular skill area.
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Third, an application component is needed in the learning model. Most management
skill training takes place in a classroom setting where feedback is immediate, and it is rel-
atively safe to try out new behaviors and make mistakes. Therefore, transferring learning
to an actual job setting is often problematic. Application exercises help to apply classroom
learning to examples from the real world of management. Application exercises often take
the form of an outside-of-class intervention, a consulting assignment, self-analysis through
journal writing, or a problem-centered intervention, which the student then analyzes to
determine its degree of success or failure.

In summary, evidence suggests that a five-step learning model is most effective for
helping individuals develop management skills (see Cameron & Whetten, 1984; Kolb,
1984; Vance, 1993; Whetten & Cameron, 1983). Table 3 outlines such a model. Step 1
involves the assessment of current levels of skill competency and knowledge of the behav-
ioral principles. Step 2 consists of the presentation of validated, scientifically based
principles and guidelines for effective skill performance. Step 3 is an analysis step in
which models or cases are made available in order to analyze behavioral principles in real
organizational settings. This step also helps demonstrate how the behavioral guidelines can
be adapted to different personal styles and circumstances. Step 4 consists of practice exer-
cises in which experimentation can occur and immediate feedback can be received in a rel-
atively safe environment. Step 5, finally, is the application of the skill to a real-life setting
outside the classroom with follow-up analysis of the relative success of that application.

Research on the effectiveness of training programs using this general learning model
has shown that it produces results superior to those based on more traditional lecture-
discussion-case method approaches (Boyatzis et al., 1995; Burnaska, 1976; Kolb, 1984;
Latham & Saari, 1979; Moses & Ritchie, 1976; Porras & Anderson, 1981; Smith, 1976;
Vance, 1993). In addition, evidence suggests that management skill training can have
significant impact on the bottom-line performance of a firm. The U.S. Postal Service
completed a study a few years ago in which 49 of the largest 100 post offices in America
were evaluated. An important question in the study was, “How can we make post offices
more effective?” Productivity and service quality were both monitored over a period of five
years. The two major factors that had impact on these effectiveness measures were (1)
degree of automation, and (2) investment in training. Two kinds of training were provided:
technical training (operating and maintaining the equipment) and management training
(developing management skills). The study found that management training was more
important than technical training in accounting for improved productivity and service in
the post offices, and both kinds of training were more important than having up-to-date

Table 3 A Model for Developing Management Skills

Components Contents Objectives

1. Skill assessment Survey instruments Assess current level of skill competence and 
Role plays knowledge; create readiness to change.

2. Skill learning Written text Teach correct principles and present a rationale 
Behavioral guidelines for behavioral guidelines.

3. Skill analysis Cases Provide examples of appropriate and inappropriate 
skill performance. Analyze behavioral principles 
and reasons they work.

4. Skill practice Exercises Practice behavioral guidelines. Adapt principles to 
Simulations personal style. Receive feedback and assistance.
Role plays

5. Skill application Assignments (behavioral and written) Transfer classroom learning to real-life situations.
Foster ongoing personal development.
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equipment in the post office. Low-tech offices outperformed high-tech offices when
managers were provided with management skill training. In short, its five-year study
convinced the U.S. Postal Service that helping employees to develop management skills was
the best way to improve organizational effectiveness (Cameron & Ulrich, 1986).

This is consistent with the conclusion drawn by Eric Greenberg, Director of Surveys
for the American Management Association, upon summarizing the lessons learned from
years of surveys of American managers:

Where companies increased their training activity, the chances were much, much
better that they were going to increase their operating profits and that they were
going to increase their shareholder value. Product quality, market share, and pro-
ductivity all tend to rise as training budgets go up. Companies that don’t make
the investment are apt to see disappointing results. (Greenberg, 1999)

More than thirty years ago, Mintzberg (1975) made a similar point about the cur-
riculum needed in business schools. Things have not changed.

Management schools will begin the serious training of managers when skill training
takes its place next to cognitive learning. Cognitive learning is detached and infor-
mational, like reading a book or listening to a lecture. No doubt much important
cognitive material must be assimilated by the manager-to-be. But cognitive learning
no more makes a manager than it does a swimmer. The latter will drown the first
time he jumps into the water if his coach never takes him out of the lecture hall,
gets him wet, and gives him feedback on his performance. Our management
schools need to identify the skills managers use, select students who show poten-
tial in these skills, put the students into situations where these skills can be prac-
ticed, and then give them systematic feedback on their performance. (p. 60)

A senior executive in a major consulting firm similarly observed:

The higher up the organization you go, the less relevant technical knowledge
becomes. It is important for your first couple of promotions, but after that, people
skills are what count.

A recent graduate from a Big Ten management school also reported:

I can’t believe it. I went for my second interview with a company last week, and I
spent the first half-day participating in simulation exercises with ten other job
candidates. They videotaped me playing the role of a salesman handling an irate
customer, a new director of personnel putting down a revolt by the “old guard,”
and a plant manager trying to convince people of the need to install a radically
new production process. Boy, was I unprepared for that!

The message behind these personal observations is clear: from almost every perspec-
tive, competence in personal, interpersonal, and group skills is a critical prerequisite for
success in management. Strong analytical and quantitative skills are important, but they
are not sufficient. Successful managers must be able to work effectively with people.
Unfortunately, interpersonal and management skills have not always been a high priority
for business school students and aspiring executives. In a recent survey of 110 Fortune
500 CEOs, 87 percent were satisfied with the level of competence and analytic skills of
business school graduates, 68 percent were satisfied with conceptual skills of graduates,
but only 43 percent of the CEOs were satisfied with graduates’ management skills, and
only 28 percent were satisfied with their interpersonal skills and EQ!

To assist you in improving your own management skills, this book emphasizes prac-
ticing management skills, rather than just reading about them. We have organized the
book with this specific approach in mind.
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Leadership and Management

Before outlining the organization of this book, we want to discuss briefly the place of leader-
ship in this volume. Some writers have differentiated between the concepts of “leadership”
and “management” (Bass, 1990; Katzenbach, 1995; Nair, 1994; Quinn, 2000; Tichy, 1999).
Some have wondered why we concentrate on “management” skills instead of “leadership”
skills in this book. We have also been asked by professors, business executives, and students
why we have not either changed the title of the book to Developing Leadership Skills, or at
least included one chapter on leadership in this volume. These queries and suggestions are
important and have motivated us to clarify at the outset of the book what we mean by man-
agement, and why we believe our focus on management skills lies at the heart of leadership
as typically defined.

One of the most popular models of leadership is based on the “Competing Values
Framework,” an organizing framework for leadership and managerial skills. It was devel-
oped by examining the criteria used to evaluate organizational and managerial performance
(Cameron et al., 2006; Quinn & Rohrbaugh, 1983). Extensive research has been conducted
on this framework over the past two decades, and a brief explanation will help clarify the
relationship between management and leadership skills. You should be aware that this
framework has been used on several continents to help managers and organizations
improve their effectiveness, and a database of more than 80,000 managers has now been
compiled (Cameron & Quinn, 2006). That research has shown that leadership and manage-
ment skills fall into four clusters or categories as illustrated in Figure 1. In order to be
an effective manager, in other words, individuals must be competent in: (1) clan skills, or a

Figure 1 Leadership and Management Skills Organized by the 
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focus on collaboration; (2) adhocracy skills, or a focus on creation; (3) market skills,
or a focus on competition; and (4) hierarchy skills, or a focus on control.

Clan skills include those required to build effective interpersonal relationships and
develop others (e.g., building teamwork, communicating supportively). Adhocracy skills
include those required to manage the future, innovate, and promote change (e.g., solving
problems creatively, articulating an energizing vision). Market skills include those required
to compete effectively and manage external relationships (e.g., motivating others, using
power and influence). Hierarchy skills include those required to maintain control and
stability (e.g., managing personal stress and time, solving problems rationally) (see
Cameron & Quinn, 2006).

In Figure 1, the two top quadrants in the Competing Values Framework—clan and
adhocracy—are usually associated with leadership. The two bottom quadrants—market
and hierarchy—are usually associated with management. In other words, traditionally, lead-
ership has been used to describe what individuals do under conditions of change. When
organizations are dynamic and undergoing transformation, people at the top are expected to
exhibit leadership (i.e., pay attention to clan and adhocracy issues). Management, on the
other hand, has traditionally been used to describe what executives do under conditions of
stability. Thus, management has been linked with the status quo (i.e., pay attention to mar-
ket and hierarchy issues). In addition, leadership has sometimes been defined as “doing the
right things,” whereas management has been defined as “doing things right.” Leaders have
been said to focus on setting the direction, articulating a vision, transforming individuals and
organizations, and creating something new. Managers have been said to focus on monitor-
ing, directing, and refining current performance. Leadership has been equated with
dynamism, vibrancy, and charisma; management with hierarchy, equilibrium, and control.

However, the recent research is clear that such distinctions between leadership and
management, which may have been appropriate in previous decades, are no longer useful
(Quinn, 2000; Tichy, 1993, 1999). Managers cannot be successful without being good
leaders, and leaders cannot be successful without being good managers. No longer do
organizations and individuals have the luxury of holding on to the status quo; worrying
about doing things right but failing to do the right things; keeping the system stable
instead of leading change and improvement; monitoring current performance instead
of formulating a vision of the future; concentrating on equilibrium and control instead of
vibrancy and charisma. Effective management and leadership are inseparable. The skills
required to do one are also required of the other. No organization in a postindustrial,
hyperturbulent, twenty-first-century environment will survive without executives capa-
ble of providing both management and leadership. Leading change and managing stabil-
ity, establishing vision and accomplishing objectives, breaking the rules and monitoring
conformance, although paradoxical, all are required to be successful.

Figure 2 illustrates one major reason for this assertion. By staying the same, we tend
to get worse. Because our circumstances are constantly changing and expectations for
performance are continually escalating, the traditional definition of management is out-
moded and irrelevant today. Effective managers and leaders do much the same things in
dealing effectively with constant change and constant stability.

All of us, in other words, need to develop competencies that will enhance our ability
to be both leaders and managers. The specific skills in this book represent all four quad-
rants in the Competing Values Framework of leadership. They serve as the foundation for
effective management and for effective leadership. The book could appropriately include
the word “leadership” in the title, therefore, based on the skills being covered. The skills
contained in this book cover both the management and the leadership ground. We have
chosen, appropriately or not, to use the label “management skills” to subsume the skills
associated with leadership as well as with management.
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Contents of the Book

Again, this book focuses on the skills that research has identified as critically important for
successful management and leadership. Part I contains three chapters on personal skills:
Developing Self-Awareness, Managing Personal Stress, and Solving Problems Analytically
and Creatively. These skills focus on issues that may not involve other people but instead
relate to the management of the self—hence they are called personal skills. Each chapter,
however, really includes a cluster of related behaviors, not just one single, simple skill.
These clusters of interrelated behaviors comprise the overall management skill indicated in
the chapter’s title. Figure 3 also points out that each skill cluster is related to and overlaps
with other personal management skills, so each relies at least partially on the others to be
performed successfully.

Part II focuses on interpersonal skills: Building Relationships by Communicating
Supportively, Gaining Power and Influence, Motivating Others, and Managing Conflict.
These skills focus primarily on issues that arise in your interactions with other people.
Overlap exists among these skills, of course, so that you must rely on parts of many skill
areas in order to perform any one skill effectively.

Part III includes three chapters on group skills: Empowering and Delegating,
Building Effective Teams and Teamwork, and Leading Positive Change. These skills focus
on key issues that arise when you are involved with groups of people either as a leader or
as a member of the group. As with all the skills in the book, overlap occurs among the
group skills as well as with the personal and interpersonal skills. In other words, as you
progress from personal to interpersonal to group skills, the core competencies developed
in the previous skill area help support successful performance of the new skill area.

In addition to the ten core management skills in Parts I, II, and III, the supplemental
Part IV chapters contain three additional communications skills: Making Oral and Written
Presentations, Conducting Interviews, and Conducting Meetings. These supplements
cover specialized communication skills that are especially relevant for students who have
had little managerial experience or skill training. These supplements foster skill develop-
ment needed to implement assignments typically included in a management skill-building
course. Writing reports, giving class presentations, interviewing managers, and conduct-
ing group meetings are all prerequisites for building skills in the core management skill
areas, so we have provided material on these three topics that students will find helpful.

PERSONAL OR ORGANIZATIONAL PERFORMANCE

Last Year

Current Performance

This Year

Next Year

hgiHwoL X

hgiHwoL X

hgiHwoL X

Standards, Expectations, Competition over Time

Figure 2 The Necessity of Developing Leadership and Management Skills
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Appendix I contains a glossary of key terms in the text; and Appendix II lists references
for excerpted material in the book.

Organization of the Book

Each chapter is organized on the basis of the learning model summarized in Table 4. Each
chapter begins with Skill Assessment instruments. Their purpose is to highlight areas of
personal competence as well as areas needing improvement in both knowledge and perfor-
mance. As you complete the instruments in the Skill Assessment section, you will discover
areas in which you will want to establish personal learning goals, and areas in which your
competency is already well developed. As pointed out earlier, however, research has demon-
strated that the most competent managers tend to progress the most when engaging in skill
development exercises, so don’t dismiss a skill just because you feel that it is an area of
strength. We encourage you to take time to complete these assessment instruments. You
will be surprised with what you learn if you complete them honestly and as accurately as
you can.
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Second, an explanation of the key behavioral guidelines, as well as a rationale for why
these guidelines work, is found in the Skill Learning section of each chapter. This section
explains the core behavioral principles associated with each skill. We present a research-
based model of each skill, along with evidence from research that the principles identified
are effective in practice. Our objective is to provide a sound rationale for the action guide-
lines summarized at the end of the section. We have not relied on popular anecdotes or
stories from the popular press in presenting these guidelines and principles. Instead, we
rely on scientific research that identifies what behaviors must be performed in order to
foster effective outcomes.

In the Skill Analysis section, you will find brief case histories that illustrate both effec-
tive and ineffective applications of the behavioral principles. The purpose of this section is
to bridge the gap between intellectual understanding and behavioral application.
Critiquing a manager’s performance in a real-life case enhances your understanding of the
skill learning material. Each case provides a model of effective or ineffective performance
and helps identify ways that the skill can be adapted to your personal style. In analyzing
these cases, focus less on trying to find a “right” answer and more on determining how
you might behave in similar circumstances.

The Skill Practice section provides exercises, problems, and role-play assignments. The
goal of this section is to provide opportunities to practice the behavioral guidelines in simu-
lated managerial situations and to receive feedback from peers and instructors. Practicing
these managerial skills in a classroom setting is not only safer and less costly than in a real-
life management job, but others’ observation and feedback can be more precise and more
timely as well. Many of these types of exercises can seem “gamey” or superficial, of course,
unless you take them seriously as ways to improve your skill performance. We encourage
you to use the feedback of others to critique your performance and help you find ways to
enhance your skill competencies.

The last section of each chapter is Skill Application. It contains a form to help you gen-
erate your own improvement agenda, as well as assignments and ideas for applying the

Table 4 The Organization of Each Chapter

SECTION CONTENTS

Skill Assessment Instruments designed to identify your current level of skill competency, your 
styles, and/or key dimensions of the skill. These instruments can be used to 
identify individual differences, issues surrounding diversity, and areas for 
personal improvement plans.

Skill Learning Behavioral guidelines and key principles associated with the skill are 
explained. Scientific research is used as the basis for prescribed skill 
performance. Clarifying how to successfully develop and perform the skill 
is the purpose of this section.

Skill Analysis Cases and examples are presented in order to provide examples of successful 
and unsuccessful skill performance. Analytic problem solving is facilitated as 
recommendations are made for what the key issues are, how performance 
might be modified, and why success was achieved.

Skill Practice Exercises and role plays make it possible for individuals to actually practice 
the skill. Feedback from peers and the instructor will facilitate improvement 
of the skill in a setting where failure is not costly.

Skill Application Suggested assignments are provided so that the skill can be applied in a 
real-life setting. A feedback mechanism is also suggested so that 
individuals analyze their own success in applying the skill outside the 
classroom. Improvement plans should always be associated with the 
application exercises.
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skill in an out-of-class situation. The purpose of these assignments is to help you transfer
behavioral guidelines into everyday practice. You may be directed to teach the skill to
someone else, consult with another manager to help resolve a relevant problem, or apply
the skill in an organization or family.

Practice and Application

The philosophy of this book is that improvement in management skills is primarily the
learner’s responsibility. If the application of the principles covered in this book is not consci-
entiously applied outside the classroom, little or no progress can be achieved. Our intention,
therefore, is to have the course carry over into the life activities of learners. Effectiveness in
management is no different from effectiveness in most other human enterprises. It requires
the same kinds of skills to live a productive and successful life as it does to manage people
effectively. That is why, even though some users of this book may not presently be managers
of other employees—and indeed may never become managers—they should neither dis-
miss these skills as irrelevant nor wait until they become managers before attempting to
practice them.

Psychological research has confirmed that when we are forced to perform under stress,
we rely on what is called a “dominant response pattern” (Staw, Sandelands, & Dutton,
1981; Weick, 1995). That is, we rely on the behavior patterns that are most deeply
ingrained in our response repertoire. For example, if a person who has been accustomed to
responding to conflict combatively—but who has recently begun practicing a more sup-
portive response pattern—is faced with an intense, emotional confrontation, that person
may begin by reacting supportively. But as pressure mounts, he or she is likely to revert to
the more practiced, combative style. That is why, it is said, that people always curse in their
native language. Stress causes us to revert to our fundamental, most reinforced behaviors.

Thus it is important that learners not make the mistake of thinking they can delay
applying skill training until they become managers. When problems and conflicts occur
then, it is too late to change behaviors to handle issues effectively. We encourage you, there-
fore, to practice and apply the skills discussed in this book to part-time jobs, friendships, stu-
dent organizations, families, church groups, and so forth. If you are in a managerial role, you
will want to use the guidelines provided here with your coworkers, managers, subordinates,
and customers. With conscientious practice, following the behavioral guidelines will
become second nature.

A second reason that nonmanagers should not delay the application of management
skills is that we all learn faster and remember better that which we experience emotion-
ally as well as intellectually. That is, people learn best the things that affect them person-
ally, and they feel affected by something if they see an immediate effect on their lives. For
example, we can more quickly acquire a working knowledge of a foreign language and
retain it longer if we spend a summer living in a country where the language is spoken
than if we merely take a language course in our own country. Simply stated, application is
a crucial component of the skill improvement process, but it generally takes extra effort
and ingenuity to make application exercises effective and worthwhile. We encourage you
to put that extra effort into improving your management skills.

Diversity and Individual Differences

One reason developing management skills is difficult is because all of us possess our own
unique styles, personalities, and inclinations. We all know that everyone doesn’t react in the
same way to similar circumstances. We can freely choose to behave differently than
expected or than we did in the past. It is impossible, therefore, to manage each relationship
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in exactly the same way, or even to behave the same way from one encounter to the next.
Sensitivity to individual differences is an important part of an effective manager’s repertoire.

A great deal of research has been conducted on cultural differences, gender differ-
ences, ethnic differences, and age differences in organizations (e.g., Cox, 1994; Cox &
Beal, 1997). While we will not summarize that extensive research, we do want to high-
light the importance of being sensitive to individuality. Two kinds of sensitivities are nec-
essary: one to the uniqueness displayed by each person, and the other to distinctive but
general patterns of behavior that characterize groups of people. For example, it is essen-
tial that effective managers not only become aware of, but also value and capitalize on the
differences that characterize people with whom they work. In this book we will encour-
age you to develop sensitivity to the diversity that people display as they interact with
you. In addition, you will also become skilled at diagnosing certain generalized patterns of
behavior among people with different experiences, nationalities, genders, ethnic back-
grounds, and ages. These generalized patterns can be used inappropriately to stereotype
or categorize people, of course, and that may lead to deterioration in interpersonal sensi-
tivity and emotional intelligence. On the other hand, being aware of national, cultural,
ethnic, gender, or age differences can also be extremely useful to you as you engage in
managerial roles.

We have included in each chapter a framework for diagnosing individual differences
across cultures and summaries of some extensive crossnational research by Trompenaars
and Hampden-Turner (1998). We include this framework to assist you in diagnosing
some key differences that affect behavior. Knowing that the general tendency of people is
to fear or oppose those who are different from them, our main objective in providing this
information is to help us all better understand and appreciate differences. We don’t
emphasize so much managing diversity as we do diagnosing individual differences so
they can be valued, understood, and appreciated.

In Chapter 1, Developing Self-Awareness, we explain the Trompenaars model, which
relies on seven dimensions found to differ across national and cultural boundaries. These
dimensions have been found to be very helpful in assisting people to understand key dif-
ferences in others. They are: universalism versus particularism, individualism versus com-
munitarianism, specificity versus diffuseness, neutral versus affective, achievement versus
ascription oriented, internal versus external, and past versus present versus future time
emphasis. These dimensions will help you to remain sensitive to the personal variations
that may require alternation of some of the ways in which you practice core management
skills. Whereas the behavioral principles upon which the management skills are based are
applicable across cultures, genders, ethnic groups, and age cohorts, important nuances
may be required of you as you practice among people characterized by these differences.
Women may not behave the same as men. Japanese colleagues may not respond the same
as German colleagues. Individuals in their sixties may not see the world the same as
someone in their twenties. Stereotyping based on these categories, of course, is also dan-
gerous and damaging, so being sensitive to and valuing individual differences is the key.

This means that you may want to pay special attention to the results of colleagues’
Skill Assessment responses. You can identify the different patterns that arise among your
own colleagues as you work your way through the book. Do you detect any general dif-
ferences among men and women, among old and young, among different nationalities,
among ethnic groups, among those with managerial experience and those without?
People with high degrees of emotional intelligence have developed the ability to sense
and empathize with the differences that are typical of different groups of people. We hope
you will improve in this ability as well. Each of the sections of the chapters—Assessment,
Learning, Analysis, Practice, and Application—can be useful to you in gaining insight into
individual differences.
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Summary

In sum, Developing Management Skills is not intended just for individuals who plan to
enter managerial positions or who currently manage organizations. It is meant to help you
better manage many aspects of your life and relationships. It is intended to help you actu-
ally change your behavior, to improve your competence, and to be more savvy in your
relationships with different kinds of people. It is intended to improve your social and emo-
tional intelligence. John Holt (1964) succinctly summarized our intention by equating
management skill to intelligence:

When we talk about intelligence, we do not mean the ability to get a good score on
a certain kind of test or even the ability to do well in school; these are at best only
indicators of something larger, deeper, and far more important. By intelligence we
mean a style of life, a way of behaving in various situations. The true test of intelli-
gence is not how much we know how to do, but how we behave when we don’t
know what to do. (p. 165)

Fostering the development of such intelligence is the goal of Developing Manage-
ment Skills.
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S U P P L E M E N TA R Y  M AT E R I A L

Diagnostic Survey and Exercises

Personal Assessment of Management Skills (PAMS)

Step 1: To get an overall profile of your level of skill competence, respond to the follow-
ing statements using the rating scale below. Please rate your behavior as it is, not as you
would like it to be. If you have not engaged in a specific activity, answer according to how
you think you would behave based on your experience in similar activities. Be realistic;
this instrument is designed to help you tailor your learning to your specific needs. After you
have completed the survey, the scoring key at the end of the chapter will help you gener-
ate an overall profile of your management skill strengths and weaknesses.

Step 2: Get copies of the Associates’ version of this instrument from your instructor. An
alternate version has been provided in the Instructor’s Manual that uses “he” or “she”
instead of “I” in the questions. Give copies to at least three other people who know you
well or who have observed you in a situation in which you have had to lead or manage
others. Those people should complete the instrument by rating your behavior. Bring the
completed surveys back to class and compare: (1) your own ratings to your associates’ rat-
ings, (2) your associates’ ratings to the ratings received by others in the class, and (3) the
ratings you received to those of a national norm group.

Subsections of this instrument appear in each chapter throughout the book.

Rating Scale

1 Strongly disagree

2 Disagree

3 Slightly disagree

4 Slightly agree

5 Agree

6 Strongly agree

In regard to my level of self-knowledge:

______ 1. I seek information about my strengths and weaknesses from others as a basis for self-
improvement.

______ 2. In order to improve, I am willing to be self-disclosing to others (that is, to share my
beliefs and feelings).

______ 3. I am very much aware of my preferred style in gathering information and making
decisions.

______ 4. I have a good sense of how I cope with situations that are ambiguous and uncertain.

______ 5. I have a well-developed set of personal standards and principles that guide my behavior.

When faced with stressful or time-pressured situations:

______ 6. I use effective time-management methods such as keeping track of my time, making
to-do lists, and prioritizing tasks.
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______ 7. I frequently affirm my priorities so that less important things don’t drive out more
important things.

______ 8. I maintain a program of regular exercise for fitness.

______ 9. I maintain an open, trusting relationship with someone with whom I can share my
frustrations.

______ 10. I know and practice several temporary relaxation techniques such as deep breathing
and muscle relaxation.

______ 11. I maintain balance in my life by pursuing a variety of interests outside of work.

When I approach a typical, routine problem:

______ 12. I state clearly and explicitly what the problem is. I avoid trying to solve it until I have
defined it.

______ 13. I always generate more than one alternative solution to the problem, instead of iden-
tifying only one obvious solution.

______ 14. I keep steps in the problem-solving process distinct; that is, I define the problem
before proposing alternative solutions, and I generate alternatives before selecting a
single solution.

When faced with a complex or difficult problem that does not have an easy solution:

______ 15. I try out several definitions of the problem. I don’t limit myself to just one way to
define it.

______ 16. I try to unfreeze my thinking by asking lots of questions about the nature of the problem
before considering ways to solve it.

______ 17. I try to think about the problem from both the left (logical) side of my brain and the
right (intuitive) side of my brain.

______ 18. I do not evaluate the merits of an alternative solution to the problem before I have
generated a list of alternatives. That is, I avoid deciding on a solution until I have
developed many possible solutions.

______ 19. I have some specific techniques that I use to help develop creative and innovative
solutions to problems.

When trying to foster more creativity and innovation among those with whom I work:

______ 20. I make sure there are divergent points of view represented or expressed in every
complex problem-solving situation.

______ 21. I try to acquire information from individuals outside the problem-solving group who will
be affected by the decision, mainly to determine their preferences and expectations.

______ 22. I try to provide recognition not only to those who come up with creative ideas (the
idea champions) but also to those who support others’ ideas (supporters) and who
provide resources to implement them (orchestrators).

______ 23. I encourage informed rule-breaking in pursuit of creative solutions.

In situations where I have to provide negative feedback or offer corrective advice:

______ 24. I am able to help others recognize and define their own problems when I counsel them.

______ 25. I am clear about when I should coach someone and when I should provide counsel-
ing instead.

______ 26. When I give feedback to others, I avoid referring to personal characteristics and focus
on problems or solutions instead.
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______ 27. When I try to correct someone’s behavior, our relationship is almost always strengthened.

______ 28. I am descriptive in giving negative feedback to others. That is, I objectively describe
events, their consequences, and my feelings about them.

______ 29. I take responsibility for my statements and point of view by using, for example, “I
have decided” instead of “They have decided.”

______ 30. I strive to identify some area of agreement in a discussion with someone who has a dif-
ferent point of view.

______ 31. I don’t talk down to those who have less power or less information than I.

______ 32. When discussing someone’s problem, I usually respond with a reply that indicates
understanding rather than advice.

In a situation where it is important to obtain more power:

______ 33. I always put forth more effort and take more initiative than expected in my work.

______ 34. I am continually upgrading my skills and knowledge.

______ 35. I strongly support organizational ceremonial events and activities.

______ 36. I form a broad network of relationships with people throughout the organization at
all levels.

______ 37. In my work I consistently strive to generate new ideas, initiate new activities, and
minimize routine tasks.

______ 38. I consistently send personal notes to others when they accomplish something signifi-
cant or when I pass along important information to them.

______ 39. I refuse to bargain with individuals who use high-pressure negotiation tactics.

______ 40. I always avoid using threats or demands to impose my will on others.

When another person needs to be motivated:

______ 41. I always determine if the person has the necessary resources and support to succeed
in a task.

______ 42. I use a variety of rewards to reinforce exceptional performances.

______ 43. I design task assignments to make them interesting and challenging.

______ 44. I make sure the person gets timely feedback from those affected by task performance.

______ 45. I always help the person establish performance goals that are challenging, specific,
and time bound.

______ 46. Only as a last resort do I attempt to reassign or release a poorly performing individual.

______ 47. I consistently discipline when effort is below expectations and capabilities.

______ 48. I make sure that people feel fairly and equitably treated.

______ 49. I provide immediate compliments and other forms of recognition for meaningful
accomplishments.

When I see someone doing something that needs correcting:

______ 50. I avoid making personal accusations and attributing self-serving motives to the other
person.

______ 51. I encourage two-way interaction by inviting the respondent to express his or her per-
spective and to ask questions.

______ 52. I make a specific request, detailing a more acceptable option.
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When someone complains about something I’ve done:

______ 53. I show genuine concern and interest, even when I disagree.

______ 54. I seek additional information by asking questions that provide specific and descriptive
information.

______ 55. I ask the other person to suggest more acceptable behaviors.

When two people are in conflict and I am the mediator:

______ 56. I do not take sides but remain neutral.

______ 57. I help the parties generate multiple alternatives.

______ 58. I help the parties find areas on which they agree.

In situations where I have an opportunity to engage people in accomplishing work:

______ 59. I help people feel competent in their work by recognizing and celebrating their small
successes.

______ 60. I provide regular feedback and needed support.

______ 61. I try to provide all the information that people need to accomplish their tasks.

______ 62. I highlight the important impact that a person’s work will have.

When delegating work to others:

______ 63. I specify clearly the results I desire.

______ 64. I specify clearly the level of initiative I want others to take (for example, wait for
directions, do part of the task and then report, do the whole task and then report,
and so forth).

______ 65. I allow participation by those accepting assignments regarding when and how work
will be done.

______ 66. I avoid upward delegation by asking people to recommend solutions, rather than
merely asking for advice or answers, when a problem is encountered.

______ 67. I follow up and maintain accountability for delegated tasks on a regular basis.

When I am in the role of leader in a team:

______ 68. I know how to establish credibility and influence among team members.

______ 69. I am clear and consistent about what I want to achieve.

______ 70. I build a common base of agreement in the team before moving forward with task
accomplishment.

______ 71. I articulate a clear, motivating vision of what the team can achieve along with
specific short-term goals.

When I am in the role of team member:

______ 72. I know a variety of ways to facilitate task accomplishment in the team.

______ 73. I know a variety of ways to help build strong relationships and cohesion among team
members.
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When I desire to make my team perform well, regardless of whether I am a leader or

member:

______ 74. I am knowledgeable about the different stages of team development experienced by
most teams.

______ 75. I help the team avoid groupthink by making sure that sufficient diversity of opinions
is expressed in the team.

______ 76. I can diagnose and capitalize on my team’s core competencies, or unique strengths.

______ 77. I encourage the team to achieve dramatic breakthrough innovations as well as small
continuous improvements.

When I am in a position to lead change:

______ 78. I create positive energy in others when I interact with them.

______ 79. I emphasize a higher purpose or meaning associated with the change I am leading.

______ 80. I express gratitude frequently and conspicuously, even for small acts.

______ 81. I emphasize building on strengths, not just overcoming weaknesses.

______ 82. I use a lot more positive comments than negative comments.

______ 83. When I communicate a vision, I capture people’s hearts as well as their heads.

______ 84. I know how to get people to commit to my vision of positive change.

What Does It Take to Be an Effective Manager?

The purpose of this exercise is to help you get a firsthand picture of the role of a manager
and the skills required to perform that job successfully.

Your assignment is to interview at least three managers who are employed full-time.
You should use the questions below in your interviews, plus use others that you think might
help you identify effective management skills. The purpose of these interviews is to give you
a chance to learn about critical managerial skills from those who have to use them.

Please treat the interviews as confidential. The names of the individuals do not matter—
only their opinions, perceptions, and behaviors. Assure the managers that no one will be able
to identify them from their responses. Keep written notes of your interviews. These notes
should be as detailed as possible so you can reconstruct the interviews later. Be sure to keep
a record of each person’s job title and a brief description of his or her organization.

1. Please describe a typical day at work. What do you do all day?

2. What are the most critical problems you face as a manager?
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3. What are the most critical skills needed to be a successful manager in your line of
work?

4. What are the major reasons managers fail in positions like yours?

5. What are the outstanding skills or abilities of other effective managers you have
known?

6. If you had to train someone to replace you in your current job, what key abilities
would you focus on?

7. On a scale of 1 (very rarely) to 5 (constantly), can you rate the extent to which
you use the following skills or behaviors during your workday?

Managing personal Fostering continuous 
time and stress improvement and quality
Facilitating group Making analytical decisions
decision making
Creative problem Using interpersonal 
solving communication skills
Articulating an Motivating others
energizing vision
Managing conflict Capitalizing on your 

self-awareness
Gaining and using Facilitating organizational 
power change
Delegating Setting specific goals and 

targets
Active listening Empowering others
Holding interviews Giving speeches or 

presentations
Building teams and Defining and/or solving 
teamwork complex problems
Conducting meetings Negotiating
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SSS Software In-Basket Exercise

NOTE:The SSS Software exercise is used with permission. Copyright © 1995 by Susan
Schor, Joseph Seltzer, and James Smither. All rights reserved.

One way to assess your own strengths and weaknesses in management skills is to
engage in an actual managerial work experience. The following exercise gives you a real-
istic glimpse of the tasks faced regularly by practicing managers. Complete the exercise,
and then compare your own decisions and actions with those of classmates.

SSS Software designs and develops customized software for businesses. It also inte-
grates this software with the customer’s existing systems and provides system mainte-
nance. SSS Software has customers in the following industries: airlines, automotive,
finance/banking, health/hospital, consumer products, electronics, and government. The
company has also begun to generate important international clients. These include the
European Airbus consortium and a consortium of banks and financial firms based in
Kenya.

SSS Software has grown rapidly since its inception eight years ago. Its revenue, net
income, and earnings per share have all been above the industry average for the past sev-
eral years. However, competition in this technologically sophisticated field has grown
very rapidly. Recently, it has become more difficult to compete for major contracts.
Moreover, although SSS Software’s revenue and net income continue to grow, the rate of
growth declined during the last fiscal year.

SSS Software’s 250 employees are divided into several operating divisions with employ-
ees at four levels: Nonmanagement, Technical/Professional, Managerial, and Executive.
Nonmanagement employees take care of the clerical and facilities support functions. The
Technical/Professional staff performs the core technical work for the firm. Most Managerial
employees are group managers who supervise a team of Technical/Professional employees
working on a project for a particular customer. Staff who work in specialized areas such as
finance, accounting, human resources, nursing, and law are also considered Managerial
employees. The Executive level includes the 12 highest-ranking employees at SSS Software.
An organization chart in Figure 4 illustrates SSS Software’s structure. There is also an
Employee Classification Report that lists the number of employees at each level of the
organization.

In this exercise, you will play the role of Chris Perillo, Vice President of Operations
for Health and Financial Services. You learned last Wednesday, October 13, that your pre-
decessor, Michael Grant, had resigned and gone to Universal Business Solutions, Inc. You
were offered his former job, and you accepted it. Previously, you were the Group
Manager for a team of 15 software developers assigned to work on the Airbus consortium
project in the Airline Services Division. You spent all of Thursday, Friday, and most of the
weekend finishing up parts of the project, briefing your successor, and preparing for an
interim report you will deliver in Paris on October 21.

It is now 7:00 A.M. Monday and you are in your new office. You have arrived at work
early so you can spend the next two hours reviewing material in your in-basket (including
some memos and messages to Michael Grant), as well as your voice mail and e-mail. Your
daily planning book indicates that you have no appointments today or tomorrow but will
have to catch a plane for Paris early Wednesday morning. You have a full schedule for the
remainder of the week and all of next week.

Assignment
During the next two hours, review all the material in your in-basket, as well as your voice
mail and e-mail. Take only two hours. Using the response form below as a model, indicate
how you want to respond to each item (that is, via letter/memo, e-mail, phone/voice
mail, or personal meeting). If you decide not to respond to an item, check “no response”
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on the response form. All your responses must be written on the response forms. Write
your precise, detailed response (do not merely jot down a few notes). For example, you
might draft a memo or write out a message that you will deliver via phone/voice mail.
You may also decide to meet with an individual (or individuals) during the limited time
available on your calendar today or tomorrow. If so, prepare an agenda for a personal
meeting and list your goals for the meeting. As you read through the items, you may occa-
sionally observe some information that you think is relevant and want to remember (or
attend to in the future) but that you decide not to include in any of your responses to
employees. Write down such information on a sheet of paper titled “note to self.”

Sample Response Form

Relates to:

Memo # ______ E-mail # ______ Voice mail # ______

Response form:

______ Letter/Memo ______ Meet with person (when, where)

______ E-mail ______ Note to self

______ Phone call/Voice mail ______ No response

ITEM 1 – E-MAIL

TO: All Employees
FROM: Roger Steiner, Chief Executive Officer
DATE: October 15

I am pleased to announce that Chris Perillo has been appointed as Vice President of
Operations for Health and Financial Services. Chris will immediately assume responsibility
for all operations previously managed by Michael Grant. Chris will have end-to-end respon-
sibility for the design, development, integration, and maintenance of custom software for
the health and finance/banking industries. This responsibility includes all technical, financial,
and staffing issues. Chris will also manage our program of software support and integration
for the recently announced merger of three large health maintenance organizations
(HMOs). Chris will be responsible for our recently announced project with a consortium of
banks and financial firms operating in Tanzania. This project represents an exciting opportu-
nity for us, and Chris’s background seems ideally suited to the task.

Chris comes to this position with an undergraduate degree in Computer Science from the
California Institute of Technology and an M.B.A. from the University of Virginia. Chris began as
a member of our technical/professional staff six years ago and has most recently served for
three years as a Group Manager supporting domestic and international projects for our air-
lines industry group, including our recent work for the European Airbus consortium.

I am sure you all join me in offering congratulations to Chris for this promotion.
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ITEM 2 – E-MAIL

TO: All Managers
FROM: Hal Harris, Vice President, Community and Public Relations
DATE: October 15

For your information, the following article appeared on the front page of the business
section of Thursday’s Los Angeles Times.

In a move that may create problems for SSS Software, Michael Grant and Janice Ramos
have left SSS Software and moved to Universal Business Solutions Inc. Industry analysts
see the move as another victory for Universal Business Solutions Inc. in their battle with
SSS Software for share of the growing software development and integration business.
Both Grant and Ramos had been with SSS Software for over 7 years. Grant was most
recently Vice President of Operations for all SSS Software’s work in two industries: health
and hospitals, and finance and banking. Ramos brings to Universal Business Solutions
Inc. her special expertise in the growing area of international software development and
integration.

Hillary Collins, an industry analyst with Merrill Lynch, said “the loss of key staff to a com-
petitor can often create serious problems for a firm such as SSS Software. Grant and
Ramos have an insider’s understanding of SSS Software’s strategic and technical limita-
tions. It will be interesting to see if they can exploit this knowledge to the advantage of
Universal Business Solutions Inc.”

ITEM 3 – E-MAIL

TO: Chris Perillo
FROM: Paula Sprague, Executive Assistant to Roger Steiner
DATE: October 15

Chris, I know that in your former position as a Group Manager in the Airline Services
Division, you probably have met most of the group managers in the Health and Financial
Services Division, but I thought you might like some more personal information about
them. These people will be your direct reports on the management team.

Group #1: Bob Miller, 55-year-old white male, married (Anna) with two children and three
grandchildren. Active in local Republican politics. Well regarded as a “hands-off” manager
heading a high-performing team. Plays golf regularly with Mark McIntyre, John Small,
and a couple of V.P.s from other divisions.

Group #2: Wanda Manners, 38-year-old white female, single with one school-age child. A
fitness “nut” has run in several marathons. Some experience in Germany and Japan.
Considered a hard-driving manager with a constant focus on the task at hand. Will be
the first person to show up every morning.

Group #3: William Chen, 31-year-old male of Chinese descent, married (Harriet), two
young children from his first marriage. Enjoys tennis and is quite good at it. A rising star
in the company, he is highly respected by his peers as a “man of action” and a good
friend.

Group #4: Leo Jones, 36-year-old white male, married (Janet) with an infant daughter.
Recently returned from paternity leave. Has traveled extensively on projects, since he
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speaks three languages. Has liked hockey ever since the time he spent in Montreal.
Considered a strong manager who gets the most out of his people.

Group #5: Mark McIntyre, 45-year-old white male, married (Mary Theresa) to an execu-
tive in the banking industry. No children. A lot of experience in Germany and Eastern
Europe. Has been writing a mystery novel. Has always been a good “team player,” but
several members of his technical staff are not well respected and he hasn’t addressed
the problem.

Group #6: John Small, 38-year-old white male, recently divorced. Three children living
with his wife. A gregarious individual who likes sports. He spent a lot of time in Mexico
and Central America before he came to SSS Software. Recently has been doing mostly
contract work with the federal government. An average manager, has had some trouble
keeping his people on schedule.

Group #7: This position vacant since Janice Ramos left. Roger thinks we ought to fill this
position quickly. Get in touch with me if you want information on any in-house candi-
dates for any position.

Group #8: Marcus Harper, 42-year-old black African American, married (Tamara) with two
teenage children. Recently won an award in a local photography contest. Considered a
strong manager who gets along with peers and works long hours.

Customer Services: Armad Marke, 38-year-old male, divorced. A basketball fan.
Originally from Armenia. Previously a Group Manager. Worked hard to establish the
Technical Services Phone Line, but now has pretty much left it alone.

Office Administrator: Michelle Harrison, 41-year-old white female, single. Grew up on a
ranch and still rides horses whenever she can. A strict administrator.

There are a number of good folks here, but they don’t function well as a management
team. I think Michael played favorites, especially with Janice and Leo. There are a few
cliques in this group and I’m not sure how effectively Michael dealt with them. I expect
you will find it a challenge to build a cohesive team.

ITEM 4 – E-MAIL

TO: Chris Perillo
FROM: Wanda Manners, Group 2 Manager
DATE: October 15

CONFIDENTIAL AND RESTRICTED

Although I know you are new to your job, I feel it is important that I let you know about
some information I just obtained concerning the development work we recently completed
for First National Investment. Our project involved the development of asset management
software for managing their international funds. This was a very complex project due to the
volatile exchange rates and the forecasting tools we needed to develop.

As part of this project, we had to integrate the software and reports with all their exist-
ing systems and reporting mechanisms. To do this, we were given access to all of their
existing software (much of which was developed by Universal Business Solutions Inc.).
Of course, we signed an agreement acknowledging that the software to which we were
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given access was proprietary and that our access was solely for the purpose of our
system integration work associated with the project.

Unfortunately, I have learned that some parts of the software we developed actually
“borrow” heavily from complex application programs developed for First National
Investment by Universal Business Solutions Inc. It seems obvious to me that one or
more of the software developers from Group 5 (that is, Mark McIntyre’s group) inappro-
priately “borrowed” algorithms developed by Universal Business Solutions Inc. I am
sure that doing so saved us significant development time on some aspects of the pro-
ject. It seems very unlikely that First National Investment or Universal Business
Solutions Inc. will ever become aware of this issue.

Finally, First National Investment is successfully using the software we developed and is
thrilled with the work we did. We brought the project in on time and under budget. You
probably know that they have invited us to bid on several other substantial projects.

I’m sorry to bring this delicate matter to your attention, but I thought you should know
about it.

ITEM 5A – E-MAIL

TO: Chris Perillo
FROM: Paula Sprague, Executive Assistant to Roger Steiner
DATE: October 15

RE: Letter from C.A.R.E. Services (copies attached)

Roger asked me to work on this C.A.R.E. project and obviously wants some fast action. A
lot of the staff are already booked solid for the next couple of weeks. I knew that Elise
Soto and Chu Hung Woo have the expertise to do this system and when I checked with
them, they were relatively free. I had them pencil in the next two weeks and wanted to let
you know. Hopefully, it will take a “hot potato” out of your hands.

ITEM 5B – COPY OF FAX

C.A.R.E.
Child and Adolescent Rehabilitative and Educational Services

A United Way Member Agency
200 Main Street

Los Angeles, California 90230

DATE: October 11
Roger Steiner, CEO
SSS Software
13 Miller Way
Los Angeles, California 90224
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Dear Roger,

This letter is a follow-up to our conversation after last night’s board meeting. I appreciated
your comments during the board meeting about the need for sophisticated computer
systems in nonprofit organizations and I especially appreciate your generous offer of
assistance to have SSS Software provide assistance to deal with the immediate problem
with our accounting system. Since the board voted to fire the computer consultant, I am
very worried about getting our reports done in time to meet the state funding cycle.

Thanks again for your offer of help during this crisis.

Sincerely yours,

Janice Polocizwic

Janice Polocizwic
Executive Director

ITEM 5C – COPY OF A LETTER

SSS SOFTWARE
13 Miller Way
Los Angeles, CA 90224

DATE: October 12

Janice Polocizwic
Executive Director, C.A.R.E. Services
200 Main Street
Los Angeles, California 90230

Dear Janice,

I received your fax of October 11. I have asked Paula Sprague, my executive assistant, to
line up people to work on your accounting system as soon as possible. You can expect
to hear from her shortly.

Sincerely,

Roger Steiner

Roger Steiner
cc: Paula Sprague, Executive Assistant

ITEM 6 – E-MAIL

TO: Michael Grant
FROM: Harry Withers, Group 6 Technical Staff
DATE: October 12

PERSONAL AND CONFIDENTIAL

Our team is having difficulty meeting the submission deadline of November 5 for the
Halstrom project. Kim, Fred, Peter, Kyoto, Susan, Mala, and I have been working on the
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project for several weeks, but we are experiencing some problems and may need addi-
tional time. I hesitate to write this letter, but the main problem is that our group man-
ager, John Small, is involved in a relationship with Mala. Mala gets John’s support for her
ideas and brings them to the team as required components of the project. Needless to
say, this has posed some problems for the group. Mala’s background is especially valu-
able for this project, but Kim and Fred, who have both worked very hard on the project,
do not want to work with her. In addition, one member of the team has been unavailable
recently because of child-care needs. Commitment to the project and team morale have
plummeted. However, we’ll do our best to get the project finished as soon as possible.
Mala will be on vacation the next two weeks, so I’m expecting that some of us can com-
plete it in her absence.

ITEM 7 – VOICE MAIL MESSAGE

Hello, Michael. This is Jim Bishop of United Hospitals. I wanted to talk with you about
the quality assurance project that you are working on for us. When Jose Martinez first
started talking with us, I was impressed with his friendliness and expertise. But
recently, he doesn’t seem to be getting much accomplished and has seemed distant
and on-edge in conversations. Today, I asked him about the schedule and he seemed
very defensive and not entirely in control of his emotions. I am quite concerned about
our project. Please give me a call.

ITEM 8 – VOICE MAIL MESSAGE

Hi, Michael. This is Armand. I wanted to talk with you about some issues with the
Technical Services Phone Line. I’ve recently received some complaint letters from
Phone Line customers whose complaints have included long delays while waiting for a
technician to answer the phone, technicians who are not knowledgeable enough to
solve problems, and, on occasion, rude service. Needless to say, I’m quite concerned
about these complaints.

I believe that the overall quality of the Phone Line staff is very good, but we continue to
be understaffed, even with the recent hires. The new technicians look strong, but are
working on the help-line before being fully trained. Antolina, our best tech, often brings
her child to work, which is adding to the craziness around here.

I think you should know that we’re feeling a lot of stress here. I’ll talk with you soon.

ITEM 9 – VOICE MAIL MESSAGE

Hi, Chris, it’s Pat. Congratulations on your promotion. They definitely picked the right per-
son. It’s great news—for me, too. You’ve been a terrific mentor so far, so I’m expecting
to learn a lot from you in your new position. How about lunch next week?
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ITEM 10 – VOICE MAIL MESSAGE

Chris, this is Bob Miller. Just thought you’d like to know that John’s joke during our plan-
ning meeting has disturbed a few of the women in my group. Frankly, I think the thing’s
being blown out of proportion, especially since we all know this is a good place for both
men and women to work. Give me a call if you want to chat about this.

ITEM 11 – VOICE MAIL MESSAGE

Hello. This is Lorraine Adams from Westside Hospital. I read in today’s Los Angeles
Times that you will be taking over from Michael Grant. We haven’t met yet, but your divi-
sion has recently finished two large million-dollar projects for Westside. Michael Grant
and I had some discussion about a small conversion of a piece of existing software to be
compatible with the new systems. The original vendor had said that they would do the
work, but they have been stalling, and I need to move quickly. Can you see if Harris
Wilson, Chu Hung Woo, and Elise Soto are available to do this work as soon as possible?
They were on the original project and work well with our people.

Um . . . (long pause) I guess I should tell you that I got a call from Michael offering to do
this work. But I think I should stick with SSS Software. Give me a call.

ITEM 12 – VOICE MAIL MESSAGE

Hi, Chris, this is Roosevelt Moore calling. I’m a member of your technical/professional
staff. I used to report to Janice Ramos, but since she left the firm, I thought I’d bring my
concerns directly to you. I’d like to arrange some time to talk with you about my experi-
ences since returning from six weeks of paternity leave. Some of my major responsibil-
ities have been turned over to others. I seem to be out of the loop and wonder if my
career is at risk. Also, I am afraid that I won’t be supported or seriously considered for
the opening created by Janice’s departure. Frankly, I feel like I’m being screwed for tak-
ing my leave. I’d like to talk with you this week.

ITEM 13 – E-MAIL

TO: Michael Grant
FROM: Jose Martinez, Group 1 Technical Staff
DATE: October 12

I would like to set up a meeting with you as soon as possible. I suspect that you will get
a call from Jim Bishop of United Hospitals and want to be sure that you hear my side of
the story first. I have been working on a customized system design for quality assurance
for them using a variation of the J-3 product we developed several years ago. They had
a number of special requirements and some quirks in their accounting systems, so I
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have had to put in especially long hours. I’ve worked hard to meet their demands, but
they keep changing the ground rules. I keep thinking, this is just another J-3 I’m working
on, but they have been interfering with an elegant design I have developed. It seems I’m
not getting anywhere on this project. Earlier today, I had a difficult discussion with their
Controller. He asked for another major change. I’ve been fighting their deadline and think
I am just stretched too thin on this project. Then Jim Bishop asked me if the system was
running yet. I was worn out from dealing with the Controller, and I made a sarcastic
comment to Jim Bishop. He gave me a funny look and just walked out of the room.

I would like to talk with you about this situation at your earliest convenience.

ITEM 14 – E-MAIL

TO: Chris Perillo
FROM: John Small, Group 6 Manager
DATE: October 15

Welcome aboard, Chris. I look forward to meeting with you. I just wanted to put a bug
in your ear about finding a replacement for Janice Ramos. One of my technical staff,
Mala Abendano, has the ability and drive to make an excellent group manager. I have
encouraged her to apply for the position. I’d be happy to talk with you further about this,
at your convenience.

ITEM 15 – E-MAIL

TO: Chris Perillo
FROM: Paula Sprague, Executive Assistant to Roger Steiner
DATE: October 15

Roger asked me to let you know about the large contract we have gotten in Tanzania. It
means that a team of four managers will be making a short trip to determine current
needs. They will assign their technical staff the tasks of developing a system and software
here over the next six months, and then the managers and possibly some team members
will be spending about 10 months on site in Tanzania to handle the implementation. Roger
thought you might want to hold an initial meeting with some of your managers to check on
their interest and willingness to take this sort of assignment. Roger would appreciate an 
e-mail of your thoughts about the issues to be discussed at this meeting, additional con-
siderations about sending people to Tanzania, and about how you will put together an
effective team to work on this project. The October 15 memo I sent to you will provide you
with some information you’ll need to start making these decisions.

ITEM 16 – E-MAIL

TO: Chris Perillo
FROM: Sharon Shapiro, V.P. of Human Resources
DATE: October 15
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RE: Upcoming meeting

I want to update you on the rippling effect of John Small’s sexual joke at last week’s
planning meeting. Quite a few women have been very upset and have met informally to
talk about it. They have decided to call a meeting of all people concerned about this kind
of behavior throughout the firm. I plan to attend, so I’ll keep you posted.

ITEM 17 – E-MAIL

TO: All SSS Software Managers
FROM: Sharon Shapiro, V.P. of Human Resources
DATE: October 15

RE: Promotions and External Hires

Year-to-Date (January through September) Promotions and External Hires

Race Sex
African Native

Level White American Asian Hispanic American M F Total

Hires into 0 0 0 0 0 0 0 0
Executive Level (0%) (0%) (0%) (0%) (0%) (0%) (0%)

Promotions to 0 0 0 0 0 0 0 0
Executive Level (0%) (0%) (0%) (0%) (0%) (0%) (0%)

Race Sex
African Native

Level White American Asian Hispanic American M F Total

Hires into 2 1 0 0 0 2 1 3
Management
Level (67%) (33%) (0%) (0%) (0%) (67%) (33%)

Promotions to 7 0 1 0 0 7 1 8
Management
Level (88%) (0%) (12%) (0%) (0%) (88%) (12%)

Hires into 10 6 10 2 0 14 14 28
Technical/
Professional 
Level (36%) (21%) (36%) (7%) (0%) (50%) (50%)

Promotions to 0 0 0 0 0 0 0 0
Technical/
Professional 
Level (0%) (0%) (0%) (0%) (0%) (0%) (0%)

Hires into Non- 4 10 2 4 0 6 14 20
Management
Level (20%) (50%) (10%) (20%) (0%) (30%) (70%)

Promotions NA NA NA NA NA NA NA NA
to Non-
Management
Level
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SSS Software Employee (EEO) Classification Report as of June 30

Race Sex

African Native
Level White American Asian Hispanic American M F Total

Executive 11 0 1 0 0 11 1 12
Level (92%) (0%) (8%) (0%) (0%) (92%) (8%)

Management 43 2 2 1 0 38 10 48
Level (90%) (4%) (4%) (2%) (0%) (79%) (21%)

Technical/ 58 20 37 14 1 80 50 130
Professional 
Level (45%) (15%) (28%) (11%) (1%) (62%) (38%)

Non- 29 22 4 4 1 12 48 60
Management
Level (48%) (37%) (7%) (7%) (2%) (20%) (80%)

Total 141 44 44 19 2 141 109 250
(56%) (18%) (18%) (8%) (1%) (56%) (44%)
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S C O R I N G  K E Y  A N D  C O M PA R I S O N  D ATA

Personal Assessment of Management Skills

Scoring Key

SKILL AREA ITEMS ASSESSMENT

PERSONAL ASSOCIATES

Developing Self-Awareness 1–5
Self-disclosure and openness 1–2
Awareness of self 3–5

Managing Stress 6–11
Eliminating stressors 6–7
Developing resiliency 8–9
Short-term coping 10–11

Solving Problems Creatively 12–23
Rational problem solving 12–14
Creative problem solving 15–19
Fostering innovation and creativity 20–23

Communicating Supportively 24–32
Coaching and counseling 24–25
Effective negative feedback 26–28
Communicating supportively 29–32

Gaining Power and Influence 33–40
Gaining power 33–37
Exercising influence 38–40

Motivating Others 41–49
Managing Conflict 50–58

Initiating 50–52
Responding 53–55
Mediating 56–58

Empowering and Delegating 59–67
Empowering 59–62
Delegating 63–67

Building Effective Teams and Teamwork 68–77
Leading teams 68–71
Team membership 72–73
Teamwork 74–77

Leading Positive Change 78–84
Foster positive deviance 78–80
Lead positive change 81–82
Mobilize others 83–84

Comparison Data (N = 5,000 students)

Compare your scores with at least four referents: (1) If you asked others to rate you using
the Associates’ version, compare how you rated yourself with how your associates rated
you. (2) Compare the ratings you received to those received by other students in the class.
(3) Compare the ratings you received to a norm group of approximately 5,000 business
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school students (see the information below). (4) Compare your score against the maximum
possible (510).

For the survey as a whole, if you scored

394.35 = mean
422 or above = you are in the top quartile.
395–421 = you are in the second quartile.
369–394 = you are in the third quartile.
368 or below = you are in the bottom quartile.

What Does It Take to Be an Effective Manager?

This exercise does not have a solution or scoring data. Answers will vary among students.

SSS Software In-Basket Exercise

This exercise does not have a solution or scoring data. Answers will vary among students.



Personal Skills

1 DEVELOPING SELF-AWARENESS

Assessing emotional intelligence
Determining values and priorities
Identifying cognitive style
Assessing attitude toward change
Understanding core self-evaluation

2 MANAGING PERSONAL STRESS

Coping with stressors
Managing time
Developing resiliency

3 SOLVING PROBLEMS ANALYTICALLY AND CREATIVELY

Using the rational approach
Using the creative approach
Fostering innovation in others

C H A P T E R S

Part I



SKILL ASSESSMENT
■ Self-Awareness Assessment
■ Emotional Intelligence Assessment
■ The Defining Issues Test
■ Cognitive Style Indicator
■ Locus of Control Scale
■ Tolerance of Ambiguity Scale
■ Core Self-Evaluation Scale (CSES)

SKILL LEARNING
■ Key Dimensions of Self-Awareness
■ The Enigma of Self-Awareness
■ Understanding and Appreciating Individual Differences
■ Important Areas of Self-Awareness
■ Summary
■ Behavioral Guidelines

SKILL ANALYSIS
■ Communist Prison Camp
■ Computerized Exam
■ Decision Dilemmas

SKILL PRACTICE
■ Through the Looking Glass
■ Diagnosing Managerial Characteristics
■ An Exercise for Identifying Aspects of Personal Culture:

A Learning Plan and Autobiography

SKILL APPLICATION
■ Suggested Assignments
■ Application Plan and Evaluation

SCORING KEYS AND
COMPARISON DATA

Developing
Self-
Awareness

SKILL
DEVELOPMENT

OBJECTIVES

Increase personal awareness
of your:

■ SENSITIVE LINE

■ EMOTIONAL INTELLIGENCE

■ PERSONAL VALUES AND
MORAL MATURITY

■ COGNITIVE STYLE 

■ ORIENTATION TOWARD
CHANGE

■ CORE SELF-EVALUATION

45
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SKILL ASSESSMENT

DIAGNOSTIC SURVEYS FOR 
SCALE SELF-AWARENESS

SELF-AWARENESS ASSESSMENT

Step 1: Before you read the material in this chapter, please respond to the following
statements by writing a number from the rating scale below in the left-hand column (Pre-
assessment). Your answers should reflect your attitudes and behavior as they are now, not
as you would like them to be. Be honest. This instrument is designed to help you discover
how self-aware you are so you can tailor your learning to your specific needs. When you
have completed the survey, use the scoring key at the end of the chapter to identify the
skill areas discussed in this chapter that are most important for you to master.

Step 2: After you have completed the reading and the exercises in this chapter and, ide-
ally, as many of the Skill Application assignments at the end of this chapter as you can,
cover up your first set of answers. Then respond to the same statements again, this time
in the right-hand column (Post-assessment). When you have completed the survey, use
the scoring key at the end of the chapter to measure your progress. If your score remains
low in specific skill areas, use the behavioral guidelines at the end of the Skill Learning
section to guide further practice.

Rating Scale

1 Strongly disagree
2 Disagree
3 Slightly disagree
4 Slightly agree
5 Agree
6 Strongly agree

Assessment

Pre- Post-

______ ______ 1. I seek information about my strengths and weaknesses from others as a basis for self-
improvement.

______ ______ 2. When I receive negative feedback about myself from others, I do not get angry or
defensive.

______ ______ 3. In order to improve, I am willing to be self-disclosing to others (that is, to share my
beliefs and feelings).

______ ______ 4. I am aware of my personal cognitive style and how I process information.

______ ______ 5. I have a good grasp of what it means to be emotionally mature, and I demonstrate
that capability.

______ ______ 6. I have a good sense of how I cope with situations that are ambiguous and uncertain.

______ ______ 7. I have a well-developed set of personal standards and principles that guide my 
behavior.

______ ______ 8. I feel in charge of what happens to me, good and bad.
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______ ______ 9. I seldom, if ever, feel angry, depressed, or anxious without knowing why.

______ ______ 10. I am conscious of the areas in which conflict and friction most frequently arise in my
interactions with others.

______ ______ 11. I have a close personal relationship with at least one other person with whom I can
share personal information and personal feelings.

EMOTIONAL INTELLIGENCE ASSESSMENT

Please reply to each item below by selecting the one alternative that is most likely to be
your response. Think about the way you usually respond to these kinds of situations, not
the way you would like to respond or the way you think you should respond. No correct
answers exist for any of the items, and your scores will be most useful if you provide an
accurate assessment of your typical behavior. Mark only one answer per item.

1. When I get really upset, I . . .

a. Analyze why I am so disturbed.

b. Blow up and let off steam.

c. Hide it and remain calm.

2. In a situation in which a colleague takes credit in public for my work and my ideas,
I would probably . . .

a. Let it slide and do nothing in order to avoid a confrontation.

b. Later—in private—indicate that I would appreciate being given credit
for my work and ideas.

c. Thank the person in public for referencing my work and ideas and then 
elaborate on my contributions.

3. When I approach another person and try to strike up a conversation but the other
person doesn’t respond, I . . .

a. Try to cheer up the person by sharing a funny story.

b. Ask the person if he or she wants to talk about what’s on his or her mind.

c. Leave the person alone and find someone else to talk to.

4. When I enter a social group I usually . . .

a. Remain quiet and wait for people to talk to me.

b. Try to find something complimentary I can tell someone.

c. Find ways to be the life of the party or the source of energy and fun.

5. On important issues I usually . . .

a. Make up my own mind and ignore others’ opinions.

b. Weigh both sides, and discuss it with others before making a decision.

c. Listen to my friends or colleagues and make the same decision they do.

6. When someone that I do not particularly like becomes romantically attracted to me,
I usually . . .

a. Tell that person directly that I am not interested.

b. Respond by being friendly but cool or aloof.

c. Ignore the person and try to avoid him or her.
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7. When I am in the company of two people who have diametrically opposing points
of view about an issue (for example, politics, abortion, war) and are arguing about 
it, I . . .

a. Find something upon which they can both agree and emphasize it.

b. Encourage the verbal battle.

c. Suggest that they stop arguing and calm down.

8. When I am playing a sport and the game comes down to my last-second perfor-
mance, I . . .

a. Get very nervous and hope that I don’t choke.

b. See this as an opportunity to shine.

c. Stay focused and give it my best effort.

9. In a situation in which I have an important obligation and need to leave work early,
but my colleagues ask me to stay to meet a deadline, I would probably . . .

a. Cancel my obligation and stay to complete the deadline.

b. Exaggerate a bit by telling my colleagues that I have an emergency that 

I can’t miss.

c. Require some kind of compensation for missing the obligation.

10. In a situation in which another person becomes very angry and begins yelling at
me, I . . .

a. Get angry in return. I don’t take that from anyone.

b. Walk away. It doesn’t do any good to argue.

c. Listen first, and then try to discuss the issue.

11. When I encounter someone who has just experienced a major loss or tragedy, I . . .

a. Really don’t know what to do or say.

b. Tell the person I feel very sorry and try to provide support.

c. Share a time when I experienced a similar loss or tragedy.

12. When someone makes a racist joke or tells a crude story about a member of the
opposite sex in mixed company, I usually . . .

a. Point out that this is inappropriate and not acceptable, and then change 

the subject.

b. Ignore it so I don’t cause a scene.

c. Get really upset and tell the person just what I think of what he or she 

said.

THE DEFINING ISSUES TEST

This instrument assesses your opinions about controversial social issues. Different people
make decisions about these issues in different ways. You should answer the questions for
yourself without discussing them with others. You are presented with three stories.
Following each story are 12 statements or questions. Your task after reading the story is to
rate each statement in terms of its importance in making a decision. After rating each
statement, select the four most important statements and rank them from one to four in
the spaces provided. Each statement should be ranked in terms of its relative importance
in making a decision.
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Some statements will raise important issues, but you should ask yourself whether the
decision should rest on that issue. Some statements sound high and lofty but are largely
gibberish. If you cannot make sense of a statement, or if you don’t understand its mean-
ing, mark it 5—“Of no importance.”

For information about interpreting and scoring the Defining Issues Test, refer to the
scoring key at the end of the chapter. Use the following rating scale for your response.

Rating Scale

1 Of great importance This statement or question makes a crucial difference in making
a decision about the problem.

2 Of much importance This statement or question is something that would be a major
factor (though not always a crucial one) in making a decision.

3 Of some importance This statement or question involves something you care about,
but it is not of great importance in reaching a decision.

4 Of little importance This statement or question is not very important to consider in 
this case.

5 Of no importance This statement or question is completely unimportant in making
a decision. You would waste your time thinking about it.

The Escaped Prisoner
A man had been sentenced to prison for 10 years. After one year, however, he escaped
from prison, moved to a new area of the country, and took on the name of Thompson. For
eight years he worked hard, and gradually he saved enough money to buy his own busi-
ness. He was fair to his customers, gave his employees top wages, and gave most of his
own profits to charity. Then one day, Ms. Jones, an old neighbor, recognized him as the
man who had escaped from prison eight years before and for whom the police had been
looking.

Should Ms. Jones report Mr. Thompson to the police and have him sent back to
prison? Write a number from the rating scale on the previous page in the blank beside
each statement.

_______ Should report him
_______ Can’t decide
_______ Should not report him

Importance

______ 1. Hasn’t Mr. Thompson been good enough for such a long time to prove he isn’t a bad
person?

______ 2. Every time someone escapes punishment for a crime, doesn’t that just encourage
more crime?

______ 3. Wouldn’t we be better off without prisons and the oppression of our legal system?

______ 4. Has Mr. Thompson really paid his debt to society?

______ 5. Would society be failing what Mr. Thompson should fairly expect?

______ 6. What benefit would prison be apart from society, especially for a charitable man?

______ 7. How could anyone be so cruel and heartless as to send Mr. Thompson to prison?

______ 8. Would it be fair to prisoners who have to serve out their full sentences if
Mr. Thompson is let off?

______ 9. Was Ms. Jones a good friend of Mr. Thompson?



50 CHAPTER 1 DEVELOPING SELF-AWARENESS

______ 10. Wouldn’t it be a citizen’s duty to report an escaped criminal, regardless of the
circumstances?

______ 11. How would the will of the people and the public good best be served?

______ 12. Would going to prison do any good for Mr. Thompson or protect anybody?

From the list of questions above, select the four most important:
_______ Most important
_______ Second most important
_______ Third most important
_______ Fourth most important

The Doctor’s Dilemma
A woman was dying of incurable cancer and had only about six months to live. She was
in terrible pain, but was so weak that a large dose of a pain killer such as morphine would
probably kill her. She was delirious with pain, and in her calm periods, she would ask her
doctor to give her enough morphine to kill her. She said she couldn’t stand the pain and
that she was going to die in a few months anyway.

What should the doctor do? (Check one.)
_______ He should give the woman an overdose that will make her die
_______ Can’t decide
_______ Should not give the overdose

Importance

______ 1. Is the woman’s family in favor of giving her the overdose?

______ 2. Is the doctor obligated by the same laws as everybody else?

______ 3. Would people be better off without society regimenting their lives and even their
deaths?

______ 4. Should the doctor make the woman’s death from a drug overdose appear to be an
accident?

______ 5. Does the state have the right to force continued existence on those who don’t want
to live?

______ 6. What is the value of death prior to society’s perspective on personal values?

______ 7. Should the doctor have sympathy for the woman’s suffering, or should he care more
about what society might think?

______ 8. Is helping to end another’s life ever a responsible act of cooperation?

______ 9. Can only God decide when a person’s life should end?

______ 10. What values has the doctor set for himself in his own personal code of behavior?

______ 11. Can society afford to let anybody end his or her life whenever he or she desires?

______ 12. Can society allow suicide or mercy killing and still protect the lives of individuals
who want to live?

From the list of questions above, select the four most important:
_______ Most important
_______ Second most important
_______ Third most important
_______ Fourth most important
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The Newspaper
Rami, a senior in high school, wanted to publish a mimeographed newspaper for students
so that he could express his opinions. He wanted to speak out against military build-up
and some of the school’s rules, such as the rule forbidding boys to wear long hair.

When Rami started his newspaper, he asked his principal for permission. The princi-
pal said it would be all right if before every publication Rami would turn in all his articles
for the principal’s approval. Rami agreed and turned in several articles for approval. The
principal approved all of them and he published two issues of the paper in the next two
weeks.

But, the principal had not expected that Rami’s newspaper would receive so much
attention. Students were so excited by the paper that they began to organize protests
against the government, hair regulation, and other school rules. Angry parents objected to
Rami’s opinions. They phoned the principal telling him that the newspaper was unpatri-
otic and should not be published. As a result of the rising excitement, the principal won-
dered if he should order Rami to stop publishing on the grounds that the controversial
newspaper articles were disrupting the operation of the school.

What should the principal do? (Check one.)
_______ Should stop it
_______ Can’t decide
_______ Should not stop it

Importance

______ 1. Is the principal more responsible to the students or to the parents?

______ 2. Did the principal give his word that the newspaper could be published for a long
time, or did he just promise to approve the newspaper one issue at a time?

______ 3. Would the students start protesting even more if the principal stopped the newspaper?

______ 4. When the welfare of the school is threatened, does the principal have the right to
give orders to students?

______ 5. Does the principal have the freedom of speech to say no in this case?

______ 6. If the principal stopped the newspaper, would he be preventing full discussion of
important problems?

______ 7. Would the principal’s stop order make Rami lose faith in him?

______ 8. Is Rami really loyal to his school and patriotic to his country?

______ 9. What effect would stopping the paper have on the students’ education in critical
thinking and judgment?

______ 10. Is Rami in any way violating the rights of others in publishing his own opinions?

______ 11. Should the principal be influenced by some angry parents when it is the principal
who knows best what is going on in the school?

______ 12. Is Rami using the newspaper to stir up hatred and discontent?

From the list of questions above, select the four most important:
_______ Most important
_______ Second most important
_______ Third most important
_______ Fourth most important

SOURCE: Adapted from Rest, 1979.
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COGNITIVE STYLE INDICATOR

This instrument assesses the way you gather and evaluate information and make deci-
sions. There are no right or wrong answers, and the accuracy of your results will depend
on the extent to which you honestly answer each question. Please use the following scale
in responding to each item:

Rating Scale

1 Totally disagree
2 Disagree
3 Neither agree nor disagree
4 Agree
5 Totally agree

______ 1. Developing a clear plan is very important to me.

______ 2. I like to contribute to innovative solutions.

______ 3. I always want to know what should be done when.

______ 4. I prefer to look at creative solutions.

______ 5. I want to have a full understanding of a problem.

______ 6. I like detailed action plans.

______ 7. I am motivated by ongoing innovation.

______ 8. I like to analyze problems.

______ 9. I prefer a clear structure to do my job.

______ 10. I like a lot of variety in my life.

______ 11. I engage in detailed analyses.

______ 12. I prefer well-planned meetings with a clear agenda.

______ 13. New ideas attract me more than existing solutions.

______ 14. I study each problem until I understand the underlying logic.

______ 15. I make definite appointments and follow-up meticulously.

______ 16. I like to extend the boundaries.

______ 17. A good task is a well-prepared task.

______ 18. I try to avoid routine.

SOURCE: Cognitive Style Indicator, Cools, E. and H. Van den Broeck. (2007) “Development and Validation of

the Cognitive Style Indicator.” Journal of Psychology, 14: 359–387.

LOCUS OF CONTROL SCALE

This questionnaire assesses your opinions about certain issues. Each item consists of a pair
of alternatives marked with a or b. Select the alternative with which you most agree.
If you believe both alternatives to some extent, select the one with which you most
strongly agree. If you do not believe either alternative, mark the one with which you
least strongly disagree. Since this is an assessment of opinions, there are obviously no
right or wrong answers. When you have finished each item, turn to the scoring key at the
end of the chapter for instructions on how to tabulate the results and for comparison data.

This questionnaire is similar, but not identical, to the original locus of control scale
developed by Julian Rotter. The comparison data provided in the scoring key comes from
research using Rotter’s scale instead of this one. However, the two instruments assess
the same concept, are the same length, and their mean scores are similar.
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1. a. Leaders are born, not made.

b. Leaders are made, not born.

2. a. People often succeed because they are in the right place at the right time.

b. Success is mostly dependent on hard work and ability.

3. a. When things go wrong in my life, it’s generally because I have made mistakes.

b. Misfortunes occur in my life regardless of what I do.

4. a. Whether there is war or not depends on the actions of certain world leaders.

b. It is inevitable that the world will continue to experience wars.

5. a. Good children are mainly products of good parents.

b. Some children turn out bad no matter how their parents behave.

6. a. My future success depends mainly on circumstances I can’t control.

b. I am the master of my fate.

7. a. History judges certain people to have been effective leaders mainly because
circumstances made them visible and successful.

b. Effective leaders are those who have made decisions or taken actions that
resulted in significant contributions.

8. a. Avoiding punishing children guarantees that they will grow up irresponsible.

b. Spanking children is never appropriate.

9. a. I often feel that I have little influence over the direction my life is taking.

b. It is unreasonable to believe that fate or luck plays a crucial part in how my life
turns out.

10. a. Some customers will never be satisfied no matter what you do.

b. You can satisfy customers by giving them what they want when they want it.

11. a. Anyone can get good grades in school by working hard enough.

b. Some people are never going to excel in school no matter how hard they try.

12. a. Good marriages result when both partners continually work on the
relationship.

b. Some marriages are going to fail because the partners are just incompatible.

13. a. I am confident that I can improve my basic management skills through learning
and practice.

b. It is a waste of time to try to improve management skills in a classroom.

14. a. More management skills courses should be taught in business schools.

b. Less emphasis should be put on skills in business schools.

15. a. When I think back on the good things that happened to me, I believe they hap-
pened mainly because of something I did.

b. The bad things that have happened in my life have mainly resulted from
circumstances outside my control.

16. a. Many exams I took in school were unconnected to the material I had studied, so
studying hard didn’t help at all.

b. When I prepared well for exams in school, I generally did quite well.
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17. a. I am sometimes influenced by what my astrological chart says.

b. No matter how the stars are lined up, I can determine my own destiny.

18. a. Government is so big and bureaucratic that it is very difficult for any one person
to have any impact on what happens.

b. Single individuals can have a real influence on politics if they will speak up and
let their wishes be known.

19. a. People seek responsibility in work.

b. People try to get away with doing as little as they can.

20. a. The most popular people seem to have a special, inherent charisma that attracts
people to them.

b. People become popular because of how they behave.

21. a. Things over which I have little control just seem to occur in my life.

b. Most of the time I feel responsible for the outcomes I produce.

22. a. Managers who improve their personal competence will succeed more than those
who do not improve.

b. Management success has very little to do with the competence possessed by the
individual manager.

23. a. Teams that win championships in most sports are usually the teams that, in the
end, have the most luck.

b. More often than not, teams that win championships are those with the most
talented players and the best preparation.

24. a. Teamwork in business is a prerequisite to success.

b. Individual effort is the best hope for success.

25. a. Some workers are just lazy and can’t be motivated to work hard no matter what
you do.

b. If you are a skillful manager, you can motivate almost any worker to put forth
more effort.

26. a. In the long run, people can improve this country’s economic strength through
responsible action.

b. The economic health of this country is largely beyond the control of 
individuals.

27. a. I am persuasive when I know I’m right.

b. I can persuade most people even when I’m not sure I’m right.

28. a. I tend to plan ahead and generate steps to accomplish the goals that I have set.

b. I seldom plan ahead because things generally turn out OK anyway.

29. a. Some things are just meant to be.

b. We can change anything in our lives by hard work, persistence, and ability.

TOLERANCE OF AMBIGUITY SCALE

Please respond to the following statements by indicating the extent to which you agree or
disagree with them. Fill in the blanks with the number from the rating scale that best rep-
resents your evaluation of the item. The scoring key is at the end of the chapter.
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Rating Scale

1 Strongly disagree
2 Moderately disagree
3 Slightly disagree
4 Neither agree nor disagree
5 Slightly agree
6 Moderately agree
7 Strongly agree

______ 1. An expert who doesn’t come up with a definite answer probably doesn’t know too
much.

______ 2. I would like to live in a foreign country for a while.

______ 3. There is really no such thing as a problem that can’t be solved.

______ 4. People who fit their lives to a schedule probably miss most of the joy of living.

______ 5. A good job is one where what is to be done and how it is to be done are always 
clear.

______ 6. It is more fun to tackle a complicated problem than to solve a simple one.

______ 7. In the long run it is possible to get more done by tackling small, simple problems
rather than large and complicated ones.

______ 8. Often the most interesting and stimulating people are those who don’t mind being
different and original.

______ 9. What we are used to is always preferable to what is unfamiliar.

______ 10. People who insist upon a yes or no answer just don’t know how complicated things
really are.

______ 11. A person who leads an even, regular life in which few surprises or unexpected hap-
penings arise really has a lot to be grateful for.

______ 12. Many of our most important decisions are based upon insufficient information.

______ 13. I like parties where I know most of the people more than ones where all or most of
the people are complete strangers.

______ 14. Teachers or supervisors who hand out vague assignments give one a chance to show
initiative and originality.

______ 15. The sooner we all acquire similar values and ideals the better.

______ 16. A good teacher is one who makes you wonder about your way of looking at things.

SOURCE: Tolerance of Ambiguity Scale, S. Budner (1962), “Intolerance of Ambiguity as a Personality Variable,”

from Journal of Personality, 30: 29–50. Reprinted with the permission of Blackwell Publishing, Ltd.
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CORE SELF-EVALUATION SCALE (CSES)
Below are several statements with which you may agree or disagree. Using the response
scale below, indicate your level of agreement or disagreement with each statement.

Rating Scale

1 Strongly disagree
2 Disagree
3 Neutral
4 Agree
5 Strongly agree

______ 1. I am confident I get the success I deserve in life.

______ 2. Sometimes I feel depressed.

______ 3. When I try, I generally succeed.

______ 4. Sometimes when I fail I feel worthless.

______ 5. I complete tasks successfully.

______ 6. Sometimes, I do not feel in control of my work.

______ 7. Overall, I am satisfied with myself.

______ 8. I am filled with doubts about my competence.

______ 9. I determine what will happen in my life.

______ 10. I do not feel in control of my success in my career.

______ 11. I am capable of coping with most of my problems.

______ 12. There are times when things look pretty bleak and hopeless to me.

SOURCE: Judge, Erez, Bono, and Thoreson, 2003. Courtesy of Personnel Psychology.
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Key Dimensions of Self-Awareness

For more than 300 years, knowledge of the self has
been considered to be at the very core of human
behavior. The ancient dictum “Know thyself” has been
variously attributed to Plato, Pythagoras, Thales, and
Socrates. Plutarch noted that this inscription was
carved on the Delphic Oracle, that mystical sanctuary
where kings and generals sought advice on matters of
greatest importance to them. As early as 42 B.C.,
Publilius Syrus proposed: “It matters not what you are
thought to be, but what you are.” Alfred Lord Tennyson
said: “Self-reverence, self-knowledge, self-control, these
three alone lead to sovereign power.” Probably the
most oft-quoted passage on the self is Polonius’ advice
in Hamlet: “To thine own self be true, and it must
follow as the night the day, thou canst not then be false
to any man.”

Messinger reminded us: “He that would govern
others must first master himself.” Self-awareness lies
at the heart of the ability to master oneself, but it is not
sufficient. While self-management depends first and
foremost on self-awareness, as illustrated in Figure 1.1,
other self-management skills are closely linked to and
build upon self-awareness. Developing self-control, for
example, and clarifying priorities and goals, help indi-
viduals create direction in their own lives. Effectively
managing time and stress make it possible for individu-
als to adapt to and organize their surroundings.

This chapter centers on the core aspects of self-
management and serves as the foundation for the

following chapter on stress and time management.
Moreover, as Figure 1.1 illustrates, when problems
arise in personal management, the easily recognized
symptoms are often time pressures or experienced
stress. However, those symptoms are often linked to
more fundamental problems with self-awareness and
out-of-balance priorities so we begin with a focus on
enhancing knowledge of oneself.

Despite the research cited above, students of human
behavior have long known that knowledge of oneself—
self-awareness, self-insight, self-understanding—is essen-
tial to one’s productive personal and interpersonal
functioning, and in understanding and empathizing with
other people. A host of techniques and methods for
achieving self-knowledge have long been available—
including group methods, meditation techniques, altered
consciousness procedures, aromatherapy, assorted
massages, physical exercise regimens, and biofeedback.
It is estimated that Americans alone spend between
$30 billion and $50 billion on such therapies. In this
chapter we do not summarize those various approaches
to enhanced self-awareness, nor do we espouse any
one procedure in par-ticular. Instead, our objective is to
help you understand the importance of self-awareness if
you are to be a suc-cessful manager—or a successful
individual—and to provide you with some powerful 
self-assessment instruments that are related to managerial
success. Our emphasis is on scientifically validated infor-
mation linking self-awareness to the behavior of
managers, and we try to avoid generalizations that have
not been tested in research.

Managing Stress
Symptom

Problem

Tactical

Strategic

Managing Time

Setting Priorities and Goals

Self-Awareness

SKILL LEARNING

Figure 1.1 A Hierarchy of Personal Life-Management Skills
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The Enigma of Self-Awareness

Erich Fromm (1939) was one of the first behavioral sci-
entists to observe the close connection between one’s
self-concept and one’s feelings about others: “Hatred
against oneself is inseparable from hatred against
others.” Carl Rogers (1961) later proposed that self-
awareness and self-acceptance are prerequisites for psy-
chological health, personal growth, and the ability to
know and accept others. In fact, Rogers suggested that
the basic human need is for self-regard, which he
found to be more powerful in his clinical cases than
physiological needs. Brouwer (1964, p. 156) asserted:

The function of self-examination is to lay the
groundwork for insight, without which no
growth can occur. Insight is the “Oh, I see now”
feeling which must consciously or unconsciously
precede change in behavior. Insights—real, gen-
uine glimpses of ourselves as we really are—are
reached only with difficulty and sometimes with
real psychic pain. But they are the building
blocks of growth. Thus, self-examination is a
preparation for insight, a groundbreaking for the
seeds of self-understanding which gradually
bloom into changed behavior.

There is little question that the knowledge we pos-
sess about ourselves, which makes up our self-concept,
is central to improving our management skills. We can-
not improve ourselves or develop new capabilities
unless and until we know what level of capability we
currently possess. Considerable empirical evidence
exists that individuals who are more self-aware are
more healthy, perform better in managerial and leader-
ship roles, and are more productive at work (Boyatzis,
1982; Cervone, 1997; Spencer & Spencer, 1993).

On the other hand, self-knowledge may inhibit
personal improvement rather than facilitate it. The rea-
son is that individuals frequently evade personal
growth and new self-knowledge. They resist acquiring
additional information in order to protect their self-
esteem or self-respect. If they acquire new knowledge
about themselves, there is always the possibility that it
will be negative or that it will lead to feelings of inferi-
ority, weakness, evilness, or shame. So they avoid new
self-knowledge. As Maslow (1962, p. 57) notes:

We tend to be afraid of any knowledge that
would cause us to despise ourselves or to make
us feel inferior, weak, worthless, evil, shameful.
We protect ourselves and our ideal image of

ourselves by repression and similar defenses,
which are essentially techniques by which we
avoid becoming conscious of unpleasantness
or dangerous truths.

We avoid personal growth, then, because we fear
finding out that we are not all that we would like to be.
If there is a better way to be, our current state must
therefore be inadequate or inferior. The realization that
one is not totally adequate or knowledgeable is difficult
for many people to accept. This resistance is the “deny-
ing of our best side, of our talents, of our finest impulses,
of our highest potentialities, of our creativeness. In brief,
this is the struggle against our own greatness” (Maslow,
1962, p. 58). Freud (1956) asserted that to be com-
pletely honest with oneself is the best effort an individ-
ual can make, because complete honesty requires a con-
tinual search for more information about the self and a
desire for self-improvement. The results of that search
are usually uncomfortable.

Seeking knowledge of the self, therefore, seems to
be an enigma. It is a prerequisite for and motivator of
growth and improvement, but it may also inhibit growth
and improvement. It may lead to stagnation because of
fear of knowing more. How, then, can improvement
be accomplished? How can management skills be devel-
oped if the self-knowledge necessary for the develop-
ment of those skills is resisted?

THE SENSITIVE LINE

One answer relies on the concept of the sensitive
line. This concept refers to the point at which individ-
uals become defensive or protective when encounter-
ing information about themselves that is inconsistent
with their self-concept or when encountering pressure
to alter their behavior. Most people regularly experi-
ence information about themselves that doesn’t quite
fit or that is marginally inconsistent. For example, a
friend might say, “You look tired today. Are you feeling
okay?” If you are feeling fine, the information is incon-
sistent with your self-awareness. But because the dis-
crepancy is relatively minor, it would not be likely to
offend you or evoke a strong defensive reaction. That
is, it would probably not require that you reexamine
and change your self-concept.

On the other hand, the more discrepant the infor-
mation or the more serious its implications for your self-
concept, the closer it would approach your sensitive
line, and you would feel a need to defend yourself
against it. For example, having a coworker judge you
incompetent as a manager may cross your sensitive line
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if you think you have done a good job as a manager.
This would be especially true if the coworker was an
influential person. Your response would probably be to
defend yourself against the information to protect the
image you hold of yourself.

This response is known as the threat-rigidity
response (Staw, Sandelands, & Dutton, 1981; Weick,
1993). When individuals are threatened, when they
encounter uncomfortable information, or when uncer-
tainty is created, they tend to become rigid. They hunker
down, protect themselves, and become risk averse.
Consider what happens when you are startled or sud-
denly shocked by something unexpected. Physically,
your body tends to become rigid in order to protect itself.
It tightens up to safeguard stability. Similarly, individuals
also become rigid—psychologically and emotionally—
when they encounter information that is a threat to their
self-concept. They tend to redouble their efforts to pro-
tect what is comfortable and familiar (Cameron, 1994;
Cameron, Kim, & Whetten, 1987; Weick & Sutcliffe,
2000). They rely on first-learned or most reinforced
behavior patterns and emotions. When discrepancies in
the self-image are encountered, in other words, the valid-
ity of the information or its source is denied, or other
kinds of defense mechanisms are used to ensure that the
self-concept remains stable. Crossing the sensitive line
creates rigidity and self-preservation.

In light of this defensiveness, then, how can
increased self-knowledge and personal change ever
occur? There are at least two answers. One is that
information that is verifiable, predictable, and control-
lable is less likely to cross the sensitive line than infor-
mation without those characteristics. That is, if an
individual can test the validity of the discrepant infor-
mation (for example, if some objective standard exists
for evaluating the accuracy of the information), if the
information is not unexpected or “out-of-the-blue”
(for example, if it is received at regular intervals), and
if there is some control over what, when, and how
much information is received (for example, if it is
requested), the feedback is more likely to be heard
and accepted. The information you receive about
yourself in this chapter possesses those three charac-
teristics. You have already completed several self-
assessment instruments that have been used exten-
sively in research. Their reliability and validity have
been established. Moreover, they have been found to
be associated with managerial success. Therefore, as
you analyze your scores and seek honestly to
understand more about your underlying attributes,
you can gain important insight that will prove to be
very useful.

A second answer to the problem of overcoming
resistance to self-examination lies in the role other
people can play in helping insight to occur. It is almost
impossible to increase skill in self-awareness unless we
interact with and disclose ourselves to others. Unless
one is willing to open up to others, to discuss aspects
of the self that seem ambiguous or unknown, little
growth can ever occur. Self-disclosure, therefore, is a
key to improvement in self-awareness. Harris (1981)
points out:

In order to know oneself, no amount of intro-
spection or self-examination will suffice. You
can analyze yourself for weeks, or meditate for
months, and you will not get an inch further—
any more than you can smell your own breath
or laugh when you tickle yourself.

You must first be open to the other per-
son before you catch a glimmering of yourself.
Our self-reflection in a mirror does not tell us
what we are like; only our reflection in other
people. We are essentially social creatures,
and our personality resides in association, not
in isolation.

As you engage in the practice exercises in this chap-
ter, therefore, you are encouraged to discuss your
insights with someone else. A lack of self-disclosure
not only inhibits self-awareness but also may affect
adversely other aspects of managerial skill development.
For example, several studies have shown that low self-
disclosers are less healthy and more self-alienated than
high self-disclosers. College students give the highest rat-
ings for interpersonal competence to high self-disclosers.
Individuals who are high self-disclosers are liked best,
and excessive or insufficient self-disclosure results in less
liking and acceptance by others (see, for example, Covey,
1989; Goleman, 1998b; Kelley, 1999).

Some of the exercises in this chapter will require
you to discuss your experiences with others. This is
because involving others in the process of self-
understanding will be a critical aspect of your personal
growth. These interactions, of course, should be sin-
cere, honest, and motivated by self-understanding and
self-improvement. Never should the information you
share or receive be used to judge or wound another
person. Maintaining a trusting relationship with some-
one with whom you can share is a critical prerequisite
to self-understanding.

The enigma of self-awareness can be managed,
then, by exercising some control over when and what
kind of information you receive about yourself, and by
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involving others in your pursuit of self-understanding.
The support and feedback individuals receive from
others during the process of self-disclosure, besides
helping to increase feedback and self-awareness, helps
information contribute to greater self-awareness with-
out crossing the sensitive line.

Understanding and Appreciating
Individual Differences

Another important reason for focusing on self-
awareness is to help you develop the ability to diagnose
important differences among others with whom you
interact. There is considerable evidence that an individ-
ual’s effectiveness as a manager is closely related to his
or her ability to recognize, appreciate, and ultimately
utilize key, fundamental differences among others. This
topic is commonly discussed in the management litera-
ture under the subject of “managing diversity.” The
diversity literature has progressed through a series of
stages, beginning with a plethora of statistics demon-
strating the extent to which, and the specific ways in
which, the workforce is becoming more diverse. This
was followed by evidence-based arguments touting the
merits of a diverse group of workers contributing to the
performance of a work group (Cox, 1994). The primary
sources of diversity discussed in this literature are
gender, age, culture, and ethnicity.

In this chapter, and throughout the book, we use
broader, more inclusive, and less ambiguous terminol-
ogy that is more conducive to skill development.
Whereas it is difficult, for example, to understand all the
ramifications of “managing diversity,” it is not difficult to
be sensitive to certain important differences that affect
the way you manage others. In other words, this chap-
ter has two objectives: (1) to help you better understand
your own uniqueness as an individual—to become bet-
ter equipped to manage yourself—and (2) to help you
diagnose, value, and utilize the differences you find in
other people.

Self-knowledge will help you understand your
own taken-for-granted assumptions, trigger points, sen-
sitive line, comfort zone, strengths and weaknesses,
and so forth. This knowledge is useful for all of us, not
because we can or should change fundamental dimen-
sions of ourselves, but because it helps make our inter-
actions with others more effective and insightful. It also
helps us gain a more complete understanding of our
potential for contributing value in our future career
roles and our special strengths relative to others. It is
not unusual for many of us to feel intimidated at times,
for example, by heroic or luminary figures whose suc-

cess is attributed to charisma, intelligence, or style. We
feel we are somehow diminished and less able because
of what we see in others. Self-knowledge allows us
to recognize our own special gifts and strengths and to
capitalize on our talents.

Diagnosing fundamental differences in others
is, similarly, an important part of being an effective
manager. Being aware of, and empathetic toward, the
different perspectives, needs, and inclinations of other
people is a key part of emotional intelligence and inter-
personal maturity. Most people, however, have a
tendency to interact with individuals who are like
themselves, to choose similar people to work with
them, and to exclude others who seem to be different
(Berscheid & Walster, 1978). The history of human
warfare and conflict testifies to the fact that differences
are usually interpreted as frightening or threatening.
However, although fostering similarity seemingly
makes it easier to interact with other people, especially
in a work setting, it also reduces creativity, complex
problem solving, and the likelihood that working col-
leagues will challenge the perspective of the authority
figure. Research on organizational failure has repeat-
edly demonstrated that a lack of diversity in the
composition of key decision-making bodies makes it dif-
ficult for them to recognize changes in their environ-
ment and to respond in appropriately new and novel
ways (Cameron, Kim, & Whetten, 1987).

One key to helping individuals feel comfortable
discussing ways in which they are different is by
sharing a commitment to focusing on differences not
distinctions. We observe differences; we create distinc-
tions. Differences help us understand potential sources
of misunderstanding between people and give us clues
for how we can work together more effectively.
Distinctions create social barriers between people for
the express purpose of creating (or reinforcing) advan-
tages and disadvantages. When someone discounts the
opinion of a coworker, for example, on the grounds
that the person is “a member of the old boys’ club,”
“from marketing,” “a woman,” or “doesn’t have a
college degree,” he or she is creating a distinction that
is not only potentially hurtful on a personal basis but
ineffective for the organization.

The creation of such distinctions destroys trust
among people, even if the distinctions refer to individu-
als who are not present. If you were to apply distinctions
that belittled someone in another group, for example,
that action plants a seed of mistrust in the minds
of people who are present regarding what distinctions
you may be privately using to discount them. The point
is, recognizing differences is not the same as evaluating
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distinctions. One is helpful; the other is hurtful.
Moreover, when others feel that self-disclosing informa-
tion could be used against them—that is, they could be
placed on the disadvantaged side of a distinction—they
will be reluctant to participate in any self-discovery
process, especially one that requires them to share infor-
mation about their personal characteristics.

To repeat, self-awareness and understanding differ-
ences cannot occur without self-disclosure, sharing, and
trusting conversations. Self-knowledge requires an under-
standing and valuing of differences, not the creation of
distinctions. We encourage you, therefore, to use the
information you discover about yourself and others to
build, grow, and value both of you in your interactions.

Important Areas of Self-Awareness

Of course, an innumerable quantity of personal dimen-
sions is available to explore if one is to develop in-depth
self-awareness. For example, numerous aspects of cogni-
tive style have been measured; authors have identified
more than a dozen “intelligences” (ranging from social
and practical to cognitive and creative); literally hun-
dreds of personality factors have been investigated in the
psychological literature; the mapping of the human chro-
mosome has raised the possibility that hundreds of phys-
iological differences may be crucial in understanding
behavior; gender, age, cultural, ethnic, and experience
differences all develop individually over time. It is impos-
sible, of course, to accurately select the few best or most
central aspects of self-awareness because the alternatives
are just too numerous. On the other hand, we focus here
on five of the most critical areas of self-awareness that
have been found to be key in developing successful
management. They are: emotional intelligence, personal
values, cognitive style, orientation toward change, and
core self-evaluation. These areas represent a limited
set of factors, of course, but they have been found to
be among the most important predictors of various
aspects of effective managerial performance—including
achieving life success, performing effectively in teams,
competent decision making, life-long learning and devel-
opment, creativity, communication competency, job sat-
isfaction, and job performance (Allan & Waclawski,
1999; Atwater & Yammarino, 1992; Goleman, 1998b;
Judge et al., 2003; Parker & Kram, 1993; Sosik &
Megerian, 1999; Cools & Van den Broeck, 2007).

Research on the concept of emotional
intelligence—the ability to manage oneself and to
manage relationships with others—has been identified
as among the most important factors in accounting for
success in leaders and managers (Boyatzis, Goleman, &

Rhee, 2000; Goleman, 1998a). In particular, self-
awareness has been identified as a crucial aspect of
emotional intelligence, and it is more powerful than
IQ in predicting success in life (Goleman, 1995).
One study, for example, tried to identify differences
between star performers and average managers in
40 companies. Emotional intelligence competencies,
including self-awareness, were twice as important in
contributing to excellence as cognitive intelligence
(IQ) and expertise (Goleman, 1998a). In a study of a
multinational consulting firm, superior performing
partners were compared to average performing part-
ners. Superior performers—who had significantly
higher emotional intelligence and self-awareness
scores—contributed more than twice the revenues
to the firm and were four times more likely to be
promoted than those with low self-awareness and
emotional intelligence (Boyatzis, 1998).

Personal values are included here because they
are “the core of the dynamics of behavior, and play so
large a part in unifying personality” (Allport, Gordon, &
Vernon, 1931, p. 2). That is, all other attitudes, orienta-
tions, and behaviors arise out of an individuals’ values.
Two major types of values are considered: instrumental
and terminal (Rokeach, 1973). We present research find-
ings that relate personal development in these two types
of values to successful managerial performance. The
assessment instrument that assesses your values develop-
ment is discussed, along with information concerning
the scores of other groups of people. You will want to
compare your scores with individuals who are close to
you, as well as with successful managers. Some compar-
ison data is provided for that purpose. Because this dis-
cussion of values development is connected to ethical
decision making, the implications of managerial ethics
are also discussed in this section.

A third area of self-awareness is cognitive style,
which refers to the manner in which individuals gather
and process information. Researchers have found that
individual differences in cognitive style influence
perception, learning, problem solving, decision making,
communication, and creativity (Cools & Van den Broeck,
2007; Hayes & Allinson, 1994; Kirton, 2003). A large
number of dimensions of cognitive style have been iden-
tified, but we have selected an instrument in this chapter
that captures the most frequently studied dimensions
(Cools & Van den Broeck, 2007). A discussion of the
critical dimensions of cognitive style is presented, and it
will assist you in learning more about your own style
based on the assessment instrument that you have
completed. Empirical research linking cognitive style to
successful managerial behavior is also discussed.
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Fourth, a discussion of orientation toward
change focuses on the methods people use to cope
with change in their environment. In the twenty-first
century, of course, all of us will be faced with increas-
ingly fragmented, rapidly changing, tumultuous condi-
tions (Peters, 1987). It is important that you become
aware of your orientation toward adapting to these con-
ditions. Two important dimensions—locus of control
and intolerance of ambiguity—have been measured by
two assessment instruments. Research connecting
these two dimensions to effective management is dis-
cussed in the sections that follow.

Finally, core self-evaluation is a recently devel-
oped construct that captures the essential aspects of
personality. More than 50,000 studies have been con-
ducted on what has been referred to as “the Big Five”
personality dimensions—neuroticism, extroversion,
conscientiousness, agreeableness, and openness—but
an underlying factor has been found to account for the
effects of these personality dimensions. It is referred
to as core self-evaluation (Judge et al., 2003), and we
provide an instrument that assesses your core self-
evaluation. Some important research on this construct
is explained in this chapter relating to how scores
correlate with success at work and in life. By analyz-
ing your scores, you not only learn about your under-
lying personality dimensions, but you also will learn
about how they are associated with other important
behaviors such as motivation, problem solving, cre-
ativity, life satisfaction, and work performance.

These five areas of self-awareness—emotional intel-
ligence, personal values, learning style, orientation
toward change, and core self-evaluation—constitute the
very core of the self-concept. Emotional intelligence
identifies the extent to which people are able to recog-
nize and control their own emotions, as well as to
recognize and respond appropriately to the emotions of
others. Values identify an individual’s basic standards
about what is good and bad, worthwhile and worthless,
desirable and undesirable, true and false, moral and
immoral. Cognitive style identifies individual thought
processes, perceptions, and methods for acquiring and
storing information. It determines not only what kind of
information is received by an individual, but how that
individual interprets, judges, and responds to the infor-
mation. Orientation toward change identifies the
adaptability of individuals. It includes the extent to
which individuals are tolerant of ambiguous, uncertain
conditions, and the extent to which they are inclined to
accept personal responsibility for their actions under
changing conditions. Core self-evaluation identifies the
general personality orientation that guides behavior. It

uncovers levels of self-esteem, self-efficacy, emotional
stability, and self-control that have important effects on
individuals’ happiness as well as managerial effective-
ness. Figure 1.2 summarizes these five aspects of self-
awareness, along with their functions in defining the
self-concept.

Again, many other aspects of self-awareness could
be considered in this chapter, but all these aspects of the
self are related fundamentally to the five core concepts
discussed here. What we value, how we feel about our-
selves, how we behave toward others, what we want to
achieve, and what we are attracted to all are strongly
influenced by our emotional intelligence, values, cogni-
tive style, orientation toward change, and core self-
evaluation. These are among the most important build-
ing blocks upon which other aspects of the self emerge.

On the other hand, if you want to do a more 
in-depth analysis of multiple aspects of self-awareness,
instruments such as the Strong-Campbell Vocational
Inventory, the Minnesota Multiphasic Personality
Inventory, the Myers-Briggs Type Indicator, the Stanford-
Binet Intelligence Test, and a host of other instruments
are available in most college counseling centers or test-
ing centers. Be careful, however, of the multiple assess-
ment instruments you can find on numerous Web
sites. Most are not reliable or valid. On the other hand,
no one, it should be emphasized, can get too much 
self-knowledge.

EMOTIONAL INTELLIGENCE

Emotional intelligence has become a very popular topic
that, unfortunately, suffers from the problem that almost
all trendy concepts encounter. Its meaning and mea-
surement have become very confusing and ambiguous.
Emotional intelligence has come to encompass almost
everything that is noncognitive—including social, emo-
tional, behavioral, attitudinal, and personality factors—
so the extent to which it can be adequately measured
and predictive of outcomes remains cloudy. Since
the publication of Daniel Goleman’s book Emotional
Intelligence in 1995, interest in the concept of emo-
tional intelligence has mushroomed (even though the
concept was introduced in 1990 by Salovey and
Mayer). Several thousand books have been published
on the topic, and scores of consulting companies and
executive coaches now advertise themselves as experts
in helping others develop emotional intelligence. The
number of instruments available to assess emotional
intelligence is voluminous (more than 100), although
only three or four have been scientifically validated and
used in any systematic investigations.
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In particular, only Bar-On’s EQ-I measure (Bar-On,
1997)—a self-report instrument that defines emotional
intelligence as an array of noncognitive skills; Salovey’s
Multifactor Emotional Intelligence Scale (Salovey &
Mayer, 1990)—a behavioral assessment that defines
emotional intelligence as “a form of social intelligence
that involves the ability to monitor one’s own and others’
feelings and emotions, to discriminate among them,
and to use this information to guide one’s thinking and
action”(p. 185); and Goleman and Boyatzis’ Emotional
Competence Inventory (Boyatzis et al., 2000)—a 360-
degree assessment that defines emotional intelligence as
“the composite set of capabilities that enable a person to
manage himself or herself and others,” (p. 344) have
been scientifically validated. The trouble is, each of these
instruments is far too lengthy to be included in this text,
and each is protected under copyright. Virtually all other
instruments, including the one included in this book,
are designed merely to provide a general estimate of
particular dimensions of emotional intelligence, and
extensive research has not yet been published.

As you can tell by the widely differing definitions
associated with the three major assessment instruments

described above, the concept of emotional intelligence
has been defined as embracing almost everything.
A scan of the scientific and popular writing on emo-
tional intelligence confirms this conclusion—almost
everything and anything is defined as an aspect of
emotional intelligence. Our colleagues Richard Boyatzis
and Daniel Goleman, for example—two of the chief
researchers in the field of emotional intelligence—
explicitly include all capabilities that help people
manage themselves and others. These include, for
example, leadership, influence, conflict management,
communication, self-confidence, and teamwork. Other
scholars limit emotional intelligence to a much nar-
rower set of factors. Mayer, Caruso, and Salovey (1998)
for example, reduce emotional intelligence to the ability
to adequately diagnose and react to emotions.

One way to clarify this problem of multiple defini-
tions is to differentiate between emotional intelligence
and emotional competence. Emotional intelligence
refers to the ability to diagnose, understand, and man-
age emotional cues. Emotional competence refers to
the noncognitive capabilities and skills—including
social skills—that affect human functioning. The first

Figure 1.2 Five Core Aspects of Self-Awareness
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definition is the one we have adopted in this chapter
because the remainder of this book is focused on help-
ing you develop competency and capability in skills
that some would include under the emotional compe-
tence umbrella. That is, the management skills cov-
ered in this text—which have been well-researched
and found to predict the success of managers and
leaders—are sometimes included in discussions of the
impact of emotional intelligence. In this regard, we
agree that they are critical. These noncognitive skills
and abilities are, in fact, among the most important fac-
tors in explaining why some people succeed as leaders
and managers and others do not.

On the other hand, a much narrower treatment of
emotional intelligence limits it to emotions, not to social
or interpersonal skills. This is the position we adopt in
this chapter. We will help you assess, in an in-depth and
rigorous way, other social and behavioral skills through-
out the remainder of the book. It is important to point
out that a certain degree of emotional intelligence is
necessary in order for people to develop emotional
competencies (i.e., social and behavioral competen-
cies), so this aspect of self-awareness is an important pre-
requisite to your developing other management skills.

Emotional intelligence, then, refers to: (1) the ability
to diagnose and recognize your own emotions, (2) the
ability to control your own emotions, (3) the ability to
recognize and diagnose the emotions displayed by
others, and (4) the ability to respond appropriately to
those emotional cues. These abilities are not in-born but
can be developed and improved. Unlike IQ, for example,
which remains relatively constant over a lifetime, emo-
tional intelligence can be enhanced with practice. With
concerted effort, people can change their levels of emo-
tional intelligence. The instrument you completed in the
Pre-assessment section assesses these four dimensions,
and we briefly explain them below.

One of our acquaintances, who now readily
admits having made progress in developing emotional
intelligence, had a great deal of difficulty recognizing
and diagnosing her own emotions. When something
seemed to go wrong and she was asked, “Are you
upset?” she would invariably deny her feelings—“No,
I’m fine.” She had never learned to accurately diag-
nose her own emotional state. This ability is simply the
capacity to identify and label your own emotions. Try,
for example, to identify the emotion you are feeling
right now. Can you label it? Emotionally intelligent
people are able to get in touch with and accurately
diagnose their own internal feelings.

Emotionally intelligent people are also able to reg-
ulate and control their emotions. They are less likely to

blow up and lose control, less likely to experience
debilitating depression and anxiety, and more likely to
manage their own emotional states than those with
less emotional intelligence. Think of how you behave
in a sporting event, for example, when the officials
make a bad call; when someone gets angry at you and
berates you; when you are criticized for something you
did; or, alternatively, when you receive special acco-
lades and recognition. Emotionally intelligent people
remain in control of their emotions, whereas less emo-
tionally intelligent people lose control. This ability does
not mean being bland or even-tempered all the time—
emotionally intelligent people may display a wide
range of emotions and intensity. Instead, it means that
a person can control his or her emotions so that they
are not unrestrained.

Emotionally intelligent people are also able to
accurately diagnose and empathize with the feelings of
others. They are sensitive to what others are experienc-
ing, and they can share in those feelings. Empathy refers
to the ability to understand and connect with others’
feelings. It does not mean sympathizing or adopting the
same feelings, and it is not based on a memory of having
experienced the same emotions. If someone has experi-
enced a tragedy or loss, for example, emotionally intelli-
gent people can empathize, share in, and understand
those feelings even if they have never experienced
something similar. They need not be depressed them-
selves, for example, in order to understand the depres-
sion of others.

Emotionally intelligent people also respond appro-
priately to the emotions of others. Their responses
match the intensity of the emotions other people feel,
and they support and encourage emotional expres-
sions. That is, if others are excited and happy, they do
not remain aloof and withdrawn. They endorse the
expression of emotions in others, rather than suppress-
ing or censoring those emotions. On the other hand,
they are not merely manipulated in their feelings and
responses by the emotions of others. They don’t
respond merely on the basis of others’ feelings. Rather,
they remain in personal control of their responses. They
advance a sense of caring for, and acceptance of, the
other person by means of their emotional responses.

One reason emotional intelligence is so important
is that general competency levels seem to have dete-
riorated over time. Whereas average IQ points have
increased almost 25 points over the last 100 years—
people tend to be smarter now than 100 years ago—
emotional intelligence scores have actually declined
(Goleman, 1998a). Think, for example, of the amount
of litigation, conflict, disrespect, and divorce that
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characterizes our society. Less emphasis is placed on
emotional intelligence development now than in the
past. This is a problem because emotional intelligence
has strong predictive power regarding success in man-
agement and in work setting—much stronger, in fact,
than IQ scores. For example, it is estimated that IQ
accounts for only about 10 percent of the variance in
job performance and in life success (Sternberg, 1996),
but by adding emotional intelligence (EQ) to the equa-
tion, we can account for four times more variance.

For example, a study was conducted of 450 boys
who grew up in a small town in Massachusetts. Two
thirds of the boys lived in welfare families and one third
had IQ scores below 90. They were followed over
40 years, and it was found that IQ had almost nothing
to do with life success. Emotional intelligence, on the
other hand, was the most predictive factor (Snarey &
Vaillant, 1985). Another study of 80 PhDs in science
who attended the University of California at Berkeley
in the 1950s found that what accounted for life success
40 years after graduation was mainly emotional intelli-
gence scores. Emotional intelligence was four times
more important than IQ in determining who had
achieved in their careers, were evaluated by experts as
being highly successful, and were listed in sources such
as Who’s Who and American Men and Women of
Science (Feist & Barron, 1996). A study of workers fol-
lowed over 20 years found that employees who were
better at empathizing with others—that is, demonstrat-
ing a key aspect of emotional intelligence—were more
successful in their work, as well as in their social lives
(Rosenthal, 1977).

Emotional intelligence has also been found to be an
important predictor of managerial success. In a study of
managers on three continents, for example, 74 percent
of successful managers had emotional intelligence as
their most salient characteristic, whereas this was the
case in only 24 percent of the failures. A study at
PepsiCo found that company units headed by managers
with well-developed emotional intelligence skills outper-
formed yearly revenue targets by 15 to 20 percent.
Those with underdeveloped skills underperformed their
targets by about the same amount (Goleman, Boyatzis, &
McKee, 2002). A McBer study comparing outstanding
managers with average managers found that 90 percent
of the difference was accounted for by emotional intelli-
gence. In a worldwide study of what companies were
looking for in hiring new employees, 67 percent of the
most desired attributes were emotional intelligence com-
petencies (Goleman et al., 2002). In a study of highly
emotionally intelligent partners in a consulting firm, in
which they were compared to partners with average

emotional intelligence, 41 percent of the high emotional
intelligence group had been promoted after two years
whereas only 10 percent of the low emotional intelli-
gence partners had been promoted. More importantly,
high emotional intelligence partners contributed more
than twice as much revenue to the company as did the
low emotional intelligence partners (Boyatzis, 1982).
The point should be clear: effective managers have
developed high levels of competency in emotional
intelligence.

The Emotional Intelligence Assessment instru-
ment that you completed in the Pre-assessment section
provides an evaluation of your competency in the four
general areas of emotional intelligence—emotional
awareness, emotional control or balance, emotional diag-
nosis or empathy, and emotional response. Of course,
a fully accurate and valid measure of these factors
would require an instrument many times longer than
the one included here, so this assessment merely pro-
vides a glimpse or an incomplete evaluation of your
emotional intelligence capability. Your scores should help
you identify areas of strength but also motivate you
to pursue the development of your emotional intelli-
gence. This may effectively be done by consciously prac-
ticing emotional diagnosis, control, and response in
yourself and others, but, especially, it may also be signific-
antly enhanced by learning, and improving the skills
discussed in this book. They are, according to a variety of
writers (e.g., Goleman, 1998b; Boyatzis et al., 2000),
critical components of the broad definition of emotional
intelligence.

VALUES

Values are among the most stable and enduring char-
acteristics of individuals. They are the foundation upon
which attitudes and personal preferences are formed.
They are the basis for crucial decisions, life directions,
and personal tastes. They help define our morality and
our conceptions of what is “good.” Much of what we
are is a product of the basic values we have developed
throughout our lives.

The trouble with values, unfortunately, is that they
are taken for granted, and people are often unaware of
them. Unless a person’s values are challenged, the values
being held remain largely undetected. People especially
are not aware that they hold some values as being more
important than others. This unawareness leads to actions
or behaviors that are sometimes contrary to values, or
even to confusion about values. Until people encounter
a contradiction or a threat to their basic values, they
seldom articulate their values or seek to clarify them.
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The values held by each of us are affected by a vari-
ety of factors, and a number of ways have been used to
measure and describe values. We point out several
ways in this chapter—each of which has been widely
used in research and in management circles. The first is
a framework for describing the broad, general value ori-
entations that characterize large groups, such as nation-
alities, ethnic groups, industries, or organizations.
Much research has been done, for example, on identi-
fying the differences in values that arise across cultural
groups. The point of this research is to identify ways in
which nationalities differ from one another, since
almost all managers now face the need to manage
across national boundaries. In your own life, it is likely
that you will interact more and more with individuals
who do not share your birth country, and knowing
something about their value orientations will help your
interactions be more effective. It has been discovered
that values differ systematically across national cul-
tures, and these differences are a strong influence in

predicting the values each of us hold ourselves. At least
some of our values are affected significantly by the
country and culture in which we are raised.

Cultural Values

Trompenaars (1996; Trompenaars & Hampden-Turner,
1998) identified seven value dimensions upon which
significant differences exist among national cultures.
Data are based upon 30,000 managers in 55 countries,
and results show that certain cultures emphasize some
values more than others do. Table 1.1 identifies
Trompenaars’ seven dimensions, and we provide
examples of countries that represent each of the value
dimensions. No national culture emphasizes one of
these dimensions to the exclusion of another, but there
are clear differences in the amount of emphasis placed
on each dimension.

The first five dimensions of the model refer to how
individuals relate to other people. For example, some

SOURCE: C. Hampden-Turner and F. Trompenaars, (1998). “Riding the waves of culture.” Reprinted with the permission of the McGraw-Hill Companies.

Table 1.1 Cultural Values Dimensions

VALUE DIMENSIONS EXPLANATION EXAMPLE OF COUNTRIES WITH DOMINANCE

Universalism Societal rules and norms are valued. United States, Switzerland, Norway,
Sweden

Particularism Individual relationships are valued. Korea, Venezuela, China, Indonesia

Individualism Individual contributions are valued. United States, Nigeria, Denmark, 
Austria

Collectivism Team contributions are valued. Mexico, Indonesia, Japan, 
Philippines

Affective Showing emotions is valued. Iran, Spain, France, Switzerland

Neutral Unemotional responses are valued. Korea, Ethiopia, China, Japan

Specific Segregating life’s roles is valued. Holland, Sweden, Denmark, United
Kingdom

Diffuse Integrating life’s role is valued. China, Nigeria, Singapore, Korea

Achievement Personal accomplishment is valued. United States, Norway, Canada, 
Austria

Ascription Inherent attributes are valued. Egypt, Indonesia, Korea, Czech 
Republic

Past and Present Past is tightly connected to future. France, Japan, United Kingdom

Future Future is disconnected but valued. United States, Holland

Internal Individual control is valued. United States, Canada, Austria, 
United Kingdom

External Control comes from outside forces. Czech Republic, Japan, Egypt, China
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countries (e.g., the United States, Norway, Sweden,
Switzerland) emphasize a value of universalism, in
which other people’s behavior is governed by universal
standards and rules—e.g., do not lie, do not cheat, do
not run a red light, even if no one is coming the other
way. General societal rules govern behavior. Other
countries (e.g., Korea, China, Indonesia, Singapore)
hold a value of particularism, in which the relationship
with an individual governs behavior—e.g., is the other
person a friend, a family member, a relative? To illustrate
the differences, consider your answer to this question:
You are driving in a car with a close friend who hits a
pedestrian while going 40 miles an hour in a 25-mile-
an-hour zone. There are no witnesses, and your
friend’s lawyer says that if you’ll testify that he was only
traveling 25 miles an hour, he’ll get off. Will you lie for
him? People in universalistic cultures are more likely to
refuse than people in particularistic cultures. For
example 97 percent of the Swiss and 93 percent of
North Americans (Canada and the United States) would
refuse to testify, whereas 32 percent of Venezuelans and
37 percent of South Koreans would refuse.

A second value dimension differentiates cultures
that value individualism—an emphasis on the self,
on independence, and on uniqueness—versus
collectivism—an emphasis on the group, the com-
bined unit, and on joining with others. Individualistic
values hold the contributions of individuals to be most
valued, whereas collectivism values team contributions.
In general, individual responsibility dominates much
more in Western cultures than in Eastern cultures. For
example, consider your answer to this question: What
kind of job is found most frequently in your organiza-
tion, one where everyone works together and you do
not get individual credit, or one where everyone is
allowed to work individually and you receive individual
recognition? Eastern Europeans (e.g, Russia, Czech
Republic, Hungary, Poland) average above 80 percent
in agreeing that individual credit is received, whereas
Asians (e.g., Japan, India, Nepal) average below 45 per-
cent. (The United States score is 72 percent.)

A third value dimension refers to the display of feel-
ings in public. It identifies an affective versus neutral
orientation. Cultures with high affective values tend to
show emotions openly and to deal in emotional ways
with problems. Loud laughter, anger, and intense pas-
sion may all be displayed in the course of a business
negotiation, for example. Cultures with neutral values
are more rational and stoic in their approach to problem
solving. Instrumental, goal directed behaviors rather
than emotions dominate interactions. For example, if
you became very upset at work or in class—say you feel

slighted, offended, or angry—how likely would you be
to display your feelings openly in public? Managers in
Japan, Ethiopia, and Hong Kong, for example, average
64 percent, 74 percent, and 81 percent respectively in
refusing to show emotions publicly. On the other hand,
15 percent of Kuwait managers, 18 percent of Egyptian
managers, and 19 percent of Spanish managers would
refuse. (The United States score is 43 percent.)

A fourth dimension—specific versus diffuse—
describes the difference between cultures that segre-
gate the different roles in life so as to maintain privacy
and personal autonomy compared to cultures that inte-
grate and merge their roles. Cultures with specific val-
ues separate work relationships from family relation-
ships, for example, whereas diffuse cultures entangle
work and home relationships. People with specific val-
ues may seem hard to get to know because they keep a
boundary between their personal lives and their work
lives. People with diffuse values may seem too forward
and too superficial because they seem to share personal
information freely. Interestingly, diffuse cultures have
lower turnover rates among employees and higher
degrees of loyalty to an employer because work and
personal relationships are more intertwined. To illus-
trate the difference, how would you respond to this
question: Your boss asks you to come to her home to
help her paint her house. You don’t want to do it since
you hate painting. Would you refuse? More than
90 percent of the Dutch and Swedes would refuse,
whereas only 32 percent of the Chinese and 46 percent
of Nigerians would refuse. (In the United States,
82 percent would refuse.)

A fifth value dimension differentiates cultures that
emphasize an achievement orientation versus an
ascription culture. People tend to acquire high status
based on their personal accomplishments in some cul-
tures, whereas in other cultures status and prestige are
based more on ascribed characteristics such as age,
gender, family heritage, or ethnic background. Who you
know (ascription) versus what you can do (achievement)
helps identify the difference on this value dimension. For
example, the following statement helps highlight
achievement versus ascription value differences: It is
important to act the way you are, to be consistent with
your true self, even if you do not accomplish the task
at hand. Only 10 percent of managers from Uruguay,
12 percent from Argentina, and 13 percent from Spain
disagree with the statement, whereas 77 percent of
Norwegians and 75 percent of managers from the
United States disagree.

A sixth value dimension relates to how people
interpret and manage time. It distinguishes the emphasis
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placed on the past, present, or future in various
cultures. Some cultures, for example, value past and
tradition more than future; other cultures place more
value on the future than the past. What you have
achieved in the past matters more in some cultures
than where you are headed in the future. Time differ-
ences also exist regarding short- versus long-time hori-
zons. For example, some people are oriented toward
very short time horizons where they think in terms of
minutes and hours (a short-time horizon). Other people
think in terms of months or years (a long-time horizon).
Complete the following brief exercise, for example, to
get a sense of your own time horizon. Use the follow-
ing scale and give a number to each of the following
statements: My past started ______ ago, and ended
______ ago. My present started ______ ago and
ended ______ from now. My future will start ______
from now and will end ______ from now. Use this rat-
ing scale: 7 = years, 6 = months, 5 = weeks, 4 = days,
3 = hours, 2 = minutes, 1 = seconds.

By way of comparison, people in the Philippines
averaged 3.40 on the scale, Irish managers averaged
3.82, and Brazilians averaged 3.85. On the other
hand, managers in Hong Kong averaged 5.71, Portugal
averaged 5.62, and Pakistan averaged 5.47. (People in
the United States averaged 4.30.)

The seventh and final value dimension focuses on
internal and external control. We will discuss this value
dimension in more detail later in the chapter. It differen-
tiates cultures that presume that individuals are in con-
trol of their own destinies from those that presume that
nature or external forces control much of what happens.
For example, some countries emphasize the value of
individuals inventing or creating things themselves
(internal control), whereas other countries emphasize
the value of taking what already exists or has been cre-
ated elsewhere and then refining or improving it (exter-
nal control). Two statements that illustrate this differ-
ence are the following: (1) What happens to me is my
own doing. (2) Sometimes I feel that I do not have
enough control over the directions my life is taking.
More than 80 percent of managers from Uruguay,
Norway, Israel, and the United States agree with the
first statement, whereas less than 40 percent of
Venezuelans, Chinese, and Nepalese agree.

Throughout this book we will refer back to some
of the differences that have been discovered among
various cultures. We encourage you to begin using
these dimensions to raise your awareness of individ-
ual differences around you. Because virtually every
manager will be faced with the opportunity to interact
with and manage individuals born in other cultures,

being aware of value differences, and being able to
diagnose and manage those differences, is an impor-
tant prerequisite for success in the twenty-first cen-
tury. Of course, stereotyping people based on their
national culture, or overgeneralizing based on trends
such as those reported here, can be dangerous and
misleading. None of us would like to be pigeonholed
based on a general country profile. These dimensions,
as you will see, are most useful for increasing sensitiv-
ity and helping with diagnosis rather than to place
people in categories.

Like countries, organizations, too, have value sys-
tems, referred to as an organizational culture.
Research has found that employees who hold values
that are congruent with their organization’s values are
more productive and satisfied (Cable & Judge, 1996;
Cameron & Quinn, 2006; Nwachukwu & Vitell, 1997;
Posner & Kouzes, 1993). Holding values that are
inconsistent with company values, on the other hand,
is a major source of frustration, conflict, and nonpro-
ductivity. Being aware of your own priorities and val-
ues, the values of your organization, and the general
value priorities of your country, are important if you
expect to achieve compatibility at work and in a long-
term career (Fisher, Macrosson, & Yusuff, 1996; Lobel,
1992). We will not spend time here discussing the var-
ious models available for assessing organizational cul-
ture. If you are interested in this topic, see Cameron
and Quinn (2006).

Personal Values

Rokeach (1973) argued that the total number of values
people possess is relatively small and that all individu-
als possess the same values, but in different degrees.
For example, everyone values peace, but some make it
a higher priority than others. Two general types of val-
ues were identified by Rokeach, and independent pri-
ority ratings have been found to exist for each type
(that is, the two sets of values are largely unrelated).
One general type of values is labeled instrumental, or
means-oriented; the other type is terminal, or ends-
oriented.

Instrumental values prescribe desirable standards
of conduct or methods for attaining an end. Two types
of instrumental values relate to morality and compe-
tence. Violating moral values (for example, behaving
wrongly) causes feelings of guilt, while violating compe-
tence values (for example, behaving incapably) brings
about feelings of shame.

Terminal values prescribe desirable ends or goals
for the individual. There are fewer of them, according
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to Rokeach, than there are instrumental values, so the
sum total for all individuals in all societies can be identi-
fied. Terminal values are either personal (for example,
peace of mind) or social (for example, world peace).
Rokeach has found that an increase in the priority of
one personal value tends to increase the priority of
other personal values and decrease the priority of social
values. Conversely, an increase in the priority of one
social value tends to increase the priority of other social
values and decrease the value of personal values.
Individuals who increase their priority for “a world at
peace,” for example, would also increase their priority
for “equality” while decreasing their priority for “plea-
sure” or “self-respect.” People tend to differ, in other
words, in the extent to which they are self- versus
others-orientated in their values.

In one study of 567 managers in 12 nations, the
instrumental values “broadminded,” “capable,” and
“courageous” were held in the highest esteem by man-
agers from all 12 nations, but significant national differ-
ences were found on 75 percent of the values (Bigoness &
Blakely, 1996). Another study of 658 Egyptians, 132
Americans, 43 Africans, and 101 Arabs found significant
national differences on both instrumental and terminal
values, with Egyptians being least like Americans
(Elsayed-Elkhouly & Buda, 1997).

In a national study of 1,460 American managers,
Schmidt and Posner (1982) assessed which of these
values were most important in the workplace. Using
Rokeach’s instrumental values list, they asked man-
agers to identify those that were most desired in the
workplace. “Responsible” and “honest” were by far the
most desired values in employees (over 85 percent of
the managers selected them), followed by “capable”
(65 percent), “imaginative” (55 percent), and “logical”
(49 percent). “Obedient,” “clean,” “polite,” and “forgiving”
were the least important, being selected by fewer than
10 percent of the managers.

Different groups of people tend to differ in the val-
ues they hold. For example, in other studies, business
school students and professors tend to rate “ambition,”
“capability,” “responsibility,” and “freedom” higher
than people in general. They tend to place lower
importance than people in general on concern and
helpfulness to others, aesthetics and cultural values,
and overcoming social injustice. In a study that com-
pared highly successful, moderately successful, and
unsuccessful managers, highly successful managers
gave significantly higher scores to values relating to
economic (for example, a comfortable life) and polit-
ical values (for example, social recognition) than less
successful managers.

Compared to the population in general, managers
place substantially more value on “sense of accomplish-
ment,” “self-respect,” “a comfortable life,” and “indepen-
dence.” The instrumental value managers held highest
for themselves, in fact, was “ambition”; their highest
held terminal value was “sense of accomplishment.” In
other words, personal values (rather than social values)
and those oriented toward achievement predominate
among managers (Bilsky & Schwartz, 1994; Cable &
Judge, 1996; Cavanaugh, 1980; Clare & Sanford, 1979).
In the population in general, one study found that
“openness to experience”—that is, a combination of a
positive emphasis on broadmindedness, imagination,
freedom, and self-direction coupled with a negative
emphasis on recognition, obedience, and conformity—
was the dominating value held by most people
(Dollinger, Leong, & Ulicni, 1996). Interestingly, no gen-
der differences have been found on the Rokeach instru-
ment (Johnston, 1995).

These value preferences may explain why busi-
ness students and even managers themselves have
been criticized for being too self-centered and impa-
tient for personal achievement and promotion (see
Introduction). A balance of personal values and social
values, such as justice and helpfulness, may character-
ize a more adaptable manager in the future.

Simply esteeming certain personal and achievement-
oriented values does not mean, of course, that one will be
a successful manager. On the other hand, it is clear that
values do affect individual behavior. For example, sharing
values among team members, as well as compatibility of
instrumental and terminal values among team members,
was found to be associated with significantly more effec-
tive teams (Fisher et al., 1996). More importantly, several
authors have argued that the behavior displayed by indi-
viduals (that is, the means used to achieve their valued
ends) is a product of their level of values maturity (e.g.,
Kohlberg, 1969; Kohlberg & Ryncarz, 1990). Individuals
differ in their level of values development, according to
these authors, so different sets of instrumental values are
held by individuals at different stages of development.
People progress from one level of maturity to another, and
as they do, their value priorities change. Individuals who
have progressed to more mature levels of values develop-
ment possess a qualitatively different set of instrumental
values than individuals who are at less mature levels. This
theory of values maturity or moral development has
received a great deal of attention from researchers, and
research findings have some important implications for
self-awareness and managerial effectiveness. Therefore,
we shall discuss in some detail this notion of values
maturity.
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Values Maturity

Kohlberg’s model is the best known and most widely
researched approach to values maturity. It focuses on
the kind of reasoning used to reach a decision about an
issue that has value or moral connotations. The model
consists of three major levels, each of which contains
two stages. Table 1.2 summarizes the characteristics of
each stage. In brief, the stages are sequential (for
example, a person can’t progress to stage 3 before pass-
ing through stage 2), and each stage represents a higher
level of maturity. Kohlberg uses the terms preconvent-
ional, conventional, and postconventional to describe
these three levels. In the following discussion, we have
chosen to use different terms that capture the domi-
nant characteristics of each stage.

The first level of maturity, the self-centered level,
includes the first two stages of values development.
Moral reasoning and instrumental values are based on
personal needs or wants and on the consequences of an
act. For example, something could be judged as right or
good if it helped an individual obtain a reward or avoid

punishment and if the consequences were not negative
for someone else. Stealing $50,000 is worse than steal-
ing $500 in the self-centered level because the conse-
quences (that is, the losses) are more negative for some-
one else.

The second level, or conformity level, includes
stages 3 and 4. Moral reasoning is based on conforming
to and upholding the conventions and expectations of
society. This level is sometimes referred to as the “law
and order” level because the emphasis is on conformity
to laws and norms. Right and wrong are judged on the
basis of whether or not behaviors conform to the rules
of those in authority. Respect from others based on obe-
dience is a prized outcome. Stealing $50,000 and steal-
ing $500 are equally wrong in this level because both
violate the law. Most American adults function at this
level of values maturity.

Third is the principled level. It includes the final
two stages of maturity and represents the most
mature level of moral reasoning and the most mature
set of instrumental values. Right and wrong are

Table 1.2 Classification of Moral Judgment into Stages of Development

LEVEL BASIS OF MORAL JUDGMENT STAGE OF DEVELOPMENT

A PRECONVENTIONAL LEVEL (SELF-CENTERED) 1. Punishment and Obedience

Moral value resides in external factors, and Right is determined by avoiding punishment and not 
consequences, not persons or relationships. breaking an authority’s rules.

2. Individual Instrumental Purpose and Exchange

Right is meeting one’s own immediate interests, and 
what is fair or equal for others.

B CONVENTIONAL LEVEL (CONFORMITY) 3. Mutual Interpersonal Expectations, Relationships, 
and Conformity

Moral value resides in duty, maintaining social contracts, Right is being concerned about others’ feelings and 
keeping commitments. maintaining trust by keeping expectations and 

commitments. The Golden Rule is relevant.

4. Social System and Conscience Maintenance

Right is doing one’s duty to society and upholding 
the social order.

C POSTCONVENTIONAL (PRINCIPLED) 5. Prior Rights and Social Contract or Utility

Moral value resides in commitment to freely selected Right is upholding the rights, values, and contracts 
standards, rights, and duties. of others in society; moral behavior is freely chosen.

6. Universal Ethical Principles

Right is guided by internal, universal ethical principles. 
When laws violate principles, the laws are ignored.

SOURCE: Adapted from Kohlberg (1981).
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judged on the basis of the internalized principles of
the individual. That is, judgments are made on the
basis of a set of principles or core values that have
been developed from individual experience. In the
highest stage of maturity, this set of principles is com-
prehensive (it covers all contingencies), consistent (it
is never violated), and universal (it does not change
with the situation or circumstance). Thus, stealing
$50,000 and stealing $500 are still judged to be
wrong, but the basis for the judgment is not the viola-
tion of laws or rules; rather, it is the violation of a set
of comprehensive, consistent, universal principles
developed by the individual. Few individuals, accord-
ing to Kohlberg, reach this highest level of maturity
on a consistent basis.

In short, self-centered individuals view rules and
laws as outside themselves, but they obey because, by
doing so, they may obtain rewards or avoid punish-
ment. Conformist individuals view rules and laws as
outside themselves, but they obey because they have
learned and accepted those rules and laws, and they
seek the respect of others. Principled individuals
examine the rules and laws and develop a set of inter-
nal principles that they believe are morally right. If
there is a choice to be made between obeying a law or
obeying a principle, they choose the principle.
Internalized principles supersede rules and laws in prin-
cipled individuals.

To understand the different levels of values matu-
rity, consider the following story used by Kohlberg
(1969):

In Europe a woman was near death from a
special kind of cancer. There was one drug
that the doctors thought might save her. It was
a form of radium that a druggist in the same
town had recently discovered. The drug was
expensive to make, but the druggist was charg-
ing ten times what the drug cost to make. He
paid $200 for radium and charged $2,000 for
a small dose of the drug. The sick woman’s
husband, Heinz, went to everyone he knew to
borrow the money, but he could get together
only about $1,000, which was half of what it
cost. He told the druggist that his wife was
dying and begged him to sell the drug at a
lower price or let him pay later. But the drug-
gist said, “No, I discovered the drug and I’m
going to make money from it.” So Heinz grew
desperate and began to think about breaking
into the store to steal the drug for his wife.

Now answer the following questions in reaction
to the story:

YES NO
______ ______ 1. Would it be wrong for Heinz

to break into the store?

______ ______ 2. Did the druggist have the
right to charge that much for
the product?

______ ______ 3. Did Heinz have an obligation
to steal the drug for his wife?

______ ______ 4. What if Heinz and his wife
did not get along? Should
Heinz steal the drug for her?

______ ______ 5. Suppose Heinz’s best friend
were dying of cancer, rather
than Heinz’s wife. Should
Heinz steal the drug for his
friend?

______ ______ 6. Suppose the person dying was
not personally close to Heinz.
Should Heinz steal the drug?

______ ______ 7. Suppose Heinz read in the
paper about a woman dying
of cancer. Should he steal the
drug for her?

______ ______ 8. Would you steal the drug to
save your own life?

______ ______ 9. Suppose Heinz was caught
breaking in and brought
before a judge. Should he be
sentenced to jail?

For individuals in the self-centered level of matu-
rity, stealing the drug might be justified because Heinz’s
wife had instrumental value: she could provide compan-
ionship, help rear the children, and so on. A stranger,
however, would not have the same instrumental value
for Heinz, so it would be wrong to steal the drug for a
stranger. Individuals in the conformity level would base
their judgments on the closeness of the relationship and
on law and authority. Heinz has an obligation to steal
for family members, according to this reasoning, but
not for nonfamily members. A governing principle is
whether or not an action is against the law (or society’s
expectations). Principled individuals base their judg-
ments on a set of universal, comprehensive, and consis-
tent principles. They may answer any question yes or
no, but their reasoning will be based on their own inter-
nal principles, not on externally imposed standards or
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expectations. (For example, they might feel an obliga-
tion to steal the drug for anyone because they value
human life more than property.)

Research on Kohlberg’s model of values develop-
ment reveals some interesting findings that have
relevance to managerial behavior. For example, moral
judgment stories were administered to college students
who had earlier participated in Milgram’s (1963) obedi-
ence study. Under the guise of a reinforcement-learning
experiment, Milgram’s subjects had been directed to
give increasingly intense electric shocks to a person
who was observed to be in great pain. Of the respon-
dents at the principled level (stages 5 and 6), 75 per-
cent refused to administer the shocks (i.e., to hurt
someone), while only 12.5 percent of the respondents
at the conformity level refused. Higher levels of values
development were associated with more humane
behavior toward other people.

It should also be noted that Kohlberg’s model has
been criticized by Carol Gilligan (1979, 1980, 1982,
1988) as containing a male bias. In her investigations of
moral dilemmas among women, Gilligan indicated that
women tend to value care, relationships, and commit-
ment more highly than do males. The Kohlberg model,
which tends to emphasize justice as the highest moral
value, is more typical of males than females, she claimed.
Whereas Gilligan’s criticisms are somewhat controversial
among researchers, they are less relevant to our discus-
sion here because of our emphasis on the development
of internalized principles for guiding behavior, whatever
their basis. For our purposes in this chapter, the debate
about whether justice is a male value and caring is a
female value is largely beside the point.

Becoming more mature in values development
requires that individuals develop a set of internalized
principles by which they can govern their behavior.
The development of those principles is enhanced and
values maturity is increased as value-based issues are
confronted, discussed, and thought about. Lickona
(1976, p. 25) notes, “Simply increasing the amount of
reciprocal communication that occurs among people is
likely to enhance moral development.”

To help you determine your own level of values
maturity, an instrument developed by James Rest at the
University of Minnesota’s Moral Research Center was
included in the Assessment section. It has been used
extensively in research because it is easier to adminis-
ter than Kohlberg’s method for assessing maturity.
According to Kohlberg (1976, p. 47), “Rest’s approach
does give a rough estimate of an individual’s moral matu-
rity level.” Rather than placing a person on one single
level of values maturity, it identifies the stage that the

person relies on most. That is, it assumes that individuals
use more than one level of maturity (or set of instrumen-
tal values), but that one level generally predominates. By
completing this instrument, therefore, you will identify
your predominant level of values maturity. To determine
your maturity level, refer to the self-scoring instructions
in the Appendix at the end of this chapter. An exercise in
the Skill Practice section will help you develop or refine
principles at the stage 5 and stage 6 level of maturity.

ETHICAL DECISION MAKING 
AND VALUES

In addition to its benefits for self-understanding, aware-
ness of your own level of values maturity also has
important practical implications for ethical decision
making. By and large, the American public rates the
honesty, integrity, and concern for moral values of
American business executives as abysmal. A large
majority of the public indicates that they think execu-
tives are dishonest, overly profit-oriented, and willing to
step on other people to get what they want (Andrews,
1989; Harris & Sutton, 1995; Lozano, 1996). Although
9 out of 10 companies have a written code of ethics,
evidence exists to support public perceptions that these
documents are not influential in assuring high moral
conduct.

In December 2001, Enron, the seventh largest U.S.
corporation at the time, declared bankruptcy. Tragically,
a once great company has become a synonym for man-
agerial greed and corporate fraud. The Enron debacle
spawned more than 30 major pieces of legislation
designed to clamp down on financial loopholes exploited
by Enron executives, as well as numerous books and
articles criticizing Enron-like unethical business practices
(Elliott & Schroth, 2002; Mitchell, 2002).

While Enron was arguably one of the largest corpo-
rate scandals in U.S. history, it is hardly the only lapse of
ethical judgment staining the image of business. Martha
Stewart’s insider trading transaction, for example, netted
her less than $50,000 in personal wealth but cost her
firm billions of dollars in lost stock value. Ford Motor
Company refused to alter the dangerous gas tank on the
Pinto in order to save $11 per car. It cost Ford millions of
dollars in lawsuits and cost many people their lives.
Equity Funding tried to hide 64,000 phony insurance
claims, but went bankrupt when the truth came out.
Firestone denied that its 500-series tire was defective,
but eventually took losses in the millions when the
accident reports were publicized. A. H. Robins knew of
problems with its Dalkon Shield for years before inform-
ing the public. The billion dollars set aside for lawsuits
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against the company was dwarfed by the actual claims,
and the company filed Chapter 11. E. F. Hutton, General
Dynamics, General Electric, Rockwell, Martin Marietta,
Tyco, Lockheed, Bank of Boston, Dow Corning, and a
host of other firms have also been in the news for violat-
ing ethical principles. One cartoon that seems to summa-
rize these goings-on shows a group of executives sitting
at a conference table. The leader remarks, “Of course,
honesty is one of the better policies.”

Corporate behavior that exemplifies unethical deci-
sion making is not our principal concern here. More to
the point is a study by the American Management
Association that included 3,000 managers in the United
States. It reported that most individual managers felt
they were under pressure to compromise personal stan-
dards to meet company goals (Harris & Sutton, 1995).
Moreover, most individuals have encountered some-
one else violating ethical standards, but in a majority
of cases, nothing is reported. For example, in a survey of
federal employees asked whether they had observed any
of the following activities in the last year, more than 50
percent answered yes to seeing: stealing funds, stealing
property, accepting bribes, sexual harassment, ineligible
people receiving funds, deficient goods or services, use of
position for personal benefit, taking unfair advantage of a
contractor, serious violation of the law. More than two
thirds did not report what they saw. As an illustration,
consider the following true incident (names have been
changed). How would you respond? Why?

Dale Monson, a top manufacturing manager
at Satellite Telecommunications, walked into
the office of Al Lake, the head of quality con-
trol. Dale was carrying an assembled part that
was to be shipped to a customer on the West
Coast. Dale handed Al the part and said,
“Look Al, this part is in perfect shape elec-
tronically, but the case has a gouge in it. I’ve
seen engineering and they say that the mark
doesn’t affect form, fit, or function. Marketing
says the customer won’t mind because they
are just going to bury the unit anyway. We
can’t rework it, and it would cost $75,000 to
make new cases. We will only do 23 units,
and they’re already made. The parts are due
to be shipped at the end of the week.” Al
responded, “Well, what do you want from
me?” “Just sign off so we can move forward,”
said Dale. “Since you’re the one who needs to
certify acceptable quality, I thought I’d better
get this straightened out now rather than
waiting until the last minute before shipping.”

Would you ship the part or not? Discuss this with
your class members. Generate a recommendation for Al.

This case exemplifies the major values conflict faced
over and over again by managers. It is a conflict between
maximizing the economic performance of the organiza-
tion (as indicated by revenues, costs, profits, and so
forth) or the social performance of the organization (as
indicated by obligations to customers, employees, suppli-
ers, and so forth). Most ethical trade-offs are conflicts
between these two desirable ends: economic versus
social performance (Hosmer, 2003). Making these
kinds of decisions effectively is not merely a matter of
selecting between right and wrong alternatives or
between good and bad choices. Most of these choices
are between right and right or between one good and
another. Individuals who effectively manage these kinds
of ethical trade-offs are those who have a clear sense of
their own values and who have developed a principled
level of moral maturity. They have articulated and clari-
fied their own internal set of universal, comprehensive,
and consistent principles upon which to base their deci-
sions. It is seldom the case, of course, that a manager
could choose economic performance goals every time or
that he or she could choose social performance goals
every time. Trade-offs are inevitable.

It is not a simple matter, on the other hand, to gen-
erate a personal set of universal, comprehensive, and
consistent principles that can guide decision making.
According to Kohlberg’s research, most adults have nei-
ther constructed, nor do they follow, a well-developed
set of principles in making decisions. One reason is that
they have no model or example of what such principles
might be. We offer some standards against which to
test your own principles for making moral or ethical
choices. These standards are neither comprehensive
nor absolute, nor are they independent of one another.
They simply serve as reference against which to test the
principles that you include in your personal values
statement.

❏ Front page test: Would I be embarrassed if my
decision became a headline in the local news-
paper? Would I feel comfortable describing my
actions or decision to a customer or stock-
holder?

❏ Golden rule test: Would I be willing to be
treated in the same manner?

❏ Dignity and liberty test: Are the dignity and
liberty of others preserved by this decision? Is
the basic humanity of the affected parties
enhanced? Are their opportunities expanded or
curtailed?
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❏ Equal treatment test: Are the rights, welfare,
and betterment of minorities and lower status
people given full consideration? Does this deci-
sion benefit those with privilege but without
merit?

❏ Personal gain test: Is an opportunity for per-
sonal gain clouding my judgment? Would I
make the same decision if the outcome did not
benefit me in any way?

❏ Congruence test: Is this decision or action con-
sistent with my espoused personal principles?
Does it violate the spirit of any organizational
policies or laws?

❏ Procedural justice test: Can the procedures
used to make this decision stand up to scrutiny
by those affected?

❏ Cost-benefit test: Does a benefit for some
cause unacceptable harm to others? How criti-
cal is the benefit? Can the harmful effects be
mitigated?

❏ Good night’s sleep test: Whether or not any-
one else knows about my action, will it produce
a good night’s sleep?

In the Skill Application section of this chapter, you
may want to consider these alternatives when con-
structing your own set of comprehensive, consistent,
and universalistic principles. You should be aware,
however, that your set of personal principles will also
be influenced by your orientation for acquiring and
responding to the information you receive. This orien-
tation is called cognitive style.

COGNITIVE STYLE

Each of us is constantly being exposed to an over-
whelming amount of information, and only part of it
can be given attention and acted upon at a time. For
example, right now you have information entering
your brain relating to the functioning of your physical
body, the attributes of the room in which you are sit-
ting, the words on this page, the ideas and memories
that spring to mind as you read about self-awareness,
long-held beliefs, recollections of recent events, and so
on. Of course, not all of this information is conscious,
otherwise your brain would become overloaded and
you would go insane. Over time, we all develop strate-
gies for suppressing some kinds of information and
paying attention to other kinds. These strategies
become habitual and ingrained, and they result in a
particular kind of cognitive style for each of us.

Cognitive style refers to the inclination each of us
has to perceive, interpret, and respond to information
in a certain way. Cognitive style is based on two key
dimensions: (1) the manner in which you gather infor-
mation and (2) the way in which you evaluate and act
on information. A large number of instruments are
available to measure different dimensions of cognitive
styles (see Eckstrom, French, & Harmon, 1979;
Sternberg & Zhang, 2000; Cassidy, 2004), but here we
focus on dimensions that have emerged in the most
recent research on cognitive style. These dimensions
are the ones that most researchers now identify as lying
at the heart of cognitive style.

It is important to note that cognitive styles are
not the same as personality types. They are not inher-
ent attributes. Rather, they are inclinations toward
information and learning that we have developed over
time. Hence, cognitive styles can be altered and
changed through practice and conscious development
(Vance et al., 2007). No one is predestined to think in
a particular way.

Based on an extensive literature review of models
of cognitive style, we selected an instrument developed
by Cools and Van den Broeck (2007) to assess your
cognitive style. You completed this instrument in the
Pre-Assessment section. This instrument assesses three
dimensions of your cognitive style—knowing style,
planning style, and creating style. These dimensions are
independent in the sense that any person can score high
or low on any of the three sections. They are not polar
opposites from one another, but are just different ways
that people process information. Each style emphasizes
a different kind of information seeking and response,
and the main attributes are summarized in Table 1.3.

Knowing Style

Individuals who score high on the knowing style tend
to emphasize facts, details, and data. They seek clear
and objective solutions to problems. They look for
rationality, the validity of the data, and proof that the
information being presented is accurate and credible.
They focus on the underlying logic of the information
and show a preference toward the data that creates
legitimacy for their arguments. They are careful, slow
to jump to conclusions, and precise in evaluating infor-
mation, so decisions are usually not made quickly.
They tend to prefer control in situations and to do
things in the correct way, hence they tend to be critical
of unexpected or aberrant behavior.

People with a knowing style are best at presenting
a convincing argument based on evidence. They are
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problem solvers and decision makers who prefer to deal
with technical tasks and straightforward, prescribed
problems rather than social or interpersonal issues.
They excel at problems that have one correct answer.
Multiple-choice exams are preferred over essay exams.
Research has suggested that these individuals are
inclined toward careers in technology, engineering,
and law. In college, students with a knowing style
tend to major in the physical sciences, engineering, law,
and computers. In business, they tend to select
careers in areas where numbers and data predominate
(e.g., auditing, finance), and they prefer jobs that have a
technical problem-solving emphasis (Kolb, Boyatzis, &
Mainemelis, 2000; Cool & Van den Broeck, 2007).

Planning Style

Individuals who score high on the planning style are
inclined toward structure, preparation, and planning.
Having clear agendas, well-developed outlines, and
clear processes are important as they seek and inter-
pret information. Having a systematic methodology for
gathering and responding to information is important,
thus these people are well prepared, follow up meticu-
lously, and prefer a clear outline when dealing with
information. They usually conform to conventional
procedures and maintain a predictable routine. They
tend to prefer organization and to do things logically.
Rules as procedures are usually seen as desirable, so
they are often resistant to change.

People with a planning style are best at processing a
wide range of information and putting it into a concise,

cohesive, logical form. They are less inclined toward
acquiring information by interacting with people and
are more interested in thinking through a logical prob-
lem. They excel at inductive reasoning and organizing
material into a consistent whole. They find it more
important to have a theory with logical soundness than
of practical or utilitarian value. Research has shown that
people with a planning style are inclined toward infor-
mation and science careers, and they prefer lectures,
readings, analytical models, and thinking time as their
learning activities. In college, assimilators tend to major
in economics, accounting, operations, mathematics,
engineering, and medicine. They tend to select careers
in the information sciences and in research fields (e.g.,
educational research, information, theology), and they
prefer jobs in which information gathering predomi-
nates (e.g., research and analysis) (Kolb, Boyatzis, &
Mainemelis, 2000; Cool & Van den Broeck, 2007).

Creating Style

Individuals who score high on the creating style tend to
prefer experimentation, nonrational thinking, and cre-
ativity. They seek uncertainty and novelty, and they are
comfortable amidst ambiguity. They are likely to be
impulsive, spontaneous, and quick to respond to infor-
mation. They tend to restructure situations, are action-
oriented, and do things uniquely. Rules and procedures
are viewed mostly as obstacles and constraints, so they
are often disorganized. An association has been found
between a creating style and extraversion, or an incli-
nation toward sociality (Jacobson, 1993).

Table 1.3 Attributes of Three Dimensions of Cognitive Style

ATTRIBUTES POSSIBLE LIABILITIES

Knowing Emphasizes facts, details, and data. Slow to make decisions 
Seeks clear, objective solutions. Uncreative 
Focuses on validity, credibility of data. Resistant to innovation
Emphasizes accuracy and precision. Intolerant of multiple views

Planning Emphasizes structure, plans, and preparation. Resistant to change 
Seeks agendas, outlines, and processes. Intolerant of ambiguity 
Focuses on methods, preparation, and Overwhelmed by chaos 
follow-up. Can't handle illogical issues
Emphasizes predictability, rules, and routine.

Creating Emphasizes creativity, risk-taking, and Resistant to structure 
innovation. Tends to break rules 
Seeks novelty and ambiguity. May make many mistakes 
Focuses on action, spontaneity, and possibilities. Tends to ignore data and facts
Emphasizes interaction, getting many inputs.
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People with a creating style like to gather lots of
information and engage in brainstorming. They are
inductive thinkers, and they usually have very broad-
based interests. Research shows that these people tend
to be imaginative and emotional, tend toward specializ-
ing in the arts, and prefer working in groups so as to
hear a broad array of different opinions. In college,
people with a creating style tend to major in the arts,
history, political science, English, and psychology. They
tend to select careers in social services (e.g., psychol-
ogy, nursing, public policy) and in arts and communica-
tion (e.g., theater, literature, journalism), and they pre-
fer jobs in which personal interactions predominate
(Kolb, Boyatzis, & Mainemelis, 2000; Cool & Van den
Broeck, 2007). In business schools, students in sales
and marketing and in human resources tend to have
higher scores in this style.

Research on these cognitive dimensions has found
that no matter what type of problem they face, most
people use their preferred cognitive style to approach
it. They prefer, and even seek, decision situations and
problem types that are consistent with their own style.
In one study, for example, managers who had a plan-
ning style implemented more computer-based systems
and rational procedures for decision making than did
creating-style managers. Managers in another study
defined identical problems differently depending on
their different cognitive styles (e.g., some thought the
problem required more data, whereas others thought
it required brainstorming new ideas). Other studies
found that differences in cognitive style led to signifi-
cantly different decision-making processes in managers
(see Henderson & Nutt, 1980; Chenhall & Morris,
1991; Ruble & Cosier, 1990; Kirton, 2003).

It is important to point out that very little rela-
tionship has been found between cognitive style and
academic performance among college students
(Armstrong, 2000; Cool & Van den Broeck, 2007);
that is, cognitive style does not indicate intelligence
or capability. Smart people may score high or low on
any of the cognitive styles. Knowing your cognitive
style, however, can prove advantageous in several
ways, such as when selecting career options, choos-
ing compatible business environments, identifying
the best work assignments, selecting compatible
teammates, and improving your decision making. It
can also help you determine which academic courses
will be most compatible with your cognitive style—
for example, a knowing style will probably feel more
comfortable in accounting, a planning style will
probably feel more comfortable in operations, and a
creating style will probably feel more comfortable in

advertising. No single course represents only one
cognitive style, of course, but the way in which you
process information is often more compatible with
one kind of course more than others.

People can modify their cognitive styles, of course,
as they engage in different kinds of activities, interact
with different kinds of people, or manage in different
kinds of work environments. Most people tend to adapt
to their circumstances. However, substantial evidence
shows that people tend to select an occupation that
reinforces and is consistent with their dominant cogni-
tive style (Agor, 1985; Chan, 1966). When they do,
they tend to be more successful.

The Cognitive Style Instrument you completed in
the Pre-assessment section of this chapter helps you
identify the tendencies you have toward gathering,
evaluating, and responding to information. Comparing
your scores against three different comparison groups
will help you gauge your own tendencies and inclina-
tions toward processing information. To fully capi-
talize on this information, you will also want to con-
sider your own orientation toward change in the next
section.

ATTITUDES TOWARD CHANGE

In order to capitalize fully on the strengths of your
own cognitive style, you also should be aware of your
orientation toward change. This is important because,
as the environment in which managers operate
continues to become more chaotic, more temporary,
more complex, and more overloaded with informa-
tion, your ability to process information is at least
partly constrained by your fundamental attitude about
change.

Almost no one disagrees with the prediction that
change will increase in the future, both in pace and
scope. The challenge of students and managers at the
beginning of the twenty-first century is to prepare for
a world that cannot be predicted by the experiences
of the past. This condition, according to Peter
Drucker (father of modern management), occurs no
more frequently than every 200 to 300 years. The last
times such conditions were encountered were at the
dawn of the Renaissance and the outset of the indus-
trial revolution. The world changed dramatically,
unpredictably. The patterns of the past could not be
used to predict the trends of the future. Dramatic,
transformational change occurred. Similarly, gradu-
ates of management schools will face an environment
in the decades ahead unlike one that any person has
ever experienced before.
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As pointed out earlier, both the half-life of knowl-
edge and the amount of knowledge available to people
are changing at incredible speeds. Even the half-life of
most information technologies is now less than one
year. (Consider how up-to-date your current computer
is, regardless of how recently you purchased it.) It is
estimated that in a decade, for example, personal com-
puters will become anachronistic as etching on
molecules replaces etching on silicon. It is predicted
that computers as small as a pencil head will be
implanted in the body to govern, for example, heart
rate, or in eyeglasses to display the name of every per-
son you pass by on the street.

Educated people who read the Wall Street Journal,
New York Times, or Herald Tribune are now exposed
to more information in one day than a person was
exposed to in a lifetime in the eighteenth century. Most
of the world’s population has never known a world
without a handheld computer, remote control, unlim-
ited TV channels, and satellite transmission, yet the
population group that is growing the fastest and that
controls most of society’s wealth is over 60 years old
and have just encountered the information revolution
in the last half of their lives. Alarmingly, a large majority
of the world’s population can only dream of having
access to current information technology, and even a
majority of the U.S. population cannot afford a com-
puter. Hence, we face a real danger of perpetuating
technological apartheid both in the United States and
throughout the world.

In business organizations, no manager at the
beginning of the twenty-first century would boast of
being stable, constant, or maintaining the status quo.
Even now, stability is interpreted more as stagnation
than steadiness, and organizations not in the business
of major transformation and revolution are generally
viewed as recalcitrant. The frightening uncertainty
that has always accompanied major change is now
superseded by a fear of staying the same.

All this is to say that the environment of the twenty-
first century will be characterized by turbulence, gigantic
change, rapid-fire decisions, and chaos. No one will have
time to read and analyze a case study. E-business has
changed the rules of the game. For example, it is now
possible for competitors in almost any business
to emerge on the Internet within 24 hours. No one
can predict the competitive environment anymore.
Customers are no longer geographically constrained, and
the standards for servicing them have changed
completely. Speed to market and competing against
time have begun to dominate the traditional com-
petitive advantages learned in business schools. Rapid

decision making, mostly without the benefit of
adequate information and careful analysis, is becoming
the norm.

In the midst of this chaotic pace of change—what
some refer to as “permanent white water”—being
aware of your own orientation toward change is an
important prerequisite for successfully coping with it.
Two dimensions of change orientation particularly rel-
evant for managers are discussed on the following
pages.

Tolerance of Ambiguity

The first important dimension is tolerance of ambi-
guity, which refers to the extent to which individuals
are threatened by or have difficulty coping with situa-
tions that are ambiguous, where change occurs rapidly
or unpredictably, where information is inadequate or
unclear, or where complexity exists. Stimulus-rich and
information-overloaded environments (for example,
air traffic control towers) are examples. Regardless of
their cognitive style, people vary in their aptitude for
operating in such circumstances.

People differ in the extent to which they are
“cognitively complex” or in the extent to which they
can cope with ambiguous, incomplete, unstructured,
dynamic situations. Individuals who have a high tol-
erance of ambiguity also tend to be more cognitively
complex. They tend to pay attention to more infor-
mation, interpret more cues, and possess more sense-
making categories than less complex individuals do.
Research has found that cognitively complex and
tolerant individuals are better transmitters of infor-
mation, more sensitive to internal (nonsuperficial)
characteristics of others when evaluating their perfor-
mance at work, and more behaviorally adaptive and
flexible under ambiguous and overloaded conditions
than less tolerant and less cognitively complex indi-
viduals. Managers with higher tolerance-of-ambiguity
scores are more likely to be entrepreneurial in their
actions, to screen out less information in a complex
environment, and to choose specialties in their occu-
pations that possess less-structured tasks. They also
cope more effectively with major organizational
change, downsizing, and role stress and conflict
(Armstrong-Stassen, 1998; Haase, Lee, & Banks, 1979;
Teoh & Foo, 1997; Timothy, Thoresen, Pucik, and
Welbourne, 1999).

It also should be pointed out, however, that indi-
viduals who are more tolerant of ambiguity have more
difficulty focusing on a single important element of
information—they are inclined to pay attention to a
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variety of items—and they may have somewhat less
ability to concentrate without being distracted
by interruptions. However, for the most part, in an
information-rich environment, tolerance of ambiguity
and cognitive complexity are more adaptive than the
opposite characteristics.

In the Skill Assessment section of this chapter, a
Tolerance of Ambiguity Scale (Budner, 1962)
assesses the extent to which you have a tolerance
for these kinds of complex situations. In scoring the
Tolerance of Ambiguity Scale (see the scoring key at
the end of the chapter), three different subscale
scores are assessed. One is the novelty score, which
indicates the extent to which you are tolerant of
new, unfamiliar information or situations. The
second subscale is the complexity score, which indi-
cates the extent to which you are tolerant of
multiple, distinctive, or unrelated information. The
third subscale is the insolubility score, which
indicates the extent to which you are tolerant of
problems that are very difficult to solve because, for
example, alternative solutions are not evident, infor-
mation is unavailable, or the problem’s components
seem unrelated to each other. In general, the more
tolerant people are of novelty, complexity, and insol-
ubility, the more likely they are to succeed as
managers in information-rich, ambiguous environ-
ments. They are less overwhelmed by ambiguous
circumstances.

It is important to note that cognitive complexity and
tolerance for ambiguity are not related to cognitive intel-
ligence, and your score on the Tolerance of Ambiguity
Scale is not an evaluation of how smart you are. Most
important, individuals can learn to tolerate more
complexity and more flexibility in their information-
processing abilities. The first step toward increasing
tolerance is becoming aware of where you are now by
completing the Skill Assessment section. Then the Skill
Analysis and Skill Practice sections of this chapter, along
with discussions such as the one in the chapters on prob-
lem solving and creativity, provide ways to improve your
tolerance for ambiguity and your cognitive complexity. It
is also interesting to note that a positive correlation exists
between tolerance of ambiguity and the second dimen-
sion of orientation toward change discussed here, inter-
nal locus of control.

Locus of Control

The second dimension of orientation toward change
is locus of control. It is one of the most studied and
written-about aspects of orientation toward change.

Locus of control refers to the attitude people develop
regarding the extent to which they are in control of their
own destinies. When individuals receive information
about the success or failure of their own actions, or
when something changes in the environment, they differ
in how they interpret that information. People receive 
reinforcements, both positive or negative, as they
attempt to make changes around them. If individuals
interpret the reinforcement they receive to be contingent
upon their own actions, it is called an internal locus of
control (that is, “I was the cause of the success or failure
of the change”). If they interpret the reinforcement as
being a product of outside forces, it is called an external
locus of control (that is, “Something or someone else
caused the success or failure”). Over time, people
develop a “generalized expectancy” about the dominant
sources of the reinforcements they receive. Thus, they
become largely internally focused or largely externally
focused with regard to the source of control they
perceive in a changing environment.

Over 10,000 studies have been done using the
locus of control scale. In general, the research sug-
gests that managers in North America have a far
greater tendency to have an internal locus of control
than, say, Middle Eastern and Far East managers
(Trompenaars, 1996). In Japan, for example, an
external locus of control has been associated with
high levels of stress and violence among teenagers,
presumably due to less emphasis on self-control
(Tubbs, 1994). In American culture, internal locus of
control is associated with the most successful man-
agers (for reviews of the literature, see Hendricks,
1985; Spector, 1982). For example, people with an
internal locus of control are more likely to (1) be
attentive to aspects of the environment that provide
useful information for the future, (2) engage in
actions to improve their environment, (3) place
greater emphasis on striving for achievement, (4) be
more inclined to develop their own skills, (5) ask
more questions, and (6) remember more information
than people with an external locus of control.

In the management literature, individuals who
have an internal locus of control are less alienated
from the work environment, more satisfied with their
work, and experience less job strain and more position
mobility (promotions and job changes) than do individ-
uals with an external locus of control (Bernardi, 1997;
Coleman, Irving, & Cooper, 1999; Newton & Keenan,
1990; Seeman, 1982). A study of leadership and group
performance found that internals were more likely to
be leaders and that groups led by internals were more
effective than those led by externals (Anderson &
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Schneider, 1978; Blau, 1993). Internals also were
found to outperform externals in stressful situations, to
engage in more entrepreneurial activity, to be more
active in managing their own careers, and to have
higher levels of job involvement than externals
(Bonnett & Furnham, 1991; Boone & Brabander, 1997;
Cromie, Callahan, & Jansen, 1992; Hammer & Vardi,
1981; Kren, 1992). Differences have also been found
regarding how power and authority are utilized by
externals and internals (see Chapter 5: Gaining Power
and Influence). External leaders tend to use coercive
power and threat, whereas internal leaders rely more
on persuasion and expertise as a source of power
(Sweeney, McFarlin, & Cotton, 1991). Moreover,
internals both demonstrate and are more satisfied with
a participative management style than externals are
(Judge, Erez, Bono, & Thoreson, 2002).

A study of locus of control among top executives
found that the firms led by internals engaged in more
innovation, more risky projects, more leadership in the
marketplace, longer planning horizons, more scanning
of the environment, and a more highly developed tech-
nology than external-led firms did (Miller, Kets de Vries,
& Toulouse, 1982). In summarizing the results of this
massive array of research on locus of control, the con-
clusion is consistent: in American culture, people are
handicapped by an external locus of control.

On the other hand, research also has found that an
internal locus of control is not a panacea for all man-
agement problems. Internal locus of control is not
always a positive attribute. For example, individuals
with an external locus of control have been found to be
more inclined to initiate structure as leaders (to help
clarify roles). Internals are less likely to comply with
leader directions and are less accurate in processing
feedback about successes and failures than are exter-
nals. Internals also have more difficulty arriving at deci-
sions with serious consequences for someone else
(Coleman et al., 1999; Rothenberg, 1980; Wheeler &
Davis, 1979).

It is important to note that locus of control can
shift over time, particularly as a function of the posi-
tion held at work, and that external locus of control
does not inhibit individuals from attaining positions of
power and influence at the top of organizations.
Therefore, no matter what your internal–external
score, you can be a successful manager in the right
setting, or you can alter your locus of control. Research
has shown that people who interpret information
about change as if they are in control of it, and who
perceive themselves to be in charge of their own
performance (and hence able to control outcomes

related to that performance), are more likely to be
effective managers in most circumstances in our cul-
ture.

The Locus of Control Scale in the Skill Assessment
section helps you generate a score showing the extent to
which you have an internal or external locus of control.
The scoring key identifies your External Locus of Control
score. Comparing your own score to the mean scores of
several other groups at the end of this chapter can help
you determine the extent to which you are internal
(below the mean scores) or external (above the mean
scores) in your orientation toward change.

In summary, two key attitudes toward change—
tolerance of ambiguity and locus of control—have
been found to be associated with success in manage-
ment roles. Knowing your scores on these two fac-
tors can help you capitalize on your strengths and
enhance your potential for management success.
While substantial research exists associating some
positive managerial behaviors with internal locus of
control and tolerance of ambiguity, possessing these
orientations is neither an assurance of success as a
manager nor a solution to the problems that man-
agers face. By knowing your scores, however, you
will be able to choose situations in which you are
more likely to feel comfortable, perform effectively,
and understand the point of view of those whose
perspectives differ from yours. Self-understanding is
a prerequisite to self-improvement and change.

CORE SELF-EVALUATION

Every person has a distinct personality. This concept of
personality refers to the relatively enduring combina-
tion of traits that makes an individual unique and at the
same time produces consistencies in his or her thoughts
and behaviors. We are all aware of the differences in
personalities among the people around us. These differ-
ences are manifest in certain kinds of behaviors,
attitudes, emotional reactions, and thought patterns.
Collectively, we refer to these unique patterns as a
person’s personality. Usually, personality refers to a
“trait” of individuals inasmuch as it is relatively endur-
ing and stable, even though it may be changed and
developed through conscious effort. There is much
disagreement about how much of our personality is
learned as opposed to being biologically or genetically
determined. Some explanation for what makes us
unique can certainly be attributed to the genetic
predispositions we bring with us when we are born. Yet,
a sizable portion of our behavioral makeup is learned
and can be changed. We focus in this chapter on factors
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over which we have some control and can change if we
determine to do so.

In the field of personality psychology, there has
been a gradual convergence around a few major
dimensions of personality. A review of the literature in
2001, for example, found that more than 50,000
studies had been conducted on just three attributes of
personality—self-esteem, locus of control, and neuroti-
cism or emotional stability (Bono & Judge, 2003).
More than 100 studies a month are published on the
topic of self-esteem alone! It has become popular in
psychology to refer to the “Big Five” personality
attributes as being the most important aspects of per-
sonality, although there is no scientific evidence that
such a conclusion is merited. These Big Five attributes
are the most researched, however, and they include
extroversion (the extent to which people are inclined
toward gregariousness and being outgoing instead of
quiet and reserved), agreeableness (the extent to
which people are friendly and affable as opposed to
being disagreeable and aggressive), conscientiousness
(the extent to which people are careful, task oriented,
and orderly as opposed to being disorganized, flexible,
and unreliable), neuroticism (the extent to which
people are emotionally fragile, negative, and fearful as
opposed to being optimistic, positive, and emotionally
stable), and openness (the extent to which people are
curious and open to new ideas as opposed to being
rigid or dogmatic). Individuals tend to differ on these
five attributes, and scores on these five factors have
been used to predict a variety of outcomes including
behavioral performance, life success, job satisfaction,
interpersonal attraction, and intellectual achievement.

Timothy Judge and his colleagues have found,
however, that differences in scores on these Big Five
personality attributes can be explained by a more
foundational personality factor. It is referred to as
core self-evaluation, or the fundamental evaluation
each person has developed about himself or herself.
According to Judge and colleagues (2003), core eval-
uations influence people’s appraisals of themselves,
the world, and others, but these evaluations operate
subconsciously. For the most part, people are not
aware of their own core self-evaluations. Yet, when
people respond to certain cues—including personal-
ity surveys, behavioral signals, or mental stimuli—
their responses are determined to a nontrivial extent
by this deeper and more fundamental self-appraisal.
In fact, core self-evaluations have been found to
predict individuals’ scores on the Big Five personality
attributes as well as a variety of other unique

personal differences. Most people are not aware of
the influence that their core self-evaluations have on
their perceptions and behaviors, so the assessment
instrument at the beginning of this chapter will be
very useful in helping you identify your own core
self-evaluation.

Core self-evaluation is sometimes referred to as
overall positive self-regard—or the extent to which
people value themselves and feel proficient as indi-
viduals. It is comprised of four components: (1) self-
esteem, or the extent to which people see themselves
as capable, successful, and worthy (Harter, 1990);
(2) generalized self-efficacy, or the sense of one’s abil-
ity to perform capably across a variety of circumstances
(Locke, McClear, & Knight, 1996); (3) neuroticism,
which is reversed-scored, or the tendency to have a
negative outlook and pessimistic approach to life
(Watson, 2000); and (4) locus of control, which has
been discussed earlier, referring to a person’s beliefs
about the extent to which he or she can control his or
her own experiences (Rotter, 1966). Whereas these
four personality traits have been studied separately in
psychology, it has been discovered that there is a great
deal of overlap, and, in combination, they create a
single, powerful factor that lies at the core of personal-
ity (Judge et al., 2002, 2003). This factor is called a
“latent” attribute that lies at the foundation of personal-
ity manifestations.

The commonalties among the four factors that
make up core self-evaluation are not difficult to under-
stand. That is, when people view themselves in a pos-
itive way, or when they possess high self-esteem, they
also tend to feel capable of performing effectively
across a variety of situations (generalized self-efficacy),
they feel in control of their circumstances (locus of
control), and they feel emotionally stable (the oppo-
site of neuroticism). Each of these factors by itself has
a slightly different meaning, of course, but the overlap
and shared meaning among them is the thing being
measured by the Core Self-Evaluation Survey. In other
words, core self-evaluation assesses the extent to
which you possess positive self-regard, or that you feel
valuable, capable, stable, and in control. The instru-
ment you completed in the Pre-assessment section
captures the commonality among these four factors
rather than their unique meaning. That is, your scores
reflect your own core self-evaluation rather than any
one of the components by themselves.

Of course, we have all met people who are self-
centered, braggarts, or narcissistic. They seem to
possess an abundance of positive self-regard, and we



DEVELOPING SELF-AWARENESS CHAPTER 1 81

might be tempted to think of them as having very
high scores in core self-evaluation. However, these
people also are likely to be insensitive to their abra-
sive impact on others. When threatened, they
emphasize winning or getting their way. They tend
to look in the mirror more often than others, spend
more time thinking about themselves and the
impressions they convey, and work to make them-
selves look good or be in the spotlight. They tend to
be manipulative in their relationships with others.
They are, in a word, selfish people. This is not the
same as having a positive core self-evaluation.
Rather, a positive core self-evaluation implies sensi-
tivity to others and to the environment so that rela-
tionships with others are strengthened rather than
weakened, developed rather than destroyed. As
summarized in Figure 1.3, strong, confident people
are better able to lead, to manage, and to form
supportive relationships with others.

Evidence for this fact comes from the studies of
the relationships between core self-evaluation and the
effectiveness of individuals at work. A great deal of
research has been conducted using this Core Self-
Evaluation Survey, and its validity has been established
in a variety of settings (Judge et al., 2003). Research
findings indicate that individuals with high core self-
evaluations tend to be more satisfied with their jobs.
One explanation for this result is that people are more
satisfied with their jobs when they are performing
more rewarding work and when they have more
complex and challenging work. As it turns out, people
with higher core self-evaluation scores tend to select
more challenging jobs and they tend to find the work
in which they are engaged to be more intrinsically

fulfilling. Their work is simply more rewarding and
more stimulating to them.

In addition to job satisfaction, core self-evaluation
is also strongly related to job performance. That is,
people who score higher in core self-evaluation tend
to perform more successfully at work as employees
and as managers (Judge & Bono, 2001). One reason
for this result is that high core self-evaluation scores
are strongly associated with motivation, and moti-
vated people (as you will see in Chapter 6) tend to
perform better. Similarly, people with higher core self-
evaluation scores tend to have higher levels of task
motivation (a desire to accomplish a task), persistence
(the inclination to spend the time needed to accom-
plish a task), productivity in the task itself (producing
more output), goal setting (establishing goals for
themselves), goal commitment (commitment to
accomplishing a goal), and activity level (energized
work behavior) (Erez & Judge, 2001). They tend
also to be more effective at overcoming obstacles
and challenges, in solving problems, and in adapting
to organizational change. People with high core 
self-evaluation scores have also been found to have
higher levels of life satisfaction and personal happiness
and lower levels of personal stress on the job and
experienced strain (headaches, backaches, and
somatic symptoms). Higher salary levels, less career
plateauing, and more organizational commitment
have also been found to be associated with higher
core self-evaluation scores.

In summary, core self-evaluation scores tend
to be a very important predictor of personality differ-
ences, job satisfaction, job performance, and life
happiness. When people have developed a positive

Core Self-

 Evaluation

Positive Self-Regard

Self-esteem
Self-efficacy
Emotional stability
Locus of control

Personality
uniqueness
Job satisfaction

Job performance
Life happiness

Figure 1.3 The Effects of Core Self-Evaluation
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self-regard—when they feel valuable, capable, stable,
and in control—they tend to function better at work,
in relationships, and in life. Developing management
skills and acquiring the competency to perform effec-
tively in work settings is one way to enhance feelings
of positive self regard.

Summary

Corporate America increasingly has begun to
discover the power of developing self-awareness
among its managers. Each year, millions of execu-
tives complete instruments designed to increase self-
awareness in companies such as Apple, AT&T,
Citicorp, Exxon, General Electric, Honeywell, 3M, and
the U.S. Army. An awareness of how individuals differ
in their emotional maturity, values priorities and val-
ues maturity, cognitive style, orientation toward
change, and personality has helped many companies
cope better with interpersonal conflicts, botched
communications, breakdowns in trust, and misun-
derstandings. For example, after requiring his top
100 managers to undergo self-awareness training,
the president of the computer reservations company
of Hilton Hotels and Budget Rent-a-Car stated:

We had some real morale problems. I realized I
had a mixed bag of people reporting to me and
that this training could help us better under-
stand each other and also understand how we
make decisions. We wouldn’t have made it
through [a recent company crisis] without self-
awareness training (Moore, 1987).

Not only does self-awareness training assist
individuals in their ability to understand, and thereby
manage, themselves, but it also is important in
helping individuals develop understanding of the dif-
ferences in others. Most people will regularly
encounter individuals who possess different styles, dif-
ferent sets of values, and different perspectives than
they do. Most work forces are becoming more, not
less, diverse. Self-awareness training as discussed in
this chapter, therefore, can be a valuable tool in
helping individuals develop empathy and understand-
ing for the expanding diversity they will face in work
and school settings. Self-awareness is a key compo-
nent of and a prerequisite for successful manage-
ment. The relationship between the five critical areas
of self-awareness and these management outcomes is
summarized in Figure 1.4.

Most of the following chapters relate to skills in
interpersonal or group interaction, but successful skill
development in those areas will occur only if individu-
als have a firm foundation in self-awareness. In fact,
there is an interesting paradox in human behavior: we
can know others only by knowing ourselves, but
we can know ourselves only by knowing others. Our
knowledge of others, and therefore our ability to man-
age or interact successfully with them, comes from
relating what we see in them to our own experience. If
we are not self-aware, we have no basis for knowing
certain things about others. Self-recognition leads to
recognition and understanding of others. As Harris
(1981) puts it:

Nothing is really personal that is not first inter-
personal, beginning with the infant’s shock of
separation from the umbilical cord. What we
know about ourselves comes only from the
outside, and is interpreted by the kind of expe-
riences we have had; and what we know about
others comes only from analogy with our own
network of feelings.

Behavioral Guidelines

Following are the behavioral guidelines relating to the
improvement of self-awareness. These guidelines will
be helpful to you as you engage in practice and
application activities designed to improve your self-
awareness.

1. Identify your sensitive line. Determine what
information about yourself you are most likely
to defend against.

2. Use the seven dimensions of national culture to
diagnose differences between your own values
orientation and that of individuals from other
cultures, age categories, or ethnic groups.

3. Identify a comprehensive, consistent, and uni-
versal set of principles on which you will base
your behavior. Identify the most important
terminal and instrumental values that guide
your decisions.

4. Expand your cognitive style, your tolerance of
ambiguity, and your internal locus of control by
increasing your exposure to new information
and engaging in different kinds of activities
than you are used to. Seek ways to expand and
broaden yourself.

5. Enhance your emotional intelligence by con-
sciously monitoring your own emotional
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responses and by practicing the diagnosis of
others’ emotional cues.

6. Develop a healthy core self-evaluation and
positive self-regard by consciously capitaliz-
ing on your personal strengths, and by high-
lighting and building on your successful
accomplishments.

7. Engage in honest self-disclosure with some-
one who is close to you and accepting of you.
Check out aspects of yourself that you are not
sure of.

8. Keep a journal, and make time regularly to
engage in self-analysis. Balance life’s activities
with some time for self-renewal.

Emotional
Intelligence

Identifies emotional
awareness and 

control

Attitudes Toward
Change

Identifies
adaptability and 

responsibility

Learning Style

Identifies
information

acquisition and 
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Values

Identifies
personal

standards and
moral judgment

Core Self-Evaluation

Identifies underlying
personality attributes

Self-understanding

and self-management

Managerial

effectiveness, job

satisfaction, and job

performance

Understanding

differences in others

Figure 1.4 Core Aspects of Self-Awareness and Managerial Implications
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SKILL ANALYSIS

CASES INVOLVING SELF-AWARENESS

Communist Prison Camp

To understand the development of increased self-awareness, it is helpful to consider the
opposite process, that is, the destruction of self-awareness. Understanding the growth
process is often enhanced by understanding the deterioration process. Hence, in the case
below, a process of psychological self-destruction is described as it occurred among prison-
ers of war during the Korean War. Consider how these processes that destroy self-awareness
can be reversed to create greater self-awareness. The setting is a prisoner-of-war camp
managed by the Communist Chinese.

In such prisons the total regimen, consisting of physical privation, prolonged interro-
gation, total isolation from former relationships and sources of information, detailed
regimentation of all daily activities, and deliberate humiliation and degradation, was
geared to producing a confession of alleged crimes, the assumption of a penitent
role, and the adoption of a Communist frame of reference. The prisoner was not
informed what his crimes were, nor was he permitted to evade the issue by making
up a false confession. Instead, what the prisoner learned he must do was reevaluate
his past from the point of view of the Communists and recognize that most of his for-
mer attitudes and behavior were actually criminal from this point of view. For
example, a priest who had dispensed food to needy peasants in his mission church
had to “recognize” that he was actually a tool of imperialism and was using his mis-
sionary activities as cover for exploitation of the peasants. Even worse, he had used
food as blackmail to accomplish his aims.

The key technique used by the Communists to produce social alienation to a
degree sufficient to allow such redefinition and reevaluation to occur was to put the
prisoner into a cell with four or more other prisoners who were somewhat more
advanced in their “thought reform” than he. Such a cell usually had one leader who
was responsible to the prison authorities, and the progress of the whole cell was
made contingent upon the progress of the least “reformed” member. This condition
meant in practice that four or more cell members devoted all their energies to getting
their least “reformed” member to recognize “the truth” about himself and to confess.
To accomplish this they typically swore at, harangued, beat, denounced, humiliated,
reviled, and brutalized their victim 24 hours a day, sometimes for weeks or months
on end. If the authorities felt that the prisoner was basically uncooperative, they
manacled his hands behind his back and chained his ankles, which made him com-
pletely dependent on his cellmates for the fulfillment of his basic needs. It was this
reduction to an animal-like existence in front of other humans which constituted the
ultimate humiliation and led most reliably to the destruction of the prisoner’s image
of himself. Even in his own eyes he became something that was not worthy of the
regard of his fellow man.

If, to avoid complete physical and personal destruction, the prisoner began to
confess in the manner desired of him, he was usually forced to prove his sincerity by
making irrevocable behavioral commitments, such as denouncing and implicating his
friends and relatives in his own newly recognized crimes. Once he had done this he
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became further alienated from his former self, even in his own eyes, and could seek
security only in a new identity and new social relationships. Aiding this process of
confessing was the fact that the crimes gave the prisoner something concrete to
which to attach the free-floating guilt that the accusing environment and his own
humiliation usually stimulated.

A good example was the plight of the sick and wounded prisoners of war who,
because of their physical confinement, were unable to escape from continual conflict
with their interrogator or instructor, and who therefore often ended up forming a
close relationship with him. Chinese Communist instructors often encouraged prison-
ers to take long walks or have informal talks with them and offered as incentives cig-
arettes, tea, and other rewards. If the prisoner was willing to cooperate and become
a “progressive,” he could join with other “progressives” in an active group life.

Within the political prison, the group cell not only provided the forces toward
alienation but also offered the road to a “new self.” Not only were there available
among the fellow prisoners individuals with whom the prisoner could identify
because of their shared plight, but once he showed any tendency to seek a new iden-
tity by truly trying to reevaluate his past, he received again a whole range of rewards,
of which perhaps the most important was the interpersonal information that he was
again a person worthy of respect and regard.

SOURCE: Schein, 1960.

Discussion Questions
1. What specific techniques were used to bring about the destruction of self-awareness

among the prisoners?
2. What opposite processes could be used to create the reverse process, that is, a

strengthening of the self-concept?
3. Assume that you are charged with the orientation of a cohort of new managers in

your organization. How would you help them understand their own strengths and
inclinations and how they could best contribute to the firm?

4. What mechanisms do people use, and what mechanisms could the prisoners of war
have used, to resist a change in their self-concepts?

5. What could be done to reform or rebuild the self-awareness of these prisoners?
What can be done to help individuals without self-awareness to improve that skill?

Computerized Exam

Graduate business school students were all required to take a one-credit-hour cur-
rent events course. Like other courses in the business school, the final exam was
administered on a computer. From a memory bank containing 350 questions, the
computer was programmed to select 40 questions for each student, flashing them on
the screen one at a time. Students could take the exam any time after the course
began in January, whenever they felt ready.

Unfortunately, problems arose. When the test was computerized, a “skip feature”
was added to the computer program. This feature was designed so that students
could pass over a question they didn’t want to answer immediately. The question,
theoretically, would return to the screen at a later time, simulating the way in which
students skip over and then return to questions on a written exam. However, the skip
feature didn’t work correctly. Instead of recycling skipped questions back to the stu-
dent, the computer simply threw them out. Thus, the skip feature became a way for
students to avoid any questions they couldn’t answer.
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Another snafu in the program was that when a certain number of questions were
skipped during the exam—apparently between six and ten—the computer automati-
cally ended the test. Scores were immediately flashed to the student and recorded in
the computer memory. Scores were calculated on a percentage basis, only counting
the questions that the student answered. Skipped questions were not counted as
correct or incorrect. Therefore, a student who answered ten questions, nine of them
correctly, and skipped enough other questions to trigger the automatic computer
shutoff, received a score of 90 percent.

Knowledge of the skip command apparently was widely distributed well before
the end of the term. One person estimated that at least half the students knew about
it. Upon review, 77 out of 139 members of the graduating class answered fewer than
the required 40 questions when they took the exam. When questioned, some students
said that they didn’t realize that a programming error had occurred and didn’t keep
track of how many questions were asked in total. Others argued that “it is like filling
out an income tax form. People hire accountants all the time to find loopholes that
they can use. That is not illegal, even if the government doesn’t advertise the loop-
holes. The commuter program allowed for this loophole, and we did what we did.”

1. If you were one of the students in the class:
a. Would you tell the instructor about the programming error before the end of

the term?
b. Report the names of the other students you knew who cheated?
c. Admit that you cheated?

2. If you were the instructor for the course, which of the following would you do?
a. Flunk the 77 students who did not complete 40 questions.
b. Require the 77 students to retake the exam, but let them graduate.
c. Require all 139 students to retake the course since no student reported the

problem, a violation of the student ethical code.
d. Change the computer program, but do nothing to the students.
e. Select another alternative.

3. What is your rationale for the decisions you made in questions 1 and 2 above?
Discuss your rationale with your colleagues.

4. What level of values maturity is displayed? What ethical principles are applied?

Decision Dilemmas

For each of the five scenarios below, select the choice you would make if you were in the
situation.

1. A young manager in a high-technology firm was offered a position by the firm’s
chief competitor for almost double her salary. Her firm sought to prevent her from
changing jobs, arguing that her knowledge of certain specialized manufacturing
processes would give the competitor unfair advantage. Since she had acquired
that knowledge through special training and unique opportunities in her current
position, the firm argued that it was unethical for her to accept the competitor’s
offer. What should the young manager do?

_______ Accept the offer

_______ Reject the offer
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2. A consumer advocate organization conducted a survey to determine whether
Wendy’s hamburgers were really any more “hot and juicy” than any other ham-
burgers. After testing a Big Mac, a Whopper, a Teen Burger, and a Wendy’s Hot
and Juicy, each hamburger brand received approximately the same number of
votes for being the juiciest. The consumer group advocated that Wendy’s not
advertise its hamburgers to be the juiciest. The company indicated that its own
tests showed different results and that the image of the burger was the important
thing, not the test results. Should the advertisements cease or not?

_______ Cease to advertise

_______ Continue to advertise

3. After several profitable years, the Bob Cummings Organic Vitamin Company was
made available for sale. Bob’s movie and TV appearances precluded him from
keeping track of a large company, and it became apparent that, if present trends
continued, the company would either have to expand substantially or lose a large
share of the market. Several firms were interested in purchasing the company for
the asking price, but one firm was particularly aggressive. It sponsored several par-
ties and receptions in Bob’s honor; a 35-foot yacht was made available for his use
during the summer; and several gifts for family members arrived during the holi-
days. Bob’s wife questioned the propriety of these activities. Was it appropriate for
Bob to accept the gifts? Should he sell to that firm?

_______ Proper to accept

_______ Not proper

_______ Should not sell

_______ Should sell

4. John Waller was hired to coach football. After two seasons, he was so successful
that he was named coach of the year by UPI, Sporting News, and ESPN. He was
also very vocal about the need to clean up cheating in college athletics, especially
among competitor schools in his own conference. He heard rumors about inap-
propriate alumni gifts to some of his own athletes, but after confronting those
involved, he received assurances that the rumors weren’t true. At the beginning
of the next season, however, he received conclusive evidence that seven of the
starters on his team, including an All-American, had received financial benefits
from a wealthy booster. What should Waller do?

_______ Kick them off the team

_______ Suspend them for several games

_______ Warn them but do nothing

5. Roger’s company had been battered by competition from Asian firms. Not only
were Asian products selling for less money, but their quality was substantially
higher. By investing in some high-technology equipment and fostering better
union–management relations, Roger was relatively certain that the quality gap
could be overcome. But his overhead rate was more than 40 percent above that of
the competitor firms. He reasoned that the most efficient way to lower costs
would be to close one of his older plants, lay off the employees, and increase pro-
duction in the newer plants. He knew just which plant would be the one to close.
The trouble was, the community was dependent on that plant as its major
employer and had recently invested a great deal of money for highway repair and
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streetlight construction around the plant. Most of the workforce were older
people who had lived in the area most of their lives. It was improbable that they
could obtain alternative employment in the same area. Should Roger close the
plant or not?

_______ Close the plant

_______ Do not close

Discussion Questions
Form a small group and discuss the following questions regarding these five scenarios:

1. Why did you make the choices you did in each case? Justify each answer.
2. What principles or basic values for decision making did you use in each case?
3. What additional information would you need in order to be certain about your

choices?
4. What circumstances might arise to make you change your mind about your deci-

sion? Could there be a different answer to each case in a different circumstance?
5. What do your answers tell you about your own emotional intelligence, values,

cognitive style, attitude toward change, and core self-evaluation?



DEVELOPING SELF-AWARENESS CHAPTER 1 89

SKILL PRACTICE

EXERCISES FOR IMPROVING 
SELF-AWARENESS THROUGH 

SELF-DISCLOSURE

Through the Looking Glass
In the nineteenth century, the concept of “looking-glass self” was developed to describe
the process used by people to develop self-awareness. It means that other people serve as
a looking glass for each of us. They mirror back our actions and behaviors. In turn, we
form our opinions of ourselves as a result of observing and interpreting this mirroring. The
best way to form accurate self-perceptions, therefore, is to share your thoughts, attitudes,
feelings, actions, and plans with others. This exercise helps you do that by asking you to
analyze your own styles and inclinations and then share and discuss them with others.
This sharing exercise will provide insights that you haven’t recognized before.

Assignment
In a group of three or four, share your scores on the Skill Assessment instruments.
Determine what similarities and differences exist among you. Do systematic ethnic or
gender differences exist? Now read aloud the 10 statements listed below. Each person
should complete each statement, but take turns going first. The purpose of your complet-
ing the statements aloud is to help you articulate aspects of your self-awareness and to
receive reactions to them from others.

1. In taking the assessment instruments, I was surprised by . . .

2. Some of my dominant characteristics captured by the instruments are . . .

3. Among my greatest strengths are . . .

4. Among my greatest weaknesses are . . .

5. The time I felt most successful was . . .
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6. The time I felt least competent was . . .

7. My three highest priorities in life are . . .

8. The way in which I differ most from other people is . . .

9. I get along best with people who . . .

10. From what the others in this group have shared, here is an impression I have
formed about each:

Diagnosing Managerial Characteristics
This exercise is designed to give you practice in diagnosing differences in others’ styles and
inclinations. Being aware of the styles, values, and attitudes of others will help you manage
them more effectively. Below are brief descriptions of four successful managers. They differ
in values, learning styles, orientations toward change, and interpersonal orientation. After
reading the scenarios, form small groups to discuss the questions that follow.

Michael Dell
Michael Dell is the kind of guy people either love or hate. He is worth more than $13 billion,
loves to go to work each day, and is as likely to tear a computer apart and put it back together
again as to read a financial report. More than 15 years after he started assembling computers
in his dorm room, Michael is still fascinated with the hardware. Despite his billionaire status,
“if anyone believes that he is not the chief technologist in this company, they are naive,” says
Robert McFarland, vice president of Dell’s federal sales group. Although Dell Computer is the
quintessential lean-and-mean company, Michael does not play the part of the whipcracker.
After recently receiving an award from the Austin, Texas, Chamber of Commerce, for
example, Michael and his wife stayed long after the program was over to chat with everyone
who wanted to meet him. He has been described as shy and quiet and not inclined toward
public hyperbole. “Michael has a genuine shyness . . . he is a genuinely mild-mannered, low-
key person who was very focused on reaching his objectives,” says Brian Fawkes, a former
Dell employee. Admittedly, Dell has experienced several missteps and losses, but Michael has
been unafraid to learn from missteps. “Michael makes mistakes. He just never makes the
same mistake twice,” says Mark Tebbe, president of a firm Dell recently acquired.

SOURCE: Adapted from Darrow, 1998.



DEVELOPING SELF-AWARENESS CHAPTER 1 91

Patrick M. Byrne
As president and chairman of Overstock.com in Salt Lake City, Utah, Byrne was a Marshall
Scholar who received his PhD in philosophy from Stanford University. His management
style, personality, and core values are illustrated in his interview with Fast Company:
“Learning philosophy has been useful in teaching me how to get to the heart of things—to
be able to deconstruct what the real issues are. People think we’re endless debaters, but
what we’re really doing is refining concepts in order to reach agreement. With negotiations,
instead of trying to fight someone on every one of the issues, most of the time it turns out he
cares about a whole bunch of things that you don’t care about. Make those trade-offs, and
he’ll think you’re being too generous when in fact you’re just giving him the sleeves off your
vest. Ultimately, philosophy is about values, and that definitely has its place in business. I
consider myself a far outsider to Wall Street. There’s a whole lot of obfuscation involved. In
August, I spoke out on how the Wall Street system was corrupt and how the financial press
was co-opted. Because of it I got called a buffoon and wacky; then a lot of lies came out
about my being gay, taking cocaine, and hiring a stripper. That’s sort of the fifth-grade level
we’re operating on. It doesn’t bother me. When you decide to stand for things, you have to
be prepared to face criticism, mockery, and derision.”

SOURCE: Adapted from Fast Company, 2005.

Maurice Blanks
When Maurice started architecture school, one of the professors said that only 25 percent
of the students would make it. Sure enough, Maurice dropped out in his forties after oper-
ating his own office in Chicago. He moved to Minneapolis to devote himself full time to
Blu Dot, a company he helped create. His discussion about architecture reveals a great
deal about his personal attributes. “Architecture is about keeping track of thousands of
pieces of information and making sure they’re all covered in the design. The implications
of failure are pretty high if you don’t—people could get hurt. Therefore, you learn that
you must be very efficient with information and organization, which naturally translates
to running the day-to-day operations of a company. It’s funny how the word ‘sell’ is never
used in architecture school, but to me the critiques were kind of informal lessons in sales.
For exams, you’d present your work to a jury—professors, peers, local architects, and so
on. Their job was to shell you; your job was to defend yourself. It’s pretty brutal. Tears are
not uncommon. But it taught me how to communicate ideas quickly and tailor informa-
tion to an audience.”

SOURCE: Adapted from Fast Company, 2005.

Gordon Bethune
Gordon Bethune has been described as the other earthy, exuberant, hard-drinking Texas
CEO who turned around an airline that is now famous for good service, happy employ-
ees, and admirable profitability. Herb Kelleher at Southwest Airlines is the best known,
but Gordon Bethune at Continental Airlines is the most successful. A high school drop-
out mechanic who spent years in the Navy, Gordon took over a twice-bankrupt airline in
1994 and led it from a $960 million loss to more than $600 million profit in five years.
Even from his early years as a Navy mechanic, Gordon was known as superb motivator of
people and a network builder. “He had a web of relationships that enabled him to get
whatever he needed,” said a former commanding officer. At Continental, Gordon turned
around a culture where morale was in the pits, on-time performance was abysmal, and
everything from the planes to the meals were a mess. Part of the turnaround was due to
Gordon’s personal attention to employees—for example, he attends the graduation cere-
monies of every new class of flight attendants, hands out candy canes to employees dur-
ing the Christmas season, shows up regularly at employee birthday parties, and holds a
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monthly open house in his office to encourage employee communication. “Anybody
who’s worked here longer than two months can recognize Gordon,” says a baggage
handler in Newark. When he walks through an airport, employees wave and call out his
name. Whereas Gordon is known as an irreverent and wild guy, he demands precision
and standardized levels of service in every place in the company. When he discovered
slightly larger white coffee cups in a Houston airport lounge, for example, he was told
that they were needed to fit the new coffee maker. He demanded that the coffee maker be
changed so that the standard blue cups could be used. No exceptions.”

SOURCE: Adapted from O’Reilly, 1999.

Discussion Questions

1. Rank these individuals from highest to lowest in terms of:
■ Emotional intelligence
■ Values maturity
■ Tolerance of ambiguity
■ Core self-evaluation
Justify your evaluations in a discussion with your colleagues and compare your
scores.

2. What is your prediction about the dominant learning styles of each of these indi-
viduals? What data do you use as evidence?

3. If you were assigned to hire a senior manager for your organization and this was
your candidate pool, what questions would you ask to identify these individuals’:
■ Cognitive styles
■ Values orientations
■ Orientation toward change
■ Core self-evaluation
Which one of these people would you hire if you wanted a CEO for your com-
pany? Why?

4. Assume that each of these individuals were members of your team. What would be
the greatest strengths and weaknesses of your team? What kinds of attributes would
you want to add to your team to ensure that it was optimally heterogeneous?

An Exercise for Identifying Aspects of Personal Culture:
A Learning Plan and Autobiography
The purpose of this exercise is to assist you in articulating your key goals and aspirations
as well as identifying a personal learning plan to facilitate your success. Because continu-
ous learning is so important for you to succeed throughout your life, we want to help you
identify some specific ambitions and to develop a set of procedures to help you reach your
potential.

This exercise is accomplished in three steps:

Step 1: (Aspirations): Write an autobiographical story that might appear in Fortune
Magazine, Fast Company, or the Wall Street Journal on this date 15 years from now. This
story should identify your notable accomplishments and your newsworthy successes.
What will you have achieved that will fulfill your dreams? What outcomes would make
you ecstatically happy? What legacy do you want to be known for?

Step 2: (Characteristics): Review your scores on the Pre-assessment instruments. Using
Figure 1.5, identify the extent to which you are satisfied with your scores on these various
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instruments. The vertical axis in the figure ranges from Very Satisfied to Very Dissatisfied.
The horizontal axis identifies the five areas of self-awareness being assessed in this chapter.
For each of the seven instruments, plot your satisfaction level with how you scored. By
joining those points together, you will have created a Self-Awareness Satisfaction Profile.
This will help you highlight areas in which you will want to improve.

Based on that plot, identify your distinctive competencies, your strengths, and your
unique attributes. What are the values, styles, and attitudes that will assist you in achiev-
ing the aspirations you have identified in Step 1?

Step 3: (Feedback): Interview a member of your family or someone who knows you
very well. Ask that person to describe what they see as your unique strengths and capa-
bilities. What does he or she see for you in your future? Include the following questions
in your interview:

■ Who do you know that you admire a great deal because of their success in life?
What capabilities and attributes do they possess?

■ Who do you know that has failed to achieve their potential? What do you see
as the most significant causes of their failure?

■ What do you see as the distinctive and notable capabilities that I possess?

Figure 1.5 Satisfaction with Self-Awareness Scores

1

Very
Dissatisfied

1 – Self-Awareness Assessment (current level of self-awareness)
2 – Emotional Intelligence Assessment (level of emotional intelligence)
3 – The Defining Issues Test (level of values maturity)
4 – The Cognitive Style Indicator (information gathering and evaluation)
5 – Locus of Control Scale (internal versus external locus of control)
6 – Tolerance of Ambiguity Scale (level of intolerance of ambiguity)
7 – Core Self-Evaluation Scale (level of positive self-regard)

Very
Satisfied

Neutral

2 3 4 5 6 7
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■ In what areas do you think I should focus my improvement and development
efforts?

■ What do you see me doing in 15 years?

Step 4: (Planning): Now identify the developmental activities in which you will engage if
you are to achieve your aspirations. With the insight you have gained from steps 2 and 3,
identify the things you must do to help you achieve what you hope to accomplish.
Consider the following activities.

■ What courses will you take?
■ What people will you get to know?
■ In what extracurricular or life-balance activities will you engage?
■ What will you read?
■ What spiritual activities will be most meaningful?

This written product should be handed in to your instructor, or it should be given to a
family member for safekeeping. Open and reread this document in five years to deter-
mine the extent to which you are on track.
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SKILL APPLICATION

ACTIVITIES FOR DEVELOPING 
SELF-AWARENESS

Suggested Assignments

1. Keep a journal for at least the remainder of this course. Record significant discov-
eries, insights, learnings, and personal recollections, not daily activities. Write in
your journal at least twice a week. Give yourself some feedback.

2. Ask someone you know well to complete the assessment instruments wherein
that person rates you on each item. Compare your scores and those of this other
person. Discuss differences, strengths, and areas of confusion. The goal is to help
you increase your self-awareness by getting a picture of yourself from the stand-
point of someone else.

3. Write down the comprehensive, consistent, and universal principles that guide your
behavior under all circumstances. What core principles will you rarely violate?

4. After completing the personal assessment instruments and discussing their impli-
cations with someone else, write an essay responding to the following four ques-
tions: (1) Who am I? (2) What are my main strengths and weaknesses? (3) What
do I want to achieve in my life? (4) What legacy do I want to leave?

5. Spend an evening with a close friend or relative discussing your emotional intelli-
gence, values, cognitive style, attitude toward change, and core self-evaluation.
You may want to have that person complete the instruments, giving his or her
impressions of you, so you can compare and contrast your scores. Discuss impli-
cations for your future and for your relationship.

6. Teach someone else the value of self-awareness in managerial success and explain
the relevance of emotional intelligence, values maturity, cognitive style, attitudes
toward change, and core self-evaluation. Describe the experience in your journal.

Application Plan and Evaluation

The intent of this exercise is to help you apply this cluster of skills in a real-life, out-of-class
setting. Now that you have become familiar with the behavioral guidelines that form the
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basis of effective skill performance, you will improve most by trying out those guidelines in
an everyday context. Unlike a classroom activity, in which feedback is immediate and
others can assist you with their evaluations, this skill application activity is one you must
accomplish and evaluate on your own. There are two parts to this activity. Part 1 helps pre-
pare you to apply the skill. Part 2 helps you evaluate and improve on your experience. Be
sure to write down answers to each item. Don’t short-circuit the process by skipping steps.

Part 1. Planning
1. Write down the two or three aspects of this skill that are most important to you.

These may be areas of weakness, areas you most want to improve, or areas that
are most salient to a problem you face right now. Identify the specific aspects of
this skill that you want to apply.

2. Now identify the setting or the situation in which you will apply this skill.
Establish a plan for performance by actually writing down a description of the sit-
uation. Who else will be involved? When will you do it? Where will it be done?

Circumstances:
Who else?
When?
Where?

3. Identify the specific behaviors in which you will engage to apply this skill.
Operationalize your skill performance.

4. What are the indicators of successful performance? How will you know you have
been effective? What will indicate you have performed competently?

Part 2. Evaluation
5. After you have completed your implementation, record the results. What hap-

pened? How successful were you? What was the effect on others?

6. How can you improve? What modifications can you make next time? What will
you do differently in a similar situation in the future?

7. Looking back on your whole skill practice and application experience, what have
you learned? What has been surprising? In what ways might this experience help
you in the long term?
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SCORING KEYS AND
COMPARISON DATA

Self-Awareness Assessment 

Scoring Key

SKILL AREA ITEMS ASSESSMENT

PRE- POST-

Self-disclosure and openness to feedback 1, 2, 3, 9, 11 ______ ______
Awareness of own values, emotional 4, 5, 6, 7, 8, 10 ______ ______

intelligence, change orientation, 
and core self-evaluation

Total Score ______ ______

Comparison Data (N = 5,000 students)

Compare your scores to three standards:
1. The maximum possible score = 66.
2. The scores of other students in the class.
3. Norm data from more than 5,000 business school students.

Pre-Test Post-Test
51.47 = mean = 54.52
56 or above = top quartile = 60 or above
52–55 = second quartile = 56–59
48–51 = third quartile = 51–55
47 or below = bottom quartile = 50 or below

Emotional Intelligence Assessment

Scoring Key

The statements below have been reorganized according to the key dimension of emo-
tional intelligence being assessed. The numbers next to each alternative indicate the num-
ber of points attached to that alternative. Circle which alternatives you selected, and then
add up the points for these 12 items.

ITEM ALTERNATIVE POINTS

Emotional Awareness
1 a 10

b 0
c 0

EXPLANATION: Only alternative (a) indicates that you are aware of what’s going on
inside emotionally.
5 a 5

b 10
c 0
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EXPLANATION: Alternative (a) may be OK if you are clear about your priorities, but alter-
native (b) indicates that you are aware of possible alternative points of view.
9 a 0

b 0
c 10

EXPLANATION: Only alternative (c) indicates that you are aware of your own emotional
reactions and will require compensation for the inevitable upset it will create.

Emotional Control (Balance)
2 a 0

b 5
c 10

EXPLANATION: Alternative (c) implies that you are confident enough to handle the sit-
uation on the spot. Alternative (b) confronts the issue but not in the presence of those
affected.
6 a 10

b 5
c 0

EXPLANATION: Alternative (a) is honest if it is done skillfully and avoids being harsh.
Alternative (b) relies on the other person getting an indirect hint.
10 a 0

b 0
c 10

EXPLANATION: Only alternative (c) demonstrates emotional control.

Emotional Diagnosis (Empathy)
3 a 5

b 10
c 0

EXPLANATION: Alternative (a) may be appropriate in some circumstances, but alterna-
tive (b) indicates sensitivity to a possible emotional issue on the part of the other person.
7 a 10

b 5
c 0

EXPLANATION: Alternative (a) indicates an ability to recognize different emotions but
to not let them get carried away. Alternative (b) acknowledges different emotional per-
spectives but may engender bad feelings or emotional casualties. Alternative (c) does not
acknowledge the different emotional commitments.
11 a 0

b 10
c 0

EXPLANATION: Only alternative (b) empathetically acknowledges the other person’s
feelings.
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Emotional Response
4 a 0

b 10
c 0

EXPLANATION: Alternatives (a) and (c) may indicate that you are not sensitive to the
emotional climate of the group, and your behavior may be inappropriate.
8 a 0

b 5
c 10

EXPLANATION: Alternative (b) may be appropriate if it isn’t a sign of narcissism, but
alternative (c) is clearly an indication of emotional control.
12 a 10

b 0
c 5

EXPLANATION: Alternative (b) implies losing emotional control, whereas (a) indicates
remaining under control.
Total ______________

Comparison Data (N = 5,000 students)

Mean score: 70
Top quartile: 86 or higher
Second quartile: 71–85
Third quartile: 55–70
Bottom quartile: 54 or lower

The Defining Issues Test

The possibility of misusing and misinterpreting this instrument is high enough that its
author, James Rest, maintains control over the scoring procedure associated with its use.
Some people may interpret the results of this instrument to be an indication of inherent
morality, honesty, or personal worth, none of which the instrument is intended to assess.
A scoring manual may be obtained from James Rest, Minnesota Moral Research Center,
Burton Hall, University of Minnesota, Minneapolis, MN 55455.

Our purpose is to help you become aware of the stage of moral development you rely
on most when facing moral dilemmas. To help determine that, the following lists present
the stage of moral development each statement associated with each story reflects. By
looking at the four statements you selected as most important in deciding what action to
take in each situation, you can determine which stage of development you use most often.

After you have done this, you should discuss which action you would take in each
situation and why, and why you selected the statements you did as the most important
ones to consider.

The Escaped Prisoner

1. Hasn’t Mr. Thompson been good enough for such a long time to prove he isn’t a bad
person? (Stage 3)
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2. Every time someone escapes punishment for a crime, doesn’t that just encourage
more crime? (Stage 4)

3. Wouldn’t we be better off without prisons and the oppression of our legal system?
(Indicates antiauthoritarian attitudes.)

4. Has Mr. Thompson really paid his debt to society? (Stage 4)
5. Would society be failing what Mr. Thompson should fairly expect? (Stage 6)
6. What benefits would prison be apart from society, especially for a charitable man?

(Nonsense alternative, designed to identify people picking high-sounding alternatives.)
7. How could anyone be so cruel and heartless as to send Mr. Thompson to prison?

(Stage 3)
8. Would it be fair to all the prisoners who had to serve out their full sentences if

Mr. Thompson was let off? (Stage 4)
9. Was Ms. Jones a good friend of Mr. Thompson? (Stage 3)

10. Wouldn’t it be a citizen’s duty to report an escaped criminal, regardless of circum-
stances? (Stage 4)

11. How would the will of the people and the public good best be served? (Stage 5)
12. Would going to prison do any good for Mr. Thompson or protect anybody? (Stage 5)

The Doctor’s Dilemma

1. Whether the woman’s family is in favor of giving her an overdose or not. (Stage 3)
2. Is the doctor obligated by the same laws as everybody else if giving her an overdose

would be the same as killing her? (Stage 4)
3. Whether people would be much better off without society regimenting their lives

and even their deaths. (Indicates antiauthoritarian attitudes.)
4. Whether the doctor could make it appear like an accident. (Stage 2)
5. Does the state have the right to force continued existence on those who don’t want

to live? (Stage 5)
6. What is the value of death prior to society’s perspective on personal values? (Nonsense

alternative, designed to identify people picking high-sounding alternatives.)
7. Whether the doctor has sympathy for the woman’s suffering or cares more about

what society might think. (Stage 3)
8. Is helping to end another’s life ever a responsible act of cooperation? (Stage 6)
9. Whether only God should decide when a person’s life should end. (Stage 4)

10. What values the doctor has set for himself in his own personal code of behavior.
(Stage 5)

11. Can society afford to let everybody end their lives when they want to? (Stage 4)
12. Can society allow suicides or mercy killing and still protect the lives of individuals

who want to live? (Stage 5)

The Newspaper

1. Is the principal more responsible to students or to the parents? (Stage 4)
2. Did the principal give his word that the newspaper could be published for a long

time, or did he promise to approve the newspaper one issue at a time? (Stage 4)
3. Would the students start protesting even more if the principal stopped the news-

paper? (Stage 2)
4. When the welfare of the school is threatened, does the principal have the right to

give orders to students? (Stage 4)
5. Does the principal have the freedom of speech to say “no” in this case? (Nonsense

alternative, designed to identify people picking high-sounding alternatives.)
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6. If the principal stopped the newspaper, would he be preventing full discussion of
important problems? (Stage 5)

7. Whether the principal’s order would make Rami lose faith in the principal. (Stage 3)
8. Whether Rami was loyal to his school and patriotic to his country. (Stage 3)
9. What effect would stopping the paper have on the students’ education in critical

thinking and judgment? (Stage 5)
10. Whether Rami was in any way violating the rights of others in publishing his own

opinions. (Stage 5)
11. Whether the principal should be influenced by some angry parents when it is the

principal who knows best what is going on in the school. (Stage 4)
12. Whether Rami was using the newspaper to stir up hatred and discontent. (Stage 3)

Cognitive Style Indicator 

Scoring and Comparison Data for the Cognitive Style Indicator

Scoring Key

Knowing Style: Items 5, 8, 11, 14 Add your scores and divide by 4: ________ 

Planning Style: Items 1, 3, 6, 9,
12, 15, 17 Add your scores and divide by 7: ________ 

Creating Style: Items 2, 4, 7, 10, 13, 
16, 18 Add your scores and divide by 7: ________

Comparison Data

YOUNG MANAGERS YOUNG MANAGERS & MBA
(N = 5,925) STUDENTS (N = 2,215)

STYLE MEAN SD MEAN SD

Knowing 3.89 .65 4.06 .96
Planning 3.78 .77 3.81 1.16
Creating 4.01 .60 4.16 .80

Locus of Control Scale

Scoring Key

Count up the number of items you selected from the list below:
2a 5b 9a 12b 16a 20a 23a 28b
3b 6a 10a 13b 17a 21a 25a 29a
4b 7a 11b 15b 18a 22b 26b

Total Score _________

Complete the online version of this new survey to see comparison data.
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Comparison Data (N = 5,000 students)

Mean score: 5.19 (SD = 3.04)
Top quartile: 7 or above
Third quartile: 5–6
Second quartile: 3–4
Bottom quartile: 2 or below
ADDITIONAL COMPARISONS (FROM ROTTER, 1966, 1972, 1982)
SAMPLE MEAN SD SOURCE

Ohio State psychology students (N=1,180) 8.29 3.97 1966
Connecticut psychology students (N=303) 9.22 3.88 1966
Peace Corps trainees (N=155) 5.95 3.96 1966
National high school students (N=1,000) 8.50 3.74 1966
Municipal administrators, Alberta, Canada (N=50) 6.24 3.31 1971
Business executives (N=71) 8.29 3.57 1980
Career military officers (N=261) 8.28 3.86 1980
Students using Developing Management Skills 5.19 3.04 2006

Tolerance of Ambiguity Scale

Scoring Key

High scores indicate an intolerance of ambiguity. Having high intolerance means that you
tend to perceive situations as threatening rather than promising. Lack of information or
uncertainty would tend to make you uncomfortable. Ambiguity arises from three primary
sources: novelty, complexity, and insolubility. These three subscales are measured by the
instrument.

In scoring the instrument, the even-numbered items must be reversed. That is, 7
becomes 1, 6 becomes 2, 5 becomes 3, 3 becomes 5, 2 becomes 6, and 1 becomes 7.
After reversing the appropriate items, sum all 16 items to get your score.

ITEM SUBSCALE ITEM SUBSCALE ITEM SUBSCALE ITEM SUBSCALE

1 I 5 C 9 N 13 N
2 N 6 C 10 C 14 C
3 I 7 C 11 N 15 C
4 C 8 C 12 I 16 C

N = Novelty Score (2, 9, 11, 13)
C = Complexity Score (4, 5, 6, 7, 8, 10, 14, 16)
I = Insolubility Score (1, 3, 12)
Total Score

Comparison Data (N = 5,000 students)

Mean score: 56.47
Top quartile: 63 or above
Third quartile: 57–62
Second quartile: 50–56
Bottom quartile: 49 or below
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Core Self-Evaluation Scale

Scoring Key

Sum your scores for all 12 items, making certain that you reverse your scores for items 2,
4, 6, 8, 10, 12. That is, for these items, 1 becomes 5, 2 becomes 4, 4 becomes 2, and 5
becomes 1. Divide the sum by 12 to produce an average CSES score.

1. _______ I am confident I get the success I deserve in life.
2. _______ Sometimes I feel depressed. (reverse)
3. _______ When I try, I generally succeed.
4. _______ Sometimes when I fail I feel worthless. (reverse)
5. _______ I complete tasks successfully.
6. _______ Sometimes, I do not feel in control of my work. (reverse)
7. _______ Overall, I am satisfied with myself.
8. _______ I am filled with doubts about my competence. (reverse)
9. _______ I determine what will happen in my life.

10. _______ I do not feel in control of my success in my career. (reverse)
11. _______ I am capable of coping with most of my problems.
12. _______ There are times when things look pretty bleak and hopeless to me.

(reverse)

Total _______
÷12 _______ (Average Score)

Comparison Data (N = 5,000 students)

(Compared to psychology students, business students, practicing managers)
Mean score: 3.88
Top quartile: 4.41 or above
Third quartile: 3.88 and 4.40
Second quartile: 3.35 and 3.87
Bottom quartile: 3.34 or below

SOURCE: Cools and Van den Broeck, 2007.
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SKILL ASSESSMENT

DIAGNOSTIC SURVEYS 
FOR MANAGING STRESS

STRESS MANAGEMENT ASSESSMENT

Step 1: Before you read the material in this chapter, please respond to the following
statements by writing a number from the rating scale below in the left-hand column (Pre-
assessment). Your answers should reflect your attitudes and behavior as they are now, not as
you would like them to be. Be honest. This instrument is designed to help you discover your
level of competency in stress management so you can tailor your learning to your specific
needs. When you have completed the survey, use the scoring key at the end of the chapter
to identify the skill areas discussed in this chapter that are most important for you to master.

Step 2: After you have completed the reading and the exercises in this chapter and, ideally,
as many as you can of the Skill Application assignments at the end of this chapter, cover up
your first set of answers. Then respond to the same statements again, this time in the right-
hand column (Post-assessment). When you have completed the survey, use the scoring key
at the end of the chapter to measure your progress. If your score remains low in specific skill
areas, use the behavioral guidelines at the end of the Skill Learning section to guide further
practice.

Rating Scale

1 Strongly disagree
2 Disagree
3 Slightly disagree
4 Slightly agree
5 Agree
6 Strongly agree

Assessment

Pre- Post-

When faced with stressful or time-pressured situations:

______ ______ 1. I use effective time-management methods such as keeping track of my time, making
to-do lists, and prioritizing tasks.

______ ______ 2. I maintain a program of regular exercise for fitness.

______ ______ 3. I maintain an open, trusting relationship with someone with whom I can share my
frustrations.

______ ______ 4. I know and practice several temporary relaxation techniques such as deep breathing
and muscle relaxation.

______ ______ 5. I frequently affirm my priorities so that less important things don’t drive out more
important things.

______ ______ 6. I maintain balance in my life by pursuing a variety of interests outside of work.

______ ______ 7. I have a close relationship with someone who serves as my mentor or advisor.

______ ______ 8. I effectively utilize others in accomplishing work assignments.
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______ ______ 9. I encourage others to generate recommended solutions, not just questions, when
they come to me with problems or issues.

______ ______ 10. I strive to redefine problems as opportunities for improvement.

TIME MANAGEMENT ASSESSMENT

In responding to the statements below, fill in each blank with the number from the rating
scale that indicates the frequency with which you do each activity. Assess your behavior
as it is, not as you would like it to be. How useful this instrument will be to you depends
on your ability to accurately assess your own behavior.

Please note that the first section of the instrument can be completed by anyone. The
second section applies primarily to individuals currently serving in a managerial position.

Turn to the end of the chapter to find the scoring key and an interpretation of your
scores.

Rating Scale

0 Never
1 Seldom
2 Sometimes
3 Usually
4 Always

Section I

______ 1. I read selectively, skimming the material until I find what is important, then high-
lighting it.

______ 2. I make a list of tasks to accomplish each day.

______ 3. I keep everything in its proper place at work.

______ 4. I prioritize the tasks I have to do according to their importance and urgency.

______ 5. I concentrate on only one important task at a time, but I do multiple trivial tasks at
once (such as signing letters while talking on the phone).

______ 6. I make a list of short five- or ten-minute tasks to do.

______ 7. I divide large projects into smaller, separate stages.

______ 8. I identify which 20 percent of my tasks will produce 80 percent of the results.

______ 9. I do the most important tasks at my best time during the day.

______ 10. I have some time during each day when I can work uninterrupted.

______ 11. I don’t procrastinate. I do today what needs to be done.

______ 12. I keep track of the use of my time with devices such as a time log.

______ 13. I set deadlines for myself.

______ 14. I do something productive whenever I am waiting.

______ 15. I do redundant “busy work” at one set time during the day.

______ 16. I finish at least one thing every day.

______ 17. I schedule some time during the day for personal time alone (for planning, meditation,
prayer, exercise).

______ 18. I allow myself to worry about things only at one particular time during the day, not
all the time.

______ 19. I have clearly defined long-term objectives toward which I am working.

______ 20. I continually try to find little ways to use my time more efficiently.



108 CHAPTER 2 MANAGING PERSONAL STRESS

Section II

______ 1. I hold routine meetings at the end of the day.

______ 2. I hold all short meetings standing up.

______ 3. I set a time limit at the outset of each meeting.

______ 4. I cancel scheduled meetings that are not necessary.

______ 5. I have a written agenda for every meeting.

______ 6. I stick to the agenda and reach closure on each item.

______ 7. I ensure that someone is assigned to take minutes and to watch the time in every
meeting.

______ 8. I start all meetings on time.

______ 9. I have minutes of meetings prepared promptly after the meeting and see that follow-
up occurs promptly.

______ 10. When subordinates come to me with a problem, I ask them to suggest solutions.

______ 11. I meet visitors to my office outside the office or in the doorway.

______ 12. I go to subordinates’ offices when feasible so that I can control when I leave.

______ 13. I leave at least one-fourth of my day free from meetings and appointments I can’t
control.

______ 14. I have someone else who can answer my calls and greet visitors at least some of
the time.

______ 15. I have one place where I can work uninterrupted.

______ 16. I do something definite with every piece of paper I handle.

______ 17. I keep my workplace clear of all materials except those I am working on.

______ 18. I delegate tasks.

______ 19. I specify the amount of personal initiative I want others to take when I assign them
a task.

______ 20. I am willing to let others get the credit for tasks they accomplish.

TYPE A PERSONALITY INVENTORY

Rate the extent to which each of the following statements is typical of you most of the
time. Focus on your general way of behaving and feeling. There are no right or wrong
answers. When you have finished, turn to the end of the chapter to find the scoring key
and an interpretation of your scores.

Rating Scale

3 The statement is very typical of me.
2 The statement is somewhat typical of me.
1 The statement is not at all typical of me.

_______ 1. My greatest satisfaction comes from doing things better than others.

_______ 2. I tend to bring the theme of a conversation around to things I’m interested in.

_______ 3. In conversations, I frequently clench my fist, bang on the table, or pound one fist
into the palm of another for emphasis.

_______ 4. I move, walk, and eat rapidly.
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_______ 5. I feel as though I can accomplish more than others.

_______ 6. I feel guilty when I relax or do nothing for several hours or days.

_______ 7. It doesn’t take much to get me to argue.

_______ 8. I feel impatient with the rate at which most events take place.

_______ 9. Having more than others is important to me.

_______ 10. One aspect of my life (e.g., work, family care, school) dominates all others.

_______ 11. I frequently regret not being able to control my temper.

_______ 12. I hurry the speech of others by saying “Uh huh,” “Yes, yes,” or by finishing their
sentences for them.

_______ 13. People who avoid competition have low self-confidence.

_______ 14. To do something well, you have to concentrate on it alone and screen out all distrac-
tions.

_______ 15. I feel others’ mistakes and errors cause me needless aggravation.

_______ 16. I find it intolerable to watch others perform tasks I know I can do faster.

_______ 17. Getting ahead in my job is a major personal goal.

_______ 18. I simply don’t have enough time to lead a well-balanced life.

_______ 19. I take out my frustration with my own imperfections on others.

_______ 20. I frequently try to do two or more things simultaneously.

_______ 21. When I encounter a competitive person, I feel a need to challenge him or her.

_______ 22. I tend to fill up my spare time with thoughts and activities related to my work (or
school or family care).

_______ 23. I am frequently upset by the unfairness of life.

_______ 24. I find it anguishing to wait in line.

SOURCE: Tolerance of Ambiguity Scale, S. Budner (1962), “Intolerance of Ambiguity as a Personality Variable,”

from Journal of Personality, 30: 29–50. Reprinted with the permission of Blackwell Publishing, Ltd.

SOCIAL READJUSTMENT RATING SCALE*
Circle any of the following you have experienced in the past year. Using the weightings at
the left, total up your score.

Mean Life
Value Event

87 1. Death of spouse/mate

79 2. Death of a close family member

78 3. Major injury/illness to self

76 4. Detention in jail or other institution

72 5. Major injury/illness to a close family member

71 6. Foreclosure on loan/mortgage

71 7. Divorce

70 8. Being a victim of crime

69 9. Being a victim of police brutality

*This assessment is not available online.
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69 10. Infidelity

69 11. Experiencing domestic violence/sexual abuse

66 12. Separation or reconciliation with spouse/mate

64 13. Being fired/laid-off/unemployed

62 14. Experiencing financial problems/difficulties

61 15. Death of a close friend

59 16. Surviving a disaster

59 17. Becoming a single parent

56 18. Assuming responsibility for sick or elderly loved one

56 19. Loss of or major reduction in health insurance/benefits

56 20. Self/close family member being arrested for violating the law

53 21. Major disagreement over child support/custody/visitation

53 22. Experiencing/involved in an auto accident

53 23. Being disciplined at work/demoted

51 24. Dealing with unwanted pregnancy

50 25. Adult child moving in with parent/parent moving in with adult child

49 26. Child develops behavior or learning problem

48 27. Experienced employment discrimination/sexual harassment

47 28. Attempting to modify addictive behavior of self

46 29. Discovering/attempting to modify addictive behavior of close family member

45 30. Employer reorganization/downsizing

44 31. Dealing with infertility/miscarriage

43 32. Getting married/remarried

43 33. Changing employers/careers

42 34. Failure to obtain/qualify for a mortgage

41 35. Pregnancy of self/spouse/mate

39 36. Experiencing discrimination/harassment outside the workplace

39 37. Release from jail

38 38. Spouse/mate begins/ceases work outside the home

37 39. Major disagreement with boss/coworker

35 40. Change in residence

34 41. Finding appropriate child care/day care

33 42. Experiencing a large unexpected monetary gain

33 43. Changing positions (transfer, promotion)

33 44. Gaining a new family member

32 45. Changing work responsibilities

30 46. Child leaving home

30 47. Obtaining a home mortgage

30 48. Obtaining a major loan other than home mortgage
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28 49. Retirement

26 50. Beginning/ceasing formal education

22 51. Receiving a ticket for violating the law

Total of Circled Items: _________

SOURCE: Social Readjustment Rating Scale, Hobson, Charles Jo, Joseph Kaen, Jane Szotek, Carol

M. Nethercutt, James W. Tiedmann and Susan Wojnarowicz (1998), “Stressful Life Events: 

A Revision and Update of the Social Readjustment Rating Scale,” International Journal of 

Stress Management, 5: 1–23.

SOURCES OF PERSONAL STRESS

1 Identify the factors that produce the most stress for you right now. What is it that creates
feelings of stress in your life?

Source of Stress Rating

2 Now give each of those stressors above a rating from 1 to 100 on the basis of how powerful
each is in producing stress. Refer to the Social Readjustment Rating Scale for relative
weightings of stressors. A rating of 100, for example, might be associated with the death of
a spouse or child, while a rating of 10 might be associated with the overly slow driver in
front of you.

3 Use these specific sources of stress as targets as you discuss and practice the stress
management principles presented in the rest of the chapter.



Improving the Management 
of Stress and Time

Managing stress and time is one of the most crucial, yet
neglected, management skills in a competent manager’s
repertoire. Here is why: The National Institute for
Occupational Safety and the American Psychological
Association estimate that the growing problem of stress
on the job siphons off more than $500 billion from the
nation’s economy. Almost half of all adults suffer adverse
health effects due to stress; the percentage of workers
feeling “highly stressed” more than doubled from 1985
to 1990 and doubled again in the 1990s. In one survey,
37 percent of workers reported that their stress level at
work increased last year, while less than 10 percent say
their stress level decreased. Between 75 and 90 percent
of all visits to primary care physicians are for stress-
related complaints or disorders. An estimated one
million workers are absent on an average working day
because of stress-related complaints, and approximately
550,000,000 workdays are lost each year due to stress.
In one major corporation, more than 60 percent of
absences were found to be stress related, and in the
United States as a whole, about 40 percent of worker
turnover is due to job stress. Between 60 and 80 percent
of industrial accidents are attributable to stress, and
worker compensation claims have skyrocketed in the
last two decades, with more than 90 percent of the law-
suits successful. It is estimated that businesses in the
United States alone will spend more than $12 billion on
stress management training and products this year
(American Institute of Stress, 2000). Name any other
single factor that has such a devastating and costly effect
on workers, managers, and organizations.

A review of the chapters in a recent medical book
on stress illustrates the wide-ranging and devastating
effects of stress: stress and the cardiovascular system,
stress and the respiratory system, stress and the endo-
crine system, stress and the gastrointestinal tract,
stress and the female reproductive system, stress and
reproductive hormones, stress and male reproductive
functioning, stress and immunodepression, stress and
neurological disorders, stress and addiction, stress
and malignancy, stress and immune functions with
HIV-1, stress and dental pathology, stress and pain, and
stress and anxiety disorders (Hubbard & Workman,

1998). Almost no part of life or health is immune from
the effects of stress.

As an illustration of the debilitating effects of job-
related stress, consider the following story reported by
the Associated Press.

Baltimore (AP) The job was getting to the
ambulance attendant. He felt disturbed by the
recurring tragedy, isolated by the long shifts.
His marriage was in trouble. He was drinking
too much.

One night it all blew up.
He rode in back that night. His partner

drove. Their first call was for a man whose leg
had been cut off by a train. His screaming and
agony were horrifying, but the second call was
worse. It was a child-beating. As the attendant
treated the youngster’s bruised body and
snapped bones, he thought of his own child.
His fury grew.

Immediately after leaving the child at the
hospital, the attendants were sent out to help a
heart attack victim seen lying in a street. When
they arrived, however, they found not a cardiac
patient but a drunk—a wino passed out. As they
lifted the man into the ambulance, their frustra-
tion and anger came to a head. They decided to
give the wino a ride he would remember.

The ambulance vaulted over railroad
tracks at high speed. The driver took the cor-
ners as fast as he could, flinging the wino
from side to side in the back. To the atten-
dants, it was a joke.

Suddenly, the wino began having a real
heart attack. The attendant in back leaned
over the wino and started shouting. “Die, you
sucker!” he yelled. “Die!”

He watched as the wino shuddered. He
watched as the wino died. By the time they
reached the hospital, they had their stories
straight. Dead on arrival, they said. Nothing
they could do.

The attendant, who must remain anony-
mous, talked about that night at a recent
counseling session on “professional burnout”—
a growing problem in high-stress jobs.
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As this story graphically illustrates, stress can pro-
duce devastating effects. Personal consequences can
range from inability to concentrate, anxiety, and depres-
sion to stomach disorders, low resistance to illness, and
heart disease. For organizations, consequences range
from absenteeism and job dissatisfaction to high accident
and turnover rates.

THE ROLE OF MANAGEMENT

Amazingly, a 25-year study of employee surveys
revealed that incompetent management is the largest
cause of workplace stress! Three out of four surveys
listed employee relationships with immediate supervi-
sors as the worst aspect of the job. Moreover, research in
psychology has found that stress not only affects work-
ers negatively, but it also produces less visible (though
equally detrimental) consequences for managers them-
selves (Auerbach, 1998; Staw, Sandelands, & Dutton,
1981; Weick, 1993b). For example, when managers
experience stress, they tend to:

❏ Selectively perceive information and see only
that which confirms their previous biases

❏ Become very intolerant of ambiguity and
demanding of right answers

❏ Fixate on a single approach to a problem
❏ Overestimate how fast time is passing (hence,

they often feel rushed)
❏ Adopt a short-term perspective or crisis mentality

and cease to consider long-term implications
❏ Have less ability to make fine distinctions in

problems, so that complexity and nuances are
missed

❏ Consult and listen to others less
❏ Rely on old habits to cope with current situations
❏ Have less ability to generate creative thoughts

and unique solutions to problems

Thus, not only do the results of stress negatively
affect employees in the workplace, but they also drasti-
cally impede effective management behaviors such as
listening, making good decisions, solving problems effec-
tively, planning, and generating new ideas. Developing
the skill of managing stress, therefore, can have signifi-
cant payoffs. The ability to deal appropriately with stress
not only enhances individual self-development but can
also have an enormous bottom-line impact on entire
organizations.

Unfortunately, most of the scientific literature on
stress focuses on its consequences. Too little examines

how to cope effectively with stress, and even less
addresses how to prevent stress (Hepburn, McLoughlin,
& Barling, 1997). We begin our discussion by present-
ing a framework for understanding stress and learning
how to cope with it. This model explains the major
types of stressors faced by managers, the primary reac-
tions to stress, and the reasons some people experi-
ence more negative reactions than others do. The last
section presents principles for managing and adapting
to stress, along with specific examples and behavioral
guidelines.

Major Elements of Stress

One way to understand the dynamics of stress is to
think of it as the product of a “force field” (Lewin,
1951). Kurt Lewin suggested that all individuals and
organizations exist in an environment filled with rein-
forcing or opposing forces (i.e., stresses). These forces
act to stimulate or inhibit the performance desired by
the individual. As illustrated in Figure 2.1, a person’s
level of performance in an organization results from fac-
tors that may either complement or contradict one
another. Certain forces drive or motivate changes in
behavior, while other forces restrain or block those
changes.

According to Lewin’s theory, the forces affecting
individuals are normally balanced in the force field. The
strength of the driving forces is exactly matched by
the strength of the restraining forces. (In the figure,
longer arrows indicate stronger forces.) Performance
changes when the forces become imbalanced. That is, if
the driving forces become stronger than the restraining
forces, or more numerous or enduring, change occurs.
Conversely, if restraining forces become stronger or
more numerous than driving forces, change occurs in
the opposite direction.

Feelings of stress are a product of certain stressors
inside or outside the individual. These stressors can be
thought of as driving forces in the model. That is, they
exert pressure on the individual to change present levels
of performance physiologically, psychologically, and
interpersonally. Unrestrained, those forces can lead to
pathological results (e.g., anxiety, heart disease, and
mental breakdown). However, most people have devel-
oped a certain amount of resiliency or restraining forces
to counter stressors and inhibit pathological results.
These restraining forces include behavior patterns, psy-
chological characteristics, and supportive social relation-
ships. Strong restraining forces lead to low heart rates,
good interpersonal relationships, emotional stability, and
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effective stress management. An absence of restraining
forces leads to the reverse.

Of course, stress produces positive as well as neg-
ative effects. In the absence of any stress, people feel
completely bored and lack any inclination to act. Even
when high levels of stress are experienced, equilibrium
can be restored quickly if there is sufficient resiliency.
In the case of the ambulance driver, for example, mul-
tiple stressors overpowered the available restraining
forces and burnout occurred. Before reaching such an
extreme state, however, individuals typically progress
through three stages of reactions: an alarm stage, a
resistance stage, and an exhaustion stage (Auerbach,
1998; Cooper, 1998; Selye, 1976).

REACTIONS TO STRESS

The alarm stage is characterized by acute increases in
anxiety or fear if the stressor is a threat, or by increases
in sorrow or depression if the stressor is a loss. A feeling
of shock or confusion may result if the stressor is partic-
ularly acute. Physiologically, the individual’s energy
resources are mobilized and heart rate, blood pressure,
and alertness increase. These reactions are largely self-
correcting if the stressor is of brief duration. However, if
it continues, the individual enters the resistance
stage, in which defense mechanisms predominate and
the body begins to store up excess energy.

Five types of defense mechanisms are typical of most
people who experience extended levels of stress. The first
is aggression, which involves attacking the stressor
directly. It may also involve attacking oneself, other
people, or even objects (e.g., whacking the computer). A
second is regression, which is the adoption of a behavior
pattern or response that was successful at some earlier

time (e.g., responding in childish ways). A third defense
mechanism, repression, involves denial of the stressor,
forgetting, or redefining the stressor (e.g., deciding that it
isn’t so scary after all). Withdrawal is a fourth defense
mechanism, and it may take both psychological and phys-
ical forms. Individuals may engage in fantasy, inattention,
or purposive forgetting, or they may actually escape from
the situation itself. A fifth defense mechanism is fixation,
which is persisting in a response regardless of its effective-
ness (e.g., repeatedly and rapidly redialing a telephone
number when it is busy).

If these defense mechanisms reduce a person’s
feeling of stress, negative effects such as high blood
pressure, anxiety, or mental disorders are never experi-
enced. The primary evidence that prolonged stress has
occurred may simply be an increase in psychological
defensiveness. However, when stress is so pronounced
as to overwhelm defenses or so enduring as to outlast
available energy for defensiveness, exhaustion may
result, producing pathological consequences.

While each reaction stage may be experienced as
temporarily uncomfortable, the exhaustion stage is the
most dangerous one. When stressors overpower or out-
last the resiliency capacities of individuals, or their ability
to defend against them, chronic stress is experienced and
negative personal and organizational consequences gen-
erally follow. Such pathological consequences may mani-
fest physiologically (e.g., heart disease), psychologically
(e.g., severe depression), or interpersonally (e.g., dissolu-
tion of relationships). These changes result from the
damage done to an individual for which there was no
defense (e.g., psychotic reactions among prisoners of
war), from an inability to defend continuously against a
stressor (e.g., becoming exhausted), from an overreac-
tion (e.g., an ulcer produced by excessive secretion of

Figure 2.1 Model of Force Field Analysis

Current Level of Functioning
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Figure 2.2 A General Model of Stress

body chemicals), or from lack of self-awareness so that
stress is completely unacknowledged.

Figure 2.2 identifies the major categories of stres-
sors (driving forces) that managers experience, as well
as the major attributes of resiliency (restraining forces)
that inhibit the negative effects of stress. Each of these
forces is discussed in some detail in this chapter, so
that it will become clear how to identify stressors, how
to eliminate them, how to develop more resiliency,
and how to cope with stress on a temporary basis.

COPING WITH STRESS

Individuals vary in the extent to which stressors lead to
pathologies and dysfunctions. Some people are labeled
“hot reactors,” meaning they have a predisposition to
experience extremely negative reactions to stress (Adler &
Hillhouse, 1996; Eliot & Breo, 1984). For others, stress is
experienced more favorably. Their physical condition,
personality characteristics, and social support mech-
anisms mediate the effects of stress and produce
resiliency, or the capacity to cope effectively with stress.

In effect, resiliency serves as a form of inoculation against
the effects of stress. It eliminates exhaustion. This helps
explain why some athletes do better in “the big game,”
while others do worse. Some managers appear to be bril-
liant strategists when the stakes are high; others fold
under the pressure.

An elaboration of the differences in dispositions
toward stress reactions comes from a set of studies in
which hot reactors were more likely to be women (men
reacted more quickly to stress, but more factors pro-
duced stress in women); individuals with low self-
esteem and who viewed themselves as less attractive;
and children who had been neglected, fearful, or in
chaotic or broken homes (Adler, 1999). Physician Frank
Trieber reported: “If you come from a family that’s
somehow chaotic, unstable, not cohesive, harboring
grudges, very early on, it’s associated later with greater
blood pressure reactivity to various types of stress.”

In managing stress, using a particular hierarchy of
approaches has been found to be most effective (Kahn &
Byosiere, 1992; Lehrer, 1996). First, the best way to
manage stress is to eliminate or minimize stressors with
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Figure 2.3 Some Physiological Effects of Stress

enactive strategies. These create, or enact, a new
environment for the individual that does not contain the
stressors. The second most effective approach is for indi-
viduals to enhance their overall capacity to handle stress
by increasing their personal resiliency. These are called
proactive strategies and are designed to initiate action
that resists the negative effects of stress. Finally, devel-
oping short-term techniques for coping with stressors is
necessary when an immediate response is required.
These are reactive strategies; they are applied as on-
the-spot remedies to reduce temporarily the effects of
stress.

To understand why this hierarchy of stress manage-
ment techniques is recommended, consider the physio-
logical processes that occur when stress is encountered.
Experiencing a stressor is like stepping on the accelera-
tor pedal of an automobile: the engine “revs up.” Within
seconds, the body prepares for exertion by having blood
pressure and heart rate rise substantially. The liver pours
out glucose and calls up fat reserves to be processed into
triglycerides for energy. The circulatory system diverts
blood from nonessential functions, such as digestion, to
the brain and muscles. The body’s intent is to extinguish
the stress by either “fight or flight.” However, if the
stressor is not eliminated as a result of these physiologi-
cal responses, the elevated blood pressure begins to take
its toll on arteries. Moreover, because the excess fat and
glucose don’t get metabolized right away, they stay in

the blood vessels. Heart disease, stroke, and diabetes are
common consequences. If the stress continues, minutes
later a second, less severe physiological response occurs.
The hypothalamus signals the pituitary to produce a
substance called ACTH. This substance stimulates the
adrenal cortex to produce a set of hormones known as
glucocorticoids. The action of ACTH serves to stimulate
a part of the brain vital to memory and learning, but
an excess actually can be toxic. That’s why impaired
memory and lower levels of cognition occur under con-
ditions of high stress. People actually get dumber! These
same glucocorticoids also suppress parts of the immune
system, so chronic stress leaves people more vulnerable
to infections. Figure 2.3 summarizes these physiological
consequences.

Individuals are better off if they can eliminate
harmful stressors and the potentially negative effects of
frequent, potent stress reactions. However, because
most individuals do not have complete control over
their environments or their circumstances, they can sel-
dom eliminate all harmful stressors. Their next-best
alternative, therefore, is to develop a greater capacity to
withstand the negative effects of stress and to mobilize
the energy generated by stressors. Developing personal
resiliency that helps the body return to normal levels of
activity more quickly—or that directs the “revved up
engine” in a productive direction—is the next best
strategy to eliminating the stressors altogether.

SOURCE: American Institute of Stress (2000), http://www.stress.org/problem.htm.
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Table 2.1 Four Key Sources of Stress

Time Stressors

• Work overload

• Lack of control

Encounter Stressors

• Role conflicts

• Issue conflicts

• Action conflicts

Situational Stressors

• Unfavorable working conditions

• Rapid change

Anticipatory Stressors

• Unpleasant expectations

• Fear

Finally, on a temporary basis, individuals can
respond to the revved-up state by using constructive
strategies such as temporary relaxation techniques and
mind control. Such techniques are designed to help
the “engine” return to idle more quickly, at least for a
short time.

Unfortunately, most people reverse the order of
coping strategies presented previously—that is, they
rely first on temporary reactive methods to cope with
stress because these actions can be implemented
immediately. But reactive strategies also have to be
repeated whenever stressors are encountered because
their effects are short-lived. Moreover, some common
reactive strategies, such as drinking, taking sleeping
pills, or letting off steam through anger, can become
habit-forming and harmful in themselves. Without
more long-term strategies, relying on repetitive reac-
tive strategies can create a vicious circle.

It takes more effort to develop proactive resiliency
strategies, but the effects are more long lasting. How-
ever, resiliency strategies can take time to implement;
hence, the payoff, while substantial, is not immediate.
The best and most permanent strategies are those that
eliminate stressors altogether. They require the longest
time to implement, and they may involve complex
arrangements. But because stress is purged, the payoff is
enduring.

Managing Stress

In the following sections, each of the three major
strategies for managing stress is discussed in detail.
Each section first describes the elements of the model
in Figure 2.2 and then discusses specific techniques for
effectively managing that aspect of stress. Because
elimination of stress is the most important stress man-
agement tool, we cover it in the most detail.

STRESSORS

Table 2.1 lists the four main types of stressors illustrated
in the story of the ambulance driver. The first, time
stressors, generally result from having too much to do
in too little time. These are the most common and most
pervasive sources of stress faced by managers in corpo-
rations (Kahn & Byosiere, 1992; Mintzberg, 1973;
Stalk & Hout, 1990; Vinton, 1992). One reason for
time stressors is that Western culture is extremely time
conscious and continues to be even more so year by
year. Fifteen years ago, when asked for the time, a per-
son might have responded, “It’s about 2:30.” Now the

response is more likely to be, “It’s 2:28,” or even, “It’s
15 seconds before 2:28.” The emphasis on time is also
evidenced by the many ways we have of talking about
time. We have time, keep time, buy time, save time,
mark time, spend time, sell time, waste time, kill time,
pass time, give time, take time, and make time.

This fascination with time makes it an important
source of stress. A variety of researchers, for example,
have studied the relationships between role overload
and chronic time pressures, on the one hand, and psy-
chological and physiological dysfunction on the other
(Fisher & Gitelson, 1983; French & Caplan, 1972;
Kahn et al., 1964; Singh, 1993, 1998). They found sig-
nificant relationships between the presence of time
stressors and job dissatisfaction, tension, perceived
threat, heart rate, cholesterol levels, skin resistance,
and other factors.

In the story of the ambulance drivers presented
earlier, time stressors were evidenced by the drivers’
work overload—that is, they felt compelled to accom-
plish a large number of tasks in a short time and were
not in control of the time available. When experienced
on a daily basis, time stressors can be highly detrimen-
tal. The presence of temporary time stressors may
serve as motivators for getting work done, and some
individuals accomplish much more when faced
with an immediate deadline than when left to work at
their own pace. However, a constant state of time
pressure—having too much to do and not enough
time to do it—is usually harmful.
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As mentioned in the first chapter on self-awareness,
time stressors are experienced differently in different
national cultures (Trompenaars,1996; Trompenaars &
Hampden-Turner, 1998). Some cultures, for example,
have an orientation toward a short time horizon where
time stressors are more prevalent (e.g., Philippines, the
United States, Ireland, Brazil, India, Australia). In cul-
tures with a longer time horizon (e.g., Hong Kong,
Czech Republic, Austria, Sweden, Portugal), on the
other hand, the immediacy of time demands is less
prevalent. Long-term planning and extended time hori-
zons make time stressors very different. Americans are
more inclined to pack a day full of short-term activities,
for example, each of which has a completion point.
Japanese or Polynesian people, on the other hand, may
have busy days, but their orientation is less toward
immediate task completion than a long-term wholeness.

Encounter stressors are those that result from
interpersonal interactions. Most people have experi-
enced the debilitating effects of a quarrel with a friend,
roommate, or spouse; of trying to work with an
employee or supervisor with whom there has been an
interpersonal conflict; or of trying to accomplish a task in
a group that is divided by lack of trust and cohesion.
Each of these stressors results from some kind of conflic-
tual interpersonal encounter. Encounter stressors are
especially common for managers. They generally arise
from three types of conflicts: role conflicts, in which roles
performed by group members are incompatible; issue
conflicts, in which disagreement exists over how to
define or solve a problem; and interaction conflicts, in
which individuals fail to get along well because of
mutual antagonism (Balzer, Doherty, & O’Connor, 1989;
Cordes & Dougherty, 1993; Fisher & Gitelson, 1983;
Singh, 1998).

Our own research has revealed that encounter stres-
sors in organizations have significant negative effects on
productivity and satisfaction (Cameron, 1994; Cameron,
Whetten, & Kim, 1987), and encounter stressors have
been found by other researchers to be at the very heart of
most organizational dysfunction (Likert, 1967; Peters,
1988; Pfeffer, 1998; Thoits, 1995). Not surprisingly,
encounter stressors more frequently affect managers
with responsibility for people rather than equipment.
The highest levels of encounter stress exist among man-
agers who interact frequently with other people and
have responsibility for individuals in the workplace
(French & Caplan, 1972; Singh, 1998). Poor relation-
ships with others cause particularly high levels of stress.
Mishra (1992) reviewed literature on interpersonal trust,
for example, and reported that lack of trust among

individuals not only blocks high quality communication,
information sharing, decision competence, and problem-
solving capabilities, but also results in high levels of
personal stress.

Differences have also been discovered among
national cultures with regard to encounter stressors
(Trompenaars & Hampden-Turner, 1998). The cultures
that are egalitarian, for example, and emphasize inter-
personal relationships as a way to accomplish work
(e.g., the United States, Norway, Ireland, and Finland)
face more encounter stress as a general rule than coun-
tries with a hierarchical or position-based orientation
(e.g., South Korea, India, Spain, and Israel). Similarly,
country cultures emphasizing affectivity as opposed to
neutrality (e.g., Iran and Mexico rather than China
and Japan), also have a tendency toward more
encounter stress due to the outward expression of
emotions. Reacting personally or emotionally to issues
tends to increase encounter stress in the workplace.
The point to keep in mind in managing stress is that
some people will experience certain kinds of stress
more than others. National culture is one predictive
factor. Thus, whereas encounter stress is a key for
everyone, it will be more typical of some people than
others.

In a national survey of workers in the United States
by Northwestern National Life (1992), encounter
stressors were cited as a major cause of burnout.
Table 2.2 summarizes the results of that study. When
workers reported not feeling free to interact socially,
experienced workplace conflict, didn’t talk openly
to managers, felt unsupported by fellow employees,
were stifled by red tape, and did not feel recognized,
burnout was significantly higher than when those
encounter stressors were not present. Of the 10 most
significant stressors associated with burnout, 7 dealt
with encounter stressors. The other 3 were situational
stressors, to which we turn next.

The third category of stressors, situational
stressors, arises from the environment in which a
person lives or from an individual’s circumstances.
One of the most common forms of situational stress is
unfavorable working conditions. For the ambulance
drivers, these would include continual crises, long
hours, and isolation from colleagues. In addition, wide-
reaching and increasingly rapid change also creates an
increase in stress. Cameron and his colleagues (1987,
1991, 1994), for example, reported that a large major-
ity of organizations in industrialized nations have
downsized or restructured since the beginning of the
1990s. Their research identified an almost universal
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Table 2.2 Causes of Burnout

WORK SITE CHARACTERISTICS PERCENTAGE OF EMPLOYEES REPORTING BURNOUT

Employees are not free to talk with one another. 48%
Employees are free to talk with one another. 28%

Personal conflicts on the job are common. 46%
Personal conflicts on the job are rare. 22%

Employees are given too little control. 46%
Employees are given enough control. 25%

Staffing or expense budgets are inadequate. 45%
Staffing or expense budgets are adequate. 21%

Management and employees do not talk openly. 44%
Management and employees talk openly. 20%

Management is unsupportive of employees. 44%
Management is supportive of employees. 20%

Sick and vacation benefits are below average. 44%
Sick and vacation benefits are average or better. 26%

Employee benefits have been reduced. 42%
Employee benefits have been maintained. 24%

Dealing with red tape is common. 40%
Dealing with red tape is rare. 22%

Employees are not recognized and rewarded. 39%
Employees are recognized and rewarded. 20%

Sample size: 1,299 private-sector employees in 37 organizations.

SOURCE: “Employee Burnout: Causes and Cures.” Northwestern National Life Insurance Company, Minneapolis, MN, 1992, p. 6. Copyright © 1993 by Northwestern National Life
Insurance Company. All rights reserved. No part of this information may be reproduced without the prior written permission of NWNL.

increase in situational stress as a result. The following
quotation from one employee is illustrative:

My husband and I both work for a huge con-
glomerate. We are carrying workloads that used
to be handled by three or four employees. We
come home exhausted after putting in 12-hour
days, drag ourselves behind lawn mowers and
vacuum cleaners at 9:00 at night, miss our chil-
dren’s soccer games and school plays, and
barely see each other. Because of today’s busi-
ness climate, we feel totally helpless to make a
move. Nobody dares quit a job these days. It’s
too risky. But the stress is killing us.

One of the most well-researched links between situ-
ational stressors and negative consequences involves
rapid change, particularly the effects of changes in life
events (Hobson et al., 1998; Holmes & Rahe, 1970;
Wolff, Wolf, & Hare, 1950). The Social Readjustment

Rating Scale (SRRS) was introduced in 1967 to track the
number of changes individuals had experienced over the
past 12 months. Since changes in some events were
thought to be more stressful than others, a scaling
method was used to assign weights to each life event.
More than 3,100 studies have been published just since
1995 among a variety of cultures, age groups, and occu-
pations using this SRRS instrument. More recently,
Hobson and colleagues (1998) revised the SRRS so that
the weightings of individual items have been updated.
The instrument was expanded from the original 43 items
in the Holmes and Rahe work to 51 items. Confirmation
of the item weights was produced by 3,122 adults of
various cultural, ethnic, socioeconomic, and gender back-
grounds. The weightings are similar and consistent across
each of these various groups. (Females have slightly
higher stress scores than males, for example, but the dif-
ferences are so small as to be nonmeaningful.) In other
words, we can have some confidence that the revised
instrument matches the situational stress experienced
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by most people in the twenty-first century (also see
Adler & Hillhouse, 1996; Rahe, Ryman, & Ward, 1980).
(You completed this revised instrument in the Assessment
section.)

Statistical relationships between the amount of life-
event change and physical illness and injury have been
found consistently among managers, sports figures, naval
personnel, and the general population. For example, on
the original instrument, scores of 150 points or below
resulted in a probability of less than 37 percent that a
serious illness would occur in the next year, but the prob-
ability increased to about 50 percent with scores of
150–300. Those who scored over 300 on the SRRS had
an 80 percent chance of serious illness (Holmes & Rahe,
1967; Kobasa, 1979). Evidence for the revised SRRS are
the same. High scores are strongly associated with illness
and/or injury, whereas low scores are much less likely to
experience illness or injury.

Several studies have been conducted using college
and high school football players to determine if life-event
change is related to injury as well as to illness (Bramwell,
Masuda, Wagner, & Holmes, 1975; Coddington &
Troxell, 1980). Bramwell and colleagues found that
college players with the lowest scores on the SRRS had
a rate of injury (they missed three or more practices) of
35 percent. Those with medium scores had an injury
rate of 44 percent, and those with high scores were
injured at the amazing rate of 72 percent. Coddington
and Troxell’s results showed an injury rate five times as
great for high scorers on the SRRS as for low scorers
among high school athletes. Cordes and Dougherty
(1993) reported findings about the extent to which daily
health changes occurred as a result of life-event changes.
Rather than focusing on major illness or injuries, they
recorded minor symptoms such as headache, nausea,
fever, backache, eyestrain, and so forth over 1,300 work-
days. The results revealed high correlations between
scores in life-event changes and the chronic presence of
these symptoms.

We must caution, of course, that scoring high on
the SRRS does not necessarily mean a person is going
to become ill or be injured. A variety of coping skills
and personal characteristics, to be discussed later, may
counteract those tendencies. The point to be made
here is that situational stressors are important factors
to consider in learning to manage stress skillfully.

Anticipatory stressors, the fourth category,
includes potentially disagreeable events that threaten to
occur—unpleasant things that have not yet happened,
but might happen. Stress results from the anticipation
or fear of the event. In the case of the ambulance

drivers, the constant threat of anticipating having to
witness one more incident of human suffering or death
served as an anticipatory stressor. In organizations that
experience rapid change, restructuring, or downsizing,
anticipatory stressors are also pervasive. People fear
that they will lose their jobs, they fear that their friends
will be ousted from the company, they become anxious
about new reporting and interpersonal relationships
that result from restructuring, and they worry that the
future will be unpredictable and frightful. Brockner and
Weisenfeld (1993) documented the negative effects of
layoffs and plant closings on survivors (those who kept
their jobs), and a paramount problem they identified is
the presence of anticipatory stressors.

In other contexts, Schein (1960) reported that dra-
matic behavioral and psychological changes occurred in
American prisoners in the Korean War. He identified
anticipatory stressors (e.g., threat of severe punishment)
as major contributors to psychological and physiological
pathology among the prisoners (see the Skill Analysis
section of Chapter 1, Communist Prison Camp). Stress
levels in organizations that announce layoffs, mergers,
or the introduction of new technologies skyrocket as
employees anticipate potential job changes, layoffs, or
new skills requirements (Cameron, 1998; Latack,
Kinicki, & Prussia, 1995).

Anticipatory stressors need not be highly unpleas-
ant or severe, however, to produce stress. Investigators
have induced high levels of stress by telling individuals
that they would experience a loud noise or a mild
shock or that someone else might become uncomfort-
able because of their actions (Milgram, 1963). Fear of
failure or fear of embarrassment in front of peers is a
common anticipatory stressor. Anxieties about retire-
ment and losing vitality during middle age have been
identified by Levinson (1978), Hall (1976), and others
as common stress producers as well.

Eliminating Stressors

Because eliminating stressors is a permanent stress
reduction strategy, it is by far the most desirable.
Although it is impossible, and even undesirable, for
individuals to eliminate all the stressors they encounter,
they can effectively eliminate those that are harmful.
One way is to “enact” the environment rather than
merely “react” to it. That is, individuals can actively
work to create more favorable environmental circum-
stances in which to work and live. By so doing, they
can rationally and systematically eliminate stressors.



MANAGING PERSONAL STRESS CHAPTER 2 121

Table 2.3 Management Strategies 

for Eliminating Stressors

TYPE OF STRESSOR ELIMINATION STRATEGY

Time Effective time management

Efficient time management

Delegating

Encounter Collaboration and team building

Emotional intelligence

Situational Work redesign

Anticipatory Goal setting

Small wins

Table 2.3 outlines several ways to eliminate each of the
four types of stressors.

ELIMINATING TIME STRESSORS
THROUGH TIME MANAGEMENT

As pointed out earlier, time is usually the greatest source
of stress for managers. With a literal explosion of time
management books, organizers, consultants, efficiency
enhancers, and technological time savers, you’d expect
most of us to be pretty good at managing our time. We
certainly have all the gadgets and advice we can use.
The trouble is, most of us are getting worse. Just look
around you. Whom do you know who is a terrific time
manager, who isn’t overloaded, or who doesn’t com-
plain about being stressed because of time? Which of
your acquaintances is not increasingly stressed by a per-
ceived absence of time? We’re hard-pressed to name
many. How about you?

It’s no surprise that time stress is escalating
because of the rapidity of change and the overwhelm-
ing amounts of information that people encounter in
the twenty-first century. Most of us are moving pretty
fast just to keep up, and most of us feel inadequate
because we find it impossible to completely keep up.
The Hilton Time Value Survey found that 77 percent of
people identified their top goal in the coming decade as
“spending more time with family and friends.” Two
thirds of the respondents indicated a desire to put more
emphasis on “having free time” (Davidson, 1995). The
trouble is, another study showed that the average man-
ager was required to engage in between 237 and 1,073
separate incidents a day. More than a third of managers

indicated that they don’t accomplish what they set out
to do each day. Time stress results. In this section we
review some time management principles that can
enable you to gain control over your time and organize
your fragmented, chaotic environment.

Two sets of skills are important for effectively man-
aging time and for eliminating time stressors. One set
focuses on efficiently using time each day. The other
set focuses on effectively using time over the long term.
Because the effectiveness approach to time management
serves as the foundation for the efficiency approach, we
explain it first. Then we review the tools and techniques
for achieving efficiency in time use.

Effective Time Management

Almost everyone suffers now and then from a pervasive
feeling of time stress. Along with the information age
has come an increasing sense that each of us is falling
behind. For example, this week more books will be
published in the United States alone than you could
read in the remainder of your life. Consequently, we all
have the feeling that we just can’t quite keep up.
Somehow, no matter how much time is available, it
seems to get filled up and squeezed out. Currently, the
most commonly prescribed solutions for attacking prob-
lems of time stress are to use calendars and planners, to
generate to-do lists, and to learn to say “no.” Although
almost all of us have tried such tactics, however, almost
all of us still claim to be under enormous time stress.
This is not to say that calendars, lists, and saying “no”
are never useful. They are, however, examples of
an efficiency approach to time management rather
than an effectiveness approach. In eliminating time
stressors, efficiency without effectiveness is fruitless.

Managing time with an effectiveness approach
means that (1) individuals spend their time on impor-
tant matters, not just urgent matters; (2) people are
able to distinguish clearly between what they view as
important versus what they view as urgent; (3) results
rather than methods are the focus of time manage-
ment strategies; and (4) people have a reason not to
feel guilty when they must say “no.”

A number of time management experts have
pointed out the usefulness of a “time management
matrix” in which activities are categorized in terms of
their relative importance and urgency (Covey, 1989;
Lakein, 1989). Important activities are those that
produce a desired result. They accomplish a valued
end, or they achieve a meaningful purpose. Urgent
activities are those that demand immediate attention.
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Figure 2.4 Types of Activities That Determine Time Use

They are associated with a need expressed by someone
else, or they relate to an uncomfortable problem or sit-
uation that requires a solution as soon as possible.
Figure 2.4 outlines this matrix and provides examples
of types of activities that fit in each quadrant.

Activities such as handling employee crises or cus-
tomer complaints are both urgent and important (Cell 1).
A ringing telephone, the arrival of the mail, or unsched-
uled interruptions might be examples of urgent but
potentially unimportant activities (Cell 2). Important
but nonurgent activities include developmental opportu-
nities, innovating, planning, and so on (Cell 3). Unimpor-
tant and nonurgent activities are escapes and routines
that people may pursue but which produce little valuable
payoff: for example, small talk, daydreaming, shuffling
paper, or arguing (Cell 4).

Activities in the Important/Urgent quadrant (Cell 1)
usually dominate the lives of managers. They are seen as
“have to” activities that demand immediate attention.
Attending a meeting, responding to a call or request,
interacting with a customer, or completing a report
might all legitimately be defined as Important/Urgent
activities. The trouble with spending all one’s time on
activities in this quadrant, however, is that they all
require the manager to react. They are usually controlled
by someone else, and they may or may not lead to a
result the manager wants to achieve.

The problem is even worse in the Unimportant/
Urgent quadrant (Cell 2). Demands by others that may
meet their needs but that serve only as deflections or
interruptions to the manager’s agenda only escalate a

sense of time stress. Because they may not achieve
results that are meaningful, purposeful, and valued—in
other words, important—feelings of time stress will
never be overcome. Experiencing overload and loss
of control can be guaranteed. Managers are merely
reactive. Moreover, when these time stressors are
experienced over an extended period of time, people
generally try to escape into Nonimportant/Nonurgent
activities (Cell 4) to relieve the stress. They escape,
shut out the world, or put everything on hold. How-
ever, although feelings of stress may be temporarily
relieved, no long-term solutions are implemented, so
time stress is never permanently reduced. That means
lives are spent battling crises 95 percent of the time and
escaping 5 percent of the time. A better alternative is to
focus on activities in the Important/Nonurgent quad-
rant (Cell 3). Activities that are Important/Nonurgent
might be labeled opportunities instead of problems.
They are oriented toward accomplishing high-priority
results. They prevent problems from occurring or build
processes that eliminate problems rather than just
reacting to them. Preparation, preventive maintenance,
planning, building resiliency, and organizing are all
“non-have-to” activities that are crucial for long-term
success. Because they are not urgent, however, they
often get driven out of managers’ time schedules.
Important/Nonurgent activities should be the top pri-
ority on the time management agenda. By ensuring
that these kinds of activities get priority, the urgent
problems being encountered can be reduced. Time
stressors can be eliminated.
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One of the most difficult yet crucially important
decisions you must make in managing time effectively is
determining what is important and what is urgent.
There are no rules for dividing all activities, demands, or
opportunities into those neat categories. Problems don’t
come with an “Important/Nonurgent” tag attached. In
fact, every problem or time demand is important to
someone. But if you let others determine what is and
is not important, you will never effectively manage your
time.

Barry Sullivan, CEO at First Chicago, for example,
reorganized the way he manages his time. Instead of
leaving his appointments calendar in the control of
his secretary, he now decides what activities he wants to
accomplish, then he allocates specific blocks of time
to work on those activities. Only after he has made
these determinations does he make his calendar avail-
able to his secretary to schedule other appointments. Jan
Timmer, recent CEO of Philips Electronics, assigned an
auditor to keep track of the way he used his time. He
reported to the entire company quarterly the percent of
his time he spent on key company objectives.

The question still remains, however: How can
people make certain that they focus on activities that are
important, not just urgent? The answer is to identify
clear and specific personal priorities. In Chapter 1,
Developing Self-Awareness, we pointed out how impor-
tant it is for people to be aware of their own core values
and to establish a set of basic principles to guide their
behavior. In order to determine what is important in
time management, those core values, basic principles,
and personal priorities must be clearly identified.
Otherwise, individuals are at the mercy of the unremit-
ting demands that others place upon them.

In order to help you articulate clearly the basis for
judging the importance of activities, consider the fol-
lowing questions:

1. What do I stand for? What am I willing to die
(or live) for?

2. What do I care passionately about?
3. What legacy would I like to leave? What do I

want to be remembered for?
4. What do I want to have accomplished 20 years

from now?
5. If I could persuade everyone in the world to fol-

low a few basic principles, what would they be?

Answering these questions can help you create
a personal principles statement. A personal principles
statement is an articulation of the criteria you use for

evaluating what is important. Other people generally help
determine what is urgent. But judging importance must
be done in relation to a set of personal principles and val-
ues. Table 2.4 presents two different types of personal
principles statements. They are provided as examples of
the kinds of principles statements you can write for your-
self. At the end of the Developing Self-Awareness chapter,

Table 2.4 Examples of Personal 

Principles Statements

From Mahatma Gandhi

Let then our first act every morning be to make the
following resolve for the day:

• I shall not fear anyone on earth.

• I shall fear only God.

• I shall not bear ill will toward anyone.

• I shall not submit to injustice from anyone.

• I shall conquer untruth by truth.

• And in resisting untruth I shall put up with all suffering.

From William Rolfe Kerr

Prime Personal and Professional Principles:

• Succeed at home first.

• Seek and merit Divine help.

• Never compromise with honesty.

• Remember the people involved.

• Plan tomorrow today.

• Develop one new proficiency a year.

• Attain visibility by productivity.

• Hustle while I wait.

• Facilitate the success of my colleagues.

• Pursue excellence in all my endeavors.

• Be sincere and gentle yet decisive.

• Be a creative and innovative person.

• Don’t fear mistakes.

• Concentrate all abilities on the task at hand.

• Obtain the counsel of others.

• Defend those who are absent.

• Listen twice as much as I speak.

• Be orderly in work and person.

• Maintain a positive attitude and sense of humor.
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Table 2.5 Typical Patterns of Time Use

• We do what we like to do before we do what we don’t like to do.

• We do the things we know how to do faster than the things we do not know how to do.

• We do the things that are easiest before things that are difficult.

• We do things that require a little time before things that require a lot of time.

• We do things for which the resources are available.

• We do things that are scheduled (e.g., meetings) before nonscheduled things.

• We sometimes do things that are planned before things that are unplanned.

• We respond to demands from others before demands from ourselves.

• We do things that are urgent before things that are important.

• We readily respond to crises and to emergencies.

• We do interesting things before uninteresting things.

• We do things that advance our personal objectives or that are politically expedient.

• We wait until a deadline before we really get moving.

• We do things that provide the most immediate closure.

• We respond on the basis of who wants it.

• We respond on the basis of the consequences to us of doing or not doing something.

• We tackle small jobs before large jobs.

• We work on things in the order of arrival.

• We work on the basis of the squeaky-wheel principle (the squeaky wheel gets the grease).

• We work on the basis of consequences to the group.

we urged you to take time to develop a statement of your
own basic principles. These are the criteria upon which
you judge activities to be important. Without such a state-
ment, it is unlikely that you will be able to overcome the
tyranny of urgent time demands.

Basing time management on core principles that
serve to judge the importance of activities is also the
key to being able to say “no” without feeling guilty.
When you have decided what it is that you care about
passionately, what it is you most want to accomplish,
and what legacy you want to leave, you can more eas-
ily say “no” to activities that aren’t congruent with
those principles. We are always saying “no” to some-
thing anyway. But usually we are saying “no” to
Important/Nonurgent activities (Cell 3) that are most
congruent with our personal objectives or missions.
People who experience the most time stress are those
who allow others to generate their personal principles
statement for them through their demands for time.
Clarifying your core principles and making them public
not only helps make them more powerful, but it also

provides a basis for saying “no” without feeling guilty.
You can opt for prevention, planning, personal develop-
ment, and continuous improvement, knowing that
these Important/Nonurgent activities will help elimi-
nate and prevent the problems that create time stress.
Effectiveness in time management, then, means that
you accomplish what you want to accomplish with
your time. How you achieve those accomplishments
relates to efficiency of time use, to which we now turn.

Efficient Time Management

In addition to approaching time management from the
point of view of effectiveness (i.e., aligning time use
with core personal principles), it is also important to
adopt an efficiency point of view (i.e., accomplishing
more by reducing wasted time). Many techniques are
available to help managers utilize more efficiently the
time they have each day.

One way to enhance efficient time use is to be
alert to your own tendencies to use time inefficiently.
The list of propositions in Table 2.5 shows general



MANAGING PERSONAL STRESS CHAPTER 2 125

patterns of behavior for most individuals in their use
of time. In many situations, these tendencies may
represent appropriate responses. In others, however,
they can get in the way of efficient time management
and increase time stressors unless individuals are
aware of them and their possible consequences.

For example, if we do things that are planned
before things that are unplanned, some important tasks
may never get done unless consciously scheduled.
Because many people have a tendency to do things that
are urgent before things that are important, they may
find themselves saying “no” to important things in order
to attend to urgent things, thereby perpetuating feelings
of overload. If we do the things that are easiest before
the things that are difficult, our time may be taken up
dealing with mundane and easy-to-resolve issues while
difficult but important problems go unresolved.

To help you identify your own time management
practices, and to help you determine the efficiency
with which you use your time, we included in the
Assessment section an instrument to help you diag-
nose your time management competency: The Time
Management Survey. The first part of that survey
applies to everyone in daily life. The second part is
most applicable to individuals who have managed or
worked in an organization. The scoring information at
the end of the chapter will show you how well you
manage your time compared to others. The rules set
forth below correspond to the item numbers in the
assessment survey.

The Time Management Survey lists guidelines or
techniques that have been derived from research on
the management of time. Whereas one kind of time
stressor is having too much time available (i.e., bore-
dom), that is not usually the one facing managers and
students. The rules in this survey, therefore, relate to
the opposite problem, that is, having too little time
available due to an overloaded schedule.

Of course, no individual can or should implement
all of these time management techniques at once. The
amount of time spent trying to implement all the tech-
niques would be so overwhelming that time stressors
would only increase. Therefore, it is best to incorporate
just a few of these techniques at a time into your every-
day life. Implement those hints first that will lead to the
most improvement in your use of time. Saving just
10 percent more time or using an extra 30 minutes a
day more wisely can produce astounding results over
months and years. Saving 30 minutes per day is the
equivalent of one full year over a 48-year work life.
That’s one full year’s time, nonstop, without sleep or
eating! Effective time management, then, not only

helps a person accomplish more in a typical workday
but also helps eliminate feelings of stress and overload
that are so detrimental to personal accomplishment and
satisfaction.

What follows is a brief discussion of these 40 tech-
niques. The first 20 are applicable to anyone in all
aspects of life; the remaining relate more directly to
managers and the management role.

Rule 1 Read selectively. This applies mainly to indi-
viduals who find themselves with too much material
they must read such as mail, magazines, newspapers,
books, brochures, instructions, and so on. Except when
you read for relaxation or pleasure, most reading should
be done the way you read a newspaper, that is, skim
most of it, but stop to read what seems most important.
Even the most important articles don’t need a thorough
reading because important points are generally at the
beginnings of paragraphs or sections. Furthermore, if
you underline or highlight what you find important, you
can review it quickly when you need to.

Rule 2 Make a list of things to accomplish today.
Focus on what you want to achieve, not just on what
you want to do. This is a commonsense rule that
implies that you need to do some advance planning
each day and not rely solely on your memory. (It also
suggests that you should have only one list, not mul-
tiple lists on multiple scraps of paper.)

Rule 3 Have a place for everything and keep every-
thing in its place. Letting things get out of place robs
you of time in two ways: you need more time to find
something when you need it, and you are tempted to
interrupt the task you are doing to do something else.
For example, if material for several projects is scattered
on top of your desk, you will be continually tempted to
switch from one project to another as you shift your
eyes or move the papers.

Rule 4 Prioritize your tasks. Each day you should
focus first on important tasks and then deal with
urgent tasks. During World War II, with an over-
whelming number of tasks to perform, General
Dwight D. Eisenhower successfully managed his time
by following rule 4 strictly. He focused his attention
rigorously on important matters that only he could
resolve, while leaving urgent, but less important mat-
ters to be dealt with by subordinates.

Rule 5 Do one important thing at a time but sev-
eral trivial things simultaneously. You can accomplish a
lot by doing more than one thing at a time when tasks
are routine, trivial, or require little thought. This rule
allows managers to get rid of multiple trivial tasks in
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less time (e.g., signing letters while talking on the
phone). However, take a cue from great flight atten-
dants, retail clerks, or food servers: give one important
item, or person, all your attention.

Rule 6 Make a list of some 5- or 10-minute discre-
tionary tasks. This helps use the small bits of time
almost everyone has during his or her day (waiting for
something to begin, between meetings or events, talk-
ing on the telephone, etc.). Beware, however, of
spending all your time doing these small discretionary
tasks while letting high-priority items go unattended.

Rule 7 Divide up large projects. This helps you avoid
feeling overwhelmed by large, important, urgent tasks.
Feeling that a task is too big to accomplish contributes to
a feeling of overload and leads to procrastination.

Rule 8 Determine the critical 20 percent of your
tasks. Pareto’s law states that only 20 percent of the work
produces 80 percent of the results. Therefore, it is impor-
tant to analyze which tasks make up the most important
20 percent and spend the bulk of your time on those.

Rule 9 Save your best time for important matters.
Time spent on trivial tasks should not be your “best
time.” Do routine work when your energy level is low,
your mind is not sharp, or you aren’t on top of things.
Reserve your high-energy time for accomplishing the
most important and urgent tasks. Many of us are often
like puppets whose strings are being pulled by a crowd
of unknown and unorganized people. Don’t let others
interrupt your best time with unwanted demands.
You, not others, should control your best time.

Rule 10 Reserve some time during the day when
others don’t have access to you. Use this time to
accomplish Important/Nonurgent tasks, or spend it
just thinking. This might be the time before others in
the household get up, after everyone else is in bed, or
at a location where no one else comes. The point is to
avoid being in the line of fire all day, every day, with-
out personal control over your time.

Rule 11 Don’t procrastinate. If you do certain tasks
promptly, they will require less time and effort than if
you put them off. Of course, you must guard against
spending all your time on trivial, immediate concerns
that crowd out more important tasks. The line between
procrastination and time wasting is a fine one, but don’t
get in the habit of deciding that “I’ll get to this later.”

Rule 12 Keep track of your time. This is one of the
best time management strategies. It is impossible to
improve your management of time or decrease time
stressors unless you know how you spend your time.

You should keep time logs in short enough intervals to
capture the essential activities, but not so short that
they create a recording burden. Try keeping track of
what you do every 30 minutes or hour. Parts of the Skill
Practice and Skill Application sections suggest that you
keep a time log for at least two weeks. Eliminate activi-
ties that don’t help you accomplish your desired out-
comes, or your statement of personal principles.

Rule 13 Set deadlines. This helps improve your effi-
cient use of time. Work always expands to fill the time
available, so if you don’t specify a termination time,
tasks tend to continue longer than they need to.

Rule 14 Do something productive while waiting. It
has been estimated that up to 20 percent of an average
person’s time is spent in waiting. During such time, try
reading, planning, preparing, rehearsing, reviewing,
outlining, or doing other things that help you accom-
plish your work.

Rule 15 Do busy work at one set time during the day.
Because it is natural to let simple tasks drive out difficult
tasks (see Table 2.5), specify a certain period of time to
do busy work. Refusing to answer mail or read the news-
paper until a specified time, for example, can help ensure
that those activities don’t supersede priority time.

Rule 16 Reach closure on at least one thing every
day. Reaching the end of a day with nothing com-
pletely finished (even a 10-minute task) serves to
increase a sense of overload and time stress. Finishing
a task, on the other hand, produces a sense of relief
and releases stress.

Rule 17 Schedule some personal time. You need
some time when no interruptions will occur, when
you can get off the “fast track” for awhile and be alone.
This time should be used to plan, prioritize, take stock,
pray, meditate, or just relax. Among other advantages,
personal time also helps you maintain self-awareness.

Rule 18 Don’t worry about anything on a continu-
ing basis. Allow yourself to worry only at a specified
time and avoid dwelling on a worrisome issue at other
times. This keeps your mind free and your energy
focused on the task at hand. It may seem difficult, but
controlling your worry time will do wonders to make
your time use more efficient and relieve your stress.

Rule 19 Write down long-term objectives. This
helps you maintain consistency in activities and tasks.
You can be efficient and organized but still accomplish
nothing unless you have a clear direction in mind.
Writing down your long-term objectives helps make
them real and lets them constantly serve as reminders.
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Rule 20 Be on the alert for ways to improve your
management of time. Read a list of time management
hints periodically. All of us need reminding, and it will
help make continuous improvement in your time use a
part of your lifestyle.

Efficient Time Management 
for Managers

The second list of rules encompasses the major activities
in which managers engage at work. The first nine rules
deal with conducting meetings, since managers report
that approximately 70 percent of their time is spent in
meetings (Cooper & Davidson, 1982; Mintzberg, 1973).

Rule 1 Hold routine meetings at the end of the day.
Energy and creativity levels are highest early in the day
and shouldn’t be wasted on trivial matters. Furthermore,
an automatic deadline—quitting time—will set a time
limit on the meeting.

Rule 2 Hold short meetings standing up. This guar-
antees that meetings will be kept short. Getting com-
fortable helps prolong meetings.

Rule 3 Set a time limit. This establishes an expecta-
tion of when the meeting should end and creates pres-
sure to conform to a time boundary. Set such limits at
the beginning of every meeting and appointment.

Rule 4 Cancel meetings once in a while. Meetings
should be held only if they are needed. If the agenda
isn’t full or isn’t going to help you achieve your objec-
tives, cancel it. This way, meetings that are held will
be more productive and more time efficient. (Plus,
people get the idea that the meeting really will accom-
plish something—a rare outcome.)

Rules 5, 6, and 7 Have agendas, stick to them,
and keep track of time. These rules help people pre-
pare for a meeting, stick to the subject, and remain
work oriented. Many things will be handled outside of
meetings if they have to appear on the agenda to be
discussed. You can set a verbal agenda at the beginning
of even impromptu meetings (i.e., “Here is what I
want to cover in this meeting”). Keeping a record of
the meeting ensures that assignments are not forgot-
ten, that follow-up and accountability occur, and that
everyone is clear about expectations. Keeping track of
the time motivates people to be efficient and conscious
of ending at the stated time.

Rule 8 Start meetings on time. This helps guarantee
that people will arrive on time. (Some managers set meet-
ings for odd times, such as 10:13 A.M., to make attendees

time conscious.) Starting on time rewards people who
arrive on time rather than waiting for laggards.

Rule 9 Prepare minutes of the meeting and follow
up. This practice keeps items from appearing again in a
meeting without having been resolved. It also creates
the expectation that accountability for accomplishments
is expected and that some work should be done outside
the meeting. Commitments and expectations made
public through minutes are more likely to be fulfilled.

Rule 10 Insist that subordinates suggest solutions
to problems. This rule is discussed in the Empowering
and Delegating chapter (Chapter 8). The purpose of
this rule is to eliminate the tendency toward upward
delegation, that is, for your subordinates to delegate
difficult problems back to you. They do this by sharing
the problem and asking for your ideas and solutions
rather than recommending solutions. It is more effi-
cient to choose among alternatives devised by subordi-
nates than to generate your own.

Rule 11 Meet visitors in the doorway. This practice
helps you maintain control of your time by controlling
the use of your office space. It is easier to keep a meet-
ing short if you are standing in the doorway rather
than sitting in your office.

Rule 12 Go to subordinates’ offices for brief meet-
ings. This is useful if it is practical. The advantage is
that it helps you control the length of a meeting by
being free to leave when you choose. Of course, if you
spend a great deal of time traveling between subordi-
nates’ offices, the rule is not practical.

Rule 13 Don’t overschedule the day. You should
stay in control of at least some of your time each work-
day. Others’ meetings and demands can undermine
the control you have over your schedules unless you
make an effort to maintain it. This doesn’t mean that
you can create large chunks of time when you’re free.
But good time managers take the initiative for, rather
than responding to, schedule requirements.

Rule 14 Have someone else answer telephone calls
and scan e-mail. Not being a slave to the telephone
provides you with a buffer from interruptions for
at least some part of the day. Having someone else scan
e-mail helps eliminate the nonimportant items that can
be eliminated or require perfunctory replies.

Rule 15 Have a place to work uninterrupted. This
helps guarantee that when a deadline is near, you can
concentrate on your task and concentrate uninter-
rupted. Trying to get your mind focused once more on
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a task or project after interruptions wastes a lot of time.
“Mental gearing up” is wasteful if required repeatedly.

Rule 16 Do something definite with every piece of
paperwork handled. This keeps you from shuffling the
same items over and over. Not infrequently, “doing
something definite” with a piece of paper means throw-
ing it away.

Rule 17 Keep the workplace clean. This minimizes
distractions and reduces the time it takes to find things.

Rules 18, 19, and 20 Delegate work, identify the
amount of initiative recipients should take with the tasks
they are assigned, and give others credit for their success.
These rules all relate to effective delegation, a key time
management technique. These last three rules are also
discussed in the Empowering and Delegating chapter.

Remember that these techniques for managing time
are a means to an end, not the end itself. If trying to
implement techniques creates more rather than less
stress, they should not be applied. However, research has
indicated that managers who use these kinds of tech-
niques have better control of their time, accomplish
more, have better relations with subordinates, and elimi-
nate many of the time stressors most managers ordinarily
encounter (Davidson, 1995; Lehrer, 1996; Turkington,
1998). Remember that saving just 30 minutes a day
amounts to one full year of free time during your work-
ing lifetime. That’s 8,760 hours of free time! You will
find that as you select a few of these hints to apply in
your own life, the efficiency of your time use will
improve and your time stress will decrease.

Most time management techniques involve single
individuals changing their own work habits or behav-
iors by themselves. Greater effectiveness and efficiency
in time use occurs because individuals decide to insti-
tute personal changes; the behavior of other people is
not involved. However, effective time management
must often take into account the behavior of others,
because that behavior may tend to inhibit or enhance
effective time use. For this reason, effective time man-
agement sometimes requires the application of other
skills discussed in this book. The Empowering and
Delegating chapter provides principles for efficient time
management by involving other people in task accom-
plishment. The Motivating Employees chapter explains
how to help others be more effective and efficient in
their own work. The Communicating Supportively
chapter identifies ways in which interpersonal relation-
ships can be strengthened, thus relieving stressors
resulting from interpersonal conflicts. It is to these
encounter stressors that we now turn.

ELIMINATING ENCOUNTER 
STRESSORS THROUGH 
COLLABORATION AND 
EMOTIONAL INTELLIGENCE

We pointed out earlier that dissatisfying relationships
with others, particularly with a direct manager or super-
visor, are prime causes of job stress among workers.
These encounter stressors result directly from abrasive,
conflictual, nonfulfilling relationships. Even though work
is going smoothly, when encounter stress is present,
everything else seems wrong. It is difficult to maintain
positive energy when you are fighting or at odds with
someone, or when feelings of acceptance and amiability
aren’t typical of your important relationships at work.

Collaboration

One important factor that helps eliminate encounter
stress is membership in a stable, closely-knit group or
community. When people feel a part of a group, or
accepted by someone else, stress is relieved. For
example, it was discovered 35 years ago by Dr. Stewart
Wolf that in the town of Roseto, Pennsylvania, resi-
dents were completely free from heart disease and
other stress-related illnesses. He suspected that their
protection sprang from the town’s uncommon social
cohesion and stability. The town’s population consisted
entirely of descendants of Italians who had moved
there 100 years ago from Roseto, Italy. Few married
outside the community, the firstborn was always
named after a grandparent, conspicuous consumption
and displays of superiority were avoided, and social
support among community members was a way of life.

Wolf predicted that residents would begin to dis-
play the same level of stress-related illnesses as the rest
of the country if the modern world intruded. It did,
and they did. By the mid-1970s, residents in Roseto
had Cadillacs, ranch-style homes, mixed marriages,
new names, competition with one another, and a rate
of coronary disease the same as any other town’s
(Farnham, 1991). They had ceased to be a cohesive,
collaborative clan and instead had become a commu-
nity of selfishness and exclusivity. Self-centeredness, it
was discovered, was dangerous to health.

The most dramatic psychological discovery result-
ing from the Vietnam and the Persian Gulf wars related
to the strength associated with small, primary work
teams. In Vietnam, unlike the Persian Gulf, teams of sol-
diers did not stay together and did not form the strong
bonds that occurred in the Persian Gulf War. The con-
stant injection of new personnel into squadrons, and the
constant transfer of soldiers from one location to
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another, made soldiers feel isolated, without loyalty, and
vulnerable to stress-related illnesses. In the Persian Gulf
War, by contrast, soldiers were kept in the same unit
throughout the campaign, brought home together, and
given lots of time to debrief together after the battle.
Using a closely knit group to provide interpretation of,
and social support for, behavior was found to be the
most powerful deterrent to postbattle trauma. David
Marlowe, chief of psychiatry at Walter Reed Army
Institute of Research, indicated that “Squad members
are encouraged to use travel time en route home from a
war zone to talk about their battlefield experience. It
helps them detoxify. That’s why we brought them back
in groups from Desert Storm. Epistemologically, we
know it works” (Farnham, 1991).

Developing collaborative, clan-like relationships
with others is a powerful deterrent to encounter stress.
One way of developing this kind of relationship is by
applying a concept described by Stephen Covey
(1989)—an emotional bank account. Covey used this
metaphor to describe the trust or feeling of security
that one person develops for another. The more
“deposits” made in an emotional bank account, the
stronger and more resilient the relationship becomes.
Conversely, too many “withdrawals” from the account
weaken relationships by destroying trust, security, and
confidence. “Deposits” are made through treating
people with kindness, courtesy, honesty, and consis-
tency. The emotional bank account grows when
people feel they are receiving love, respect, and caring.
“Withdrawals” are made by not keeping promises, not
listening, not clarifying expectations, or not allowing
choice. Because disrespect and autocratic rule devalue
people and destroy a sense of self-worth, relationships
are ruined because the account becomes overdrawn.

The more people interact, the more deposits must
be made in the emotional bank account. When you see
an old friend after years of absence, you can often pick
up right where you left off, because the emotional bank
account has not been touched. But when you interact
with someone frequently, the relationship is constantly
being fed or depleted. Cues from everyday interactions
are interpreted as either deposits or withdrawals. When
the emotional account is well stocked, mistakes, disap-
pointments, and minor abrasions are easily forgiven and
ignored. But when no reserve exists, those incidents
may become creators of distrust and contention.

The commonsense prescription, therefore, is to base
relationships with others on mutual trust, respect, hon-
esty, and kindness. Make deposits into the emotional
bank accounts of others. Collaborative, cohesive com-
munities are, in the end, a product of the one-on-one

relationships that people develop with each other. As
Dag Hammarskjöld, former Secretary-General of the
United Nations, stated: “It is more noble to give yourself
completely to one individual than to labor diligently for
the salvation of the masses.” That is because building a
strong, cohesive relationship with an individual is more
powerful and can have more lasting impact than leading
masses of people. Feeling trusted, respected, and loved
is, in the end, what most people desire as individuals. We
want to experience those feelings personally, not just as a
member of a group. Therefore, because encounter stres-
sors are almost always the products of abrasive individual
relationships, they are best eliminated by building strong
emotional bank accounts with others.

Social and Emotional Intelligence

As we discussed in the previous chapter, emotional intelli-
gence is an important attribute of healthy and effective
individuals. It is part of a repertoire of “intelligences” that
have been identified by psychologists as predicting success
in life, work, and managerial roles. As we mentioned
before, emotional intelligence has become the catch-
all phrase that incorporates multiple intelligences—for
example, practical intelligence, abstract intelligence, moral
intelligence, interpersonal intelligence, spiritual intelli-
gence, and mechanical intelligence (Gardner, 1993;
Sternberg, 1997). Therefore, it is convenient to use the
term emotional intelligence to refer to a group of non-
cognitive abilities and skills that people need to develop to
be successful. It is clear from studies of various aspects of
emotional intelligence that it is an important strategy for
eliminating encounter stress. Most importantly, develop-
ing the social aspects of emotional intelligence—or social
intelligence—helps people manage the stresses that arise
from interpersonal encounters (Cantor & Kihlstrom, 1987;
Goleman, 1998; Saarni, 1997).

Simply put, social intelligence refers to the ability
to manage your relationships with other people. It con-
sists of four main dimensions:

1. An accurate perception of others’ emotional
and behavioral responses.

2. The ability to cognitively and emotionally under-
stand and relate to others’ responses.

3. Social knowledge, or an awareness of what is
appropriate social behavior.

4. Social problem solving, or the ability to manage
interpersonal difficulties.

A large number of studies have confirmed that we
all have multiple intelligences, the most common of
which is IQ, or cognitive intelligence. By and large,



130 CHAPTER 2 MANAGING PERSONAL STRESS

cognitive intelligence is beyond our control, especially
after the first few years of life. It is a product of the gifts
with which we were born or our genetic code.
Interestingly, above a certain threshold level, the cor-
relation between IQ and success in life (e.g., achieving
high occupational positions, accumulated wealth,
luminary awards, satisfaction with life, performance
ratings by peers and superiors) is essentially zero. Very
smart people have no greater likelihood of achieving
success in life or of achieving personal happiness than
people with low IQ scores (Goleman, 1998; Spencer &
Spencer, 1993; Sternberg, 1997). On the other hand,
social and emotional intelligence have strong positive
relationships to success in life and to a reduced degree
of encounter stress.

For example, in a study at Stanford University,
four-year-old children were involved in activities that
tested aspects of their emotional intelligence. (In one
study, a marshmallow was placed in front of them,
and they were given two choices: eat it now, or wait
until the adult supervisor returned from running an
errand, then the child would get two marshmallows.)
A follow-up study with these same children 14 years
later, upon graduation from high school, found that stu-
dents who demonstrated more emotional intelligence
(i.e., postponed gratification in the marshmallow task)
were less likely to fall apart under stress, became less
irritated and less stressed by interpersonally abrasive
people, were more likely to accomplish their goals, and
scored an average of 210 points higher on the SAT col-
lege entrance exam (Shoda, Mischel, & Peake, 1990).
The IQ scores of the students did not differ significantly,
but the emotional intelligence scores were considerably
different. Consistent with other studies, emotional
intelligence predicted success in life as well as the abil-
ity to handle encounter stress for these students.

In another study, the social and emotional intelli-
gence scores of retail store managers was assessed and
found to be the largest factor in accounting for their
abilities to handle personal stress and manage socially
stressful events. These abilities, in turn, predicted
profits, sales, and employee satisfaction in their stores
(Lusch & Serpkenci, 1990). Social and emotional intel-
ligence predicted managerial success. When managers
were able to accurately identify others’ emotions and
respond to them, they were found to be more success-
ful in their personal lives as well as in their work lives
(Rosenthal, 1977), and were evaluated as the most
desired and competent managers (Pilling & Eroglu,
1994).

If social and emotional intelligence are so impor-
tant, how does one develop them? The answer is

neither simple nor simplistic. Each of the chapters in
this book contains answers to that question. The skills
we hope to help you develop are among the most
important competencies that comprise social and emo-
tional intelligence. In other words, by improving your
abilities in the management skills covered in this
book—e.g., self-awareness, problem solving, supportive
communication, motivating self and others, managing
conflict, empowering others, and so on—your social
and emotional competence scores will increase. This is
important because a national survey of workers found
that employees who rated their manager as supportive
and interpersonally competent had lower rates of
burnout, lower stress levels, lower incidence of stress-
related illnesses, higher productivity, more loyalty to
their organizations, and more efficiency in work than
employees with nonsupportive and interpersonally
incompetent managers (NNL, 1992). Socially and emo-
tionally intelligent managers affect the success of their
employees as much as they affect their own success.

The point we are making is a simple one: elimi-
nating encounter stressors can be effectively achieved
by developing social and emotional intelligence. Fewer
conflicts arise, individuals with whom we interact are
more collaborative, and more effective and satisfying
interpersonal relationships are developed among those
with whom we work. The remaining chapters in this
book provide the guidelines and techniques to help
you improve your interpersonal competence and your
social and emotional intelligence. After completing the
book, including engaging in the practice and applica-
tion exercises, you will have improved your ability to
eliminate many forms of encounter stress.

ELIMINATING SITUATIONAL
STRESSORS THROUGH 
WORK REDESIGN

Most of us would never declare that we feel less stress
now than a year ago, that we have less pressure, or that
we are less overloaded. We all report feeling more stress
than ever at least partly because it is the “in” thing to be
stressed. “I’m busier than you are” is a common theme
in social conversations. On the other hand, these feel-
ings are not without substance for most people. A third
of U.S. workers are thinking of quitting their jobs,
repeated downsizings have introduced new threats to
the workplace, highways are increasingly congested,
financial pressures are escalating, crime is pervasive,
and worker compensation claims for stress-related ill-
ness are ballooning. Unfortunately, in medical treatment
and time lost, stress-related illnesses are almost twice as
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expensive as workplace injuries because of longer recov-
ery times, the need for psychological therapy, and so on
(Farnham, 1991). Situational stressors, in other words,
are costly. And they are escalating.

For decades, researchers in the area of occupational
health have examined the relationship between job
strain and stress-related behavioral, psychological, and
physiological outcomes. Studies have focused on various
components of job strain, including level of task demand
(e.g., the pressure to work quickly or excessively), the
level of individual control (e.g., the freedom to vary the
work pace), and the level of intellectual challenge (e.g.,
the extent to which work is interesting).

Research in this area has challenged the common
myth that job strain occurs most frequently in the exec-
utive suite (Karasek et al., 1988). A federal government
study of nearly 5,000 workers found that after control-
ling for age, sex, race, education, and health status
(measured by blood pressure and serum cholesterol
level), low-level workers tended to have a higher inci-
dence of heart disease than their bosses who were in
high-status, presumably success-oriented, managerial or
professional occupations. This is true because certain
characteristics of lower-level positions—high demand,
low control, low discretion, and low interest—tend to
produce higher levels of job strain.

A review of this research suggests that the single
most important contributor to stress is lack of freedom
(Adler, 1989; French & Caplan, 1972; Greenberger &
Stasser, 1991). In a study of administrators, engineers,
and scientists at the Goddard Space Flight Center,
researchers found that individuals provided with more
discretion in making decisions about assigned tasks
experienced fewer time stressors (e.g., role overload),
situational stressors (e.g., role ambiguity), encounter
stressors (e.g., interpersonal conflict), and anticipatory
stressors (e.g., job-related threats). Individuals without
discretion and participation experienced significantly
more stress.

In response to these dynamics, Hackman, Oldham,
Janson, and Purdy (1975) proposed a model of job
redesign that has proved effective in reducing stress and
in increasing satisfaction and productivity. A detailed
discussion of this job redesign model is provided in
the chapter on Motivating Employees. It consists of five
aspects of work—skill variety (the opportunity to use
multiple skills in performing work), task identity (the
opportunity to complete a whole task), task signifi-
cance (the opportunity to see the impact of the work
being performed), autonomy (the opportunity to
choose how and when the work will be done), and
feedback (the opportunity to receive information on

the success of task accomplishment). Here we briefly
provide an overview of the applicability of this model to
reducing stress-producing job strain. To eliminate situa-
tional stressors at work:

Combine Tasks When individuals are able to
work on a whole project and perform a variety of
related tasks (e.g., programming all components of a
computer software package), rather than being
restricted to working on a single repetitive task or sub-
component of a larger task, they are more satisfied and
committed. In such cases, they are able to use more
skills and feel a pride of ownership in their job.

Form Identifiable Work Units Building on the
first step, when teams of individuals performing
related tasks are formed, individuals feel more inte-
grated, productivity improves, and the strain associ-
ated with repetitive work is diminished. When these
groups combine and coordinate their tasks, and decide
internally how to complete the work, stress decreases
dramatically. This formation of natural work units has
received a great deal of attention in Japanese auto
plants in America as workers have combined in teams
to assemble an entire car from start to finish, rather
than do separate tasks on an assembly line. Workers
learn one another’s jobs, rotate assignments, and expe-
rience a sense of completion in their work.

Establish Customer Relationships One of the
most enjoyable parts of a job is seeing the consequences
of one’s labor. In most organizations, producers are
buffered from consumers by intermediaries, such as
customer relations departments and sales personnel.
Eliminating those buffers allows workers to obtain first-
hand information concerning customer satisfaction as
well as the needs and expectations of potential cus-
tomers. Stress resulting from filtered communication
also is eliminated.

Increase Decision-Making Authority Managers
who increase the autonomy of their subordinates to make
important work decisions eliminate a major source of job
stress for them. Being able to influence the what, when,
and how of work increases an individual’s feelings of con-
trol. Cameron, Freeman, and Mishra (1991) found a sig-
nificant decrease in experienced stress in firms that were
downsizing when workers were given authority to make
decisions about how and when they did the extra work
required of them.

Open Feedback Channels A major source of
stress is not knowing what is expected and how task per-
formance is being evaluated. As managers communicate
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their expectations more clearly and give timely and accu-
rate feedback, subordinates’ satisfaction and performance
improve. A related form of feedback in production tasks
is quality control. Firms that allow the individuals who
assemble a product to test its quality, instead of shipping
it off to a separate quality assurance group, find that qual-
ity increases substantially and that conflicts between
production and quality control personnel are eliminated.
The point is, providing more information to people on
how they are doing always reduces stress.

These practices are used widely today in all types of
organizations, from the Social Security Administration to
General Motors. When Travelers Insurance Companies
implemented a job redesign project, for example, pro-
ductivity increased dramatically, absenteeism and errors
fell sharply, and the amount of distractions and stresses
experienced by managers decreased significantly
(Hackman & Oldham, 1980; Singh 1998). In brief, work
redesign can effectively eliminate situational stressors
associated with the work itself.

ELIMINATING ANTICIPATORY
STRESSORS THROUGH
PRIORITIZING, GOAL SETTING,
AND SMALL WINS

While redesigning work can help structure an environ-
ment where stressors are minimized, it is much more
difficult to eliminate entirely the anticipatory stressors
experienced by individuals. Stress associated with
anticipating an event is more a product of psychologi-
cal anxiety than current work circumstances. To elimi-
nate that source of stress requires a change in thought
processes, priorities, and plans. In the Developing Self-
Awareness chapter, for example, we discussed the cen-
tral place of learning style (thought processes), values
(priorities), and moral maturity (personal principles)
for effective management.

Earlier in this chapter, we discussed the central
importance of establishing clear personal priorities,
such as identifying what is to be accomplished in the
long term, what cannot be compromised or sacrificed,
and what lasting legacy one desires. Establishing this
core value set or statement of basic personal principles
helps eliminate not only time stressors but also elimi-
nates anticipatory stress by providing clarity of direc-
tion. When traveling on an unknown road for the first
time, having a road map reduces anticipatory stress.
You don’t have to figure out where to go or where you
are by trying to identify the unknown landmarks along
the roadside. In the same way, a personal principles

statement acts as a map or guide. It makes clear where
you will eventually end up. Fear of the unknown, or
anticipatory stress, is thus eliminated.

Goal Setting

Similarly, establishing short-term plans also helps elim-
inate anticipatory stressors by focusing attention on
immediate goal accomplishment instead of a fearful
future. Short-term planning, however, implies more
than just specifying a desired outcome. Several action
steps are needed if short-term plans are to be achieved
(Locke & Latham, 1990). The model in Figure 2.5 out-
lines the four-step process associated with successful
short-term planning.

The first step is to identify the desired goal or
objective. Most goal setting, performance appraisal, or
management by objectives (MBO) programs begin
with that step, but most also stop at that point.
Unfortunately, this first step alone is not likely to lead
to goal achievement or stress elimination. Merely
establishing a goal, while helpful, is not sufficient.
When people fail to achieve their goals, it is almost
always because they have not followed through on
steps 2, 3, and 4.

Step 2 is to identify, as specifically as possible, the
activities and behaviors that will lead toward accom-
plishing the goal. The more difficult the goal is to
accomplish, the more rigorous, numerous, and specific
should be the behaviors and activities.

A friend once approached one of us with a problem.
She was a wonderfully sensitive, caring, competent
single woman of about 25 who was experiencing a high
degree of anticipatory stress because of her size. She
weighed well over 350 pounds, but she had experienced
great difficulty losing weight over the last several years.
She was afraid of both the health consequences and the
social consequences of not being able to reduce her
weight. With the monitoring of a physician, she set a
goal, or short-term plan, to lose 100 pounds in the next
12 months. Because it was to be such a difficult goal to
reach, however, she asked us for help in achieving her
ambitious objective. We first identified a dozen or so spe-
cific actions and guidelines that would facilitate the
attainment of the goal: for example, never shop alone
nor without a menu, never carry more than 50 cents in
change (in order to avoid the temptation to buy a dough-
nut), exercise with friends each day at 5:30 P.M., arise
each morning at 7:00 A.M. and eat a specified breakfast
with a friend, forgo watching TV to reduce the tempta-
tion to snack, and go to bed by 10:30 P.M. The behaviors
were rigid, but the goal was so difficult that they were
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necessary to ensure progress. In each case, these specific
behaviors could be seen as having a direct effect on the
ultimate goal of losing 100 pounds.

Step 3 involves establishing accountability and
reporting mechanisms. If no one else will ever know if
the goal was achieved, chances are it will not be. The
principle at the foundation of this step is: “Make it
more difficult to stay the same than to change.” This is
done by involving others in ensuring adherence to the
plan, establishing a social support network to obtain
encouragement from others, and instituting penalties
for nonconformance. In addition to announcing to
coworkers, friends, and a church group that she would
lose the 100 pounds, for example, our friend had her
doctor register her for a hospital stay at the end of the
12-month period. If she did not achieve the goal on
her own, she was to go on an intravenous feeding
schedule in the hospital to lose the weight, at a cost of
over $250 per day. Because of her public commit-
ments, her self-imposed penalties, and the potential
high medical expenses, it became more uncomfortable
and costly not to succeed than to accomplish the goal.

Step 4 involves establishing an evaluation and
reward system. This means identifying the evidence
that the goal has been accomplished. In the case of los-
ing weight, it’s a matter of simply getting on the scales.
But for improving management skills, becoming a bet-
ter friend, developing more patience, establishing
more effective leadership, and so on, the criteria of
success are not so easily identified. That is why this

step is crucial. “I’ll know it when I see it” isn’t good
enough. Specific indicators of success, or specific
changes that will have been produced when the goal is
achieved, must be identified. (For example, I’ll know I
have become more patient when I reinterpret the situ-
ation and refuse to get upset when my spouse, or
friend, is late for an appointment.) Carefully outlining
these criteria serves as a motivation toward goal
accomplishment by making the goal more observable
and measurable.

The purpose of this short-term planning model is
to eliminate anticipatory stress by establishing a focus
and direction for activity. The anxiety associated with
uncertainty and potentially negative events is dissipated
when mental and physical energy are concentrated on
purposeful activity. (By the way, the last time we saw
our friend, her weight was below 200 pounds.)

Small Wins

Another principle related to eliminating anticipatory
stressors is the small-wins strategy (Weick, 1984). By
“small win,” we mean a tiny but definite change made
in a desired direction. We begin by changing something
that is relatively easy to change. Then we change a sec-
ond thing that is easy to change, and so on. Although
each individual success may be relatively modest when
considered alone, the multiple small gains eventually
mount up, generating a sense of momentum that
creates the impression of substantial movement toward

1
Establish a goal

4
Identify criteria of success

and a reward

3
Generate accountability

and
reporting mechanisms

2
Specify actions

and
behavioral requirements

Figure 2.5 A Model for Short-Term Planning and Goal Setting
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a desired goal. This momentum helps convince our-
selves, as well as others, of our ability to accomplish our
objective. The fear associated with anticipatory change
is eliminated as we build self-confidence through small
wins. We also gain the support of others as they see
progress being made.

In the case of our overweight friend, one key was
to begin changing what she could change, a little at a
time. Tackling the loss of 100 pounds all at once would
have been too overwhelming a task. But she could
change the time she shopped, the time she went to
bed, and the menu she ate for breakfast. Each success-
ful change generated more and more momentum that,
when combined, led to the larger change that she
desired. Her ultimate success was a product of multiple
small wins.

Similarly, Weick (1993b) has described Poland’s
peaceful transition from a communistic command-type
economy to a capitalistic free-enterprise economy as a
product of small wins. Not only is Poland now one of the
most thriving economies in eastern Europe, but it made
the change to free enterprise without a single shot being
fired, a single strike being called, or a single political
upheaval. One reason for this is that long before the
Berlin Wall fell, small groups of volunteers in Poland
began to change the way they lived. They adopted a
theme that went something like this: “If you value free-
dom, then behave freely; if you value honesty, then
speak honestly; if you desire change, then change what
you can.”

Polish citizens organized volunteer groups to help
at local hospitals, assist the less fortunate, and clean up
parks. They behaved in a way that was outside the
control of the central government but reflected their
free choice. Their changes were not on a large enough
scale to attract attention and official opposition from
the central government. But their actions nevertheless
reflected their determination to behave in a free, self-
determining way. They controlled what they could
control, namely, their own voluntary service. These
voluntary service groups spread throughout Poland, so
when the transition from communism to capitalism
occurred, a large number of people in Poland had
already gotten used to behaving in a way consistent
with self-determination. Many of these people simply
stepped into positions where independent-minded
managers were needed. The transition was smooth
because of the multiple small wins that had previously
spread throughout the country relatively unnoticed.

In summary, the rules for instituting small wins
are simple: (1) identify something that is under your
control; (2) change it in a way that leads toward

your desired goal; (3) find another small thing to
change, and change it; (4) keep track of the changes
you are making; and (5) maintain the small gains you
have made. Anticipatory stressors are eliminated
because the fearful unknown is replaced by a focus on
immediate successes.

Developing Resiliency

Now that we have examined various causes of stress
and outlined a series of preventive measures, we turn
our attention to a second major strategy for managing
stress as shown in Figure 2.2, the development of
resiliency to handle stress that cannot be eliminated.
When stressors are long lasting or are impossible to
remove, coping requires the development of personal
resiliency. This is the capacity to withstand or manage
the negative effects of stress, to bounce back from
adversity, and to endure difficult situations (Masten &
Reed, 2002). The first studies of resiliency emerged
from investigations of children in abusive, alcoholic,
poverty, or mentally ill parent circumstances. Some of
these children surprised researchers by rising above
their circumstances and developing into healthy, well-
functioning adolescents and adults. They were
referred to as highly resilient individuals (Masten &
Reed, 2002).

We all differ widely in our ability to cope with
stress. Some individuals seem to crumble under pres-
sure, while others appear to thrive. A major predictor
of which individuals cope well with stress and which
do not is the amount of resiliency that they have devel-
oped. Two categories of factors explain differences in
resiliency. One is personal factors—such as positive
self-regard and core self-evaluation, good cognitive
abilities, and talents valued by society—and the sec-
ond is personal coping strategies—such as improving
relationships and social capital, and a reduction in risk
factors such as abuse, neglect, homelessness, and
crime (Masten & Reed, 2002). Several of the first set of
factors were measured in Chapter 1, including aspects
of personality, self-efficacy, values maturity, and so on.
The second set of factors is more behavioral and can be
summarized by Figure 2.6. The figure illustrates that
resiliency is fostered by achieving balance in the vari-
ous aspects of life.

The wheel in Figure 2.6 represents the key activi-
ties that characterize most people’s lives. Each seg-
ment in the figure identifies an important aspect of life
that must be developed in order to achieve resiliency.
The most resilient individuals are those who have
achieved a certain degree of life balance. They
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actively engage in activities in each segment of the
circle so that they achieve a degree of balance in their
lives. For example, assume that the center of the figure
represents the zero point of involvement and the out-
side edge of the figure represents maximum involve-
ment. Shading in a portion of the area in each of the
seven segments would represent the amount of atten-
tion paid to each area. (This exercise is included in the
Skill Practice section.) Individuals who are best able to
cope with stress would shade in a substantial portion
of each segment, indicating they have spent time
developing a variety of dimensions of their lives. The
pattern of shading in this exercise, however, should
also be relatively balanced. A lopsided pattern is as
much an indicator of nonresiliency as not having some
segments shaded at all. Overemphasizing one or two
areas to the exclusion of others often creates more
stress than it eliminates. Life balance is key (Lehrer,
1996; Murphy, 1996; Rostad & Long, 1996).

This prescription, of course, is counterintuitive.
Generally, when we are feeling stress in one area of life,
such as an overloaded work schedule, we respond by
devoting more time and attention to it. While this is a
natural reaction, it is counterproductive for several rea-
sons. First, the more we concentrate exclusively on
work, the more restricted and less creative we become.
We lose perspective, cease to take fresh points of view,

and become overwhelmed more easily. As we shall see
in the discussion of creativity in Chapter 3, many
breakthroughs in problem solving come from the
thought processes stimulated by unrelated activities.
That is why several major corporations send senior
managers on high-adventure wilderness retreats, invite
thespian troupes to perform plays before the executive
committee, require volunteer community service, or
encourage their managers to engage in completely
unrelated activities outside of work.

Second, refreshed and relaxed minds think better.
A bank executive commented recently during an exec-
utive development workshop that he gradually has
become convinced of the merits of taking the weekend
off from work. He finds that he gets twice as much
accomplished on Monday as his colleagues who have
been in their offices all weekend. He encourages mem-
bers of his unit to take breaks, get out of the office peri-
odically, and make sure to use their vacation days.

Third, the cost of stress-related illness decreases
markedly when employees participate in well-rounded
wellness programs. A study by the Association for Fitness
in Business concluded that companies receive an average
return of $3 to $4 on each dollar invested in health and
wellness promotion. AT&T, for example, expects to save
$72 million in the next 10 years as a result of investment
in wellness programs for employees.

Ideal Level of Development
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Figure 2.6 Balancing Life Activities
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Well-developed individuals, who give time and
attention to cultural, physical, spiritual, family, social,
and intellectual activities in addition to work, are more
productive and less stressed than those who are worka-
holics (Adler & Hillhouse, 1996; Hepburn, McLoughlin,
& Barling, 1997). In this section, therefore, we concen-
trate on three common areas of resiliency development
for managers: physical resiliency, psychological resiliency,
and social resiliency. Development in each of these areas
requires initiative on the part of the individual and takes
a moderate amount of time to achieve. These are not
activities that can be accomplished by lunchtime or by
the weekend. Rather, achieving life balance and
resiliency requires ongoing initiative and continuous
effort. Components of resiliency are summarized in
Table 2.6.

PHYSIOLOGICAL RESILIENCY

One of the most crucial aspects of resiliency develop-
ment involves one’s physical condition because physi-
cal condition significantly affects the ability to cope
with stress. Two aspects of physical condition combine
to determine physical resiliency: cardiovascular condi-
tioning and dietary control.

Cardiovascular Conditioning

Henry Ford is reputed to have stated, “Exercise is bunk.
If you are healthy, you don’t need it. If you are sick, you
shouldn’t take it.” Fortunately, American business has
not taken Ford’s advice; thousands of major corpora-
tions now have in-house fitness facilities. An emphasis
on physical conditioning in business has resulted partly
from overwhelming evidence that individuals in good
physical condition are better able to cope with stressors
than those in poor physical condition. Table 2.7 shows
the benefits of regular physical exercise.

Mesa Petroleum experienced an annual saving of
$1.6 million in health care costs for its 650 employees
as a result of its physical fitness program. As a result of
its Live for Life program, Johnson & Johnson lowered
absenteeism and slowed the rate of health care
expenses, resulting in savings of $378 per employee.
Exercisers at General Electric Aircraft in Cincinnati
were absent from work 45 percent fewer days than
nonexercisers. Prudential Life Insurance found a
46 percent reduction in major medical expenses over
five years resulting from a workplace fitness program.
The Scoular Grain Company opened a fitness center
for its 600 employees and reaped an annual saving in
health care costs of a million dollars—$1,500 per
employee. The advantages of physical conditioning,
both for individuals and for companies, are irrefutable
(Rostad & Long, 1996).

Three primary purposes exist for a regular exer-
cise program: maintaining optimal weight, increasing
psychological well-being, and improving the cardiovas-
cular system.

We mentioned earlier that ongoing stress tends to
make us fat. Recall that excess fat is released by the
body when we encounter a stressor, and when it is not
expended, that fat tends to settle around our middles.
The rest of our bodies may be trim, but stress creates
potbellies and pear-shapes. Couple that with the seden-
tary life style that many people live, and we face signifi-
cant health concerns. For example, an office worker
burns up only about 1,200 calories during an eight-
hour day. That is fewer calories than are contained in
the typical lunch of a hamburger, french fries, and a
milkshake. More than 90 million adults watch at least
two hours of television per day (and, parenthetically, by
the age of 6 children have spent more time watching
television than they will spend speaking to their fathers
over their entire lifetimes), so it is easy to predict the

Table 2.6 Resiliency: Moderating the Effects of Stress

PHYSIOLOGICAL RESILIENCY PSYCHOLOGICAL RESILIENCY SOCIAL RESILIENCY

Cardiovascular conditioning Balanced lifestyle Supportive social relations

Proper diet Hardy personality Mentors

• High internal control Teamwork

• Strong personal commitment

• Love of challenge

Small-wins strategy

Deep-relaxation techniques
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long-term physical and psychological effects. It is little
wonder that almost half of adult Americans are at least
10 percent overweight and more than half report
excessive levels of stress. The resulting strain on both
the heart and the self-image makes overweight individ-
uals more vulnerable to stressors.

An advantage of regular physical exercise as a
resiliency development strategy is that it improves
mental as well as physical outlook. It increases self-
esteem. It gives individuals the energy to be more alert
and attentive throughout the day. Episodes of depres-
sion are far less frequent. Exercise fosters the necessary
energy to cope with the stresses of both unexpected
events and dull routine. Physically active individuals
are less prone to anxiety, have less illness, and miss
fewer days of work (Griest et al., 1979; Murphy,
1996). Researchers have found a chemical basis for the
psychological benefit of exercise: the brain releases
endorphins (similar to morphine) during periods of
intense physical activity. This substance numbs pain
and produces a feeling of well-being, sometimes
referred to as “jogger’s high,” which is a euphoric,
relaxed feeling reported by long-distance runners
(Rostad & Long, 1996).

Another vital benefit of exercise is a strengthened
cardiovascular system (Greenberg, 1987). The best
results come from aerobic exercises that do not require
more oxygen than a person can take in comfortably (as
compared with all-out sprinting or long-distance swim-
ming). This type of exercise includes brisk walking,

jogging, riding a bicycle, or climbing stairs. However,
the cardiovascular system is improved by exercise only
when the following two conditions are met:

1. The target heart rate is sustained throughout
the exercise. This rate is 60–80 percent of the
heart’s maximum. To figure your target rate,
subtract your age in years from 220, then take
60–80 percent of that number. You should
begin your exercise program at the 60-percent
level and gradually increase to the 80-percent
rate. To check your heart rate during your
exercise, periodically monitor your heartbeat
for 6 seconds and multiply by 10.

2. The exercise occurs for 20 to 30 minutes,
three or four days each week. Since cardiovas-
cular endurance decreases after 48 hours, it is
important to exercise at least every other day.

Dietary Control

The adage that “You are what you eat” is sobering, espe-
cially given the fact that Americans annually consume
an average of 100 pounds of refined sugar, 125 pounds
of fat, 36 gallons of carbonated beverages, and 25 times
more salt than the human body requires (Adler &
Hillhouse, 1996). Since diet has received a great deal of
attention among Americans in the past decade or so,
most people are well informed about healthy foods and
eating habits, but the key principles can’t be repeated
too often. Here are some of the key prescriptions agreed

Table 2.7 Confirmed Benefits of Regular Vigorous Exercise

• Blood pressure is lowered.

• Resting heart rate is lowered; the heart is better able to distribute blood where needed under stress.

• Cardiac output is increased; the heart is better able to distribute blood where needed under stress.

• Number of red blood cells is increased; more oxygen can be carried per quart of blood.

• Elasticity of arteries is increased.

• Triglyceride level is lowered.

• Blood cholesterol level is decreased. High-density cholesterol, which is more protective of blood vessels than 
low-density cholesterol, is proportionately increased.

• Adrenal secretions in response to emotional stress are lowered.

• Lactic acid is more efficiently eliminated from the muscles. (This has been associated with decreased fatigue 
and tension.)

• Fibrin, a protein that aids in the formation of blood clots, is decreased.

• Additional routes of blood supply are built up in the heart.

SOURCE: Rostad & Long, 1996. Courtesy of Edizione Posse.
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upon by most medical professionals (see Adler, 2005;
Adler & Hillhouse, 1996; Hubbard & Workman, 1998).

Eat a Variety of Foods There are approximately
40–60 nutrients you need to stay healthy. Nutritionists
recommend the following balanced diet for adults
each day: five or six servings of fruits and vegetables;
four servings of bread or cereal; two servings of milk,
cheese, or yogurt; and two servings of meat, poultry,
fish, eggs, beans, or peas.

Maintain Optimal Weight Optimal weight is best
maintained through a combination of proper diet and
exercise. To lose a pound in a week, you need to burn
500 more calories a day than you consume. Although
there are a number of fad diets, sound and simple prac-
tices that can help individuals avoid overeating include:

❏ Start each meal with a filling, low-calorie
appetizer, such as a clear broth or salad.

❏ Curb between-meal hunger pangs with large
glasses of water or fruit juices.

❏ A half-hour before mealtime, eat a carbohydrate
food such as two soda crackers or half a wheat
bagel.

❏ Use vegetables to provide low-calorie bulk in a
meal.

❏ Eat slowly. (It takes approximately 20 minutes
after you begin eating for your brain to get the
message that you are doing so.)

❏ Eat regularly (every three to five hours) to avoid
binge eating.

❏ Eat smaller portions. Concentrate on your eat-
ing (rather than, for example, on watching TV)
so you are aware of how much you’ve eaten.

❏ Don’t eat to cope with being bored, angry,
tired, or anxious. Try exercise instead.

Reduce Fat Intake Fat is an essential nutrient,
but Americans tend to eat too much of it. They get
approximately 45 percent of their calories from fat,
whereas a healthy diet should contain no more than
about 30 percent fat. Current medical research indi-
cates that saturated fats (those that are solid at room
temperature, such as meat fat, butter, and heavy
cream) tend to elevate the level of “bad” cholesterol in
the blood, contributing to heart disease.

Eat More Whole Foods These include raw or
lightly steamed vegetables, fruits, whole grains and
cereals, brown rice, beans, dried peas, nuts, and seeds.
These are complex-carbohydrate foods that contain a

mix of starch, fiber, sugar, vitamins, and minerals.
Simple-carbohydrate foods to avoid are white flour,
white rice, refined sugar, processed fruit products, and
overcooked vegetables.

Reduce Sugar Intake Americans get 25 percent
of their calories from sugar in various forms, consum-
ing an average of 160 pounds of sugar a year per adult.
Sugar gives people a boost of energy and a feeling of
restlessness. However, it also stimulates the pancreas
to produce insulin, which counteracts the sugar in the
blood. Sixty percent of the population have pancreases
that overreact, creating feelings of irritability, depres-
sion, nausea, anxiety, and, potentially, diabetes.

Reduce Sodium Intake Sodium is an important
mineral, but Americans, on the average, consume
approximately 10 times more than they need. Sodium
is found in table salt (40 percent sodium), as well as
many condiments, processed foods, soft drinks, and
salty snacks. Consuming more than five grams a day
is unwise, especially for individuals with high blood
pressure.

Avoid Alcohol Alcohol is high in calories and low in
other nutrients. It also depletes the body of Vitamin B,
which is important for coping with stress.

Restrict Caffeine Intake Caffeine is a stimulant
that chemically induces the fight or flight reaction. In
addition, it also depletes the body’s supply of Vitamin B.
Although many people seek a cup of coffee or a cola
drink when they are under stress, caffeine actually
makes stress worse. Moreover, recent medical research
links caffeine to health risks such as heart disease,
hypertension, and various kinds of cancer.

Take Vitamin and Mineral Supplements
Although there is disagreement among nutritionists
regarding the need for supplemental vitamins and min-
erals, most people don’t eat a well-balanced diet on a
regular basis. It is a good idea, therefore, to make sure
you are getting an adequate supply of supplemental
nutrients during periods of high stress. Deficiencies in
the B vitamins, Vitamin C, and calcium/magnesium
have been linked to stress-related symptoms such as
insomnia, irritability, depression, and fatigue.

Make Eating a Relaxing Time Take time to
enjoy nutritious meals eaten in peaceful surroundings.
Frequent, small meals, associated with periods of
relaxation, are more beneficial than two or three large,
frantic meals.
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PSYCHOLOGICAL RESILIENCY

Another important moderator of the effects of stress is
an individual’s psychological resiliency. Individuals
with certain psychological characteristics, sometimes
referred to as “resilient personality types,” tend to
handle stress better than others. We will focus on two
examples that show best the relationship between per-
sonality and vulnerability to stress: the hardy personality
and the Type A personality. First we will introduce the
concept of “hardiness” and use it to discuss general psy-
chological attributes that foster resiliency. Then we will
focus on three stress-prone elements of the Type A per-
sonality and outline techniques for eliminating them.

Hardiness

Psychological resiliency has recently begun to be stud-
ied much more than in the past (for example, see
Gittell, Cameron, & Lim, 2006; Sutcliffe & Vogus,
2003), but one of the best sources for learning how to
develop psychological resiliency remains a book that is
more than two decades old. In The Hardy Executive,
Maddi and Kobasa (1984) described three elements
that characterize a hardy, or highly stress-resistant, per-
sonality. Hardiness results from (1) feeling in control
of one’s life, rather than powerless to shape external
events; (2) feeling committed to and involved in what
one is doing, rather than alienated from one’s work
and other individuals; and (3) feeling challenged by
new experiences rather than viewing change as a
threat to security and comfort. According to these
authors, hardy individuals tend to interpret stressful
situations positively and optimistically, and they
respond to stress constructively. As a result, their inci-
dence of illness and emotional dysfunction under
stressful conditions is considerably below the norm.

These three concepts—control, commitment, and
challenge—are central to the development of a variety
of management skills, and are crucial for mitigating the
harmful effects of stress (Cowley, 2000; Kobasa, 1979,
1982). As we discussed in the Developing Self-
Awareness chapter, individuals who score high on
internal locus of control feel that they are in charge of
their own destinies. They take responsibility for their
actions and feel they can neutralize negative external
forces. They generally believe that stressors are the
result of their personal choices rather than uncontrol-
lable, capricious, or even malicious external forces.
The belief that one can influence the course of events
is central to developing high self-esteem. Self-esteem,
in turn, engenders self-confidence and the optimistic

view that bad situations can be improved and that
problems can be overcome. Confidence in one’s own
efficacy produces low fear of failure, high expectations,
willingness to take risks, and persistence under adver-
sity (Anderson, 1977; Bandura 1997; Ivancevich &
Matteson, 1980; Mednick, 1982; Sorenson, 1998), all
of which contribute to resiliency under stress. Holding
a positive self-regard or having a high core self-
evaluation score is strongly related to psychological
resiliency (Judge & Bono, 2001).

Commitment implies both selection and dedication.
Hardy individuals not only feel that they choose what
they do, but they also strongly believe in the importance
of what they do. This commitment is both internal (that
is, applied to one’s own activities) and external (that is,
applied to a larger community). The feeling of being
responsible to others is an important buffer against stress.
Whereas self-esteem and a sense of purpose help provide
a psychological support system for coping with stressful
events, an individual’s belief that others are counting on
him or her to succeed and that he or she belongs to a
larger community fosters psychological resiliency during
stressful periods. Feeling part of a group, feeling cared
about, and feeling trusted by others engender norms of
cooperation and commitment and encourage construc-
tive responses to stress (Bandura, 1997).

Hardy people also welcome challenge. They believe
that change, rather than stability, is the normal and
preferred mode of life. Therefore, much of the disruption
associated with a stressful life event is interpreted as an
opportunity for personal growth rather than as a threat to
security. This mode of thinking is consistent with the
Chinese word for crisis, which has two meanings:
“threat” and “opportunity.” Individuals who seek
challenges search for new and interesting experiences
and accept stress as a necessary step toward learning.
Because these individuals prefer change to stability, they
tend to have high tolerance for ambiguity and high
resiliency under stress (Ivancevich & Ganster, 1987;
Maddi & Kobasa, 1984). The three characteristics
of hardy personalities—control, commitment, and
challenge—have been found to be among the most
powerful mitigators of the adverse consequences of
stress. By contrast, a different complex of personality
attributes, the so-called Type A Syndrome, is associated
with reduced hardiness and higher levels of psycho-
logical stress.

The Type A Personality

A second important aspect of psychological resiliency
relates to a personality pattern many individuals develop



140 CHAPTER 2 MANAGING PERSONAL STRESS

as they enter the competitive worlds of advanced
education and of management. By far, the most well-
known connection between personality and resiliency
relates to a combination of attributes known as the
Type A personality. For more than four decades, sci-
entists have been aware of a link between certain per-
sonality attributes and stress-related behavioral, psycho-
logical, and physiological problems such as anxiety,
deteriorating relationships, and heart disease (Friedman &
Rosenman, 1974). Table 2.8 summarizes the primary
attributes of Type A personalities that have emerged
from the research.

The manner in which Friedman and Rosenman
(both cardiologists) discovered the link between per-
sonality and heart disease is intriguing. Observing that
their waiting room was becoming a bit shabby, they
decided to have their chairs reupholstered. The deco-
rator pointed out that only the front edges of the chairs
were worn. The doctors suddenly realized that their
patients seemed to be “on edge,” literally sitting on the
edges of their seats, prepared for action.

Following up their observations with intensive
interviews, they noted that during interviews, many of
their patients showed signs of impatience and hostility
such as fidgeting, eye blinking, grimaces, rapid or

explosive speech, interrupting, and filling in incomplete
sentences during a pause. The opposite personality
types, which they labeled Type B, appeared more
relaxed, patient, and able to listen without interrupting.
Over 15 percent of Friedman and Rosenman’s Type
A’s had had heart attacks, compared to 7 percent of
Type B’s.

Subsequent research has found that in America
about 70 percent of men and 50 percent of women
exhibit Type A personality traits, such as extreme com-
petitiveness, strong desires for achievement, haste,
impatience, restlessness, hyperalertness, explosiveness
of speech, tenseness of facial muscles, free-floating hos-
tility, and so on. Rosenman suggested that anger, impa-
tience, and competitiveness were the most debilitating
factors in the Type A personality although other factors
such as hostility, blaming, and feelings of urgency also
have been identified as causes of continuous adrenaline
secretions in the body. Regardless of the key ingredient,
the Type A personality is certainly a high risk factor in
maintaining personal well-being (Friedman, 1996;
Siegman & Smith, 1994; William & Williams, 1998).

In one of the most extensive studies of personality
effects on heart disease ever conducted, an eight-year sur-
vey of 3,400 men found that Type A individuals in the

Table 2.8 Characteristics of the Type A Personality

• Signs of personal tension, such as a clenched jaw, tight muscles, tics.

• Personal commitment to having, rather than being.

• Unawareness of the broader environment.

• Ignorance of elements outside the immediate task.

• Strong need to be an expert on a subject; otherwise, lack of involvement.

• Compulsion to compete with other Type A’s rather than understand and cooperate with them.

• Speech characterized by explosive accentuation, acceleration of the last few words of a sentence, 
impatience when interrupted.

• Chronic sense of being in a hurry.

• Polyphasic thoughts and actions, that is, a tendency to do several things simultaneously.

• Impatience with the normal pace of events. Tendency to finish others’ sentences.

• Doing everything rapidly.

• Feelings of guilt when relaxing.

• Tendency to evaluate all activities in terms of measurable results.

• Belief that Type A attributes are what lead to success.

• Frequent knee-jiggling or finger-tapping.

• Determination to win every game, even when playing with those who are less skilled or experienced.
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39- to 49-year age group had approximately 6.5 times
the likelihood of heart disease as Type B’s. Even when
factors such as cigarette smoking, parental medical his-
tory, blood pressure, and cholesterol levels were factored
out, the Type A personality still accounted for a two to
three times greater likelihood of heart disease. This
research concluded that personality is a better predictor
than physiology of cardiovascular illness (Friedman,
1996; Friedman & Rosenman, 1974). Ironically, subse-
quent research has also found that whereas Type A per-
sonalities are more prone to experience heart attacks,
they are also more likely to recover from them.

Most Type A individuals believe it is their Type A
personality that has led to their success. Many are
unwilling to give up that orientation because hard-
driving, intense, persistent action is generally admired
and valued among managers. This has often been asso-
ciated with the traditional male management role, but
it has also been connected to the disproportionately
high incidence of heart disease among men. In fact,
several researchers initially linked Type A personality
characteristics to certain sex-linked behavior patterns
(Friedman, 1996; Goldberg, 1976; Jourard, 1964;
Siegman & Smith, 1994).

Specifically, males or females who followed stereo-
typic views of appropriate male behavior were found to
be more likely to experience stress-related illness. They
tended to equate low self-disclosure, low emotional
involvement, low display of feelings, high defensive-
ness, and high insensitivity to the acquisition of power
and control—the presumed prerequisites for success.
These were so typical of male behavior in the work-
place that they became known as “the lethal aspects of
the male role.” As more women began to enter the
workforce, this same pattern became less and less
gender-linked. Many women also behaved as if accep-
tance in the workplace required “acting as masculine”
as their male counterparts. As a result, the gap between
stress-related illness among professional men and
women has narrowed. In recent years, female stress-
related illnesses (e.g., heart attacks, suicides, migraine
headaches) actually have surpassed those of males in
some professions. This trend is not only tragic but
ironic, because corporations are spending millions of
dollars each year on training workshops designed to
encourage their managers to become more sensitive,
understanding, and supportive. The folly of the Type A
approach to management, and to life, is illustrated in
the following story from the lore of Zen Buddhism.

Matajura wanted to become a great swords-
man, but his father said he wasn’t quick

enough and could never learn. So Matajura
went to the famous dueler, Banzo, and asked
to become his pupil. “How long will it take me
to become a master?” he asked. “Suppose I
become your servant, and spend every minute
with you; how long?”

“Ten years,” said Banzo.
“My father is getting old. Before 10 years

have passed, I will have to return home to
take care of him. Suppose I work twice as
hard; how long will it take me?”

“Thirty years,” said Banzo.
“How is that?” asked Matajura. “First you

say 10 years. Then when I offer to work twice
as hard, you say it will take three times as
long. Let me make myself clear: I will work
unceasingly; no hardship will be too much.
How long will it take?”

“Seventy years,” said Banzo. “A pupil in
such a hurry learns slowly.”

This Type A sense of urgency, of being able to over-
come any obstacle by working harder and longer, works
against the ability to develop psychological hardiness.
When stressors are encountered, arousal levels increase,
and the tendency is to combat them by increasing arousal
levels, or effort, even further. But at high arousal
levels, coping responses become more primitive (Staw,
Sandelands, & Dutton, 1981; Weick, 1995). Patterns of
response that were learned most recently are the first
ones to disappear, which means that the responses that
are most finely tuned to the current stressful situation are
the first ones to go. The ability to distinguish among fine-
grained stimuli actually deteriorates, so the extra energy
expended by individuals trying to cope becomes less and
less effective. Weick (1984, 1995) pointed out that highly
stressed people consequently find it difficult to learn new
responses, to brainstorm, to concentrate, to resist relying
on old nonadaptive behavior patterns, to perform
complex responses, to delegate, and to avoid the vicious
spiral of escalating arousal. Resiliency deteriorates.

You completed the Type A Personality Inventory in
the Pre-Assessment section of this chapter. It assesses
four behavioral tendencies that comprise a Type A per-
sonality: a sense of extreme competitiveness; significant
life imbalance, usually indicated by high work involve-
ment and an overemphasis on instrumental tasks; strong
feelings of hostility and anger; and an extreme sense of
urgency and impatience. Scores above 12 in each area
suggest that you have a pronounced tendency toward
being Type A. Research suggests that the hostility
tendency is the most damaging to personal health.
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The Small-Wins Strategy

An effective antidote to this Type A escalation problem is
working for “small wins,” discussed earlier in this chap-
ter. When individuals work for incremental accomplish-
ments rather than trying to achieve a major milestone or
“hit a home run,” they consciously remain sensitive to
the progress they are making, they can celebrate victo-
ries, and they can develop a sense of making progress, all
the while coping with a major stressor.

A hypothetical example introduced by Kuhn and
Beam (1982, pp. 249–250) illustrates the power of
small wins.

Your task is to count out a thousand sheets of
paper while you are subject to periodic inter-
ruptions. Each interruption causes you to lose
track of the count and forces you to start over. If
you count the thousand as a single sequence,
then an interruption could cause you to lose
count of as many as 999. If the sheets are put
into stacks of 100, however, and each stack
remains undisturbed by interruptions, then the
worst possible count loss from interruption is
108. That number represents the recounting of
nine stacks of 100 each plus 99 single sheets.
Further, if sheets are first put into stacks of 10,
which are then joined into stacks of 100, the
worst possible loss from interruption would be
27. That number represents nine stacks of 100
plus nine stacks of 10 plus nine single sheets.
Not only is far less recounting time lost by
putting the paper into “subsystems” of tens
and hundreds, but the chances of completing
the count are vastly higher.

When individuals work for a small, concrete out-
come, giving them a chance to enjoy visible success,
they develop heightened confidence, excitement, and
optimism, which motivate an attempt to accomplish
another small win. By itself, a small win may seem
unimportant. A series of wins at seemingly insignificant
tasks, however, reveals a pattern that tends to attract
allies, deter opponents, and lower resistance to further
action. Once a small win has been accomplished, forces
are set in motion that favor another small win. When
one solution has been identified, the next solvable prob-
lem often becomes more visible. Additional resources
also tend to flow toward winners, so the probability of
additional successes increases.

Research clearly demonstrates that a small-wins
strategy is superior to a strategy of trying to cope with
stressors in large chunks (Weick, 1984, 1995). For

example, successive small requests are more likely to
be approved and achieve compliance than one large
request. Positions advocated within the latitude of
acceptance (i.e., that are only slightly different from
current positions) modify opinions more than does
advocacy of a position that exceeds those limits (i.e.,
large differences exist between current and proposed
positions). People whose positions are close to one’s
own tend to be the targets of the most intensive per-
suasion attempts, while those whose positions are far-
ther away are dismissed, isolated, or derogated.
Cognitive therapy is most successful when the patient
is persuaded to do just one thing differently that
changes his or her pattern of coping up to that point.
Learning tends to occur in small increments rather than
in large, all-or-nothing chunks. Retention of learning is
better when individuals are in an emotional state simi-
lar to the one in which they learned the original mate-
rial. Over 75 percent of the changes and improvements
in both individuals and organizations over time can be
accounted for by minor improvements, not major alter-
ations. The point is that the incremental approach used
in a small-wins strategy is the most basic and the one
most compatible with human preferences for learning,
perception, motivation, and change.

What does this have to do with hardiness and
resiliency? A small-wins strategy both engenders
hardiness and helps overcome the Type A personality
syndrome, which is basically a large-win, winner-
takes-all approach to stress. Recall that hardiness is
composed of control, commitment, and challenge.
The deliberate cultivation of a strategy of small wins
helps produce precisely those psychological states.
Small wins reinforce the perception that individuals
can influence what happens to them (being in
control); it helps motivate further action by building
on the confidence of past successes (which creates
commitment); and it produces changes of manageable
size that serve as incentives to broaden, learn, and
seek new opportunities or challenges. “Continuing
pursuit of small wins can build increasing resistance
to stress in people not originally predisposed toward
hardiness” (Weick, 1984, p. 46).

Deep-Relaxation Strategies

In addition to a small-wins strategy, a second approach
to building psychological resiliency is to learn and
practice a deep-relaxation technique. Research demon-
strates a marked decrease in Type A personality
characteristics for regular users of meditation and
deep-relaxation techniques. Using the automotive
analogy, individuals who use deep-relaxation exercises
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find that when stress occurs, their “engines” don’t rev
up as high, and they return to idle faster (Curtis &
Detert, 1981; Davis, Eshelman, & McKay, 1980;
Greenberg, 1987). Deep-relaxation techniques differ
from temporary, short-term relaxation techniques,
which we will discuss later.

Deep-relaxation techniques include meditation,
yoga, autogenic training or self-hypnosis, biofeedback,
and so on. Considerable evidence exists that individuals
who practice such techniques regularly are able to
condition their bodies to inhibit the negative effects of
stress (Beary & Benson, 1977; Cooper & Aygen, 1979;
Deepak, 1995; Dellbeck & Shatkin, 1991; Orme-
Johnson, 1973; Stone & Deleo, 1976; Yogi, 1994). Most
of these deep-relaxation techniques must be practiced
over a period of time to develop fully, but they are not
difficult to learn. Most deep-relaxation techniques
require the following conditions:

1. A quiet environment in which external distrac-
tions are minimized.

2. A comfortable position so that muscular effort
is minimized.

3. A mental focus. Transcendental meditation
(TM) advocates recommend concentrating on
one word, phrase, or object. Benson (1975)
suggests the word “one.” Others suggest pic-
turing a plain vase. The ancient Chinese used a
carved jade object that resembled a mountain
and sat on a desktop. The purpose of focusing
on a word or object is to rid the mind of all
other thoughts.

4. Controlled breathing (i.e., deliberate breathing)
with pauses between breaths. Thoughts are
focused on rhythmic breathing, which helps
clear the mind and aids concentration.

5. A passive attitude, so that if other thoughts
enter the mind, they are ignored.

6. Focused bodily changes. While meditation
uses the mind to relax the body, autogenic
training uses bodily sensations of heaviness
and warmth to change the psychological state.
Feelings of warmth and heaviness are induced
in different parts of the body, which, in turn,
create deep relaxation.

7. Repetition. Because physiological and psycho-
logical results depend on consistent practice,
the best results occur when such techniques
are practiced from 20 to 30 minutes each day.

The Skill Practice section contains an example of
a deep-relaxation exercise.

SOCIAL RESILIENCY

The third factor moderating the harmful effects of
stress and contributing to resiliency involves develop-
ing close social relationships. Individuals who are
embedded in supportive social networks are less likely
to experience stress and are better equipped to cope
with its consequences (Cordes & Dougherty, 1993;
Lehrer, 1996; Singh, 1993). Supportive social relations
provide opportunities to share one’s frustrations and
disappointments, to receive suggestions and encour-
agement, and to experience emotional bonding. Such
supportive interactions provide the empathy and bol-
stering required to cope with stressful events. They are
formed most easily among individuals who share close
emotional ties (e.g., family members) or common
experiences (e.g., coworkers).

Poignant testimony to the value of social support
systems during periods of high stress comes from the
experiences of soldiers captured during World War II
and the Korean and Vietnam wars. When it was pos-
sible for prisoners to form permanent, interacting
groups, they maintained better health and morale and
were able to resist their captors more effectively than
when they were isolated or when groups were unsta-
ble. Indeed, the well-documented technique used by
the Chinese during the Korean War for breaking down
soldiers’ resistance to their indoctrination efforts
involved weakening group solidarity through planting
seeds of mistrust and doubt about members’ loyalty.

Aside from personal friendships or family relations,
two types of social support systems can be formed as
part of a manager’s job. One is a mentor relationship;
the other is a task team. Most individuals, with the pos-
sible exception of the most senior managers, can profit
from a mentoring relationship. The research is clear,
in fact, that career success, work satisfaction, and
resiliency to stress are enhanced by a mentoring rela-
tionship (Bell, 1998; Hendricks, 1996; Kram, 1985).
Individuals need someone else in the organization that
can provide a role model, from whom they can learn,
and from whom they can receive personal attention
and a reinforcement of self-worth, especially under
uncertain, crucial, and stressful situations.

Many organizations formally prescribe a mentor-
ing system by assigning a senior manager to shepherd a
younger manager when he or she enters the organiza-
tion. With rare exceptions, when the contact is one-
way, from the top down, these relationships don’t
work out (Kram, 1985). The junior manager must
actively seek and foster the mentoring relationship as
well. The junior manager can do this, not by demon-
strating overdependence or overingratiation, but by
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expressing a desire to use the senior person as a men-
tor and then by making certain that the relationship
does not become a one-way street. The subordinate
can pass along important information and resources to
the potential mentor, while both will share in working
out solutions to problems. That way, the mentoring
relationship becomes mutually satisfying and mutually
beneficial for both parties, and resiliency to stress is
enhanced because of the commitment, trust, and
cooperation that begin to characterize the relationship.
A mentor’s guidance can both help avoid stressful situ-
ations and provide support for coping with them.

Smoothly functioning work teams also enhance
social resiliency. The social value of working on a team
has been well documented in research, and Chapter 9
in this book reviews some of that evidence (also see
Dyer, 1987; Katzenbach & Smith, 1993). The more
cohesive the team, the more support it provides its
members. Members of highly cohesive teams commu-
nicate with one another more frequently and more
positively and report higher satisfaction, lower stress,
and higher commitment levels than do individuals
who do not feel as though they are part of a work team
(Lawler, Mohrman, and Ledford, 1992).

The value of work teams has been amply demon-
strated in practice as well. In the Introductory chapter,
for example, we recounted a dramatic change that
occurred in the Fremont, California, plant of General
Motors when U.S. workers came under Japanese man-
agement. In just one year, marked improvements in pro-
ductivity, morale, and quality occurred, due in large part
to the use of effective work teams. Relationships were
formed based not only on friendship but on a common
commitment to solving work-related problems and to
generating ideas for improvement. Teams met regularly
during work hours to discuss ideas for improvement and
to coordinate and resolve issues.

Similar dynamics have been fostered in most of the
successful companies in the United States and abroad.
The productivity and success of the East Asian
economies, for example, has been attributed largely to
the effective use of work teams. Almost every company
that has won the Malcolm Baldrige National Quality
Award (e.g., Motorola, Ritz-Carlton, Westinghouse,
Xerox, Millikin) has fostered teamwork among employ-
ees as a crucial part of its improvement efforts. The
marked improvements that occur in individual satisfac-
tion and lowered stress levels suggest that each person
should likewise help facilitate similar teamwork in his or
her work setting as part of a social resiliency repertoire.

To foster teamwork in your own work settings,
you might consider involving others in defining the

challenges (stressors), tasks, or issues you encounter,
encourage broad participation and two-way feedback
with every person involved, share information and
resources broadly so that knowledge sharing occurs,
and cultivate a feeling of cohesion and commitment
among team members by identifying team rewards or
positive outcomes rather than focusing on individual
accomplishment. A detailed discussion of these and
other team dynamics is found in Chapter 9 on Building
Effective Teams.

Temporary Stress-Reduction
Techniques

Thus far, we have emphasized eliminating sources of
stress and developing resiliency to stress. These are the
most desirable stress-management strategies because
they have a permanent or long-term effect on your
well-being. However, the occurrence of stressors is
sometimes beyond our control so it may be impossible
to eliminate them. Moreover, developing resiliency
takes time, so sometimes we must use temporary reac-
tive mechanisms in order to maintain equilibrium.
Although increased resilience can buffer the harmful
effects of stress, we must sometimes take immediate
action in the short term to cope with the stress we
encounter.

Implementing short-term strategies reduces stress
temporarily so that longer-term stress-elimination
or resiliency strategies can operate. Short-term
strategies are largely reactive and must be repeated
whenever stressors are encountered because, unlike
other strategies, their effects are only temporary. On
the other hand, they are especially useful for immedi-
ately calming feelings of anxiety or apprehension.
You can use them when you are asked a question you
can’t answer, when you become embarrassed by
an unexpected event, when you are faced with a
presentation or an important meeting, or almost any
time you are suddenly stressed and must respond in a
short period of time. Although more than 5,000
books have been published on temporary stress-
reduction techniques since 1990, we review only five
of the best-known and easiest to learn techniques
here. The first two are physiological; the last three
are psychological.

Muscle relaxation involves easing the tension in
successive muscle groups. Each muscle group is tight-
ened for five or ten seconds and then completely
relaxed. Starting with the feet and progressing to the
calves, thighs, stomach, and on to the neck and face,
one can relieve tension throughout the entire body. All
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parts of the body can be included in the exercise. One
variation is to roll the head around on the neck several
times, shrug the shoulders, or stretch the arms up
toward the ceiling for five to ten seconds, then release
the position and relax the muscles. The result is a state
of temporary relaxation that helps eliminate tension
and refocus energy.

A variation of muscle relaxation involves deep
breathing. This is done by taking several successive,
slow, deep breaths, holding them for five seconds, and
exhaling completely. You should focus on the act of
breathing itself, so that your mind becomes cleared for
a brief time while your body relaxes. After each deep
breath, muscles in the body should consciously be
relaxed.

A third technique uses imagery and fantasy to
eliminate stress temporarily by changing the focus of
your thoughts. Imagery involves visualizing an
event, using “mind pictures.” An increasingly com-
mon practice for athletes is to visualize successful
performance or to imagine themselves achieving
their goal. Research has confirmed both the stress-
reduction advantages of this technique as well as the
performance enhancement benefits (e.g., Deepak,
1995).

In addition to visualization, imagery also can
include recollections of sounds, smells, and textures.
Your mind focuses on pleasant experiences from the
past (e.g., a fishing trip, family vacation, visit with rela-
tives, day at the beach) that can be recalled vividly.
Fantasies, on the other hand, are not past memories
but make-believe events or images. It is especially well
known, for example, that children often construct
imaginary friends, make-believe occurrences, or spe-
cial wishes that are comforting to them when they
encounter stress. Adults also use daydreams or other
fantasy experiences to get them through stressful situa-
tions. The purpose of this technique is to relieve anxi-
ety or pressure temporarily by focusing on something
pleasant so that other, more productive stress-reducing
strategies can be developed for the longer term.

The fourth technique is called rehearsal. Using
this technique, people work themselves through
potentially stressful situations, trying out different sce-
narios and alternative reactions. Appropriate reactions
are rehearsed, either in a safe environment before
stress occurs, or “off-line,” in private, in the midst of a
stressful situation. Removing oneself temporarily from
a stressful circumstance and working through dialogue
or reactions, as though rehearsing for a play, can help
one regain control and reduce the immediacy of the
stressor.

A final strategy, reframing, involves temporarily
reducing stress by optimistically redefining a situation
as manageable. Reframing serves as a key to developing
“hardiness” and “emotional intelligence” discussed ear-
lier. Although reframing is difficult in the midst of a
stressful situation, it can be facilitated by using the
following cues:

❏ “I understand this situation.”
❏ “I’ve solved similar problems before.”
❏ “Other people are available to help me get

through this situation.”
❏ “Others have faced similar situations and made

it through.”
❏ “In the long run, this really isn’t so critical.”
❏ “I can learn something from this situation.”
❏ “There are several good alternatives available

to me.”

Each of these statements can assist you in refram-
ing a situation in order to develop long-term proactive
or enactive strategies.

Summary

We began this chapter by explaining stress in terms of a
relatively simple model. Four kinds of stressors—time,
encounter, situational, and anticipatory—cause negative
physiological, psychological, and social reactions in indi-
viduals. These reactions are moderated by the resiliency
that individuals have developed for coping with stress.
The best way to manage stress is to eliminate it through
time management, delegation, collaboration, interper-
sonal competence, work redesign, prioritizing, goal set-
ting, and small wins. This strategy has permanent
consequences, but it often takes an extended period of
time to implement.

The next most effective stress management strategy
is improving one’s resiliency. Physiological resiliency is
strengthened through increased cardiovascular condi-
tioning and improved diet. Psychological resiliency and
hardiness are improved by practicing small-wins strate-
gies and deep relaxation. Social resiliency is increased by
fostering mentoring relationships and teamwork among
coworkers. These strategies produce long-term benefits,
but they also take quite a long time to implement.

When circumstances make it impossible to apply
longer-term strategies for reducing stress, short-term
relaxation techniques can temporarily alleviate the
symptoms of stress. These strategies have short-term
consequences, but they can be applied immediately
and repeated over and over again.
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Behavioral Guidelines

Following are specific behavioral guidelines for
improving one’s stress management skills.

1. Use effective time management practices. Make
sure that you use time effectively as well as effi-
ciently by generating your own personal mission
statement. Make sure that low-priority tasks do
not drive out time to work on high-priority
activities. Make better use of your time by using
the guidelines in the Time Management Survey
in the Assessment Section.

2. Build collaborative relationships with individuals
based on mutual trust, respect, honesty, and kind-
ness. Make “deposits” into the “emotional bank
accounts” of other people. Form close, stable rela-
tionships among those with whom you work.

3. Consciously work to improve your emotional
intelligence by learning and practicing the prin-
ciples discussed in other chapters of this book.

4. Try redesigning your work to increase its skill vari-
ety, importance, task identity (comprehensive-
ness), autonomy, and feedback. Make the work
itself stress reducing, rather than stress inducing.

5. Reaffirm priorities and short-term plans that
provide direction and focus to activities. Give
important activities priority over urgent ones.

6. Increase your general resiliency by leading a bal-
anced life and consciously developing yourself
in physical, intellectual, cultural, social, family,
and spiritual areas, as well as in your work.

7. Increase your physical resiliency by engaging in
a regular program of exercise and proper eating.

8. Increase your psychological resiliency and har-
diness by implementing a small-wins strategy.
Identify and celebrate the small successes that
you and others achieve.

9. Learn at least one deep-relaxation technique
and practice it regularly.

10. Increase social resiliency by forming an open,
trusting, sharing relationship with at least one
other person. Facilitate a mentoring relation-
ship with someone who can affirm your worth
as a person and provide support during periods
of stress.

11. Establish a teamwork relationship with those
with whom you work or study by identifying
shared tasks and structuring coordinated action
among team members.

12. Learn at least two short-term relaxation tech-
niques and practice them consistently.
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SKILL ANALYSIS

CASES INVOLVING STRESS MANAGEMENT

The Turn of the Tide

Not long ago I came to one of those bleak periods that many of us encounter from time
to time, a sudden drastic dip in the graph of living when everything goes stale and flat,
energy wanes, enthusiasm dies. The effect on my work was frightening. Every morning
I would clench my teeth and mutter: “Today life will take on some of its old meaning.
You’ve got to break through this thing. You’ve got to!”

But the barren days went by, and the paralysis grew worse. The time came when I
knew I had to have help. The man I turned to was a doctor. Not a psychiatrist, just a
doctor. He was older than I, and under his surface gruffness lay great wisdom and
compassion. “I don’t know what’s wrong,” I told him miserably, “but I just seem to
have come to a dead end. Can you help me?”

“I don’t know,” he said slowly. He made a tent of his fingers and gazed at me
thoughtfully for a long while. Then, abruptly, he asked, “Where were you happiest as
a child?”

“As a child?” I echoed. “Why, at the beach, I suppose. We had a summer cottage
there. We all loved it.”

He looked out the window and watched the October leaves sifting down. “Are you
capable of following instructions for a single day?”

“I think so,” I said, ready to try anything.
“All right. Here’s what I want you to do.”
He told me to drive to the beach alone the following morning, arriving not later

than nine o’clock. I could take some lunch; but I was not to read, write, listen to the
radio, or talk to anyone. “In addition,” he said, “I’ll give you a prescription to be taken
every three hours.”

He then tore off four prescription blanks, wrote a few words on each, folded
them, numbered them, and handed them to me. “Take these at nine, twelve, three,
and six.”

“Are you serious?” I asked.
He gave a short bark of laughter. “You won’t think I’m joking when you get my bill!”
The next morning, with little faith, I drove to the beach. It was lonely, all right. A

northeaster was blowing; the sea looked gray and angry. I sat in the car, the whole
day stretching emptily before me. Then I took out the first of the folded slips of paper.
On it was written: LISTEN CAREFULLY.

I stared at the two words. “Why,” I thought, “the man must be mad.” He had ruled
out music and newscasts and human conversation. What else was there? I raised my
head and I did listen. There were no sounds but the steady roar of the sea, the creak-
ing cry of a gull, the drone of some aircraft high overhead. All these sounds were famil-
iar. I got out of the car. A gust of wind slammed the door with a sudden clap of sound.
“Am I supposed to listen carefully to things like that?” I asked myself.

I climbed a dune and looked out over the deserted beach. Here the sea bellowed
so loudly that all other sounds were lost. And yet, I thought suddenly, there must be
sounds beneath sounds—the soft rasp of drifting sand, the tiny wind-whisperings in
the dune grasses—if the listener got close enough to hear them.
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On an impulse I ducked down and, feeling fairly ridiculous, thrust my head into a
clump of sea-oats. Here I made a discovery: If you listen intently, there is a fractional
moment in which everything seems to pause, wait. In that instant of stillness, the racing
thoughts halt. For a moment, when you truly listen for something outside yourself, you
have to silence the clamorous voices within. The mind rests.

I went back to the car and slid behind the wheel. LISTEN CAREFULLY. As I listened
again to the deep growl of the sea, I found myself thinking about the white-fanged fury
of its storms.

I thought of the lessons it had taught us as children. A certain amount of
patience: you can’t hurry the tides. A great deal of respect: the sea does not suffer
fools gladly. An awareness of the vast and mysterious interdependence of things:
wind and tide and current, calm and squall and hurricane, all combining to determine
the paths of the birds above and the fish below. And the cleanness of it all, with every
beach swept twice a day by the great broom of the sea.

Sitting there, I realized I was thinking of things bigger than myself—and there
was relief in that.

Even so, the morning passed slowly. The habit of hurling myself at a problem was
so strong that I felt lost without it. Once, when I was wistfully eyeing the car radio, a
phrase from Carlyle jumped into my head: “Silence is the element in which great
things fashion themselves.”

By noon the wind had polished the clouds out of the sky, and the sea had merry
sparkle. I unfolded the second “prescription.” And again I sat there, half amused and
half exasperated. Three words this time: TRY REACHING BACK.

Back to what? To the past, obviously. But why, when all my worries concerned
the present or the future?

I left the car and started tramping reflectively along the dunes. The doctor had
sent me to the beach because it was a place of happy memories. Maybe that was
what I was supposed to reach for: the wealth of happiness that lay half-forgotten
behind me.

I decided to experiment: to work on these vague impressions as a painter would,
retouching the colors, strengthening the outlines. I would choose specific incidents
and recapture as many details as possible. I would visualize people complete with
dress and gestures. I would listen (carefully) for the exact sound of their voices, the
echo of their laughter.

The tide was going out now, but there was still thunder in the surf. So I chose to
go back 20 years to the last fishing trip I made with my younger brother. (He died in
the Pacific during World War II and was buried in the Philippines.) I found that if I
closed my eyes and really tried, I could see him with amazing vividness, even the
humor and eagerness in his eyes that far-off morning.

In fact, I could see it all: the ivory scimitar of beach where we were fishing; the
eastern sky smeared with sunrise; the great rollers creaming in, stately and slow.
I could feel the backwash swirl warm around my knees, see the sudden arc of my
brother’s rod as he struck a fish, hear his exultant yell. Piece by piece I rebuilt it,
clear and unchanged under the transparent varnish of time. Then it was gone.

I sat up slowly. TRY REACHING BACK. Happy people were usually assured, confi-
dent people. If, then, you deliberately reached back and touched happiness, might
there not be released little flashes of power, tiny sources of strength?

This second period of the day went more quickly. As the sun began its long slant
down the sky, my mind ranged eagerly through the past, reliving some episodes,
uncovering others that had been completely forgotten. For example, when I was
around 13 and my brother 10, Father had promised to take us to the circus. But at
lunch there was a phone call: Some urgent business required his attention downtown.
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We braced ourselves for disappointment. Then we heard him say, “No, I won’t be
down. It’ll have to wait.”

When he came back to the table, Mother smiled. “The circus keeps coming back,
you know.”

“I know,” said Father. “But childhood doesn’t.”
Across all the years I remembered this and knew from the sudden glow of

warmth that no kindness is ever wasted or ever completely lost.
By three o’clock the tide was out and the sound of the waves was only a rhythmic

whisper, like a giant breathing. I stayed in my sandy nest, feeling relaxed and content—
and a little complacent. The doctor’s prescriptions, I thought, were easy to take.

But I was not prepared for the next one. This time the three words were not a
gentle suggestion. They sounded more like a command. REEXAMINE YOUR MOTIVES.

My first reaction was purely defensive. “There’s nothing wrong with my motives,” I
said to myself. “I want to be successful—who doesn’t? I want to have a certain amount of
recognition—but so does everybody. I want more security than I’ve got—and why not?”

“Maybe,” said a small voice somewhere inside my head, “those motives aren’t
good enough. Maybe that’s the reason the wheels have stopped going around.”

I picked up a handful of sand and let it stream between my fingers. In the past,
whenever my work went well, there had always been something spontaneous about it,
something uncontrived, something free. Lately it had been calculated, competent—
and dead. Why? Because I had been looking past the job itself to the rewards I hoped
it would bring. The work had ceased to be an end in itself, it had been merely a means
to make money, pay bills. The sense of giving something, of helping people, of making
a contribution, had been lost in a frantic clutch at security.

In a flash of certainty, I saw that if one’s motives are wrong, nothing can be right.
It makes no difference whether you are a mailman, a hairdresser, an insurance sales-
man, a housewife—whatever. As long as you feel you are serving others, you do the
job well. When you are concerned only with helping yourself, you do it less well. This
is a law as inexorable as gravity.

For a long time I sat there. Far out on the bar I heard the murmur of the surf
change to a hollow roar as the tide turned. Behind me the spears of light were almost
horizontal. My time at the beach had almost run out, and I felt a grudging admiration
for the doctor and the “prescriptions” he had so casually and cunningly devised.
I saw, now, that in them was a therapeutic progression that might well be of value to
anyone facing any difficulty.

LISTEN CAREFULLY: To calm a frantic mind, slow it down, shift the focus from
inner problems to outer things.

TRY REACHING BACK: Since the human mind can hold but one idea at a time,
you blot out present worry when you touch the happiness of the past.

REEXAMINE YOUR MOTIVES: This was the hard core of the “treatment,” this
challenge to reappraise, to bring one’s motives into alignment with one’s capabilities
and conscience. But the mind must be clear and receptive to do this—hence the six
hours of quiet that went before.

The western sky was a blaze of crimson as I took out the last slip of paper. Six
words this time. I walked slowly out on the beach. A few yards below the high water
mark I stopped and read the words again: WRITE YOUR TROUBLES ON THE SAND.

I let the paper blow away, reached down and picked up a fragment of shell.
Kneeling there under the vault of the sky, I wrote several words on the sand, one
above the other. Then I walked away, and I did not look back. I had written my
troubles on the sand. And the tide was coming in.

SOURCE: “The Day at the Beach” Copyright by Arthur Gordon,1959. 
Reprinted with permission from the January 1960 Reader’s Digest.
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Discussion Questions
1. What is effective about these strategies for coping with stress, and why did they

work?
2. What troubles, challenges, or stressors do you face right now to which these

prescriptions might apply?
3. Are these prescriptions effective coping strategies or merely escapes?
4. What other prescriptions could the author take besides the four mentioned here?

Generate your own list based on your own experiences with stress.

The Case of the Missing Time

At approximately 7:30 A.M. on Tuesday, June 23, 1959, Chet Craig, manager of the Norris
Company’s Central Plant, swung his car out of the driveway of his suburban home and
headed toward the plant located some six miles away, just inside the Midvale city limits.
It was a beautiful day. The sun was shining brightly and a cool, fresh breeze was blowing.
The trip to the plant took about 20 minutes and sometimes gave Chet an opportunity to
think about plant problems without interruption.

The Norris Company owned and operated three printing plants. Norris enjoyed a
nationwide commercial business, specializing in quality color work. It was a closely
held company with some 350 employees, nearly half of whom were employed at the
Central Plant, the largest of the three Norris production operations. The company’s
main offices were also located in the Central Plant building.

Chet had started with the Norris Company as an expediter in its Eastern Plant in
1948, just after he graduated from Ohio State. After three years Chet was promoted
to production supervisor, and two years later he was made assistant to the manager
of the Eastern Plant. Early in 1957 he was transferred to the Central Plant as assis-
tant to the plant manager and one month later was promoted to plant manager when
the former manager retired (see Figure 2.7).

Chet was in fine spirits as he relaxed behind the wheel. As his car picked up
speed, the hum of the tires on the newly paved highway faded into the background.
Various thoughts occurred to him, and he said to himself, “This is going to be the day
to really get things done.”

He began to run through the day’s work, first one project, then another, trying to
establish priorities. After a few minutes he decided that the open-end unit scheduling
was probably the most important, certainly the most urgent. He frowned for a
moment as he recalled that on Friday the vice president and general manager had
casually asked him if he had given the project any further thought. Chet realized that
he had not been giving it much thought lately. He had been meaning to get to work
on this idea for over three months, but something else always seemed to crop up.
“I haven’t had much time to sit down and really work it out,” he said to himself. “I’d
better get going and hit this one today for sure.” With that he began to break down
the objectives, procedures, and installation steps of the project. He grinned as he
reviewed the principles involved and calculated roughly the anticipated savings. “It’s
about time,” he told himself. “This idea should have been followed up long ago.” Chet
remembered that he had first conceived of the open-end unit scheduling idea nearly
a year and a half ago, just prior to his leaving Norris’s Eastern Plant. He had spoken
to his boss, Jim Quince, manager of the Eastern Plant, about it then, and both
agreed that it was worth looking into. The idea was temporarily shelved when he was
transferred to the Central Plant a month later.
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A blast from a passing horn startled him, but his thoughts quickly returned to
other plant projects he was determined to get underway. He started to think through a
procedure for simpler transport of dies to and from the Eastern Plant. Visualizing the
notes on his desk, he thought about the inventory analysis he needed to identify and
eliminate some of the slow-moving stock items, the packing controls that needed revi-
sion, and the need to design a new special-order form. He also decided that this was
the day to settle on a job printer to do the simple outside printing of office forms. There
were a few other projects he couldn’t recall offhand, but he could tend to them after
lunch, if not before. “Yes, sir,” he said to himself, “this is the day to really get rolling.”

Chet’s thoughts were interrupted as he pulled into the company parking lot.
When he entered the plant Chet knew something was wrong as he met Al Noren, the
stockroom foreman, who appeared troubled. “A great morning, Al,” Chet greeted him
cheerfully.

Figure 2.7 Organization Chart
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“Not so good, Chet; my new man isn’t in this morning,” Noren growled.
“Have you heard from him?” asked Chet.
“No, I haven’t,” replied Al.
Chet frowned as he commented, “These stock handlers assume you take it for

granted that if they’re not here, they’re not here, and they don’t have to call in and
verify it. Better ask Personnel to call him.”

Al hesitated for a moment before replying, “Okay, Chet, but can you find me a
man? I have two cars to unload today.”

As Chet turned to leave he said, “I’ll call you in half an hour, Al, and let you know.”
Making a mental note of the situation, Chet headed for his office. He greeted the

group of workers huddled around Marilyn, the office manager, who was discussing
the day’s work schedule with them. As the meeting broke up, Marilyn picked up a few
samples from the clasper, showed them to Chet, and asked if they should be shipped
that way or if it would be necessary to inspect them. Before he could answer, Marilyn
went on to ask if he could suggest another clerical operator for the sealing machine
to replace the regular operator, who was home ill. She also told him that Gene, the
industrial engineer, had called and was waiting to hear from Chet.

After telling Marilyn to go ahead and ship the samples, he made a note of the
need for a sealer operator for the office and then called Gene. He agreed to stop by
Gene’s office before lunch and started on his routine morning tour of the plant. He
asked each foreman the types and volumes of orders they were running, the number
of people present, how the schedules were coming along, and the orders to be run
next; helped the folding-room foreman find temporary storage space for consolidat-
ing a carload shipment; discussed quality control with a pressman who had been
running poor work; arranged to transfer four people temporarily to different depart-
ments, including two for Al in the stockroom; and talked to the shipping foreman
about pickups and special orders to be delivered that day. As he continued through
the plant, he saw to it that reserve stock was moved out of the forward stock area,
talked to another pressman about his requested change of vacation schedule, had a
“heart-to-heart” talk with a press helper who seemed to need frequent reassurance,
and approved two type and one color-order okays for different pressmen.

Returning to his office, Chet reviewed the production reports on the larger orders
against his initial productions and found that the plant was running behind schedule.
He called in the folding-room foreman and together they went over the lineup of
machines and made several necessary changes.

During this discussion, the composing-room foreman stopped in to cover several
type changes, and the routing foreman telephoned for approval of a revised printing
schedule. The stockroom foreman called twice, first to inform him that two standard,
fast-moving stock items were dangerously low, later to advise him that the paper stock
for the urgent Dillion job had finally arrived. Chet made the necessary subsequent
calls to inform those concerned.

He then began to put delivery dates on important and difficult inquiries received
from customers and salesmen. (The routine inquiries were handled by Marilyn.) While
he was doing this he was interrupted twice, once by a sales correspondent calling
from the West Coast to ask for a better delivery date than originally scheduled, once
by the personnel vice president asking him to set a time when he could hold an initial
training and induction interview with a new employee.

After dating the customer and salesmen inquiries, Chet headed for his morning
conference in the executive offices. At this meeting he answered the sales vice presi-
dent’s questions in connection with “hot” orders, complaints, and the status of large-
volume orders and potential new orders. He then met with the general manager to
discuss a few ticklish policy matters and to answer “the old man’s” questions on
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several specific production and personnel problems. Before leaving the executive
offices, he stopped at the office of the secretary-treasurer to inquire about delivery of
cartons, paper, and boxes and to place a new order for paper.

On the way back to his own office, Chet conferred with Gene about two current
engineering projects concerning which he had called earlier. When he reached his
desk, he looked at his watch. It was 10 minutes before lunch, just time enough to
make a few notes of the details he needed to check in order to answer the knotty
questions raised by the sales manager that morning.

After lunch Chet started again. He began by checking the previous day’s produc-
tion reports, did some rescheduling to get out urgent orders, placed appropriate
delivery dates on new orders and inquiries received that morning, and consulted with
a foreman on a personal problem. He spent some 20 minutes at the TWX going over
mutual problems with the Eastern Plant.

By midafternoon Chet had made another tour of the plant, after which he met with
the personnel director to review with him a touchy personal problem raised by one of
the clerical employees, the vacation schedules submitted by his foremen, and the pend-
ing job-evaluation program. Following this conference, Chet hurried back to his office to
complete the special statistical report for Universal Waxing Corporation, one of Norris’
best customers. As he finished the report, he discovered that it was 10 minutes after
six and he was the only one left in the office. Chet was tired. He put on his coat and
headed through the plant toward the parking lot; on the way he was stopped by both
the night supervisor and night layout foremen for approval of type and layout changes.

With both eyes on the traffic, Chet reviewed the day he had just completed.
“Busy?” he asked himself. “Too much so—but did I accomplish anything?” His mind
raced over the day’s activities. “Yes and no” seemed to be the answer. “There was the
usual routine, the same as any other day. The plant kept going and I think it must
have been a good production day. Any creative or special-project work done?” Chet
grimaced as he reluctantly answered, “No.”

With a feeling of guilt, he probed further. “Am I an executive? I’m paid like one,
respected like one, and have a responsible assignment with the necessary authority
to carry it out. Yet one of the greatest values a company derives from an executive is
his creative thinking and accomplishments. What have I done about it? An executive
needs some time for thinking. Today was a typical day, just like most other days, and
I did little, if any, creative work. The projects that I so enthusiastically planned to
work on this morning are exactly as they were yesterday. What’s more, I have no
guarantee that tomorrow night or the next night will bring me any closer to their
completion. This is the real problem and there must be an answer.”

Chet continued, “Night work? Yes, occasionally. This is understood. But I’ve been
doing too much of this lately. I owe my wife and family some of my time. When you
come down to it, they are the people for whom I’m really working. If I am forced to
spend much more time away from them, I’m not meeting my own personal objectives.
What about church work? Should I eliminate that? I spend a lot of time on this, but I
feel I owe God some time, too. Besides, I believe I’m making a worthwhile contribu-
tion in this work. Perhaps I can squeeze a little time from my fraternal activities. But
where does recreation fit in?”

Chet groped for the solution. “Maybe I’m just rationalizing because I schedule
my own work poorly. But I don’t think so. I’ve studied my work habits carefully and I
think I plan intelligently and delegate authority. Do I need an assistant? Possibly, but
that’s a long-term project and I don’t believe I could justify the additional overhead
expenditure. Anyway, I doubt whether it would solve the problem.”

By this time Chet had turned off the highway onto the side street leading to his
home—the problem still uppermost in his mind. “I guess I really don’t know the
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answer,” he told himself as he pulled into his driveway. “This morning everything
seemed so simple, but now . . . ” His thoughts were interrupted as he saw his son run-
ning toward the car calling out, “Mommy, Daddy’s home.”

SOURCE: © Kellogg School of Management, 1973, 2004. Used with permission.

Discussion Questions
1. What principles of time and stress management are violated in this case?
2. What are the organizational problems in the case?
3. Which of Chet’s personal characteristics inhibit his effective management of time?
4. If you were hired as a consultant to Chet, what would you advise him?
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SKILL PRACTICE

EXERCISES FOR LONG-TERM AND 
SHORT-RUN STRESS MANAGEMENT

In this section, we provide four relatively short exercises to help you practice good stress
management. We strongly urge you to complete the exercises with a partner who can
give you feedback and who will monitor your progress in improving your skill. Because
managing stress is a personal skill, most of your practice will be done in private. But hav-
ing a partner who is aware of your commitment will help foster substantial improvement.

The Small-Wins Strategy
An ancient Chinese proverb states that long journeys are always made up of small steps. In
Japan, the feeling of obligation to make small, incremental improvements in one’s work is
known as kaizen. In this chapter the notion of small wins was explained as a way to break
apart large problems and identify small successes in coping with them. Each of these
approaches represents the same basic philosophy—to recognize incremental successes—
and each helps an individual build up psychological resiliency to stress.

Assignment
Answer the following questions. An example is given to help clarify each question, but
your response need not relate to the example.

1. What major stressor do you currently face? What creates anxiety or discomfort for
you? (For example, “I have too much to do.”)

2. What are the major attributes or components of the situation? Divide the major
problem into smaller parts or subproblems. (For example, “I have said ‘yes’ to too
many things. I have deadlines approaching. I don’t have all the resources I need to
complete all my commitments right now.”)

3. What are the subcomponents of each of those subproblems? Divide them into yet
smaller parts. (For example, “I have the following deadlines approaching: a report
due, a large amount of reading to do, a family obligation, an important presentation,
a need to spend some personal time with someone I care about, a committee meet-
ing that requires preparation.”)
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Attribute 1:

Attribute 2:

Attribute 3:

And so on:

4. What actions can I take that will affect any of these subcomponents? (For
example, “I can engage the person I care about in helping me prepare for the pre-
sentation. I can write a shorter report than I originally intended. I can carry the
reading material with me wherever I go.”)

5. What actions have I taken in the past that have helped me cope successfully with
similar stressful circumstances? (For example, “I have found someone else to share
some of my tasks. I have gotten some reading done while waiting, riding, and eat-
ing. I have prepared only key elements for the committee meeting.”)

6. What small thing should I feel good about as I think about how I have coped or
will cope with this major stressor? (For example, “I have accomplished a lot when
the pressure has been on in the past. I have been able to use what I had time to
prepare to its best advantage.”)

Repeat this process when you face major stressors. The six specific questions may not
be as important to you as (1) breaking the problem down into incremental parts and then
breaking those parts down again, and (2) identifying actions that can be done that will be
successful in coping with components of the stressor.

Life-Balance Analysis
The prescription to maintain a balanced life seems both intuitive and counterintuitive. On
the one hand, it makes sense that life should have variety and that each of us should
develop multiple aspects of ourselves. Narrowness and rigidity are not highly valued by
anyone. On the other hand, the demands of work, school, or family, for example, can be
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so overwhelming that we don’t have time to do much except respond to those demands.
Work could take all of our time. So could school. So could family. The temptation for most
of us, then, is to focus on only a few areas of our lives that demand our attention and
leave the other areas undeveloped. This exercise helps you discover which areas those
might be and which areas need more attention.

Assignment
Use Figure 2.8 below to complete this exercise. In responding to the four items in the
exercise, think of the amount of time you spend in each area, the amount of experience
and development you have had in the past in each area, and the extent to which devel-
opment in each area is important to you.

1. In Figure 2.8, shade in the portion of each section that represents the extent to
which that aspect of your life has been well developed. In other words, rate how
satisfied you are that each aspect is adequately cultivated.

2. Now write down at least one thing you can start doing to improve your develop-
ment in the areas that need it. For example, you might do more outside reading to
develop culturally, invite a foreign visitor to your home to develop socially, engage
in regular prayer or meditation to develop spiritually, begin a regular exercise pro-
gram to develop physically, and so on.

Ideal Level of Development

Spiritual
activitiesPhysical

activities

COMPLETELY

DEVELOPED

COMPLETELY

SATISFIED

Cultural
activities

Work
activities Intellectual

activities

Social
activities

Family
activities

UNDEVELOPED

DISSATISFIED

Figure 2.8 Life-Balance Analysis Form
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3. Because the intent of this exercise is not to add more pressure and stress to your
life but to increase your resiliency through life balance, identify the things you will
stop doing in various areas that will make it possible to achieve better life balance.

4. To make this a practice exercise and not just a planning exercise, do something
today that you have on your list for items 2 and 3 above. Write down specifically
what you’ll do and when. Don’t let the rest of the week go by without imple-
menting something you’ve written.

Deep Relaxation
To engage in deep relaxation, you need to reserve time that can be spent concentrating on
relaxation. Cognitive control and physiological control are involved. By focusing your
mind, you can positively affect both your mental and physical states (Davis, Eshelman, &
McKay, 1980). This exercise describes one technique that is easily learned and practiced.

The deep-relaxation technique presented below combines key elements of several
well-known formulas. It is recommended that this technique be practiced for 20 minutes
a day, three times a week. Reserve at least 30 minutes to engage in this exercise for the
first time.

Find a quiet spot with a partner. You may want to do this in the classroom itself the
first time. Have that person read the instructions below. Do not rush through the instruc-
tions. Allow time between each step to complete it unrushed. When you have finished,
switch roles. (Since you will be practicing this exercise later in a different setting, you may
want to make a tape recording of these instructions. Alternatively, agree to do the exer-
cise regularly with a friend or a spouse.)

Assignment
Step 1: Assume a comfortable position. You may lie down. Loosen any tight clothing.
Close your eyes and be quiet. Slow down and let go.

Step 2: Focus on your body and on relaxing specific muscles. Tune out all other
thoughts. Assume a passive attitude.

Step 3: Now tense and relax each of your muscle groups for five to ten seconds each.
Do it in the following order:

Forehead. Wrinkle your forehead. Try to make your eyebrows touch your hair-
line for five seconds, then relax.
Eyes and nose. Close your eyes as tightly as you can for five seconds, then
relax.
Lips, cheeks, and jaw. Draw the corners of your mouth back and grimace for
five seconds, then relax.
Hands. Extend your arms in front of you. Clench your fists tightly for five sec-
onds, then relax.
Forearms. Extend your arms out against an invisible wall and push forward for
five seconds, then relax.



MANAGING PERSONAL STRESS CHAPTER 2 159

Upper arms. Bend your elbows and tense your biceps for five seconds, then
relax.
Shoulders. Shrug your shoulders up to your ears for five seconds, then relax.
Back. Arch your back off the floor for five seconds, then relax.
Stomach. Tighten your stomach muscles by lifting your legs off the ground
about two inches for five seconds, then relax.
Hips and buttocks. Tighten your hip and buttock muscles for five seconds,
then relax.
Thighs. Tighten your thigh muscles by pressing your legs together as tightly as
you can for five seconds, then relax.
Feet. Bend your ankles toward your body as far as you can for five seconds,
then point your toes for five seconds, then relax.
Toes. Curl your toes as tightly as you can for five seconds, then relax.

Step 4: Focus on any muscles that are still tense. Repeat the exercise for that muscle
group three or four times until it relaxes.

Step 5: Now focus on your breathing. Do not alter it artificially, but focus on taking
long, slow, deep breaths. Breathe through your nose and exhale through your mouth.
Concentrate exclusively on the rhythm of your breathing until you have taken at least
45 breaths.

Step 6: Now focus on the heaviness and warmth of your body. Let all the energy in your
body seep away. Let go of your normal tendency to control your body and mobilize it
toward activity.

Step 7: With your body completely relaxed, relax your mind. Picture a plain object such
as a glass ball, an empty white vase, the moon, or some favorite thing. Don’t analyze it;
don’t examine it; just picture it. Concentrate fully on the object for at least three minutes
without letting any other thoughts enter your mind. Begin now.

Step 8: Now open your eyes, slowly get up, and return to your hectic, stressful, anxiety-
ridden, Type-A environment better prepared to cope with it effectively.

Monitoring and Managing Time
Time management is the most often identified problem faced by managers and business
school students. Most people feel overwhelmed at least part of the time with having too
much to accomplish in too little time. It is interesting, however, that even though people
may be extremely busy, if they feel that their time is discretionary—that is, it can be used
in any way that they choose, such as in recreation, playing with friends or family, or by
themselves—they feel less stress. Increasing discretionary time, therefore, is a key to
effective time management.

This exercise helps you identify and better manage your discretionary time. It takes
one full week to complete. It requires that you record how you spend your time for the
next seven days. Virtually every executive who is a good time manager has completed
this exercise and, in fact, regularly repeats this exercise.

Assignment
Complete the following five steps, then use a partner to get feedback and ideas for
improving and refining your plans.
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Step 1: Beginning today, keep a time log for one full week. Record how you spend each
30-minute block in the next seven 24-hour periods. Using the following format, record
the log in your own notebook, diary, or journal. Simply write down what you did during
the 30-minute period. If you did multiple things, record them one above the other.

TIME ACTIVITY REQUIRED/ PRODUCTIVE/
DISCRETIONARY UNPRODUCTIVE

12:00–1:00
1:00–1:30
1:30–2:00
2:00–3:00
.
.
.
23:00–23:30
23:30–24:00

Step 2: Beneath the heading “Required/Discretionary,” write whether the time spent
in each 30-minute block was required by someone or something else (R) or was discre-
tionary (D). That is, to what extent did you have a choice about whether or not you
would engage in this activity? You don’t have a choice about a certain amount of sleep,
for example, or attending class. But you do have a choice about watching TV or spending
time socializing.

Step 3: Beneath the heading “Productive/Unproductive,” rate the extent to which
each activity was productive. That is, identify the extent to which the activity achieved
what it was intended to achieve. To what extent did the activity accomplish your own
goals or lead to improvements of some kind ? Use the following scale for your rating:

4 Time was used productively
3 Time was used somewhat productively
2 Time was used somewhat unproductively
1 Time was used unproductively

Step 4: Draw up a plan for increasing the amount of discretionary time you have during
the week. Refer to the Time Management Survey in the Assessment Section for sugges-
tions. Write down the things you will stop doing and start doing.

Step 5: Identify ways in which you can use your discretionary time more productively,
especially any blocks of time you rated 1 or 2 in step 3. What will you do to make sure the
time you control is used for more long-term benefit? What will you stop doing that
impedes your effective use of time?
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SKILL APPLICATION

ACTIVITIES FOR MANAGING STRESS

Suggested Assignments

1. Do a systematic analysis of the stressors you face in your job, family, school, and
social life. List the types of stressors you face, and identify strategies to eliminate
or sharply reduce them. Record this analysis in your journal.

2. Find someone you know well who is experiencing a great deal of stress. Teach
him or her how to manage that stress better by applying the concepts, principles,
techniques, and exercises in this chapter. Describe what you taught and record
the results in your journal.

3. Implement at least three of the time management techniques suggested in the
Time Management Survey or elsewhere that you are not currently using but think
you might find helpful. In your time log, keep track of the amount of time these
techniques save you over a one-month period. Be sure to use that extra time
productively.

4. With a coworker or colleague, identify ways in which your work at school, job, or
home can be redesigned to reduce stress and increase productivity. Use the hints
provided in the chapter to guide your redesign.

5. Write a personal principles statement. Specify precisely your core principles; those
things you consider to be central to your life and your sense of self-worth; and the
legacy you want to leave. Identify at least one thing that you want to accomplish
in your life that you would like to be known for. Begin working on it today.

6. Establish a short-term goal or plan that you wish to accomplish this year. Make it
compatible with the top priorities in your life. Specify the behavioral action steps,
the reporting and accounting mechanisms, and the criteria of success and rewards
as outlined in Figure 2.5. Share this plan with others you know so that you have
an incentive to pursue it even after you finish this class.

7. Get a physical examination, then outline and implement a regular physical fitness
and diet program. Even if it is just regular walking, do some kind of physical exer-
cise at least three times a week. Preferably, institute a regular, vigorous cardio-
vascular fitness program. Record your progress in your journal.
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8. Pick at least one long-term deep-relaxation technique. Learn it and practice it on a
regular basis. Record your progress in your journal.

9. Establish a mentoring relationship with someone with whom you work or go to
school. Your mentor may be a professor, a senior manager, or someone who has
been around longer than you have. Make certain that the relationship is reciprocal
and that it will help you cope with the stresses you face at work or school.

Application Plan and Evaluation

The intent of this exercise is to help you apply this cluster of skills in a real-life, out-of-class
setting. Now that you have become familiar with the behavioral guidelines that form the
basis of effective skill performance, you will improve most by trying out those guidelines in
an everyday context. Unlike a classroom activity, in which feedback is immediate and
others can assist you with their evaluations, this skill application activity is one you must
accomplish and evaluate on your own. There are two parts to this activity. Part 1 helps pre-
pare you to apply the skill. Part 2 helps you evaluate and improve on your experience. Be
sure to write down answers to each item. Don’t short-circuit the process by skipping steps.

Part 1. Planning
1. Write down the two or three aspects of this skill that are most important to you.

These may be areas of weakness, areas you most want to improve, or areas that
are most salient to a problem you face right now. Identify the specific aspects of
this skill that you want to apply.

2. Now identify the setting or the situation in which you will apply this skill.
Establish a plan for performance by actually writing down a description of the sit-
uation. Who else will be involved? When will you do it? Where will it be done?

Circumstances:
Who else?
When?
Where?

3. Identify the specific behaviors in which you will engage to apply this skill.
Operationalize your skill performance.

4. What are the indicators of successful performance? How will you know you have
been effective? What will indicate you have performed competently?
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Part 2. Evaluation
5. After you have completed your implementation, record the results. What happened?

How successful were you? What was the effect on others?

6. How can you improve? What modifications can you make next time? What will
you do differently in a similar situation in the future?

7. Looking back on your whole skill practice and application experience, what have
you learned? What has been surprising? In what ways might this experience help
you in the long term?
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SCORING KEYS AND
COMPARISON DATA

Stress Management Assessment 

Scoring Key

SKILL AREA ITEMS ASSESSMENT

PRE- POST-

Eliminating stressors 1, 5, 8, 9 ______ ______
Developing resiliency 2, 3, 6, 7 ______ ______
Short-term coping 4, 10 ______ ______

Total Score ______ ______

Comparison Data (N = 5,000 students)

Compare your scores to three standards:
1. The maximum possible score = 60.
2. The scores of other students in the class.
3. Norm data from more than 5,000 business school students.

Pre-Test Post-Test
41.11 = mean = 47.84
48 or above = top quartile = 53 or above
44–47 = third quartile = 48–52
39–43 = second quartile = 44–47
38 or below = bottom quartile = 43 or below

Time Management Assessment 

Scoring Key

To see how effective you are as a manager of your time, give yourself the following number
of points for the boxes you checked:

POINTS FREQUENCY

0 Never
1 Seldom
2 Sometimes
3 Usually
4 Always

If you completed only Section 1 of the assessment, double the scores for each category.
Add up your total points for the 40 items.
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First half score _________
Second half score _________
Total score _________

Comparison Data (N = 5,000 students)

Mean score: 92
Top quartile: 108 or above
Second quartile: 93–107
Third quartile: 78–92
Bottom quartile: 77 or below

Note: Sometimes people have markedly different scores in the two sections of this instru-
ment. That is, they are better time managers at the office than in their personal lives, or
vice versa. Compare your scores for each half of the instrument separately, and discuss
with your colleagues how you interpret those scores.

Type A Personality Inventory

Scoring Key

The Type A Personality Inventory consists of four behavioral tendencies: extreme
competitiveness, significant life imbalance (typically coupled with high work involvement),
strong feelings of hostility and anger, and an extreme sense of urgency and impatience.
Scores above 12 in each area suggest that you have a pronounced tendency toward Type A
behavior.

COMPETITIVENESS WORK INVOLVEMENT HOSTILITY/ANGER IMPATIENCE/URGENCY

ITEM SCORE ITEM SCORE ITEM SCORE ITEM SCORE

1 _____ 2 _____ 3 _____ 4 _____
5 _____ 6 _____ 7 _____ 8 _____
9 _____ 10 _____ 11 _____ 12 _____

13 _____ 14 _____ 15 _____ 16 _____
17 _____ 18 _____ 19 _____ 20 _____
21 _____ 22 _____ 23 _____ 24 _____

Total _____ Total _____ Total _____ Total _____

Total Score ____________

Comparison Data (N = 5,000 students)

Scores above 12 in each of the four areas indicate a pronounced tendency toward that fac-
tor and, consequently, a detrimental effect on physiological, psychological, and social
health.

Mean score: 45.83

Top quartile: 51 or above

Third quartile: 45–50
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Second quartile: 40–44

Bottom quartile: 39 or below

Social Readjustment Rating Scale

Scores of 150 points or below resulted in a probability of less than 37 percent that a serious
illness would occur in the next year, but the probability increased to about 50 percent with
scores of 150–300. Those who scored over 300 on the SRRS had an 80 percent chance of
serious illness. Research results also show an injury rate among athletes five times as great
for high scorers on the SRRS as for low scorers.

Comparison Data (N = 5,000 students)

Mean score: 257.76

Top quartile: 347 or above

Third quartile: 222–346

Second quartile: 123–221

Bottom quartile: 122 or below

Source of Personal Stress

This exercise does not have a solution or scoring data. Answers will vary among students.
Solutions for this exercise are not available online.
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SKILL ASSESSMENT

DIAGNOSTIC SURVEYS FOR CREATIVE
PROBLEM SOLVING

PROBLEM SOLVING, CREATIVITY, AND INNOVATION

Step 1: Before you read the material in this chapter, please respond to the following state-
ments by writing a number from the rating scale below in the left-hand column 
(Pre-assessment). Your answers should reflect your attitudes and behavior as they are now,
not as you would like them to be. Be honest. This instrument is designed to help you 
discover your level of competency in problem solving and creativity so you can tailor your
learning to your specific needs. When you have completed the survey, use the scoring key
at the end of the chapter to identify the skill areas discussed in this chapter that are most
important for you to master.

Step 2: After you have completed the reading and the exercises in this chapter and, ide-
ally, as many as you can of the Skill Application assignments at the end of this chapter,
cover up your first set of answers. Then respond to the same statements again, this time
in the right-hand column (Post-assessment). When you have completed the survey, use
the scoring key at the end of the chapter to measure your progress. If your score remains
low in specific skill areas, use the behavioral guidelines at the end of the Skill Learning
section to guide further practice.

Rating Scale

1 Strongly disagree
2 Disagree
3 Slightly disagree
4 Slightly agree
5 Agree
6 Strongly agree

Assessment

Pre- Post-

When I encounter a routine problem:

______ ______ 1. I state clearly and explicitly what the problem is. I avoid trying to solve it until I have
defined it.

______ ______ 2. I always generate more than one alternative solution to the problem, instead of iden-
tifying only one obvious solution.

______ ______ 3. I keep in mind both long-term and short-term consequences as I evaluate various
alternative solutions.

______ ______ 4. I gather as much information as I can about what the problem is before trying to solve it.

______ ______ 5. I keep steps in the problem-solving process distinct; that is, I define the problem
before proposing alternative solutions, and I generate alternatives before selecting a
single solution.
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When faced with an ambiguous or difficult problem that does not have an easy solution:

______ ______ 6. I try out several definitions of the problem. I don’t limit myself to just one way to
define it.

______ ______ 7. I try to be flexible in the way I approach the problem by trying out several different
alternative methods rather than relying on the same approach every time.

______ ______ 8. I try to find underlying patterns among elements in the problem so that I can uncover
underlying dimensions or principles that help me understand the problem.

______ ______ 9. I try to unfreeze my thinking by asking lots of questions about the nature of the prob-
lem before considering ways to solve it.

______ ______ 10. I try to think about the problem from both the left (logical) side of my brain and the
right (intuitive) side of my brain.

______ ______ 11. To help me understand the problem and generate alternative solutions, I use analo-
gies and metaphors that help me identify what else this problem is like.

______ ______ 12. I sometimes reverse my initial definition of the problem to consider whether or not
the exact opposite is also true.

______ ______ 13. I do not evaluate the merits of an alternative solution to the problem before I have gen-
erated a list of alternatives. That is, I avoid selecting one solution until I have developed
several possible solutions.

______ ______ 14. I often break down the problem into smaller components and analyze each one
separately.

______ ______ 15. I have some specific techniques that I use to help develop creative and innovative
solutions to problems.

When trying to foster more creativity and innovation among those with whom I work:

______ ______ 16. I help arrange opportunities for individuals to work on their ideas outside the con-
straints of their normal job assignments.

______ ______ 17. I make sure there are divergent points of view represented or expressed in every
complex problem-solving situation.

______ ______ 18. I sometimes make outrageous suggestions to stimulate people to find new ways of
approaching problems.

______ ______ 19. I try to acquire information from individuals outside the problem-solving group who will
be affected by the decision, mainly to determine their preferences and expectations.

______ ______ 20. I sometimes involve outsiders (e.g., customers or recognized experts) in problem-
solving discussions.

______ ______ 21. I try to provide recognition not only to those who come up with creative ideas (the
idea champions) but also to those who support others’ ideas (supporters) and who
provide resources to implement them (orchestrators).

______ ______ 22. I encourage informed rule-breaking in pursuit of creative solutions.

HOW CREATIVE ARE YOU?©

How creative are you? The following test helps you determine if you have the personality
traits, attitudes, values, motivations, and interests that characterize creativity. It is based
on several years’ study of attributes possessed by men and women in a variety of fields
and occupations who think and act creatively.
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For each statement, write in the appropriate letter:
A Agree
B Undecided or Don’t Know
C Disagree

Be as frank as possible. Try not to second-guess how a creative person might respond.
Turn to the end of the chapter to find the answer key and an interpretation of your scores.

______ 1. I always work with a great deal of certainty that I am following the correct procedure 
for solving a particular problem.

______ 2. It would be a waste of time for me to ask questions if I had no hope of obtaining 
answers.

______ 3. I concentrate harder on whatever interests me than do most people.
______ 4. I feel that a logical step-by-step method is best for solving problems.
______ 5. In groups I occasionally voice opinions that seem to turn some people off.
______ 6. I spend a great deal of time thinking about what others think of me.
______ 7. It is more important for me to do what I believe to be right than to try to win the 

approval of others.
______ 8. People who seem uncertain about things lose my respect.
______ 9. More than other people, I need to have things interesting and exciting.
______ 10. I know how to keep my inner impulses in check.
______ 11. I am able to stick with difficult problems over extended periods of time.
______ 12. On occasion I get overly enthusiastic.
______ 13. I often get my best ideas when doing nothing in particular.
______ 14. I rely on intuitive hunches and the feeling of “rightness” or “wrongness” when

moving toward the solution of a problem.
______ 15. When problem solving, I work faster when analyzing the problem and slower when 

synthesizing the information I have gathered.
______ 16. I sometimes get a kick out of breaking the rules and doing things I am not supposed 

to do.
______ 17. I like hobbies that involve collecting things.
______ 18. Daydreaming has provided the impetus for many of my more important projects.
______ 19. I like people who are objective and rational.
______ 20. If I had to choose from two occupations other than the one I now have, I would 

rather be a physician than an explorer.
______ 21. I can get along more easily with people if they belong to about the same social and 

business class as myself.
______ 22. I have a high degree of aesthetic sensitivity.
______ 23. I am driven to achieve high status and power in life.
______ 24. I like people who are sure of their conclusions.
______ 25. Inspiration has nothing to do with the successful solution of problems.
______ 26. When I am in an argument, my greatest pleasure would be for the person who 

disagrees with me to become a friend, even at the price of sacrificing my point of view.
______ 27. I am much more interested in coming up with new ideas than in trying to sell them 

to others.
______ 28. I would enjoy spending an entire day alone, just “chewing the mental cud.”
______ 29. I tend to avoid situations in which I might feel inferior.
______ 30. In evaluating information, the source is more important to me than the content.
______ 31. I resent things being uncertain and unpredictable.
______ 32. I like people who follow the rule “business before pleasure.”
______ 33. Self-respect is much more important than the respect of others.
______ 34. I feel that people who strive for perfection are unwise.
______ 35. I prefer to work with others in a team effort rather than solo.
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______ 36. I like work in which I must influence others.
______ 37. Many problems that I encounter in life cannot be resolved in terms of right or 

wrong solutions.
______ 38. It is important for me to have a place for everything and everything in its place.
______ 39. Writers who use strange and unusual words merely want to show off.
______ 40. Below is a list of terms that describe people. Choose 10 words that best 

characterize you.

energetic persuasive observant
fashionable self-confident persevering
original cautious habit-bound
resourceful egotistical independent
stern predictable formal
informal dedicated forward-looking
factual open-minded tactful
inhibited enthusiastic innovative
poised acquisitive practical
alert curious organized
unemotional clear-thinking understanding
dynamic self-demanding polished
courageous efficient helpful
perceptive quick good-natured
thorough impulsive determined
realistic modest involved
absent-minded flexible sociable
well-liked restless retiring

SOURCE: Excerpted from How Creative Are You? By Eugene Raudsepp. 

Copyright ©1981 by Eugene Raudsepp. Used by permission. Published by 

Perigee Books/G.P. Putnam’s Sons, Inc. 

INNOVATIVE ATTITUDE SCALE

Indicate the extent to which each of the following statements is true of either your actual
behavior or your intentions at work. That is, describe the way you are or the way you
intend to be on the job. Use the scale for your responses.

Rating Scale

5 Almost always true
4 Often true
3 Not applicable
2 Seldom true
1 Almost never true

______ 1. I openly discuss with my fellow students and colleagues how to get ahead.
______ 2. I try new ideas and approaches to problems.
______ 3. I take things or situations apart to find out how they work.
______ 4. I welcome uncertainty and unusual circumstances related to my tasks.
______ 5. I maintain an open dialogue with others who disagree with me.
______ 6. I can be counted on to find a new use for existing methods or equipment.
______ 7. I will usually be the first to try out a new idea or method among my colleagues 

or fellow students.
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______ 8. I take the opportunity to incorporate ideas from other fields or disciplines in 
my work.

______ 9. I demonstrate originality in my work.
______ 10. I will willingly work on a problem that has caused others great difficulty.
______ 11. I provide important input regarding new solutions when working in a group.
______ 12. I avoid jumping to conclusions about others’ proposed ideas.
______ 13. I develop contacts with experts outside my area of interest or specialty.
______ 14. I use personal contacts to expand my options for new jobs or assignments.
______ 15. I make time to pursue my own pet ideas or projects.
______ 16. I set aside resources for pursuing a risky project that interests me.
______ 17. I tolerate people who depart from organizational routine.
______ 18. I speak out in class and in meetings.
______ 19. I am good at working in teams to solve complex problems.
______ 20. If my fellow students or colleagues are asked, they will say I am a wit.

SOURCE: Innovative Attitude Scale, John E. Ettlie & Robert D. O’Keefe (1982), “Innovative Attitudes, 

Values, and Intentions in Organizations,”  Journal of Management Studies, 19: 163–182.

CREATIVE STYLE ASSESSMENT

Four alternatives exist in each of the items below. You should divide 100 points among
each of the four alternatives depending on which alternative is most similar to you. Rate
yourself as you are right now, not as you would like to be or as you think you should be.
No correct answers exist, so be as accurate as you can. For example, in question 1, if you
think alternative “A” is very similar to you, “B” is somewhat similar, and “C” and “D” are
hardly similar at all, you might give 50 points to A, 30 points to B, and 10 points each to
C and D. Any combination of numbers is acceptable, including 100, 0, 0, 0, or 25, 25,
25, 25. Just be sure that for each question, the total points add up to 100.

1. I usually approach difficult problems by:

______ a. Brainstorming solutions

______ b. Carefully evaluating alternatives

______ c. Engaging other people

______ d. Responding quickly

100

2. My friends and colleagues usually think of me as:

______ a. Creative

______ b. Systematic

______ c. Collaborative

______ d. Competitive

100

3. I am good at:

______ a. Experimenting

______ b. Administering

______ c. Empowering people

______ d. Meeting challenges

100
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4. When I complete a project or an assignment, I am likely to:

______ a. Come up with a new project

______ b. Review the results to see how I might be able to improve them

______ c. Share what I have learned with others

______ d. Determine the grade or the evaluation of the results

100

5. I would describe myself as:

______ a. Flexible

______ b. Organized

______ c. Supportive

______ d. Driven

100

6. I like to work on projects that:

______ a. Let me invent something new

______ b. Create practical improvements

______ c. Get other people involved

______ d. Can be completed quickly

100

7. When solving a problem, I:

______ a. Enjoy exploring a lot of options

______ b. Collect a lot of data

______ c. Communicate a lot with others

______ d. Emphasize getting the job done

100
SOURCE: Adapted from “Creative Style Assessment,” J. DeGraff and K.A. Lawerence, (2002). 

Creativity at Work. San Francisco: Jossey-Bass, pp. 46–49. © by John Wiley and Sons.



Problem Solving, Creativity,
and Innovation

Problem solving is a skill that is required of every person
in almost every aspect of life. Seldom does an hour go by
without an individual’s being faced with the need to
solve some kind of problem. The manager’s job, in par-
ticular, is inherently a problem-solving job. If there were
no problems in organizations, there would be no need
for managers. Therefore, it is hard to conceive of an
incompetent problem solver succeeding as a manager.

In this chapter we offer specific guidelines and
techniques for improving problem-solving skills. Two
kinds of problem solving—analytical and creative—
are addressed. Effective managers are able to solve
problems both analytically and creatively, even though
different skills are required for each type of problem.
First we discuss analytical problem solving—the kind
of problem solving that managers use many times each
day. Then we turn to creative problem solving, a kind
of problem solving that occurs less frequently. Yet this
creative problem-solving ability often separates career
successes from career failures, heroes from goats, and
achievers from derailed executives. It can also produce
a dramatic impact on organizational effectiveness. A
great deal of research has highlighted the positive rela-
tionship between creative problem solving and suc-
cessful organizations (Sternberg, 1999). This chapter
provides guidelines for how you can become a more
effective problem solver, both analytical and creative,
and concludes with a brief discussion of how managers
can foster creative problem solving and innovation
among the people with whom they work.

Steps in Analytical Problem Solving

Most people, including managers, don’t particularly
like problems. Problems are time consuming, they cre-
ate stress, and they never seem to go away. In fact,
most people try to get rid of problems as soon as they
can. Their natural tendency is to select the first rea-
sonable solution that comes to mind (Koopman, Broek-
huijsen, & Weirdsma, 1998; March, 1994; March &
Simon, 1958). Unfortunately, that first solution is often
not the best one. In typical problem solving, most
people implement a marginally acceptable or merely

174 CHAPTER 3 SOLVING PROBLEMS ANALYTICALLY AND CREATIVELY

satisfactory solution instead of the optimal or ideal
solution. In fact, many observers have attributed the
extensive failures of Internet and dot.com firms—
as well as more established companies—to the
abandonment of correct problem-solving principles by
managers. Shortcuts in analytical problem solving by
managers and entrepreneurs, they argue, have had a
major negative effect on company survival (Goll &
Rasheed, 1997). Malcolm Gladwell, in his intriguing
book entitled Blink (2005), argued that people are able
to make decisions and reach conclusions on very, very
little data—thin slices of behavior—because of their
intuitive sense. In one or two seconds people can
reach a conclusion that is as valid as the one made
after studying a problem for a long time. First impres-
sions count, he argued, and are valid a lot of the time.
These first impressions and instantaneous judgments
are valid, however, mainly when problems are not
complex, when people have experience with the issue
they are judging, and when they have developed an
attunement to their own internal cues (that is, they
have developed adequate self-awareness and emo-
tional intelligence). Most of the time, the problems we
face are complicated, multifaceted, and ambiguous. In
such instances, effective problem-solving techniques
are required, and they rely on a systematic and logical
approach. This approach involves at least four steps,
which are explained next.

DEFINING THE PROBLEM

The most widely accepted model of analytical problem
solving is summarized in Table 3.1. This method is well
known and widely utilized in firms, and it lies at the
heart of the quality improvement movement. It is
widely asserted that to improve effectiveness of individ-
uals and organizations, an essential step is to learn and
apply this analytical method of problem solving (see, for
example, Juran, 1988; Riley, 1998). Many large organi-
zations (e.g., Ford Motor Company, General Electric,
Hewlett-Packard), for example, spend millions of dol-
lars to teach their managers this type of problem solving
as part of their productivity and improvement process.
Variations on this four-step approach have been imple-
mented in various firms (e.g., Ford uses an eight-step
approach), but all the steps are merely derivations of
the standard model we discuss here.

SKILL LEARNING
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The first step is to define a problem. This involves
diagnosing a situation so that the focus is on the real
problem, not just its symptoms. For example, suppose
you must deal with an employee who consistently fails
to get work done on time. Slow work might be the
problem, or it might be only a symptom of another
underlying problem such as bad health, low morale,
lack of training, or inadequate rewards. Defining the
problem, therefore, requires a wide search for informa-
tion. The more relevant information that is acquired,
the more likely it is that the problem will be defined
accurately. As Charles Kettering put it, “It ain’t the
things you don’t know that’ll get you in trouble, but
the things you know for sure that ain’t so.”

Following are some attributes of good problem
definition:

1. Factual information is differentiated from opin-
ion or speculation. Objective data are sepa-
rated from perceptions and suppositions.

2. All individuals involved are tapped as informa-
tion sources. Broad participation is encouraged.

3. The problem is stated explicitly. This often
helps point out ambiguities in the definition.

4. The problem definition clearly identifies what
standard or expectation has been violated.
Problems, by their very nature, involve the
violation of some standard or expectation.

Table 3.1 A Model of Problem Solving

STEP CHARACTERISTICS

1. Define the problem. • Differentiate fact from opinion.

• Specify underlying causes.

• Tap everyone involved for information.

• State the problem explicitly.

• Identify what standard is violated.

• Determine whose problem it is.

• Avoid stating the problem as a disguised solution.

2. Generate alternative solutions. • Postpone evaluating alternatives.

• Be sure all involved individuals generate alternatives.

• Specify alternatives that are consistent with goals.

• Specify both short-term and long-term alternatives.

• Build on others’ ideas.

• Specify alternatives that solve the problem.

3. Evaluate and select an alternative. • Evaluate relative to an optimal standard.

• Evaluate systematically.

• Evaluate relative to goals.

• Evaluate main effects and side effects.

• State the selected alternative explicitly.

4. Implement and follow up on the solution. • Implement at the proper time and in the right sequence.

• Provide opportunities for feedback.

• Engender acceptance of those who are affected.

• Establish an ongoing monitoring system.

• Evaluate based on problem solution.
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5. The problem definition must address the ques-
tion “Whose problem is this?” No problems are
completely independent of people. Identify for
whom this is a problem.

6. The definition is not simply a disguised solution.
Saying “The problem is that we need to moti-
vate slow employees” is inappropriate because
the problem is stated as a solution. The problem
should be described, not resolved.

Managers often propose a solution before an ade-
quate definition of a problem has been given. This may
lead to solving the wrong problem or to reaching con-
clusions that are misleading or inadequate. Effectively
identifying the problem in Iraq, for example, or in the
merger of Daimler and Chrysler into one company,
required careful analysis. Premature problem defini-
tion can become problematic. The definition step in
problem solving, therefore, is extremely important.

GENERATING ALTERNATIVES

The second step is to generate alternative solutions.
This requires postponing the selection of any one solu-
tion until several alternatives have been proposed.
Much research on problem solving (e.g., March,
1999) supports the prescription that the quality of
solutions can be significantly enhanced by considering
multiple alternatives. Judgment and evaluation, there-
fore, must be postponed so the first acceptable solution
suggested isn’t the one immediately selected. The
problem with evaluating and selecting an alternative
too early is that we may rule out some good ideas by
just not getting around to thinking about them. We hit
on an idea that sounds good and we go with it, thereby
never even thinking of alternatives that may be better
in the long run.

Many alternative solutions should be produced
before any of them are evaluated. A common problem
in managerial decision making is that alternatives are
evaluated as they are proposed, so the first acceptable
(although frequently not optimal) one is chosen.

Some attributes of good alternative generation
follow:

1. The evaluation of each proposed alternative is
postponed. All relevant alternatives should be
proposed before evaluation is allowed.

2. Alternatives are proposed by all individuals
involved in the problem. Broad participation in
proposing alternatives improves solution quality
and group acceptance.

3. Alternative solutions are consistent with orga-
nizational goals or policies. Subversion and
criticism are detrimental to both the organiza-
tion and the alternative generation process.

4. Alternatives take into consideration both short-
term and long-term consequences.

5. Alternatives build on one another. Bad ideas
may become good ones if they are combined
with or modified by other ideas.

6. Alternatives solve the problem that has been
defined. Another problem may also be impor-
tant, but it should be ignored if it does not
directly affect the problem being considered.

EVALUATING ALTERNATIVES

The third problem-solving step is to evaluate and select
an alternative. This step involves careful weighing of
the advantages and disadvantages of the proposed
alternatives before making a final selection. In select-
ing the best alternative, skilled problem solvers make
sure that alternatives are judged in terms of the extent
to which they will solve the problem without causing
other unanticipated problems; the extent to which all
individuals involved will accept the alternative; the
extent to which implementation of the alternative is
likely; and the extent to which the alternative fits
within organizational constraints (e.g., is consistent
with policies, norms, and budget limitations). Care is
taken not to short-circuit these considerations by
choosing the most conspicuous alternative without
considering others. The classic description of the
difficulty with problem solving—made almost 50 years
ago—still remains as a core principle in problem
solving (March & Simon, 1958):

Most human decision making, whether indi-
vidual or organizational, is concerned with
the discovery and selection of satisfactory
alternatives; only in exceptional cases is it
concerned with the discovery and selection of
optimal alternatives. To optimize requires
processes several orders of magnitude more
complex than those required to satisfy. An
example is the difference between searching a
haystack to find the sharpest needle in it and
searching the haystack to find a needle sharp
enough to sew with.

Given the natural tendency to select the first satis-
factory solution proposed, this step deserves particular
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attention in problem solving. Some attributes of good
evaluation are:

1. Alternatives are evaluated relative to an optimal,
rather than a satisfactory standard. Determine
what is best rather than just what will work.

2. Evaluation of alternatives occurs systematically
so each alternative is given due consideration.
Short-circuiting evaluation inhibits selection of
optimal alternatives, so adequate time for eval-
uation and consideration should be allowed.

3. Alternatives are evaluated in terms of the goals of
the organization and the needs and expectations
of the individuals involved. Organizational goals
should be met, but individual preferences should
also be considered.

4. Alternatives are evaluated in terms of their
probable effects. Both side effects and direct
effects on the problem are considered, as well
as long-term and short-term effects.

5. The alternative ultimately selected is stated
explicitly. This can help ensure that everyone
involved understands and agrees with the
same solution, and it uncovers ambiguities.

IMPLEMENTING THE SOLUTION

The final step is to implement and follow up on the
solution. A surprising amount of the time, people faced
with a problem will try to jump to step 4 before having
gone through steps 1 through 3. That is, they react to
a problem by trying to implement a solution before
they have defined it, analyzed it, or generated and
evaluated alternative solutions. It is important to
remember, therefore, that “getting rid of the problem”
by solving it will not occur successfully without the
first three steps in the process.

Implementing any problem solution requires sensi-
tivity to possible resistance from those who will be
affected by it. Almost any change engenders some resis-
tance. Therefore, the best problem solvers are careful to
select a strategy that maximizes the probability that the
solution will be accepted and fully implemented. This
may involve ordering that the solution be implemented
by others, “selling” the solution to others, or involving
others in the implementation. Several authors (e.g.,
Dutton & Ashford, 1993; Miller, Hickson, & Wilson,
1996; Vroom & Yetton, 1973) have provided guidelines
for managers to determine which of these implementa-
tion behaviors is most appropriate under which circum-
stances. Generally speaking, participation by others in

the implementation of a solution will increase its accep-
tance and decrease resistance (Black & Gregersen, 1997).

Effective implementation is usually most effective
when it is accomplished in small steps or increments.
Weick (1984) introduced the idea of “small wins” in
which solutions to problems are implemented little by
little. The idea is, implement a part of the solution that is
easy to accomplish, then make the successful imple-
mentation public. Follow that up by implementing
another part of the solution that is easy to accomplish,
and publicize it again. Continue implementing incre-
mentally to achieve small wins. This strategy decreases
resistance (small changes are usually not worth fighting
over), creates support as others observe progress 
(a bandwagon effect occurs), and reduces costs (failure
is not career-ending, and large allocations of resources
are not required before success is assured). It also helps
ensure persistence and perseverance in implementation.
Calvin Coolidge’s well-known quotation is apropos:

Nothing in the world can take the place of
perseverance. Talent will not; nothing is more
common than unsuccessful people with tal-
ent. Genius will not; unrewarded genius is
almost a proverb. Education will not; the
world is full of educated derelicts. Persistence
and determination alone are omnipotent.

Of course, any implementation requires follow-up
to prevent negative side effects and ensure solution of
the problem. Follow-up not only helps ensure effective
implementation, but it also serves a feedback function
by providing information that can be used to improve
future problem solving.

Some attributes of effective implementation and
follow-up are:

1. Implementation occurs at the right time and in
the proper sequence. It does not ignore con-
straining factors, and it does not come before
steps 1, 2, and 3 in the problem-solving process.

2. Implementation occurs using a “small wins”
strategy in order to discourage resistance and
engender support.

3. The implementation process includes opportu-
nities for feedback. How well the solution
works is communicated and recurring informa-
tion exchange occurs.

4. Participation by individuals affected by the
problem solution is facilitated in order to create
support and commitment.
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5. An ongoing measurement and monitoring system
is set up for the implemented solution. Long-term
as well as short-term effects are assessed.

6. Evaluation of success is based on problem solu-
tion, not on side benefits. Although the solution
may provide some positive outcomes, it is
unsuccessful unless it solves the problem being
considered.

Limitations of the Analytical
Problem-Solving Model

Most experienced problem solvers are familiar with the
preceding steps in analytical problem solving, which
are based on empirical research results and sound ratio-
nale (March, 1994; Miller, Hickson, & Wilson, 1996;
Mitroff, 1998; Zeitz, 1999). Unfortunately, managers
do not always practice these steps. The demands of
their jobs often pressure managers into circumventing
some steps, and problem solving suffers as a result.
When these four steps are followed, however, effective
problem solving is markedly enhanced.

On the other hand, simply learning about and prac-
ticing these four steps does not guarantee that an indi-
vidual will effectively solve all types of problems. These
problem-solving steps are most effective mainly when
the problems faced are straightforward, when alterna-
tives are readily definable, when relevant information is
available, and when a clear standard exists against
which to judge the correctness of a solution. The main
tasks are to agree upon a single definition, gather the
accessible information, generate alternatives, and make
an informed choice. But many managerial problems
are not of this type. Definitions, information, alterna-
tives, and standards are seldom unambiguous or readily
available. In a complex, fast-paced, digital world, these
conditions appear less and less frequently. Hence, know-
ing the steps in problem solving and being able to imple-
ment them are not necessarily the same thing.

For example, problems such as discovering why
morale is so low, determining how to implement
downsizing without antagonizing employees, develop-
ing a new process that will double productivity and
improve customer satisfaction, or identifying ways to
overcome resistance to change are common—and
often very complicated—problems faced by most man-
agers. Such problems may not always have an easily
identifiable definition or set of alternative solutions
available. It may not be clear how much information is
needed, what the complete set of alternatives is, or
how one knows if the information being obtained is
accurate. Analytical problem solving may help, but

something more is needed to address these problems
successfully. Tom Peters said, in characterizing the
modern world faced by managers: “If you’re not con-
fused, you’re not paying attention.”

Table 3.2 summarizes some reasons why analytical
problem solving is not always effective in day-to-day
managerial situations. Constraints exist on each of
these four steps and stem from other individuals, from
organizational processes, or from the external environ-
ment that make it difficult to follow the prescribed
model. Moreover, some problems are simply not
amenable to systematic or rational analysis. Sufficient
and accurate information may not be available, out-
comes may not be predictable, or means-ends connec-
tions may not be evident. In order to solve such
problems, a new way of thinking may be required, mul-
tiple or conflicting definitions may be needed, and
unprecedented alternatives may have to be generated.
In short, creative problem solving must be used.

Impediments to Creative 
Problem Solving

As mentioned in the beginning of the chapter, analytical
problem solving is focused on getting rid of problems.
Creative problem solving is focused on generating some-
thing new (DeGraff & Lawrence, 2002). The trouble is,
most people have trouble solving problems creatively.
There are two reasons why. First, most of us misinter-
pret creativity as being one-dimensional—that is,
creativity is limited to generating new ideas. We are not
aware of the multiple strategies available for being
creative, so our repertoire is restricted. Second, all of
us have developed certain conceptual blocks in our
problem-solving activities, of which we are mostly not
aware. These blocks inhibit us from solving certain
problems effectively. These blocks are largely personal,
as opposed to interpersonal or organizational, so skill
development is required to overcome them.

In this chapter, we focus primarily on the individual
skills involved in becoming a better creative problem
solver. A large literature exists on how managers and
leaders can foster creativity in organizations, but this is
not our focus (Zhou & Shalley, 2003). Rather, we are
interested in helping you strengthen and develop your
personal skills and expand your repertoire of creative
problem-solving alternatives. We spend most of our time
in this chapter on the problem of conceptual blocks inas-
much as it is the obstacle people have the most difficulty
addressing. However, the first problem—the need to
develop multiple approaches to creativity—is also
important and is addressed in the section that follows.
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Multiple Approaches to Creativity

One of the most sophisticated approaches to creativity
identifies four distinct methods for achieving it. This
approach is based on the Competing Values Framework
(Cameron, Quinn, DeGraff, & Thakor, 2006), which iden-
tifies competing or conflicting dimensions that describe
people’s attitudes, values, and behaviors. Figure 3.1

describes the four different types of creativity and the
relationships. These four types were developed by our
colleague Jeff DeGraff (DeGraff & Lawrence, 2002).

For example, achieving creativity through 
imagination refers to the creation of new ideas,
breakthroughs, and radical approaches to problem
solving. People who pursue creativity in this way tend
to be experimenters, speculators, and entrepreneurs,

Table 3.2 Some Constraints on the Analytical Problem-Solving Model

STEP CONSTRAINTS

1. Define the problem. • There is seldom consensus as to the definition of the problem.

• There is often uncertainty as to whose definition will be accepted.

• Problems are usually defined in terms of the solutions already 
possessed.

• Symptoms get confused with the real problem.

• Confusing information inhibits problem identification.

2. Generate alternative solutions. • Solution alternatives are usually evaluated one at a time as they 
are proposed.

• Few of the possible alternatives are usually known.

• The first acceptable solution is usually accepted.

• Alternatives are based on what was successful in the past.

3. Evaluate and select an alternative. • Limited information about each alternative is usually available.

• Search for information occurs close to home—in easily 
accessible places.

• The type of information available is constrained by factors 
such as primacy versus recency, extremity versus centrality, 
expected versus surprising, and correlation versus causation.

• Gathering information on each alternative is costly.

• Preferences of which is the best alternative are not 
always known.

• Satisfactory solutions, not optimal ones, are usually accepted.

• Solutions are often selected by oversight or default.

• Solutions often are implemented before the problem is defined.

4. Implement and follow up on the solution. • Acceptance by others of the solution is not always forthcoming.

• Resistance to change is a universal phenomenon.

• It is not always clear what part of the solution should 
be monitored or measured in follow-up.

• Political and organizational processes must be managed 
in any implementation effort.

• It may take a long time to implement a solution.
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and they define creativity as exploration, new product
innovation, or developing unique visions of possibili-
ties. When facing difficult problems in need of problem
solving, their approach is focused on coming up with
revolutionary possibilities and unique solutions. Well-
known examples include Steve Jobs at Apple, the
developer of the iPod and the Macintosh computer,
and Walt Disney, the creator of animated movies and
theme parks. Both of these people approached prob-
lem solving by generating radically new ideas and
products that created entirely new industries. The
most famous design firm in the world—Ideo in Palo
Alto, California—produces more than 90 new prod-
ucts a year and has become renowned for creating
product designs that no one had ever thought of
before—neat-squeeze toothpaste containers, computer
mouses, flat-screen monitors, Nerf footballs. They hire
radical thinkers, rule breakers, and risk takers to think
“outside the box.”

People may also achieve creativity, however,
through opposite means—that is, by developing incre-
mentally better alternatives, improving on what already
exists, or clarifying the ambiguity that is associated with
the problem. Rather than being revolutionaries and risk
takers, they are systematic, careful, and thorough.
Creativity comes by finding ways to improve processes
or functions. An example is Ray Kroc, the magician
behind McDonald’s remarkable success. As a salesman
in the 1950s, Kroc bought out a restaurant in San
Bernardino, California, from the McDonald brothers
and, by creatively changing the way hamburgers were
made and served, he created the largest food service
company in the world. He didn’t invent fast food—
White Castle and Dairy Queen had long been
established—but he changed the processes. Creating a
limited, standardized menu, uniform cooking proce-
dures, consistent service quality, cleanliness of facilities,
and inexpensive food—no matter where in the country

Figure 3.1 Four Types of Creativity

SOURCE: Adapted from DeGraff & Lawrence, 2002.
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(and now, in the world) you eat—demonstrated a very
different approach to creativity. Instead of break-
through ideas, Kroc’s secret was incremental improve-
ments on existing ideas. This type of creativity is
referred to as improvement.

A third type of creativity is called investment, or
the pursuit of rapid goal achievement and competitive-
ness. People who approach creativity in this way meet
challenges head on, adopt a competitive posture, and
focus on achieving results faster than others. People
achieve creativity by working harder than the competi-
tion, exploiting others’ weaknesses, and being first to
offer a product, service, or idea. The advantages of being
a “first mover” company are well-known. This kind of
creativity can be illustrated by Honda President
Kawashima in the “Honda-Yamaha Motorcycle War.”
Honda became the industry leader in motorcycles in
Japan in the 1960s but decided to enter the automobile
market in the 1970s. Yamaha saw this as an opportunity
to overtake Honda in motorcycle market share in Japan.
In public speeches at the beginning of the 1980s,
Yamaha’s President Koike promised that Yamaha would
soon overtake Honda in motorcycle production because
of Honda’s new focus on automobiles. “In a year we will
be the domestic leader, and in two years we will be
number one in the world,” touted Koike in his 1982
shareholders’ meeting. At the beginning of 1983,
Honda’s president replied: “As long as I am president of
this company, we will surrender our number one spot to
no one . . . Yamaha wo tubusu !”—meaning, we will
smash, break, annihilate, destroy Yamaha. In the next
year, Honda introduced 81 new models of motorcycles
and discontinued 32 models for a total of 113 changes
to its product line. In the following year, Honda intro-
duced 39 additional models and added 18 changes to
the 50cc line. Yamaha’s sales plummeted 50 percent
and the firm endured a loss of 24 billion yen for the year.
Yamaha’s president conceded: “I would like to end the
Honda-Yamaha war . . . From now on we will move
cautiously and ensure Yamaha’s relative position as
second to Honda.” Approaching creativity through
investment—rapid response, competitive maneuvering,
and being the first mover—characterized Honda presi-
dent Kawashima’s approach to creativity.

The fourth type of creativity is incubation. This
refers to an approach to creative activity through team-
work, involvement, and coordination among individu-
als. Creativity occurs by unlocking the potential that
exists in interactions among networks of people.
Individuals who approach creativity through incuba-
tion encourage people to work together, foster trust
and cohesion, and empower others. Creativity arises

from a collective mind-set and shared values. For
example, Mahatma Gandhi was probably the only per-
son in modern history who has single-handedly
stopped a war. Lone individuals have started wars, but
Gandhi was creative enough to stop one. He did so by
mobilizing networks of people to pursue a clear vision
and set of values. Gandhi would probably have been
completely noncreative and ineffective had he not
been adept at capitalizing on incubation dynamics. By
mobilizing people to march to the sea to make salt, or
to burn passes that demarcated ethnic group status,
Gandhi was able to engender creative outcomes that
had not been considered possible. He was a master at
incubation by connecting, involving, and coordinating
people. The same could be said for Bill Wilson, the
founder of Alcoholics Anonymous, whose 12-step pro-
gram is the foundation for almost all addiction treat-
ment organizations around the world—gambling
addiction, drug addiction, eating disorders, and so on.
To cure his own alcoholism, Wilson began meeting
with others with the same problem and, over time,
developed a very creative way to help himself as well
as other people overcome their dependencies. The
genius behind Alcoholics Anonymous is the creativity
that emerges when human interactions are facilitated
and encouraged.

Figure 3.2 helps place these four types of creativity
into perspective. You will note that imagination and
improvement emphasize opposite approaches to cre-
ativity. They differ in the magnitude of the creative
ideas being pursued. Imagination focuses on new, revo-
lutionary solutions to problems. Improvement focuses
on incremental, controlled solutions. Investment and
incubation are also contradictory and opposing in their
approach to creativity. They differ in speed of response.
Investment focuses on fast, competitive responses
to problems, whereas incubation emphasizes more
developmental and deliberate responses.

It is important to point out that no one approach to
creativity is best. Different circumstances call for different
approaches. For example, Ray Kroc and McDonald’s
would not have been successful with an imagination
strategy (revolutionary change), and Walt Disney would
not have been effective with an incubation strategy
(group consensus). Kawashima at Honda could not afford
to wait for an incubation strategy (slow, developmental
change), whereas it would have made no sense for
Gandhi to approach creativity using investment (a com-
petitive approach). Different circumstances require differ-
ent approaches. Circumstances in which each of these
four approaches to creativity are most effective are listed
in Figure 3.3.
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This figure shows that imagination is the most
appropriate approach to creativity when breakthroughs
are needed and when original ideas are necessary—
being new. The improvement approach is most appro-
priate when incremental changes or tightening up
processes are necessary—being better. The investment
approach is most appropriate when quick responses
and goal achievement takes priority—being first. And,
the incubation approach is most appropriate when col-
lective effort and involvement of others is important—
being sustainable.

The Creativity Assessment survey that you com-
pleted in the Pre-assessment section helps identify your
own preferences regarding these different approaches
to creativity. You were able to create a profile showing
the extent to which you are inclined toward imagina-
tion, improvement, investment, or incubation as you
approach problems calling for creativity. Your profile

will help you determine which kinds of problems you
are inclined to solve when creativity is required. Of
course, having a preference is not the same as having
ability or possessing competence in a certain approach,
but the remainder of this chapter as well as several
additional chapters in this book will help with your cre-
ative competence development.

Your profile is in the shape of a kite, and it identi-
fies your most preferred style of creativity. The quad-
rant in which you score highest is your preferred
approach but you will notice that you do not have a
single approach. No one gives all of their points to
a single alternative. Just as you have points in each of
the four quadrants on the creativity profile, you also
have an inclination to approach creativity in multiple
ways. However, most people have certain dominant
inclinations toward creativity, and those inclinations
are helpful guides to you as you approach problems.

Figure 3.2 Key Dimensions of Four Types of Creativity
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Figure 3.3 Examples of Situations in Which Each Approach Is Effective

SOURCE: Adapted from DeGraff & Lawrence, 2002.
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Most of us are not aware that we can be creative in
multiple ways, yet anyone can be creative and add
value to problem solving. Just because you are not a
clever producer of unique ideas, for example, does not
mean that you are not creative and cannot add value to
the creative process.

Conceptual Blocks

The trouble is, each of these different approaches to
creativity can be inhibited. That is, in addition to being
unaware of the multiple ways in which we can be cre-
ative, most of us have difficulty in solving problems
creatively because of the presence of conceptual
blocks. Conceptual blocks are mental obstacles that
constrain the way problems are defined, and they can
inhibit us from being effective in any of the four types
of creativity. Conceptual blocks limit the number of
alternative solutions that people think about (Adams,
2001). Every individual has conceptual blocks, but
some people have more numerous and more intense
ones than others. These blocks are largely unrecog-
nized or unconscious, so the only way individuals can

be made aware of them is to be confronted with
problems that are unsolvable because of them.
Conceptual blocks result largely from the thinking
processes that problem solvers use when facing prob-
lems. Everyone develops some conceptual blocks over
time. In fact, we need some of them to cope with
everyday life. Here’s why.

At every moment, each of us is bombarded with
far more information than we can possibly absorb. For
example, you are probably not conscious right now of
the temperature of the room, the color of your skin,
the level of illumination overhead, or how your toes
feel in your shoes. All of this information is available to
you and is being processed by your brain, but you have
tuned out some things and focused on others. Over
time, you must develop the habit of mentally filtering
out some of the information to which you are exposed;
otherwise, information overload would drive you
crazy. These filtering habits eventually become concep-
tual habits or blocks. Though you are not conscious of
them, they inhibit you from registering some kinds of
information and, therefore, from solving certain kinds
of problems.
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Paradoxically, the more formal education individuals
have, and the more experience they have in a job, the
less able they are to solve problems in creative ways. It
has been estimated that most adults over 40 display less
than two percent of the creative problem-solving ability
of a child under five years old. That’s because formal edu-
cation often prescribes “right” answers, analytic rules, or
thinking boundaries. Experience in a job often leads to
“proper” ways of doing things, specialized knowledge,
and rigid expectation of appropriate actions. Individuals
lose the ability to experiment, improvise, or take mental
detours. Consider the following example:

If you place in a bottle half a dozen bees and
the same number of flies, and lay the bottle
down horizontally, with its base to the window,
you will find that the bees will persist, till they
die of exhaustion or hunger, in their endeavor
to discover an issue through the glass; while
the flies, in less than two minutes, will all have
sallied forth through the neck on the opposite
side. . . . It is [the bees’] love of light, it is their
very intelligence, that is their undoing in this
experiment. They evidently imagine that
the issue from every prison must be there when
the light shines clearest; and they act in accor-
dance, and persist in too logical an action. To
them glass is a supernatural mystery they never
have met in nature; they have had no experi-
ence of this suddenly impenetrable atmo-
sphere; and the greater their intelligence, the
more inadmissible, more incomprehensible,
will the strange obstacle appear. Whereas
the feather-brained flies, careless of logic as
of the enigma of crystal, disregarding the call of
the light, flutter wildly, hither and thither, meet-
ing here the good fortune that often waits on
the simple, who find salvation where the wiser
will perish, necessarily end by discovering the
friendly opening that restores their liberty to
them (Weick, 1995, p. 59).

This illustration identifies a paradox inherent in
learning to solve problems creatively. On the one hand,
more education and experience may inhibit creative
problem solving and reinforce conceptual blocks. Like
the bees in the story, individuals may not find solutions
because the problem requires less “educated,” more
“playful” approaches. On the other hand, as several
researchers have found, training focused on improving
thinking significantly enhances creative problem-solving
abilities and managerial effectiveness (Albert & Runco,

1999; Mumford, Baughman, Maher, Costanza, &
Supinski, 1997; Nickerson, 1999; Smith, 1998).

For example, research has found that training in
thinking increased the number of good ideas produced in
problem solving by more than 125 percent (Scope,
1999). Creativity in art, music composition, problem
finding, problem construction, and idea generation have
been found to improve substantially when training in
creative problem solving and thinking skills is received
(de Bono, 1973, 1992; Finke, Ward, & Smith, 1992;
Getzels & Csikszentmihalyi, 1976; Nickerson, 1999;
Starko, 2001). Moreover, substantial data also exists that
such training can enhance the profitability and efficiency
of organizations (Williams & Yang, 1999). Many
organizations—such as Microsoft, General Electric, and
AT&T—now send their executives to creativity work-
shops in order to improve their creative-thinking abili-
ties. Creative problem-solving experts are currently hot
properties on the consulting circuit, and about a million
copies of books on creativity are sold each year in North
America. Several well-known products have been pro-
duced as a direct result of this kind of training: for
example, NASA’s Velcro snaps, G.E.’s self-diagnostic dish-
washers, Mead’s carbonless copy paper, and Kodak’s
Trimprint film.

Resolving this paradox is not just a matter of more
exposure to information or education. Rather, people
must master the process of thinking about certain prob-
lems in a creative way. As Csikszentmihalyi (1996,
p. 11) observed:

Each of us is born with two contradictory sets
of instructions: a conservative tendency, made
up of instincts for self-preservation, self-
aggrandizement, and saving energy, and an
expansive tendency made up of instincts for
exploring, for enjoying novelty and risk—the
curiosity that leads to creativity belongs to this
set. We need both of these programs. But
whereas the first tendency requires little
encouragement or support from the outside to
motivate behavior, the second can wilt if it is
not cultivated. If too few opportunities for
curiosity are available, if too many obstacles
are placed in the way of risk and exploration,
the motivation to engage in creative behavior
is easily extinguished.

In the next section, we focus on problems that
require creative rather than analytical solutions. These
are problems for which no acceptable alternative
seems to be available, all reasonable solutions seem to
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be blocked, or no obvious best answer is accessible.
Analytical problem solving just doesn’t seem to apply.
This situation often exists because conceptual blocks
inhibit the range of solutions thought possible. We
introduce some tools and techniques that help over-
come conceptual blocks and unlock problem-solving
creativity. First consider these two examples that illus-
trate creative problem solving and breaking through
conceptual blocks.

PERCY SPENCER’S MAGNETRON

During World War II, the British developed one of the
best-kept military secrets of the war, a special radar
detector based on a device called the magnetron. This
radar was credited with turning the tide of battle in the
war between Britain and Germany and helping the
British withstand Hitler’s Blitzkrieg. In 1940, Raytheon
was one of several U.S. firms invited to produce mag-
netrons for the war effort.

The workings of magnetrons were not well under-
stood, even by sophisticated physicists. Even among the
firms that made magnetrons, few understood what made
them work. A magnetron was tested, in those early days,
by holding a neon tube next to it. If the neon tube got
bright enough, the magnetron tube passed the test. In
the process of conducting the test, the hands of the scien-
tist holding the neon tube got warm. It was this phenom-
enon that led to a major creative breakthrough that even-
tually transformed lifestyles throughout the world.

At the end of the war, the market for radar essen-
tially dried up, and most firms stopped producing mag-
netrons. At Raytheon, however, a scientist named
Percy Spencer had been fooling around with mag-
netrons, trying to think of alternative uses for the
devices. He was convinced that magnetrons could be
used to cook food by using the heat produced in the
neon tube. But Raytheon was in the defense business.
Next to its two prize products—the Hawk and
Sparrow missiles—cooking devices seemed odd and
out of place. Percy Spencer was convinced that
Raytheon should continue to produce magnetrons,
even though production costs were prohibitively high.
But Raytheon had lost money on the devices, and now
there was no available market for magnetrons. The
consumer product Spencer had in mind did not fit
within the bounds of Raytheon’s business.

As it turned out, Percy Spencer’s solution to
Raytheon’s problem produced the microwave oven
and a revolution in cooking methods throughout the
world. Later, we will analyze several problem-solving
techniques illustrated by Spencer’s creative triumph.

SPENCE SILVER’S GLUE

A second example of creative problem solving began
with Spence Silver’s assignment to work on a tempo-
rary project team within the 3M company. The team
was searching for new adhesives, so Silver obtained
some material from AMD, Inc., which had potential
for a new polymer-based adhesive. He described one of
his experiments in this way: “In the course of this
exploration, I tried an experiment with one of the
monomers in which I wanted to see what would
happen if I put a lot of it into the reaction mixture.
Before, we had used amounts that would correspond
to conventional wisdom” (Nayak & Ketteringham,
1986). The result was a substance that failed all the
conventional 3M tests for adhesives. It didn’t stick. It
preferred its own molecules to the molecules of any
other substance. It was more cohesive than adhesive.
It sort of “hung around without making a commitment.”
It was a “now-it-works, now-it-doesn’t” kind of glue.

For five years, Silver went from department to
department within the company trying to find some-
one interested in using his newly found substance in a
product. Silver had found a solution; he just couldn’t
find a problem to solve with it. Predictably, 3M
showed little interest. The company’s mission was to
make adhesives that adhered ever more tightly. The
ultimate adhesive was one that formed an unbreakable
bond, not one that formed a temporary bond.

After four years the task force was disbanded, and
team members were assigned to other projects. But
Silver was still convinced that his substance was good
for something. He just didn’t know what. As it turned
out, Silver’s solution has become the prototype for
innovation in American firms, and it has spawned a
multibillion-dollar business for 3M—in a unique prod-
uct called Post-it Notes.

These two examples are positive illustrations of
how solving a problem in a unique way can lead to phe-
nomenal business success. Creative problem solving can
have remarkable effects on individuals’ careers and on
business success. To understand how to solve problems
creatively, however, we must first consider the blocks
that inhibit creativity.

THE FOUR TYPES OF
CONCEPTUAL BLOCKS

Table 3.3 summarizes four types of conceptual blocks
that inhibit creative problem solving. Each is discussed
and illustrated next with problems or exercises. We
encourage you to complete the exercises and solve the
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problems as you read the chapter, because doing so
will help you become aware of your own conceptual
blocks. Later, we shall discuss in more detail how you
can overcome those blocks.

Constancy

One type of conceptual block occurs because individu-
als become wedded to one way of looking at a problem
or using one approach to define, describe, or solve it. It
is easy to see why constancy is common in problem
solving. Being constant, or consistent, is a highly val-
ued attribute for most of us. We like to appear at least
moderately consistent in our approach to life, and con-
stancy is often associated with maturity, honesty, and
even intelligence. We judge lack of constancy as
untrustworthy, peculiar, or airheaded. Some promi-
nent psychologists theorize, in fact, that a need for
constancy is the primary motivator of human behavior
(Festinger, 1957; Heider, 1946; Newcomb, 1954).
Many psychological studies have shown that once
individuals take a stand or employ a particular
approach to a problem, they are highly likely to pursue
that same course without deviation in the future (see
Cialdini, 2001, for multiple examples).

On the other hand, constancy can inhibit the solu-
tion of some kinds of problems. Consistency sometimes
drives out creativity. Two illustrations of the constancy

block are vertical thinking and using only one thinking
language.

Vertical Thinking The term vertical thinking was
coined by Edward de Bono (1968, 2000). It refers to
defining a problem in a single way and then pursuing
that definition without deviation until a solution is
reached. No alternative definitions are considered. All
information gathered and all alternatives generated are
consistent with the original definition. De Bono
contrasted lateral thinking to vertical thinking in the
following ways: vertical thinking focuses on continuity,
lateral thinking focuses on discontinuity; vertical think-
ing chooses, lateral thinking changes; vertical thinking is
concerned with stability, lateral thinking is concerned
with instability; vertical thinking searches for what is
right, lateral thinking searches for what is different; verti-
cal thinking is analytical, lateral thinking is provocative;
vertical thinking is concerned with where an idea came
from, lateral thinking is concerned with where the idea
is going; vertical thinking moves in the most likely direc-
tions, lateral thinking moves in the least likely directions;
vertical thinking develops an idea, lateral thinking
discovers the idea.

In a search for oil, for example, vertical thinkers
determine a spot for the hole and drill the hole deeper
and deeper until they strike oil. Lateral thinkers, on the
other hand, drill a number of holes in different places in

Table 3.3 Conceptual Blocks That Inhibit Creative Problem Solving

1. Constancy

• Vertical thinking Defining a problem in only one way without considering 
alternative views.

• One thinking language Not using more than one language to define and assess the problem.

2. Commitment

• Stereotyping based on past experience Present problems are seen only as the variations of past problems.

• Ignoring commonalities Failing to perceive commonalities among elements that initially 
appear to be different.

3. Compression

• Distinguishing figure from ground Not filtering out irrelevant information or finding needed information.

• Artificial constraints Defining the boundaries of a problem too narrowly.

4. Complacency

• Noninquisitiveness Not asking questions.

• Nonthinking A bias toward activity in place of mental work.
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search of oil. The vertical-thinking conceptual block
arises from not being able to view the problem from
multiple perspectives—to drill several holes—or to
think laterally as well as vertically in problem solving.

Plenty of examples exist of creative solutions that
occurred because an individual refused to get stuck
with a single problem definition. Alexander Graham
Bell was trying to devise a hearing aid when he shifted
definitions and invented the telephone. Harland
Sanders was trying to sell his recipe to restaurants
when he shifted definitions and developed his
Kentucky Fried Chicken business. Karl Jansky was
studying telephone static when he shifted definitions,
discovered radio waves from the Milky Way galaxy,
and developed the science of radio astronomy.

In developing the microwave industry described
earlier, Percy Spencer shifted the definition of the prob-
lem from “How can we save our military radar business
at the end of the war?” to “What other applications can
be made for the magnetron?” Other problem definitions
followed, such as: “How can we make magnetrons
cheaper?” “How can we mass-produce magnetrons?”
“How can we convince someone besides the military to
buy magnetrons?” “How can we enter a consumer
products market?” “How can we make microwave
ovens practical and safe?” And so on. Each new prob-
lem definition led to new ways of thinking about the
problem, new alternative approaches, and, eventually,
to a new microwave oven industry.

Spence Silver at 3M is another example of someone
who changed problem definitions. He began with “How
can I get an adhesive that has a stronger bond?” but
switched to “How can I find an application for an adhe-
sive that doesn’t stick firmly?” Eventually, other problem
definitions followed: “How can we get this new glue to
stick to one surface but not another (e.g., to notepaper
but not normal paper)?” “How can we replace staples,
thumbtacks, and paper clips in the workplace?” “How
can we manufacture and package a product that uses
nonadhesive glue?” “How can we get anyone to pay
$1.00 a pad for scratch paper?” And so on.

Shifting definitions is not easy, of course, because
it is not natural. It requires individuals to deflect their
tendency toward constancy. Later, we will discuss
some hints and tools that can help overcome the con-
stancy block while avoiding the negative conse-
quences of inconsistency.

A Single Thinking Language A second mani-
festation of the constancy block is the use of only one
thinking language. Most people think in words—
that is, they think about a problem and its solution in

terms of verbal language. Analytical problem solving
reinforces this approach. Some writers, in fact, have
argued that thinking cannot even occur without
words (Feldman, 1999; Vygotsky, 1962). Other
thought languages are available, however, such as
nonverbal or symbolic languages (e.g., mathematics),
sensory imagery (e.g., smelling or tactile sensation),
feelings and emotions (e.g., happiness, fear, or anger), and
visual imagery (e.g., mental pictures). The more lan-
guages available to problem solvers, the better and
more creative will be their solutions. As Koestler
(1964, p. 177) puts it, “[Verbal] language can become
a screen which stands between the thinker and reality.
This is the reason that true creativity often starts
where [verbal] language ends.”

Percy Spencer at Raytheon is a prime example of
a visual thinker:

One day, while Spencer was lunching with
Dr. Ivan Getting and several other Raytheon sci-
entists, a mathematical question arose. Several
men, in a familiar reflex, pulled out their slide
rules, but before any could complete the equa-
tion, Spencer gave the answer. Dr. Getting was
astonished. “How did you do that?” he asked.
“The root,” said Spencer shortly. “I learned
cube roots and squares by using blocks as a
boy. Since then, all I have to do is visualize
them placed together.” (Scott, 1974, p. 287)

The microwave oven depended on Spencer’s com-
mand of multiple thinking languages. Furthermore,
the new oven would never have gotten off the ground
without a critical incident that illustrates the power of
visual thinking. By 1965, Raytheon was just about to
give up on any consumer application of the magnetron
when a meeting was held with George Foerstner, pres-
ident of the recently acquired Amana Refrigeration
Company. In the meeting, costs, applications, manu-
facturing obstacles, and production issues were dis-
cussed. Foerstner galvanized the entire microwave
oven effort with the following statement, as reported
by a Raytheon vice president.

George says, “It’s no problem. It’s about the
same size as an air conditioner. It weighs
about the same. It should sell for the same. So
we’ll price it at $499.” Now you think that’s
silly, but you stop and think about it. Here’s a
man who really didn’t understand the tech-
nologies. But there is about the same amount
of copper involved, the same amount of steel
as an air conditioner. And these are basic raw
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materials. It didn’t make a lot of difference
how you fit them together to make them work.
They’re both boxes; they’re both made out of
sheet metal; and they both require some sort
of trim. (Nayak & Ketteringham, 1986, p. 181)

In several short sentences, Foerstner had taken one
of the most complicated military secrets of World War II
and translated it into something no more complex than
a room air conditioner. He had painted a picture of an
application that no one else had been able to capture by
describing a magnetron visually, as a familiar object, not
as a set of calculations, formulas, or blueprints.

A similar occurrence in the Post-it Note chronol-
ogy also led to a breakthrough. Spence Silver had been
trying for years to get someone in 3M to adopt his
unsticky glue. Art Fry, another scientist with 3M, had
heard Silver’s presentations before. One day while
singing in North Presbyterian Church in St. Paul,
Minnesota, Fry was fumbling around with the slips of
paper that marked the various hymns in his book.
Suddenly, a visual image popped into his mind.

I thought, “Gee, if I had a little adhesive on
these bookmarks, that would be just the
ticket.” So I decided to check into that idea
the next week at work. What I had in mind
was Silver’s adhesive. . . . I knew I had a much
bigger discovery than that. I also now realized
that the primary application for Silver’s adhe-
sive was not to put it on a fixed surface like
bulletin boards. That was a secondary applica-
tion. The primary application concerned
paper to paper. I realized that immediately.”
(Nayak & Ketteringham, 1986, pp. 63–64)

Years of verbal descriptions had not led to any
applications for Silver’s glue. Tactile thinking (handling
the glue) also had not produced many ideas. However,
thinking about the product in visual terms, as applied

to what Fry initially called “a better bookmark,” led to
the breakthrough that was needed.

This emphasis on using alternative thinking lan-
guages, especially visual thinking, has become a new
frontier in scientific research (McKim, 1997). With the
advent of the digital revolution, scientists are more and
more working with pictures and simulated images
rather than with numerical data. “Scientists who are
using the new computer graphics say that by viewing
images instead of numbers, a fundamental change in
the way researchers think and work is occurring.
People have a lot easier time getting an intuition from
pictures than they do from numbers and tables or for-
mulas. In most physics experiments, the answer used
to be a number or a string of numbers. In the last few
years the answer has increasingly become a picture”
(Markoff, 1988, p. D3).

To illustrate the differences among thinking lan-
guages, consider the following simple problem:

Figure 3.4 shows seven matchsticks. By mov-
ing only one matchstick, make the figure into
a true equality (i.e., the value on one side
equals the value on the other side). Before
looking up the answers in the section at the
end of the chapter with scoring keys and com-
parison data, try defining the problem by
using different thinking languages. What
thinking language is most effective?

Commitment

Commitment can also serve as a conceptual block to
creative problem solving. Once individuals become com-
mitted to a particular point of view, definition, or solu-
tion, it is likely that they will follow through on that com-
mitment. Cialdini (2001) reported a study, for example,
in which investigators asked Californians to put a large,
poorly lettered sign on their front lawns saying DRIVE
CAREFULLY. Only 17 percent agreed to do so. However,

Figure 3.4 The Matchstick Configuration
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after signing a petition favoring “keep California
beautiful,” the people were again asked to put the
DRIVE CAREFULLY sign on their lawns, and 76 percent
agreed to do so. Once they had committed to being
active and involved citizens (i.e., to keeping California
beautiful), it was consistent for these people to agree to
the large unsightly sign as visible evidence of their com-
mitment. Most people have the same inclination toward
being consistent and maintaining commitments.

Two forms of commitment that produce concep-
tual blocks are stereotyping based on past experiences
and ignoring commonalities.

Stereotyping Based on Past Experiences March
(1999) pointed out that a major obstacle to innovative
problem solving is that individuals tend to define present
problems in terms of problems they have faced in the
past. Current problems are usually seen as variations on
some past situation, so the alternatives proposed to solve
the current problem are ones that have proven success-
ful in the past. Both problem definitions and proposed
solutions are therefore restricted by past experience. This
restriction is referred to as perceptual stereotyping
(Adams, 2001). That is, certain preconceptions formed
on the basis of past experience determine how an indi-
vidual defines a situation.

When individuals receive an initial cue regarding
the definition of a problem, all subsequent problems are
frequently framed in terms of the initial cue. Of course,
this is not all bad, because perceptual stereotyping
helps organize problems on the basis of a limited
amount of data, and the need to consciously analyze
every problem encountered is eliminated. On the other
hand, perceptual stereotyping prevents individuals
from viewing a problem in novel ways.

The creation of microwave ovens and of Post-it
Notes provide examples of overcoming stereotyping
based on past experiences. Scott (1974) described the
first meeting of John D. Cockcroft, technical leader of
the British radar system that invented magnetrons, and
Percy Spencer of Raytheon.

Cockcroft liked Spencer at once. He showed
him the magnetron, and the American regarded
it thoughtfully. He asked questions—very intelli-
gent ones—about how it was produced, and
the Britisher answered at length. Later Spencer
wrote, “The technique of making these tubes,
as described to us, was awkward and impracti-
cal.” Awkward and impractical! Nobody else
dared draw such a judgment about a product of
undoubted scientific brilliance, produced and
displayed by the leaders of British science.

Despite his admiration for Cockcroft and the mag-
nificent magnetron, Spencer refused to abandon his
curious and inquisitive stance. Rather than adopting
the position of other scientists and assuming that since
the British invented it and were using it, they surely
knew how to produce a magnetron, Spencer broke out
of the stereotypes and pushed for improvements.

Similarly, Spence Silver at 3M described his inven-
tion in terms of breaking stereotypes based on past
experience.

The key to the Post-It adhesive was doing the
experiment. If I had sat down and factored it
out beforehand, and thought about it, I
wouldn’t have done the experiment. If I had
really seriously cracked the books and gone
through the literature, I would have stopped.
The literature was full of examples that said
you can’t do this. (Nayak & Ketteringham,
1986, p. 57)

This is not to say that one should avoid learning
from past experience or that failing to learn the mis-
takes of history does not doom us to repeat them.
Rather, it is to say that commitment to a course of
action based on past experience can sometimes inhibit
viewing problems in new ways, and can even prevent
us from solving some problems at all. Consider the fol-
lowing problem as an example.

Assume that there are four volumes of
Shakespeare on the shelf (see Figure 3.5). Assume that
the pages of each volume are exactly two inches thick,
and that the covers of each volume are each one-sixth
of an inch thick. Assume that a bookworm began eat-
ing at page 1 of Volume 1, and it ate straight through
to the last page of Volume IV. What distance did the
worm cover? Solving this problem is relatively simple,
but it requires that you overcome a stereotyping block
to get the correct answer. (See the end of the chapter
for the correct answer.)

Ignoring Commonalities A second manifestation
of the commitment block is failure to identify similarities
among seemingly disparate pieces of data. This is among
the most commonly identified blocks to creativity. It
means that a person becomes committed to a particular
point of view, to the fact that elements are different, and,
consequently, becomes unable to make connections,
identify themes, or perceive commonalities.

The ability to find one definition or solution for
two seemingly dissimilar problems is a characteristic of
creative individuals (see Sternberg, 1999). The inability
to do this can overload a problem solver by requiring
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that every problem encountered be solved individually.
The discovery of penicillin by Sir Alexander Fleming
resulted from his seeing a common theme among
seemingly unrelated events. Fleming was working with
some cultures of staphylococci that had accidentally
become contaminated. The contamination, a growth of
fungi, and isolated clusters of dead staphylococci led
Fleming to see a relationship no one else had ever seen
previously and thus to discover a wonder drug. The
famous chemist Friedrich Kekule saw a relationship
between his dream of a snake swallowing its own tail
and the chemical structure of organic compounds. This
creative insight led him to the discovery that organic
compounds such as benzene have closed rings rather
than open structures (Koestler, 1964).

For Percy Spencer at Raytheon, seeing a connection
between the heat of a neon tube and the heat required to
cook food was the creative connection that led to his
breakthrough in the microwave industry. One of
Spencer’s colleagues recalled: “In the process of testing a
bulb [with a magnetron], your hands got hot. I don’t
know when Percy really came up with the thought of
microwave ovens, but he knew at that time—and that
was 1942. He [remarked] frequently that this would be a
good device for cooking food.” Another colleague
described Spencer this way: “The way Percy Spencer’s
mind worked is an interesting thing. He had a mind that
allowed him to hold an extraordinary array of associa-
tions on phenomena and relate them to one another”

(Nayak & Ketteringham, 1986, pp. 184, 205). Similarly,
the connection Art Fry made between a glue that
wouldn’t stick tightly and marking hymns in a choir
book was the final breakthrough that led to the develop-
ment of the revolutionary Post-it Note business.

To test your own ability to see commonalities,
answer the following two questions: (1) What are some
common terms that apply to both the substance water
and the field of finance? (For example, “financial float.”)
(2) In Figure 3.6, using the code letters for the smaller
ships as a guide, what is the name of the larger ship?
(Some of the answers are at the end of the chapter.)

Compression

Conceptual blocks also occur as a result of compression
of ideas. Looking too narrowly at a problem, screening
out too much relevant data, and making assumptions
that inhibit problem solution are common examples.
Two especially cogent examples of compression are arti-
ficially constraining problems and not distinguishing fig-
ure from ground.

Artificial Constraints Sometimes people place
boundaries around problems, or constrain their
approach to them, in such a way that the problems
become impossible to solve. Such constraints arise
from hidden assumptions people make about problems
they encounter. People assume that some problem
definitions or alternative solutions are off limits, so

Figure 3.5 Shakespeare Riddle

SOURCE: “Shakespeare Riddle” from CREATIVE GROWTH GAMES by Eugene Raudsepp and George P. Haugh, Copyright ©1977 by Eugene Raudsepp & George P. Haugh, Jr. Used with
permission of Berkley Publishing Group, a division of Penguin Group (USA) Inc.
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they ignore them. For an illustration of this conceptual
block, look at Figure 3.7. This is a problem you have
probably seen before. Without lifting your pencil from
the paper, draw four straight lines that pass through all
nine dots. Complete the task before reading further.

By thinking of the figure as more constrained than
it actually is, the problem becomes impossible to solve.
It is easy if you break out of your own limiting assump-
tions on the problem. Now that you have been cued,
can you do the same task with only three lines? What
limiting constraints are you placing on yourself?

If you are successful, now try to do the task with
only one line. Can you determine how to put a single
straight line through all nine dots without lifting your
pencil from the paper? Both the three-line solution and
some one-line solutions are provided at the end of the
chapter.

Artificially constraining problems means that the
problem definition and the possible alternatives are
limited more than the problem requires. Creative prob-
lem solving requires that individuals become adept at

recognizing their hidden assumptions and expanding
the alternatives they consider—whether they imagine,
improve, invest, or incubate.

Figure 3.6 Name That Ship!

Figure 3.7 The Nine-Dot Problem

SOURCE: Ship Shapes; Bodycombe, D.J. (1997). The Mammoth NB Puzzle Carnival. New York: Carrol & Graf, p. 405. Appears by permission of the publisher Constable & Robinson Ltd.,
London.
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Separating Figure from Ground Another
illustration of the compression block is the reverse of
artificial constraints. It is the inability to constrain prob-
lems sufficiently so that they can be solved. Problems
almost never come clearly specified, so problem solvers
must determine what the real problem is. They must
filter out inaccurate, misleading, or irrelevant informa-
tion in order to define the problem correctly and gener-
ate appropriate alternative solutions. The inability to
separate the important from the unimportant, and to
compress problems appropriately, serves as a concep-
tual block because it exaggerates the complexity of a
problem and inhibits a simple definition.

How well do you filter out irrelevant information
and focus on the truly important part of a problem?
Can you ask questions that get to the heart of the mat-
ter? Consider Figure 3.8. For each pair, find the pattern
on the left that is embedded in the more complex pat-
tern on the right. On the complex pattern, outline the
embedded pattern. Now try to find at least two figures
in each pattern. (See the end of the chapter for some
solutions.)

Overcoming this compression block—separating fig-
ure from ground and artificially constraining problems—
was an important explanation for the microwave oven
and Post-it Note breakthroughs. George Foerstner’s
contribution to the development and manufacture of the
microwave oven was to compress the problem, that is, to
separate out all the irrelevant complexity that con-
strained others. Whereas the magnetron was a device so
complicated that few people understood it, Foerstner
focused on its basic raw materials, its size, and its func-
tionality. By comparing it to an air conditioner, he elimi-
nated much of the complexity and mystery, and, as
described by two analysts, “He had seen what all the
researchers had failed to see, and they knew he was
right” (Nayak & Ketteringham, 1986, p. 181).

On the other hand, Spence Silver had to add com-
plexity, to overcome compression, in order to find an
application for his product. Because the glue had failed
every traditional 3M test for adhesives, it was catego-
rized as a useless configuration of chemicals. The
potential for the product was artificially constrained by
traditional assumptions about adhesives—more sticki-
ness, stronger bonding is best—until Art Fry visualized
some unconventional applications—a better book-
mark, a bulletin board, scratch paper, and, paradoxi-
cally, a replacement for 3M’s main product, tape.

Complacency

Some conceptual blocks occur not because of poor
thinking habits or inappropriate assumptions but
because of fear, ignorance, insecurity, or just plain
mental laziness. Two especially prevalent examples of
the complacency block are a lack of questioning and
a bias against thinking.

Noninquisitiveness Sometimes the inability to
solve problems results from an unwillingness to ask
questions, obtain information, or search for data.
Individuals may think they will appear naive or igno-
rant if they question something or attempt to redefine
a problem. Asking questions puts them at risk of expos-
ing their ignorance. It also may be threatening to
others because it implies that what they accept may
not be correct. This may create resistance, conflict, or
even ridicule by others.

Creative problem solving is inherently risky
because it potentially involves interpersonal conflict. It
is risky also because it is fraught with mistakes.
As Linus Pauling, the Nobel laureate, said, “If you want
to have a good idea, have a lot of them, because most
of them will be bad ones.” Years of nonsupportive
socialization, however, block the adventuresome and

Figure 3.8 Embedded Pattern
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inquisitive stance in most people. Most of us are not
rewarded for bad ideas. To illustrate, answer the
following questions for yourself:

1. When would it be easier to learn a new lan-
guage, when you were five years old or now?
Why?

2. How many times in the last month have you
tried something for which the probability of
success was less than 50 percent?

3. When was the last time you asked three “why”
questions in a row?

To illustrate the extent of our lack of inquisitive-
ness, how many of the following commonly experi-
enced questions can you answer?

❏ Why are people immune to their own body
odor?

❏ What happens to the tread that wears off tires?
❏ Why doesn’t sugar spoil or get moldy?
❏ Why doesn’t a two-by-four measure two inches

by four inches?
❏ Why is a telephone keypad arranged differently

from that of a calculator?
❏ Why do hot dogs come 10 in a package while

buns come 8 in a package?
❏ How do military cadets find their caps after

throwing them in the air at football games and
graduation?

❏ Why is Jack the nickname for John?

Most of us adopt a habit of being a bit complacent
in asking such questions, let alone finding out the
answers. We often stop being inquisitive as we get
older because we learn that it is good to be intelligent,
and being intelligent is interpreted as already knowing
the answers, instead of asking good questions.
Consequently, we learn less well at 25 than at 5, take
fewer risks, avoid asking why, and function in the
world without really trying to understand it. Creative
problem solvers, on the other hand, are frequently
engaged in inquisitive and experimental behavior.
Spence Silver at 3M described his attitude about the
complacency block this way:

People like myself get excited about looking
for new properties in materials. I find that very
satisfying, to perturb the structure slightly
and just see what happens. I have a hard time
talking people into doing that—people
who are more highly trained. It’s been my

experience that people are reluctant just to try,
to experiment—just to see what will happen.
(Nayak & Ketteringham, 1986, p. 58)

Bias Against Thinking A second manifestation
of the complacency block is in an inclination to avoid
doing mental work. This block, like most of the others,
is partly a cultural bias as well as a personal one. For
example, assume that you passed by your roommate’s
or colleague’s office one day and noticed him leaning
back in his chair, staring out the window. A half-hour
later, as you passed by again, he had his feet up on the
desk, still staring out the window. And 20 minutes
later, you noticed that his demeanor hadn’t changed
much. What would be your conclusion? Most of us
would assume that the fellow was not doing any work.
We would assume that unless we saw action, he
wasn’t being productive.

When was the last time you heard someone say,
“I’m sorry. I can’t go to the ball game (or concert,
dance, party, or movie) because I have to think?” Or,
“I’ll do the dishes tonight. I know you need to catch
up on your thinking”? That these statements sound
silly illustrates the bias most people develop toward
action rather than thought, or against putting their feet
up, rocking back in their chair, looking off into space,
and engaging in solitary cognitive activity. This does
not mean daydreaming or fantasizing, just thinking.

A particular conceptual block exists in Western
cultures against the kind of thinking that uses the right
hemisphere of the brain. Left-hemisphere thinking,
for most people, is concerned with logical, analytical,
linear, or sequential tasks. Thinking using the left
hemisphere is apt to be organized, planned, and pre-
cise. Language and mathematics are left-hemisphere
activities. Right-hemisphere thinking, on the other
hand, is concerned with intuition, synthesis, playful-
ness, and qualitative judgment. It tends to be more
spontaneous, imaginative, and emotional than left-
hemisphere thinking. The emphasis in most formal
education is toward left-hemisphere thought develop-
ment even more in Eastern cultures than in Western
cultures. Problem solving on the basis of reason, logic,
and utility is generally rewarded, while problem solv-
ing based on sentiment, intuition, or pleasure is fre-
quently considered tenuous and inferior.

A number of researchers have found that the
most creative problem solvers are ambidextrous in
their thinking. That is, they use both left- and right-
hemisphere thinking and easily switch from one to the
other (Hermann, 1981; Hudspith, 1985; Martindale,
1999). Creative ideas arise most frequently in the right
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Table 3.4 Exercise to Test Ambidextrous 
Thinking

LIST 1 LIST 2

sunset decline

perfume very

brick ambiguous

monkey resources

castle term

guitar conceptual

pencil about

computer appendix

umbrella determine

radar forget

blister quantity

chessboard survey

hemisphere but must be processed and interpreted by
the left, so creative problem solvers use both hemi-
spheres equally well.

Try the exercise in Table 3.4. It illustrates this
ambidextrous principle. There are two lists of words.
Take about two minutes to memorize the first list. Then,
on a piece of paper, write down as many words as you
can remember. Now take about two minutes and memo-
rize the words in the second list. Repeat the process of
writing down as many words as you can remember.

Most people remember more words from the first
list than from the second. This is because the first list
contains words that relate to visual perceptions. They
connect with right-brain activity as well as left-brain
activity. People can draw mental pictures or fantasize
about them. The same is true for creative ideas. The
more both sides of the brain are used, the more cre-
ative the ideas.

REVIEW OF CONCEPTUAL
BLOCKS

So far, we have suggested that certain conceptual blocks
prevent individuals from solving problems creatively and
from engaging in the four different types of creativity.
These blocks narrow the scope of problem definition,
limit the consideration of alternative solutions, and con-
strain the selection of an optimal solution. Unfortunately,
many of these conceptual blocks are unconscious, and it
is only by being confronted with problems that are

unsolvable because of conceptual blocks that individuals
become aware that they exist. We have attempted
to make you aware of your own conceptual blocks by
asking you to solve some simple problems that require
you to overcome these mental barriers. These concep-
tual blocks are not all bad, of course; not all problems
should be addressed by creative problem solving. But
research has shown that individuals who have devel-
oped creative problem-solving skills are far more effec-
tive with complex problems that require a search for
alternative solutions than others who are conceptually
blocked (Basadur, 1979; Collins & Amabile, 1999;
Sternberg, 1999; Williams & Yang, 1999).

In the next section, we provide some techniques
and tools that help overcome these blocks and
improve creative problem-solving skills.

Conceptual Blockbusting

Conceptual blocks cannot be overcome all at once
because most blocks are a product of years of habit-
forming thought processes. Overcoming them requires
practice in thinking in different ways over a long
period of time. You will not become a skilled creative
problem solver just by reading this chapter. On the
other hand, by becoming aware of your conceptual
blocks and practicing the following techniques,
research has demonstrated that you can enhance your
creative problem-solving skills.

STAGES IN CREATIVE THOUGHT

A first step in overcoming conceptual blocks is recog-
nizing that creative problem solving is a skill that can
be developed. Being a creative problem solver is not an
inherent ability that some people naturally have and
others do not have. Jacob Rainbow, an employee of the
U.S. Patent Office who has more than 200 patents by
himself, described the creative process as follows:

So you need three things to be an original
thinker. First, you have to have a tremendous
amount of information—a big data base if you
like to be fancy. Then you have to be willing to
pull the ideas, because you’re interested. Now,
some people could do it, but they don’t bother.
They’re interested in doing something else. It’s
fun to come up with an idea, and if nobody
wants it, I don’t give a damn. It’s just fun to
come up with something strange and different.
And then you must have the ability to get rid of
the trash which you think of. You cannot only
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think of good ideas. And by the way, if you’re
not well-trained, but you’ve got good ideas, and
you don’t know if they’re good or bad, then you
send them to the Bureau of Standards, National
Institute of Standards, where I work, and
we evaluate them. And we throw them out.
(Csikszentmihalyi, 1996, p. 48)

In other words, gather a lot of information, use it
to generate a lot of ideas, and sift through your ideas
and get rid of the bad ones. Researchers generally
agree that creative problem solving involves four
stages: preparation, incubation, illumination, and veri-
fication (see Albert & Runco, 1999; Nickerson, 1999;
Poincare, 1921; Ribot, 1906; Wallas, 1926). The
preparation stage includes gathering data, defining
the problem, generating alternatives, and consciously
examining all available information. The primary dif-
ference between skillful creative problem solving and
analytical problem solving is in how this first step is
approached. Creative problem solvers are more flex-
ible and fluent in data gathering, problem definition,
alternative generation, and examination of options. In
fact, it is in this stage that training in creative problem
solving can significantly improve effectiveness because
the other three steps are not amenable to conscious
mental work (Adams, 2001; Ward, Smith, & Finke,
1999). The following discussion, therefore, is limited
primarily to improving functioning in this first stage.
The incubation stage involves mostly unconscious
mental activity in which the mind combines unrelated
thoughts in pursuit of a solution. Conscious effort is
not involved. Illumination, the third stage, occurs
when an insight is recognized and a creative solution is
articulated. Verification is the final stage, which
involves evaluating the creative solution relative to
some standard of acceptability.

In the preparation stage, two types of techniques
are available for improving creative problem-solving
abilities. One technique helps individuals think about
and define problems more creatively; the other helps
individuals gather information and generate more
alternative solutions to problems.

One major difference between effective, creative
problem solvers and other people is that creative prob-
lem solvers are less constrained. They allow themselves
to be more flexible in the definitions they impose on
problems and the number of solutions they identify.
They develop a large repertoire of approaches to problem
solving. In short, they engage in what Csikszentmihalyi
(1996) described as “playfulness and childishness.”
They try more things and worry less about their false

starts or failures. As Interaction Associates (1971, p. 15)
explained:

Flexibility in thinking is critical to good prob-
lem solving. A problem solver should be able
to conceptually dance around the problem
like a good boxer, jabbing and poking, without
getting caught in one place or “fixated.” At
any given moment, a good problem solver
should be able to apply a large number of
strategies [for generating alternative defini-
tions and solutions]. Moreover, a good prob-
lem solver is a person who has developed,
through his understanding of strategies and
experiences in problem solving, a sense of
appropriateness of what is likely to be the
most useful strategy at any particular time.

As a perusal through any bookstore will show, the
number of books suggesting ways to enhance creative
problem solving is enormous. We now present a few
tools and hints that we have found to be especially
effective and relatively simple for business executives
and students to apply. Although some of them may
seem game-like or playful, a sober pedagogical rationale
underlies all of them. Our purpose is to address your
own personal skills as a creative problem solver, not to
discuss how creativity can be fostered in an organiza-
tional setting. These tools, therefore, will help to
unfreeze you from your normal skeptical, analytical
approach to problems and increase your playfulness.
They relate to (1) defining problems and (2) generating
alternative solutions.

METHODS FOR IMPROVING
PROBLEM DEFINITION

Problem definition is probably the most critical step in
creative problem solving. Once a problem is defined,
solving it is often relatively simple. However, as
explained in Table 3.2, individuals tend to define prob-
lems in terms with which they are familiar. Even well-
trained scientists suffer from this problem: “Good scien-
tists study the most important problems they think they
can solve” (Medawar, 1967). When a problem is faced
that is new or complex or does not appear to have an
easily identified solution, the problem either remains
undefined or is redefined in terms of something familiar.
Unfortunately, new problems may not be the same as old
problems, so relying on past definitions may impede the
process of solving current problems, or lead to solving
the wrong problem. Applying techniques for creative
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problem definition can help individuals see problems in
alternative ways so their definitions are less narrowly
constrained. Three such techniques for improving and
expanding the definition process are discussed below.

Make the Strange Familiar and 
the Familiar Strange

One well-known, well-tested technique for improving
creative problem solving is called synectics (Gordon,
1961; Roukes, 1988). The goal of synectics is to help
you put something you don’t know in terms of some-
thing you do know, then reverse the process back
again. The point is, by analyzing what you know and
applying it to what you don’t know, you can develop
new insights and perspectives. The process of synectics
relies on the use of analogies and metaphors, and it
works this way.

First you form a definition of a problem (make the
strange familiar). Then you try to transform that defin-
ition so it is made similar to something completely dif-
ferent that you know more about (make the familiar
strange). That is, you use analogies and metaphors
(synectics) to create this distortion. Postpone the origi-
nal definition of the problem while you examine the
analogy or the metaphor. Then impose this same analy-
sis on the original problem to see what new insights
you can uncover.

For example, suppose you have defined a problem
as low morale among members of your team. You may
form an analogy or metaphor by answering questions
such as the following about the problem:

❏ What does this remind me of?
❏ What does this make me feel like?
❏ What is this similar to?
❏ What is this opposite of?

Your answers, for example, might be: This problem
reminds me of trying to get warm on a cold day (I need
more activity). It makes me feel like I do when visiting a
hospital ward (I need to smile and go out of my way to
empathize with people). It is similar to the loser’s locker
room after an athletic contest (I need to find an alterna-
tive purpose or goal). This isn’t like a well-tuned auto-
mobile (I need to do a careful diagnosis). And so on.
Metaphors and analogies should connect what you
are less sure about (the original problem) to what
you are more sure about (the metaphor). By analyzing
the metaphor or analogy, you may identify attributes
of the problem that were not evident before. New
insights can occur and new ideas can come to mind.

Many creative solutions have been generated by
such a technique. For example, William Harvey was
the first to apply the “pump” analogy to the heart,
which led to the discovery of the body’s circulatory sys-
tem. Niels Bohr compared the atom to the solar system
and supplanted Rutherford’s prevailing “raisin pud-
ding” model of matter’s building blocks. Consultant
Roger von Oech (1986) helped turn around a strug-
gling computer company by applying a restaurant anal-
ogy to the company’s operations. The real problems
emerged when the restaurant, rather than the com-
pany, was analyzed. Major contributions in the field of
organizational behavior have occurred by applying
analogies to other types of organization, such as
machines, cybernetic or open systems, force fields,
clans, and so on. Probably the most effective analogies
(called parables) were used by Jesus to teach principles
that otherwise were difficult for individuals to grasp (for
example, the prodigal son, the good Samaritan, a shep-
herd and his flock).

Some hints to keep in mind when constructing
analogies include:

❏ Include action or motion in the analogy (e.g.,
driving a car, cooking a meal, attending a
funeral).

❏ Include things that can be visualized or pic-
tured in the analogy (e.g., circuses, football
games, crowded shopping malls).

❏ Pick familiar events or situations (e.g., families,
kissing, bedtime).

❏ Try to relate things that are not obviously simi-
lar (e.g., saying an organization is like a big
group is not nearly as rich a simile as saying
that an organization is like, say, a psychic
prison or a poker game).

Four types of analogies are recommended as part of
synectics: personal analogies, in which individuals try
to identify themselves as the problem (“If I were the
problem, how would I feel, what would I like, what
could satisfy me?”); direct analogies, in which individ-
uals apply facts, technology, and common experience to
the problem (e.g., Brunel solved the problem of under-
water construction by watching a shipworm tunneling
into a tube); symbolic analogies, in which symbols or
images are imposed on the problem (e.g., modeling the
problem mathematically or diagramming the process
flow); and fantasy analogies, in which individuals ask
the question “In my wildest dreams, how would I wish
the problem to be resolved?” (e.g., “I wish all employees
would work with no supervision.”).
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Elaborate on the Definition

There are a variety of ways to enlarge, alter, or replace a
problem definition once it has been specified. One way is
to force yourself to generate at least two alternative
hypotheses for every problem definition. That is, specify
at least two plausible definitions of the problem in addi-
tion to the one originally accepted. Think in plural rather
than singular terms. Instead of asking, “What is the prob-
lem?” “What is the meaning of this?” “What will be
the result?” ask instead questions such as: “What are the
problems?” “What are the meanings of this?” “What will
be the results?”

As an example, look at Figure 3.9. Select the fig-
ure that is different from all the others.

A majority of people select B first. If you did, you’re
right. It is the only figure that has all straight lines. On
the other hand, quite a few people pick A. If you are
one of them, you’re also right. It is the only figure 
with a continuous line and no points of discontinuity.
Alternatively, C can also be right, with the rationale that
it is the only figure with two straight and two curved
lines. Similarly, D is the only one with one curved and
one straight line, and E is the only figure that is nonsym-
metrical or partial. The point is, there can often be more
than one problem definition, more than one right
answer, and more than one perspective from which to
view a problem.

Another way to elaborate definitions is to use a
question checklist. This is a series of questions designed
to help you think of alternatives to your accepted defini-
tions. Several creative managers have shared with us
some of their most fruitful questions, such as:

❏ Is there anything else?
❏ Is the reverse true?
❏ Is this a symptom of a more general problem?
❏ Who sees it differently?

Nickerson (1999) reported an oft-used acronym—
SCAMPER—designed to bring to mind questions having

to do with Substitution, Combination, Adaptation,
Modification (Magnification–Minimization), Putting to
other uses, Elimination, and Rearrangement.

As an exercise, take a minute now to think of a
problem you are currently experiencing. Write it down
so it is formally defined. Now manipulate that definition
by answering the four questions in the checklist. If you
can’t think of a problem, try the exercise with this one.
“I am not as attractive/intelligent/creative as I would
like to be.” How would you answer the four questions?

Reverse the Definition

A third tool for improving and expanding problem defin-
ition is to reverse the definition of the problem. That is,
turn the problem upside down, inside out, or back to
front. Reverse the way in which you think of the prob-
lem. For example, consider the following problem:

A tradition in Sandusky, Ohio, for as long as
anyone could remember was the Fourth of
July Parade. It was one of the largest and most
popular events on the city’s annual calendar.
Now, in 1988, the city mayor was hit with
some startling and potentially disastrous
news. The State of Ohio was mandating
that liability insurance be carried on every
attraction—floats, bands, majorettes—that
participated in the parade. To protect against
the possibility of injury or accident of any
parade participant, each had to be covered by
liability insurance.

The trouble, of course, was that taking out
a liability insurance policy for all parade partic-
ipants would require far more expense than
the city could afford. The amount of insurance
required for that large a number of participants
and equipment made it impossible for the city
to carry the cost. On the one hand, the mayor
hated to cancel an important tradition that
everyone in town looked forward to. On the

A B C D E

Of the five figures below, select the one that is different from all of the others.

Figure 3.9 The Five-Figure Problem
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other hand, to hold the event would break the
city budget. If you were a consultant to the
mayor, what would you suggest?

Commonly suggested alternatives in this problem
include the following:

1. Try to negotiate with an insurance company
for a lower rate. (However, the risk is merely
being transferred to the insurance company.)

2. Hold fund-raising events to generate enough
money to purchase the insurance policy, or
find a wealthy donor to sponsor the parade.
(However, this may deflect potential donations
away from, or may compete with, other com-
munity service agencies such as United Way,
Red Cross, or local churches that also sponsor
fund-raisers and require donations.)

3. Charge a “participation fee” to parade partici-
pants to cover the insurance expense. (However,
this would likely eliminate most high school,
middle school, and elementary school bands and
floats. It would also reduce the amount of money
float builders and sponsoring organizations could
spend on the actual float. Such a requirement
would likely be a parade killer.)

4. Charge a fee to spectators of the parade.
(However, this would require restricted access
to the parade, an administrative structure to
coordinate fee collection and ticketing, and the
destruction of the sense of community partici-
pation that characterized this traditional event.)

Each of these suggestions is good, but each main-
tains a single definition of the problem. Each assumes
that the solution to the problem is associated with solv-
ing the financial problem associated with the liability
insurance requirement. Each suggestion, therefore,
brings with it some danger of damaging the traditional
nature of the parade or eliminating it altogether. If the
problem is reversed, other answers normally not con-
sidered become evident. That is, the need for liability
insurance at all could be addressed.

Here is an excerpt from a newspaper report of
how the problem was addressed:

Sandusky, Ohio (AP) The Fourth of July
parade here wasn’t canceled, but it was
immobilized by liability insurance worries.
The band marched in place to the beat of a
drum, and a country fair queen waved to her
subjects from a float moored to the curb.

The Reverse Community Parade began at
10:00 A.M. Friday along Washington Row at the
north end of the city and stayed there until
dusk. “Very honestly, it was the issue of liabil-
ity,” said Gene Kleindienst, superintendent of
city schools and one of the celebration’s orga-
nizers. “By not having a mobile parade, we sig-
nificantly reduced the issue of liability,” he said.

The immobile parade included about 20
floats and displays made by community groups.
Games, displays, and food booths were in an
adjacent park. Parade chairman Judee Hill
said some folks didn’t understand, however.
“Someone asked me if she was too late for the
parade, and she had a hard time understanding
the parade is here all day,” she said.

Those who weren’t puzzled seemed to
appreciate the parade for its stationary quali-
ties. “I like this. I can see more,” said 67-year-
old William A. Sibley. “I’m 80 percent blind.
Now I know there’s something there,” he said
pointing to a float.

Spectator Emmy Platte preferred the
immobile parade because it didn’t go on for
“what seemed like miles,” exhausting partici-
pants. “You don’t have those little drum
majorettes passing out on the street,” she
commented.

Baton twirler Tammy Ross said her perfor-
mance was better standing still. “You can
throw better. You don’t have to worry about
dropping it as much,” she explained.

Mr. Kleindienst said community responses
were favorable. “I think we’ve started a new
tradition,” he said.

By reversing the definition, Sandusky not only
eliminated the problem without damaging the tradi-
tion and without shifting the risk to insurance compa-
nies or other community groups, it added a new
dimension that allowed at least some people to enjoy
the event more than ever.

This reversal is similar to what Rothenberg (1979,
1991) referred to as Janusian thinking. Janus was the
Roman god with two faces that looked in opposite
directions. Janusian thinking means thinking contradic-
tory thoughts at the same time: that is, conceiving two
opposing ideas to be true concurrently. Rothenberg
claimed, after studying 54 highly creative artists and
scientists (e.g., Nobel Prize winners), that most major
scientific breakthroughs and artistic masterpieces are
products of Janusian thinking. Creative people who
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actively formulate antithetical ideas and then resolve
them produce the most valuable contributions to the
scientific and artistic worlds. Quantum leaps in knowl-
edge often occur.

An example is Einstein’s account (1919, p. 1) of
having “the happiest thought of my life.” He developed
the concept that, “for an observer in free fall from the
roof of a house, there exists, during his fall, no gravita-
tional field. . . in his immediate vicinity. If the observer
releases any objects, they will remain, relative to him, in
a state of rest. The [falling] observer is therefore justified
in considering his state as one of rest.” Einstein con-
cluded, in other words, that two seemingly contradic-
tory states could be present simultaneously: motion and
rest. This realization led to the development of his revo-
lutionary general theory of relativity.

In another study of creative potential, Rothenberg
and Hausman (2000) found that when individuals were
presented with a stimulus word and asked to respond
with the word that first came to mind, highly creative
students, Nobel scientists, and prize-winning artists
responded with antonyms significantly more often than
did individuals with average creativity. Rothenberg
argued, based on these results, that creative people
think in terms of opposites more often than do other
people (also see research by Blasko & Mokwa, 1986).

For our purposes, the whole point is to reverse or
contradict the currently accepted definition in order to
expand the number of perspectives considered. For
instance, a problem might be that morale is too high
instead of (or in addition to) too low in our team (we
may need more discipline), or maybe employees need
less motivation (more direction) instead of more moti-
vation to increase productivity. Opposites and back-
ward looks often enhance creativity.

These three techniques for improving creative
problem definition are summarized in Table 3.5. Their
purpose is not to help you generate alternative defini-
tions just for the sake of alternatives but to broaden your
perspectives, to help you overcome conceptual blocks,
and to produce more elegant (i.e., high-quality and

parsimonious) solutions. They are tools or techniques
that you can easily use when you are faced with the
need to solve problems creatively.

WAYS TO GENERATE MORE
ALTERNATIVES

Because a common tendency is to define problems in
terms of available solutions (i.e., the problem is
defined as already possessing a certain set of possible
solutions, e.g., March & Simon, 1958; March 1999),
most of us consider a minimal number and a narrow
range of alternatives in problem solving. Most experts
agree, however, that the primary characteristics of
effective creative problem solvers are their fluency
and their flexibility of thought (Sternberg, 1999).
Fluency refers to the number of ideas or concepts pro-
duced in a given length of time. Flexibility refers to the
diversity of ideas or concepts generated. While most
problem solvers consider a few homogeneous alterna-
tives, creative problem solvers consider many hetero-
geneous alternatives.

The following techniques are designed to help
you improve your ability to generate a large number
and a wide variety of alternatives when faced with
problems, whether they be imagination, improvement,
investment, or incubation. They are summarized in
Table 3.6.

Defer Judgment

Probably the most common method of generating alter-
natives is the technique of brainstorming developed
by Osborn (1953). This tool is powerful because most
people make quick judgments about each piece of infor-
mation or each alternative solution they encounter.
Brainstorming is designed to help people generate alter-
natives for problem solving without prematurely evalu-
ating, and hence discarding, them. It is practiced by
having a group of people get together and simply begin
sharing ideas about a problem—one at a time, with

Table 3.5 Techniques for Improving 

Problem Definition

1. Make the strange familiar and the familiar strange
(for example, analogies and metaphors).

2. Elaborate on the definition (for example, question 
checklists and SCAMPER).

3. Reverse the definition (for example, Janusian 
thinking and opposition).

Table 3.6 Techniques for Generating 

More Alternatives

1. Defer judgment (for example, brainstorming).

2. Expand current alternatives (for example, 
subdivision).

3. Combine unrelated attributes (for example, 
morphological synthesis and relational algorithm).
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someone recording the ideas that are suggested. Four
main rules govern brainstorming:

1. No evaluation of any kind is permitted as alter-
natives are being generated. Individual energy
is spent on generating ideas, not on defending
them.

2. The wildest and most divergent ideas are
encouraged. It is easier to tighten alternatives
than to loosen them up.

3. The quantity of ideas takes precedence over
the quality. Emphasizing quality engenders
judgment and evaluation.

4. Participants should build on or modify the
ideas of others. Poor ideas that are added to or
altered often become good ideas.

The idea of brainstorming is to use it in a group
setting so individuals can stimulate ideas in one
another. Often, after a rush of alternatives is produced
at the outset of a brainstorming session, the quantity of
ideas often rapidly subsides. But to stop at that point is
an ineffective use of brainstorming. When easily iden-
tifiable solutions have been exhausted, that’s when the
truly creative alternatives are often produced in brain-
storming groups. So keep working. Apply some of the
tools described in this chapter for expanding defini-
tions and alternatives. Brainstorming often begins with
a flurry of ideas that then diminish. If brainstorming
continues and members are encouraged to think past
that point, breakthrough ideas often emerge as less
common or less familiar alternatives are suggested.
After that phase has unfolded in brainstorming, it is
usually best to terminate the process and begin refin-
ing and consolidating ideas.

Recent research has found that brainstorming in a
group may be less efficient and more time consuming
than alternative forms of brainstorming due to free rid-
ers, unwitting evaluations, production blocking, and so
on. One widely used alternative brainstorming tech-
nique is to have individual group members generate
ideas on their own then submit them to the group for
exploration and evaluation (Finke, Ward, & Smith,
1992). Alternatively, electronic brainstorming in which
individuals use chat rooms or their own computer to
generate ideas has shown positive results as well (Siau,
1995). What is clear from the research is that generat-
ing alternatives in the presence of others produces
more and better ideas than can be produced alone.

The best way to get a feel for the power of brain-
storming groups is to participate in one. Try the following
exercise based on an actual problem faced by a group of

students and university professors. Spend at least
10 minutes in a small group, brainstorming your ideas.

The business school faculty has become
increasingly concerned about the ethics asso-
ciated with modern business practice. The
general reputation of business executives is in
the tank. They are seen as greedy, dishonest,
and untrustworthy. What could the faculty or
the school do to affect this problem?

How do you define the problem? What ideas
can you come up with? Generate as many ideas as you
can following the rules of brainstorming. After at least
10 minutes, assess the fluency (the number) and flexibil-
ity (the variety) of the ideas you generated as a team.

Expand Current Alternatives

Sometimes, brainstorming in a group is not possible or
is too costly in terms of the number of people involved
and hours required. Managers facing a fast-paced
twenty-first-century environment may find brainstorm-
ing to be too inefficient. Moreover, people sometimes
need an external stimulus or way to break through
conceptual blocks to help them generate new ideas.
One useful and readily available technique for expand-
ing alternatives is subdivision, or dividing a problem
into smaller parts. This is a well-used and proven tech-
nique for enlarging the alternative set.

For example, March and Simon (1958, p. 193)
suggested that subdivision improves problem solving
by increasing the speed with which alternatives can be
generated and selected.

The mode of subdivision has an influence on
the extent to which planning can proceed simul-
taneously on the several aspects of the problem.
The more detailed the factorization of the prob-
lem, the more simultaneous activity is possible,
hence, the greater the speed of problem solving.

To see how subdivision helps develop more alter-
natives and speeds the process of problem solving, con-
sider the problem, common in the creativity literature,
of listing alternative uses for a familiar object. For
example, in one minute, how many uses can you list
for a Ping-Pong ball? Ready . . . go.

The more uses you identify, the greater is your flu-
ency in thinking. The more variety in your list, the
greater is your flexibility in thinking. You may have
included the following in your list: bob for a fishing
line, Christmas ornament, toy for a cat, gearshift knob,
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model for a molecular structure, wind gauge when
hung from a string, head for a finger puppet, miniature
basketball. Your list will be much longer.

Now that you have produced your list, apply the
technique of subdivision by identifying the specific
characteristics of a Ping-Pong ball. That is, divide it
into its component attributes. For example, weight,
color, texture, shape, porosity, strength, hardness,
chemical properties, and conduction potential are all
attributes of Ping-Pong balls that help expand the uses
you might think of. By dividing an object mentally into
more specific attributes, you can arrive at many more
alternative uses (e.g., reflector, holder when cut in
half, bug bed, ball for lottery drawing, inhibitor of an
electrical current, and so on).

One exercise we have used with students and
executives to illustrate this technique is to have them
write down as many of their leadership or managerial
strengths as they can think of. Most people list 10 or
12 attributes relatively easily. Then we analyze the
various aspects of the manager’s role, the activities in
which managers engage, the challenges that most
managers face from inside and outside the organiza-
tion, and so on. We then ask these same people to
write down another list of their strengths as man-
agers. The list is almost always more than twice as
long as the first list. By identifying the subcomponents
of any problem, far more alternatives can be gener-
ated than by considering the problem as a whole. Try
this by yourself. Divide your life into the multiple
roles you play—student, friend, neighbor, leader,
brother or sister, and so on. If you list your strengths
associated with each role, your list will be much
longer than if you just create a general list of personal
strengths.

Combine Unrelated Attributes

A third technique focuses on helping problem solvers
expand alternatives by forcing the integration of seem-
ingly unrelated elements. Research in creative problem
solving has shown that an ability to see common relation-
ships among disparate factors is a major factor differenti-
ating creative from noncreative individuals (Feldman,
1999). Two ways to do this are through morphological
synthesis (Koberg & Bagnall, 2003) and the relational
algorithm (Crovitz, 1970). (For literature reviews, see
Finke, Ward, & Smith, 1992; and Starko, 2001.)

With morphological synthesis, a four-step
procedure is involved. First, the problem is written
down. Second, attributes of the problem are listed.
Third, alternatives to each attribute are listed. Fourth,

different alternatives from the attributes list are com-
bined together.

This seems a bit complicated so let us illustrate the
procedure. Suppose you are faced with the problem of an
employee who takes an extended lunch break almost
every day despite your reminders to be on time. Think of
alternative ways to solve this problem. The first solution
that comes to mind for most people is to sit down and
have a talk with (or threaten) the employee. If that
doesn’t work, most of us would reduce the person’s pay,
demote or transfer him or her, or just fire the person.
However, look at what other alternatives can be gener-
ated by using morphological synthesis (see Table 3.7).

You can see how many more alternatives come to
mind when you force together attributes that aren’t obvi-
ously connected. The matrix of attributes can create a
very long list of possible solutions. In more complicated
problems—for example, how to improve quality, how to
better serve customers, how to improve the reward
system, how to land a great job—the potential number
of alternatives is even greater, and, hence, more creativ-
ity is required to analyze them.

The second technique for combining unrelated
attributes in problem solving, the relational algorithm,
involves applying connecting words that force a relation-
ship between two elements in a problem. For example,
the following is a list of some words that connect other
words together. They are called “relational” words.

about across after
against opposite or
out among and
as at over
round still because
before between but
so then though
by down for
from through till
to if in
near not under
up when now
of off on
where while with

To illustrate the use of this technique, suppose
you are faced with the following problem: Our cus-
tomers are dissatisfied with our service. The two
major subjects in this problem are customers and
service. They are connected by the phrase are dissatis-
fied with. With the relational algorithm technique, the
relational words in the problem statement are
removed and replaced with other relational words to
see if new ideas for alternative solutions can be
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identified. For example, consider the following
connections where new relational words are used:

❏ Customers among service (e.g., customers
interact with service personnel).

❏ Customers as service (e.g., customers deliver
service to other customers).

❏ Customers and service (e.g., customers and
service personnel work collaboratively together).

❏ Customers for service (e.g., customer focus
groups can help improve service).

❏ Service near customers (e.g., change the loca-
tion of the service to be nearer customers).

❏ Service before customers (e.g., prepare person-
alized service before the customer arrives).

❏ Service through customers (e.g., use customers
to provide additional service).

❏ Service when customers (e.g., provide timely
service when customers want it).

By connecting the two elements of the problem in
different ways, new possibilities for problem solution
can be formulated.

International Caveats

The perspective taken in this chapter has a clear bias
toward Western culture. It focuses on analytical and

creative problem solving as methods for addressing
specific issues. Enhancing creativity has a specific pur-
pose, and that is to solve certain kinds of problems better.
Creativity in Eastern cultures, on the other hand, is often
defined differently. Creativity is focused less on creating
solutions than on uncovering enlightenment, one’s true
self, or the achievement of wholeness or self-actualization
(Chu, 1970; Kuo, 1996). It is aimed at getting in touch
with the unconscious (Maduro, 1976). In both the East
and the West, however, creativity is viewed positively.
Gods of creativity are worshipped in West African
cultures (Olokun) and among Hindus (Vishvakarma), for
example (Ben-Amos, 1986; Wonder & Blake, 1992), and
creativity is often viewed in mystical or religious terms
rather than managerial or practical terms.

In fostering creative problem solving in international
settings or with individuals from different countries,
Trompenaars and Hampden-Turner’s (1987, 2004)
model is useful for understanding the caveats that must
be kept in mind. Countries differ, for example, in their ori-
entation toward internal control (Canada, United States,
United Kingdom) versus external control (Japan, China,
Czech Republic). In internal cultures, the environment is
assumed to be changeable, so creativity focuses on attack-
ing problems directly. In external cultures, because indi-
viduals assume less control of the environment, creativity
focuses less on problem resolution and more on achieving
insight or oneness with nature. Changing the environ-
ment is not the usual objective.

Table 3.7 Morphological Synthesis

Step 1. Problem statement: The employee takes extended lunch breaks every day with friends in the cafeteria.

Step 2. Major attributes of the problem:

AMOUNT OF TIME START TIME PLACE WITH WHOM FREQUENCY

More than 1 hour 12 noon Cafeteria Friends Daily

Step 3. Alternative attributes:

AMOUNT OF TIME START TIME PLACE WITH WHOM FREQUENCY

30 minutes 11:00 Office Coworkers Weekly

90 minutes 11:30 Conference Room Boss Twice a Week

45 minutes 12:30 Restaurant Management Team Alternate Days

Step 4. Combining attributes:

1. A 30-minute lunch beginning at 12:30 in the conference room with the boss once a week.

2. A 90-minute lunch beginning at 11:30 in the conference room with coworkers twice a week.

3. A 45-minute lunch beginning at 11:00 in the cafeteria with the management team every other day.

4. A 30-minute lunch beginning at 12:00 alone in the office on alternate days.
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Similarly, cultures emphasizing a specific orienta-
tion (Sweden, Denmark, United Kingdom, France) are
more likely to challenge the status quo and seek new
ways to address problems than cultures emphasizing a
diffuse culture (China, Nigeria, India, Singapore) in
which loyalty, wholeness, and long-term relationships
are more likely to inhibit individual creative effort. This
is similar to the differences that are likely in countries
emphasizing universalism (Korea, Venezuela, China,
India) as opposed to particularism (Switzerland, United
States, Sweden, United Kingdom, Germany). Cultures
emphasizing universalism tend to focus on generaliz-
able outcomes and consistent rules or procedures.
Particularistic cultures are more inclined to search for
unique aberrations from the norm, thus having more of
a tendency toward creative solution finding. Managers
encouraging conceptual blockbusting and creative
problem solving, in other words, will find some individ-
uals more inclined toward the rule-oriented procedures
of analytical problem solving and less inclined toward
the playfulness and experimentation associated with
creative problem solving than others.

Hints for Applying 
Problem-Solving Techniques

Not every problem is amenable to these techniques and
tools for conceptual blockbusting, of course, nor is
every individual equally inclined or skilled. Our intent
in presenting these six suggestions is to help you
expand the number of options available to you for
defining problems and generating additional alterna-
tives. They are most useful with problems that are not
straightforward, are complex or ambiguous, or are
imprecise in their definitions. All of us have enormous
creative potential, but the stresses and pressures of
daily life, coupled with the inertia of conceptual habits,
tend to submerge that potential. These hints are ways
to help unlock it again.

Reading about techniques or having a desire to be
creative is not, alone, enough to make you a skillful
creative problem solver, of course. Although research
has confirmed the effectiveness of these techniques for
improving creative problem solving, they depend on
application and practice as well as an environment that
is conducive to creativity. Here are six practical hints
that will help facilitate your own ability to apply these
techniques effectively and improve your creative prob-
lem solving ability.

1. Give yourself some relaxation time. The more
intense your work, the more your need for

complete breaks. Break out of your routine
sometimes. This frees up your mind and gives
room for new thoughts.

2. Find a place (physical space) where you can
think. It should be a place where interruptions
are eliminated, at least for a time. Reserve your
best time for thinking.

3. Talk to other people about ideas. Isolation pro-
duces far fewer ideas than does conversation.
Make a list of people who stimulate you to
think. Spend some time with them.

4. Ask other people for their suggestions about
your problems. Find out what others think
about them. Don’t be embarrassed to share
your problems, but don’t become dependent
on others to solve them for you.

5. Read a lot. Read at least one thing regularly
that is outside your field of expertise. Keep
track of new thoughts from your reading.

6. Protect yourself from idea-killers. Don’t spend
time with “black holes”—that is, people who
absorb all of your energy and light but give
nothing in return. Don’t let yourself or others
negatively evaluate your ideas too soon.

You’ll find these hints useful not only for enhanc-
ing creative problem solving but for analytical problem
solving as well. Figure 3.10 summarizes the two
problem-solving processes—analytical and creative—
and the factors you should consider when determining
how to approach each type of problem. In brief, when
you encounter a problem that is straightforward—that
is, outcomes are predictable, sufficient information is
available, and means-ends connections are clear—
analytical problem-solving techniques are most appro-
priate. You should apply the four distinct, sequential
steps. On the other hand, when the problem is
not straightforward—that is, information is ambiguous
or unavailable and alternative solutions are not appar-
ent —you should apply creative problem-solving
techniques in order to improve problem definition and
alternative generation.

Fostering Creativity in Others

Unlocking your own creative potential is important but
insufficient, of course, to make you a successful man-
ager. A major challenge is to help unlock it in other
people as well. Fostering creativity among those with
whom you work is at least as great a challenge as
increasing your own creativity. In this last section of the
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Problem Assessment
Yes No

Outcomes predictable?
Sufficient information present?

Constraints

Definitional problems
Solution-generation problems
Evaluation and selection problems
Implementation and follow-up problems

Conceptual Blocks

Constancy
Commitment
Compression
Complacency

Four Approaches to Creativity

Imagination
Improvement
Investment
Incubation

Creative Problem-Solving Tools
To improve problem definition:
             Make the familiar strange and
             the strange familiar
             Elaborate definitions
             Reverse the definition
To improve the generation of alternatives:
             Defer judgment
             Expand current alternatives
             Combine unrelated attributes

Analytical Problem Solving
Define the problem
Generate alternative solutions
Evaluate and select alternatives
Implement and follow up on the
solution

Figure 3.10 A Model of Analytical and Creative Problem Solving

chapter, we briefly discuss some principles that will help
you better accomplish the task of fostering creativity.

MANAGEMENT PRINCIPLES

Neither Percy Spencer nor Spence Silver could have suc-
ceeded in his creative ideas had there not been a support
system present that fostered creative problem solving. In
each case, certain characteristics were present in their
organizations, fostered by managers around them, which
made their innovations possible. In this section we will

not discuss the macro-organizational issues associated
with innovation (e.g., organization design, strategic ori-
entation, and human resource systems). Excellent dis-
cussions of those factors are reviewed in sources such
as Amabile (1988), DeGraff and Lawrence (2002),
McMillan (1985), Tichy (1983), Tushman and Anderson
(1997), and Van de Ven (1997). Instead, we’ll focus on
activities in which individual managers can engage that
foster creativity. Table 3.8 summarizes three manage-
ment principles that help engender creative problem
solving among others.
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Pull People Apart; Put People Together

Percy Spencer’s magnetron project involved a consumer
product closeted away from Raytheon’s main-line busi-
ness of missiles and other defense contract work. Spence
Silver’s new glue resulted when a polymer adhesive task
force was separated from 3M’s normal activities. The
Macintosh computer was developed by a task force
taken outside the company and given space and time to
work on an innovative computer. Many new ideas come
from individuals being given time and resources and
allowed to work apart from the normal activities of the
organization. Establishing bullpens, practice fields, or
sandlots is as good a way to develop new skills in busi-
ness as it has proven to be in athletics. Because most
businesses are designed to produce the 10,000th part
correctly or to service the 10,000th customer efficiently,
they do not function well at producing the first part. That
is why pulling people apart is often necessary to foster
innovation and creativity. This principle is the same as
providing autonomy and discretion for other people to
pursue their own ideas.

On the other hand, forming teams (putting people
together) is almost always more productive than having
people work by themselves. Such teams should be char-
acterized by certain attributes, though. For example,
Nemeth (1986) found that creativity increased markedly
when minority influences were present in the team, for
example, when “devil’s advocate” roles were legitimized,
when a formal minority report was always included in

final recommendations, and when individuals assigned to
work on a team had divergent backgrounds or views.
“Those exposed to minority views are stimulated to
attend to more aspects of the situation, they think in
more divergent ways, and they are more likely to detect
novel solutions or come to new decisions” (Nemeth,
1986, p. 25). Nemeth found that those positive benefits
occur in groups even when the divergent or minority
views are wrong. Similarly, Janis (1971) found that
narrow-mindedness in groups (dubbed groupthink) was
best overcome by establishing competing groups working
on the same problem, participation in groups by out-
siders, assigning a role of critical evaluator in the group,
and having groups made up of cross-functional partici-
pants. The most productive groups are those character-
ized by fluid roles, lots of interaction among members,
and flat power structures. On the other hand, too much
diversity, too much disagreement, and too much fluidity
can sidetrack groups, so devil’s advocates must be aware
of when to line up and support the decision of the group.
Their role is to help groups rethink quick decisions or
solutions that have not been considered carefully enough,
not to avoid making group decisions or solving problems.

You can help foster creativity among people you
manage, therefore, by pulling people apart (e.g., giving
them a bullpen, providing them with autonomy,
encouraging individual initiative) as well as putting
people together (e.g., putting them in teams, enabling
minority influence, and fostering heterogeneity).

Table 3.8 Three Principles for Fostering Creativity

PRINCIPLE EXAMPLES

1. Pull people apart; • Let individuals work alone as well as with teams and task forces.

put people together. • Encourage minority reports and legitimize “devil’s advocate” roles.

• Encourage heterogeneous membership in teams.

• Separate competing groups or subgroups.

2. Monitor and prod. • Talk to customers.

• Identify customer expectations both in advance and after the sale.

• Hold people accountable.

• Use “sharp-pointed” prods.

3. Reward multiple roles. • Idea champion

• Sponsor and mentor

• Orchestrator and facilitator

• Rule breaker
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Monitor and Prod

Neither Percy Spencer nor Spence Silver was allowed to
work on their projects without accountability. Both
men eventually had to report on the results they accom-
plished with their experimentation and imagination.
At 3M, for example, people are expected to allocate
15 percent of their time away from company business to
work on new, creative ideas. They can even appropriate
company materials and resources to work on them.
However, individuals are always held accountable for
their decisions. They need to show results for their “play
time.”

Holding people accountable for outcomes, in fact,
is an important motivator for improved performance.
Two innovators in the entertainment industry cap-
tured this principle with these remarks: “The ultimate
inspiration is the deadline. That’s when you have to do
what needs to be done. The fact that twice a year the
creative talent of this country is working until mid-
night to get something ready for a trade show is very
good for the economy. Without this kind of pressure,
things would turn to mashed potatoes” (von Oech,
1986, p. 119). One way Woody Morcott, former CEO
at Dana Corporation, held people accountable for cre-
ativity was to require that each person in the company
submit at least two suggestions for improvement each
month. At least 70 percent of the new ideas had to be
implemented. Woody admitted that he stole the idea
during a visit to a Japanese company where he noticed
workers huddled around a table scribbling notes on
how some ideas for improvement might work. At
Dana, this requirement is part of every person’s job
assignment. Rewards are associated with such ideas as
well. A plant in Chihuahua, Mexico, for example,
rewards employees with $1.89 for every idea submit-
ted and another $1.89 if the idea is used. “We drill
into people that they are responsible for keeping the
plant competitive through innovation,” Morcott said
(personal communication).

In addition to accountability, creativity is stimu-
lated by what Gene Goodson at Johnson Controls
called “sharp-pointed prods.” After taking over the
automotive group at that company, Goodson found that
he could stimulate creative problem solving by issuing
certain mandates that demanded new approaches to
old tasks. One such mandate was, “There will be no
more forklift trucks allowed in any of our plants.” At
first hearing, that mandate sounded absolutely outra-
geous. Think about it. You have a plant with tens of
thousands of square feet of floor space. The loading
docks are on one side of the building, and many tons of
heavy raw materials are unloaded weekly and moved

from the loading docks to work stations throughout the
entire facility. The only way it can be done is with fork-
lifts. Eliminating forklift trucks would ruin the plant,
right?

Wrong. This sharp-pointed prod demanded that
individuals working in the plant find ways to move the
work stations closer to the raw materials, to move
the unloading of the raw materials closer to the work
stations, or to change the size and amounts of material
being unloaded. The innovations that resulted from
eliminating forklifts saved the company millions of dol-
lars in materials handling and wasted time; dramati-
cally improved quality, productivity, and efficiency;
and made it possible for Johnson Controls to capture
some business from their Japanese competitors.

One of the best methods for generating useful
prods is to regularly monitor customer preferences,
expectations, and evaluations. Many of the most cre-
ative ideas have come from customers, the recipients
of goods and services. Identifying their preferences in
advance and monitoring their evaluations of products
or services later are good ways to get creative ideas
and to foster imagination, improvement, investment,
and incubation. All employees should be in regular
contact with their own customers, asking questions
and monitoring performance.

By customers, we don’t mean just the end users of
a business product or service. In fact, all of us have
customers, whether we are students in school, mem-
bers of a family, players on a basketball team, or neigh-
bors in an apartment complex. Customers are simply
those we serve or for whom we are trying to produce
something. Students, for example, can count their
instructors, class members, and potential employers as
customers whom they serve. A priori and post hoc
monitoring of their expectations and evaluations is an
important way to help foster new ideas for problem
solving. This monitoring is best done through one-
on-one meetings, but it can also be done through
follow-up calls, surveys, customer complaint cards,
suggestion systems, and so on.

In summary, you can foster creativity by holding
people accountable for new ideas and by stimulating
them with periodic prods. The most useful prods gen-
erally come from customers.

Reward Multiple Roles

The success of Post-it Notes at 3M is more than a story of
the creativity of Spence Silver. It also illustrates the neces-
sity of people playing multiple roles in enabling creativity
and the importance of recognizing and rewarding those
who play such roles. Without a number of people playing



SOLVING PROBLEMS ANALYTICALLY AND CREATIVELY CHAPTER 3 207

multiple roles, Spence Silver’s glue would probably still
be on a shelf somewhere.

Four crucial roles for enabling creativity in others
include the idea champion (the person who comes up
with creative problem solutions), the sponsor or men-
tor (the person who helps provide the resources, envi-
ronment, and encouragement for the idea champion to
work on his idea), the orchestrator or facilitator (the
person who brings together cross-functional groups and
necessary political support to facilitate implementation
of creative ideas), and the rule breaker (the person
who goes beyond organizational boundaries and barri-
ers to ensure success of the creative solution). Each of
these roles is present in most important innovations in
organizations, and all are illustrated by the Post-it Note
example.

This story has four major parts.

1. Spence Silver, while fooling around with chem-
ical configurations that the academic literature
indicated wouldn’t work, invented a glue that
wouldn’t stick. Silver spent years giving pre-
sentations to any audience at 3M that would
listen, trying to pawn off his glue on some divi-
sion that could find a practical application for
it. But nobody was interested.

2. Henry Courtney and Roger Merrill developed a
coating substance that allowed the glue to stick
to one surface but not to others. This made it
possible to produce a permanently temporary
glue, that is, one that would peel off easily when
pulled but would otherwise hang on forever.

3. Art Fry found a problem that fit Spence Silver’s
solution. He found an application for the glue
as a “better bookmark” and as a note pad. No
equipment existed at 3M to coat only a part of
a piece of paper with the glue. Fry therefore
carried 3M equipment and tools home to his
own basement, where he designed and made
his own machine to manufacture the forerun-
ner of Post-it Notes. Because the working
machine became too large to get out of his
basement, he blasted a hole in the wall to get
the equipment back to 3M. He then brought
together engineers, designers, production man-
agers, and machinists to demonstrate the pro-
totype machine and generate enthusiasm for
manufacturing the product.

4. Geoffrey Nicholson and Joseph Ramsey began
marketing the product inside 3M. They also
submitted the product to the standard 3M
market tests. The product failed miserably. No

one wanted to pay $1.00 for a pad of scratch
paper. But when Nicholson and Ramsey broke
3M rules by personally visiting test market
sites and giving away free samples, the con-
suming public became addicted to the product.

In this scenario, Spence Silver was both a rule
breaker and an idea champion. Art Fry was also an idea
champion, but more importantly, he orchestrated the
coming together of the various groups needed to get
the innovation off the ground. Henry Courtney and
Roger Merrill helped sponsor Silver’s innovation by pro-
viding him with the coating substance that would allow
his idea to work. Geoff Nicholson and Joe Ramsey were
both rule breakers and sponsors in their bid to get the
product accepted by the public. In each case, not only
did all these people play unique roles, but they did so
with tremendous enthusiasm and zeal. They were con-
fident of their ideas and willing to put their time and
resources on the line as advocates. They fostered sup-
port among a variety of constituencies, both within
their own areas of expertise as well as among outside
groups. Most organizations are inclined to give in to
those who are sure of themselves, persistent in their
efforts, and savvy enough to make converts of others.

Not everyone can be an idea champion. But when
managers reward and recognize those who sponsor and
orchestrate the ideas of others, creativity increases in
organizations. Teams form, supporters replace competi-
tors, and innovation thrives. Facilitating multiple role
development is the job of the managers who want to
foster creativity. Figure 3.11 summarizes this process.

Summary

In the twenty-first century, almost no manager or
organization can afford to stand still, to rely on past prac-
tices, and to avoid innovation. In a fast-paced environ-
ment in which the half-life of knowledge is about three
years and the half-life of almost any technology is
counted in weeks and months instead of years, creative
problem solving is increasingly a prerequisite for suc-
cess. The digital revolution makes the rapid production
of new ideas almost mandatory. This is not to negate the
importance of analytical problem solving, of course. The
quality revolution of the 1980s and 1990s taught us
important lessons about carefully proscribed, sequential,
and analytic problem-solving processes. Error rates,
response times, and missed deadlines dropped dramati-
cally when analytical problem solving was institutional-
ized in manufacturing and service companies.

In this chapter we have discussed a well-developed
model for solving problems. It consists of four separate
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and sequential stages: defining a problem; generating
alternative solutions; evaluating and selecting the best
solution; and implementing the chosen solution. This
model, however, is mainly useful for solving straight-
forward problems. Many problems faced by managers
are not of this type, and frequently managers are called
on to exercise creative problem-solving skills. That is,
they must broaden their perspective of the problem and
develop alternative solutions that are not immediately
obvious.

We have discussed four different types of creativity
and encouraged you to consider all four when faced with
the need to be creative. However, we have also illus-
trated eight major conceptual blocks that inhibit most
people’s creative problem-solving abilities. Conceptual
blocks are mental obstacles that artificially constrain
problem definition and solution and that keep most
people from being effective creative problem solvers.

Overcoming these conceptual blocks is a matter of
skill development and practice in thinking, not a matter
of innate ability. Everyone can become a skilled creative

problem solver with practice. Becoming aware of these
thinking inhibitors helps individuals overcome them.
We also discussed three major techniques for improv-
ing creative problem definition and three major tech-
niques for improving the creative generation of alterna-
tive solutions. Specific suggestions were offered that
can help implement these six techniques.

We concluded by offering some hints about how
to foster creativity among other people. Becoming an
effective problem solver yourself is important, but
effective managers can also enhance this activity
among those with whom they work.

Behavioral Guidelines

Below are specific behavioral action guidelines to help
guide your skill practice in analytical and creative prob-
lem solving.

1. Follow the four-step procedure outlined in
Table 3.1 when solving straightforward prob-
lems. Keep the steps separate, and do not take

Figure 3.11 Enabling Creativity in Others

Learn Problem-Solving Techniques

Apply Creative Problem-Solving

Approaches

Analytical problem-solving steps
Define the problem
Generate alternative solutions
Evaluate and select alternatives
Implement and follow up

Creative problem-solving tools
Improve problem definitions
Improve alternative generation

Imagination

Enable Others’ Creativity
Pull people apart and put people together
Monitor and prod
Reward multiple roles

Improvement
Investment
Incubation
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shortcuts—define the problem, generate alter-
native solutions, evaluate the alternatives,
select and implement the optimal solution.

2. When approaching a difficult or complex prob-
lem, remember that creative solutions need
not be a product of revolutionary and brand-
new ideas. Four different types of creativity are
available to you—imagination, improvement,
investment, and incubation.

3. Try to overcome your conceptual blocks by
consciously doing the following:
❏ Use lateral thinking in addition to vertical 

thinking
❏ Use several thought languages instead of just 

one
❏ Challenge stereotypes based on past 

experiences
❏ Identify underlying themes and commonalities

in seemingly unrelated factors
❏ Delete superfluous information and fill in 

important missing information when studying
the problem

❏ Avoid artificially constraining problem 
boundaries

❏ Overcome any unwillingness to be inquisitive
❏ Use both right- and left-brain thinking

4. To enhance creativity, use techniques that elab-
orate problem definition such as:

❏ Making the strange familiar and the familiar 
strange by using metaphors and analogies

❏ Developing alternative (opposite) definitions 
and applying a question checklist

❏ Reversing the definition

5. To enhance creativity, use techniques that elab-
orate possible alternative solutions such as:

❏ Deferring judgment

❏ Subdividing the problem into its attributes
❏ Combining unrelated problem attributes

6. Foster creativity among those with whom you
work by doing the following:

❏ Providing autonomy, allowing individuals to
experiment and try out ideas

❏ Putting people together who hold different 
perspectives into teams to work on problems

❏ Holding people accountable for innovation

❏ Using sharp-pointed prods to stimulate new 
thinking

❏ Recognizing, rewarding, and encouraging 
multiple roles including idea champions, 
sponsors, orchestrators, and rule breakers
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SKILL ANALYSIS

CASES INVOLVING PROBLEM SOLVING

The Mann Gulch Disaster

Norman McLean's award-winning book, Young Man and Fire, tells the story of Mann
Gulch more than 40 years after one of the largest firefighting disasters in the U.S. Forest
Service's history to that point. Professor Karl Weick's analysis of this story highlights the
problem-solving issues that emerged that caused 13 young men to lose their lives.

The Mann Gulch (Montana) disaster is a story of a race (p. 224). The smoke-
jumpers in the race (excluding foreman "Wag" Wagner Dodge and ranger Jim
Harrison) were ages 17–28, unmarried, seven of them were forestry students (p. 27),
and 12 of them had seen military service (p. 220). They were a highly select group
(p. 27) and often described themselves as professional adventurers (p. 26).

A lightning storm passed over the Mann Gulch area at 4:00 P.M. on August 4,
1949, and is believed to have set a small fire in a dead tree. The next day, August 5,
1949, the temperature was 97 degrees and the fire danger rating was 74 out of a
possible 100 (p. 42), which means "explosive potential" (p. 79). When the fire was
spotted by a forest ranger, the smokejumpers were dispatched to fight it. Sixteen of
them flew out of Missoula, Montana, at 2:30 P.M. in a C-47 transport. Wind conditions
that day were turbulent, and one smokejumper got sick on the airplane, didn't jump,
returned to the base with the plane, and resigned from the smokejumpers as soon as
he landed ("his repressions had caught up with him," p. 51). The smokejumpers and
their cargo were dropped on the south side of Mann Gulch at 4:10 P.M. from 2,000 feet
rather than the normal 1,200 feet, due to the turbulence (p. 48). The parachute that
was connected to their radio failed to open, and the radio was pulverized when it hit the
ground. The crew met ranger Jim Harrison who had been fighting the fire alone for four
hours (p. 62), collected their supplies, and ate supper. About 5:10 (p. 57), they started
to move along the south side of the gulch to surround the fire (p. 62). Dodge and
Harrison, however, having scouted ahead, were worried that the thick forest near which
they had landed might be a "death trap" (p. 64). They told the second in command,
William Hellman, to take the crew across to the north side of the gulch and march them
toward the river along the side of the hill. While Hellman did this, Dodge and Harrison
ate a quick meal. Dodge rejoined the crew at 5:40 P.M. and took his position at the
head of the line, moving toward the river. He could see flames flapping back and forth
on the south slope as he looked to his left (p. 69).

At this point the reader hits the most chilling sentence in the entire book: "Then
Dodge saw it" (p. 70). What he saw was that the fire had crossed the gulch just
200 yards ahead and was moving toward them (p. 70). Dodge turned the crew around
and had them angle up the 76-percent hill toward the ridge at the top (p. 175). They
were soon moving through bunch grass that was two and a half feet tall and were
quickly losing ground to the 30-foot-high flames that were soon moving toward them
at 610 feet per minute (p. 274). Dodge yelled at the crew to drop their tools, and
then, to everyone's astonishment, he lit a fire in front of them and ordered them to lie
down in the area it had burned. No one did, and they all ran for the ridge. Two people,
Sallee and Rumsey, made it through a crevice in the ridge unburned, Hellman made it
over the ridge burned horribly and died at noon the next day, Dodge lived by lying
down in the ashes of his escape fire, and one other person, Joseph Sylvia, lived for a
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short while and then died. The hands on Harrison's watch melted at 5:56 (p. 90),
which has been treated officially as the time the 13 people died.

After the fire passed, Dodge found Sallee and Rumsey, and Rumsey stayed to
care for Hellman while Sallee and Dodge hiked out for help. They walked into the
Meriwether ranger station at 8:50 P.M. (p. 113), and rescue parties immediately set
out to recover the dead and dying. All the dead were found in an area of 100 yards
by 300 yards (p. 111). It took 450 men five more days to get the 4,500-acre Mann
Gulch fire under control (pp. 24, 33). At the time the crew jumped on the fire, it was
classified as a Class C fire, meaning its scope was between 10 and 99 acres.

When the smokejumpers landed at Mann Gulch, they expected to find what they
had come to call a 10:00 fire. A 10:00 fire is one that can be surrounded completely
and isolated by 10:00 the next morning. The spotters on the aircraft that carried the
smokejumpers "figured the crew would have it under control by 10:00 the next morn-
ing" (p. 43). People rationalized this image until it was too late. And because they did,
less and less of what they saw made sense:

1. The crew expects a 10:00 fire but grows uneasy when this fire does not act like one.

2. Crewmembers wonder how this fire can be all that serious if Dodge and Harrison
eat supper while they hike toward the river.

3. People are often unclear who is in charge of the crew (p. 65).

4. The flames on the south side of the gulch look intense, yet one of the smoke-
jumpers, David Navon, is taking pictures, so people conclude the fire can't be that
serious, even though their senses tell them otherwise.

5. Crewmembers know they are moving toward the river where they will be safe from
the fire, only to see Dodge inexplicably turn them around, away from the river, and
start angling upslope, but not running straight for the top. Why? (Dodge is the only
one who sees the fire jump the gulch ahead of them.)

6. As the fire gains on them, Dodge says, "Drop your tools," but if the people in the
crew do that, then who are they? Firefighters? With no tools?

7. The foreman lights a fire that seems to be right in the middle of the only escape
route people can see.

8. The foreman points to the fire he has started and yells, "Join me," whatever that
means. But his second in command sounds like he's saying, "To hell with that, I'm
getting out of here" (p. 95).

9. Each individual faces the following dilemma: I must be my own boss yet follow
orders unhesitatingly, but I can't comprehend what the orders mean, and I'm los-
ing my race with the advancing fire (pp. 219–220).

As Mann Gulch loses its resemblance to a 10:00 fire, it does so in ways that make
it increasingly hard to socially construct reality. When the noise created by wind,
flames, and exploding trees is deafening; when people are strung out in a line and rel-
ative strangers to begin with . . . and when the temperature is approaching a lethal
140 degrees (p. 220), people can neither validate their impressions with a trusted
neighbor nor pay close attention to a boss who is also unknown and whose commands
make no sense whatsoever. As if these were not obstacles enough, it is hard to make
common sense when each person sees something different or nothing at all because
of the smoke.

SOURCE: Excerpts from K. E. Weick. (1993), "The Collapse of Sensemaking in
Organizations: The Mann Gulch Disaster," Administrative Science Quarterly,
38: 628–653. Based on N. McLean. (1992), Young Men and Fire. Chicago:
University of Chicago Press.
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Discussion Questions
1. What conceptual blocks were experienced by the smokejumpers?.
2. What steps in analytical problem solving were skipped or short-circuited by the fire

crew?
3. How do problem-solving and decision-making processes change under time pres-

sures or crises?
4. Knowing what you know about problem solving, what would you suggest to help

avoid such disasters in the future? What kinds of conceptual blockbusters could have
been useful? What rules of thumb seem relevant in these kinds of situations?

5. What did you learn from this case that would help you advise other organizations,
such as Microsoft in protecting its market from Google, Barnes & Noble.com in dis-
placing Amazon.com, or American Greetings in becoming the dominant player in the
greeting-card business? What practical hints, in other words, do you derive from this
classic case of analytical problem solving gone awry?

Creativity at Apple

In his annual speech in Paris in 2003, Steven Jobs, the lionized CEO of Apple Computer,
Inc., proudly described Apple in these terms: “Innovate. That’s what we do.” And inno-
vate they have. Jobs and his colleagues, Steve Wozniak and Mike Markkula, invented the
personal computer market in 1977 with the introduction of the Apple II. In 1980, Apple
was the number one vendor of personal computers in the world. Apple’s success, in fact,
helped spawn what became known as Silicon Valley in California, the mother lode of high
technology invention and production for the next three decades.

Apple has always been a trailblazing company whose innovative products are
almost universally acknowledged as easier to use, more powerful, and more elegant
than those of its rivals. In the last ten years, Apple has been granted 1,300 patents,
half as many as Microsoft, a company 145 times the size of Apple. Dell Computer, by
contrast, has been granted half as many patents as Apple. Apple has invented, more-
over, more businesses than just the personal computer. In 1984, Apple created the
first computer network with its Macintosh machines, whereas Windows-based PC’s
didn’t network until the mid-1990s. A decade ago, Apple introduced the first
handheld, pen-based computing device known as the Newton and followed that up with
a wireless mouse, ambient-lit keyboards for working in the dark, and the fastest
computer on the market in 2003. In 2003, Apple also introduced the first legal, digital
music store for downloading songs—iTunes—along with its compatible technology,
iPods. In other words, Apple has been at the forefront of product and technological
innovation for almost 30 years. Apple has been, hands down, the most innovative com-
pany in its industry and one of the most innovative companies on the planet.

Here’s the problem. Today, Apple commands just two percent of the $180 billion
worldwide market for PCs. Apple’s rivals have followed its creative leads and
snatched profits and market share from Apple with astonishing effectiveness. From
its number one position two decades ago, Apple currently ranks as the ninth largest
PC firm—behind name-brand firms such as Dell, Hewlett-Packard, and IBM, but
embarrassingly, also behind no-name firms such as Acer and Legend. These clone-
makers, from Taiwan and China respectively, have invented no new products.

Moreover, whereas Apple was once among the most profitable companies in the PC
industry, its operating profits have shrunk from 20 percent in 1981 to 0.4 percent in
2004, one-tenth the industry average. Its chief competitor in software—Microsoft—sold
$2.6 billion in software in the most recent quarter compared to $177 million for Apple.
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What could possibly be wrong? If one takes seriously the messages being declared
loudly and prominently in the business press and in the broader global society today,
innovation and creativity are the keys to success. “Change or die.” “Innovate or get
passed over.” “Be creative to be successful.” A key tenet upon which progressive,
market-based, capitalistic societies are based is the idea of creative destruction. That
is, without creativity and innovation, individuals and organizations become casualties
of the second law of thermodynamics—they disintegrate, wither, disorganize, and die.
New products are needed to keep consumers happy. Obsolescence is ubiquitous.
Innovation and creativity, consequently, are touted as being at the very heart of suc-
cess. For more evidence, just skim over the more than 49,000 book titles when you log
onto Amazon and search using the key word “innovation.”

On the other hand, consider some of the most innovative companies in recent
American history. Xerox Corporation’s famed Palo Alto Research Center gave the
world laser printing, the Ethernet, Windows-type software, graphical user interfacing,
and the mouse, yet it is notorious for not having made any money at all. Polaroid intro-
duced the idea of instant images, yet it filed for bankruptcy in 2001. The Internet
boom in the late 1990s was an explosion of what is now considered to be worthless
innovation. And, Enron may have been the most innovative financial company ever.

On the other hand, Amazon, Southwest Airlines, eBay, Wal-Mart, and Dell are
examples of incredibly successful companies, but did not invent any new products or
technologies. They are acknowledged as innovative and creative companies, but they
don’t hold a candle to Apple. Instead of new products, they have invented new
processes, new ways to deliver products, new distribution channels, new marketing
approaches. It is well known that Henry Ford didn’t invent the automobile. He simply
invented a new way to assemble a car at a cost affordable to his own workers. The
guy who invented the automobile hardly made a dime.

The trouble is, creativity as applied to business processes—manufacturing meth-
ods, sales and marketing, employee incentive systems, or leadership development—
are usually seen as humdrum, nitty gritty, uncool, plodding, unimaginative, and boring.
Creative people and creative companies that capture headlines are usually those that
come up with great new product ideas or splashy features. But, look at the list of
Fortune 500 companies and judge how many are product champions versus process
champions. Decide for yourself which is the driver of economic growth: good innovation
or good management.

SOURCE: Adapted from Hawn, 2004.

Discussion Questions
1. Consider the four approaches to creativity. What approach(es) has Apple relied

upon? What alternatives have other firms in the industry pursued? What other
alternatives could Apple implement?

2. Assume you were a consultant to the CEO at Apple. What advice would you give
on how Apple could capitalize on its creativity? How can Apple make money based
on its own inclination to pursue creativity in certain ways?

3. What are the major obstacles and conceptual blocks that face Apple right now?
What do employees need to watch out for?

4. What tools for fostering creative problem solving are applicable to Apple, and which
would not be workable? Which ones do you think are used the most there?



EXERCISES FOR APPLYING 
CONCEPTUAL BLOCKBUSTING

The purpose of this exercise is to have you practice problem solving—both analytical and
creative. Two actual scenarios are provided below. Both present real problems faced by real
managers. They are very likely the same kinds of problems faced by your own business
school and by many of your local businesses. Your assignment in each case is to identify a
solution to the problem. You will approach the problem in two ways: first using analytical
problem solving techniques; second, using creative problem-solving techniques. The first
approach—analytical problem solving—you should accomplish by yourself. The second
approach—creative problem solving—you should accomplish in a team. Your task is to
apply the principles of problem solving to come up with realistic, cost-efficient, and effec-
tive solutions to these problems. Consider each scenario separately. You should take no
more than ten minutes to complete the analytical problem-solving assignment. Then take
twenty minutes to complete the creative problem-solving assignment.

Individual Assignment—Analytical Problem Solving 
(10 minutes)

1. After reading the first case, write down a specific problem definition. What pre-
cisely worded problem are you going to solve? Complete the sentence: The prob-
lem I am going to solve is . . .

2. Now identify at least four or five alternative solutions. What ideas do you have for
resolving this problem? Complete this sentence: Possible ways to resolve this
problem are . . .

3. Next, evaluate the alternatives you have proposed. Make sure you don’t evaluate
each alternative before proposing your complete set. Evaluate your set of alterna-
tives on the basis of these criteria: Will this alternative solve the problem you have
defined? Is this alternative realistic in terms of being cost-effective? Can this solu-
tion be implemented in a short time frame?

SKILL PRACTICE
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4. Now write down your proposed solution to the problem. Be specific about what
should be done and when. Be prepared to share that solution with other team
members.

Team Assignment—Creative Problem Solving 
(20 minutes)

1. Now form a team of four or five people. Each team member should share his or her
own definition of the problem. It is unlikely that they will all be the same, so make
sure you keep track of them. Now add at least three more plausible definitions of
the problem. In doing so, use at least two techniques for expanding problem defin-
ition discussed in the text. Each problem definition should differ from the others in
what the problem is, not just a statement of different causes of the problem.

2. Now examine each of the definitions you have proposed. Select one that the
entire team can agree upon. Since it is unlikely that you can solve multiple prob-
lems at once, select just one problem definition that you will work on.

3. Share the four or five proposed solutions that you generated on your own, even if
they don’t relate to the specific problem your team has defined. Keep track of all
the different alternatives proposed by team members. After all team members
have shared their alternatives, generate at least five additional alternative solu-
tions to the problem you have agreed upon. Use at least two of the techniques for
expanding alternatives discussed in the text.

4. Of all the alternatives your team proposed, select the five that you consider to be
the most creative and having the highest probability of success.

5. Select one team member from each team to serve as a judging panel. This panel is
charged with selecting the team with the most creative and potentially successful
alternatives to the problem. Team members cannot vote for their own team.

6. Each team now shares their five alternatives with the class. The judging panel
selects the winner.
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Moving Up in the Rankings
Business schools seem to have lost the ability to evaluate their own quality and effective-
ness. With the emergence of rankings of business schools in the popular press, the role of
judging quality seems to have been captured by publications such as Business Week, U.S.
News and World Report, and the Financial Times. The accreditation association for busi-
ness schools, AACSB, mainly assesses the extent to which a school is accreditable or not, a
0–1 distinction, so a wide range in quality exists among accredited business schools. More
refined distinctions have been made in the popular press by identifying the highest rated
50, the first, second, or third tiers, or the top 20. Each publication relies on slightly different
criteria in their rankings, but a substantial portion of each ranking rests on name recogni-
tion, visibility, or public acclaim. In some of the polls, more than 50 percent of the weight-
ing is placed on the reputation or notoriety of the school. This is problematic, of course,
because reputation can be deceiving. One recent poll rated the Harvard and Stanford under-
graduate business programs among the top three in the country, even though neither school
has an undergraduate business program. Princeton’s law school has been rated in the top
five in several polls, even though, you guessed it, no such law school exists.

Other criteria sometimes considered in various ranking services include student
selectivity, percent of students placed in jobs, starting salaries of graduates, tuition costs
compared to graduates’ earnings, publications of the faculty, student satisfaction, recruiter
satisfaction, and so on. By and large, however, name recognition is the single most crucial
factor. It helps predict the number of student applicants, the ability to hire prominent fac-
ulty members, fund-raising opportunities, corporate partnerships, and so on.

Many business schools have responded to this pressure to become better known by
creating advertising campaigns, circulating internal publications to other business schools
and media outlets, and hiring additional staff to market the school. Most business school
deans receive an average of 20 publications a week from other business schools, for
example, and an editor at Business Week reported receiving more than 100 per week.
Some deans begrudge the fact that these resources are being spent on activities other than
improving the educational experience for students and faculty. Given constrained
resources and tuition increases that outstrip the consumer price index every year, spend-
ing money on one activity precludes it from being spent on others. On the other hand,
most deans acknowledge that this is the way the game must be played.

As part of a strategy to increase visibility, one business school hired world-renowned
architect Frank O. Gehry to design a new business school building. Photographs of models
of the building are reproduced below. It is a $70 million building that houses all the educa-
tional activities of the school. Currently this particular school does not appear in the top 20
on the major rankings lists. However, like about 75 other business schools in the world, it
would very much like to reach that level. That is, the school would like to displace another
school currently listed in the top 20. One problem with this new landmark building is that
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it is so unusual, so avant-garde, that it is not even recognized as a building. Upon seeing a
photograph for the first time, some people don’t even know what they’re looking at. On the
other hand, it presents an opportunity to leapfrog other schools listed higher in the rankings
if the institution is creative in its approach. The challenge, of course, is that no one is sure
exactly how to make this happen.

Keith Dunn and McGuffey’s Restaurant
Keith Dunn knew exactly what to expect. He knew how his employees felt about him.
That’s why he had sent them the questionnaire in the first place. He needed a shot of con-
fidence, a feeling that his employees were behind him as he struggled to build McGuffey’s
Restaurants, Inc., beyond two restaurants and $4 million in annual sales.

Gathering up the anonymous questionnaires, Dunn returned to his tiny corporate
office in Asheville, North Carolina. With one of his partners by his side, he ripped open
the first envelope as eagerly as a Broadway producer checking the reviews on opening
night. His eyes zoomed directly to the question where employees were asked to rate the
three owners’ performance on a scale of 1 to 10.

A zero. The employee had scrawled in a big, fat zero. “Find out whose handwriting
this is,” he told his partner, Richard Laibson.

He ripped open another: zero again. And another. A two. “We’ll fire these people,”
Dunn said to Laibson coldly. Another zero.

A one.
“Oh, go work for somebody else, you jerk!” Dunn shouted.
Soon he had moved to fire 10 of his 230 employees. “Plenty of people seemed to

hate my guts,” he says.
Over the next day, though, Dunn’s anger subsided. “You think, I’ve done all this for

these people and they think I’m a total jerk who doesn’t care about them,” he says.
“Finally, you have to look in the mirror and think, ‘Maybe they’re right.’ ” 

For Dunn, that realization was absolutely shattering. He had started the company
three years earlier out of frustration over all the abuse he had suffered while working at
big restaurant chains. If Dunn had one overriding mission at McGuffey’s, it was to prove
that restaurants didn’t have to mistreat their employees.

He thought he had succeeded. Until he opened those surveys, he had believed that
McGuffey’s was a place where employees felt valued, involved, and appreciated. “I had
no idea we were treating people so badly,” he says. Somewhere along the way, in the day-
to-day running of the business, he had lost his connection with them and left behind the
employee-oriented company he thought he was running.

Dunn’s 13-year odyssey through some big restaurant chains left him feeling as limp
as a cheeseburger after a day under the heat lamps. Ponderosa in Georgia. Bennigan’s in
Florida and Tennessee. TGI Friday’s in Texas, Tennessee, and Indiana. Within one six-
month period at Friday’s, he got two promotions, two bonuses, and two raises; then his
boss left, and he got fired. That did it. Dunn was fed up with big chains.

At the age of 29, he returned to Atlanta, where he had attended Emory University as
an undergraduate and where he began waiting tables at a local restaurant.

There he met David Lynn, the general manager of the restaurant, a similarly jaded
29-year-old who, by his own admission, had “begun to lose faith.” Lynn and Dunn started
hatching plans to open their own place, where employees would enjoy working as much
as customers enjoyed eating. They planned to target the smaller markets that the chains
ignored. With financing from a friend, they opened McGuffey’s.

True to their people-oriented goals, the partners tried to make employees feel more
appreciated than they themselves had felt at the chains. They gave them a free drink and
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a meal at the end of every shift, let them give away appetizers and desserts, and provided
them a week of paid vacation each year.

A special camaraderie developed among the employees. After all, they worked in an
industry in which a turnover rate of 250 percent was something to aspire to. The night
before McGuffey’s opened, some 75 employees encircled the ficus tree next to the bar,
joined hands, and prayed silently for two minutes. “The tree had a special energy,” says
Dunn.

Maybe so. By the third night of operation, the 230-seat McGuffey’s had a waiting list.
The dining room was so crowded that after three months the owners decided to add a 
58-seat patio. Then they had to rearrange the kitchen to handle the volume. In its first
three and a half months, McGuffey’s racked up sales of about $415,000, ending the year
just over $110,000 in the red, mostly because the partners paid back the bulk of their
$162,000 debt right away.

Word of the restaurant’s success reached Hendersonville, North Carolina, a town of
30,000 about 20 miles away. The managing agent of a mall there—the mall there—even
stopped by to recruit the partners. They made some audacious requests, asking him to
spend $300,000 on renovations, including the addition of a patio and upgraded equip-
ment. The agent agreed. With almost no market research, they opened the second
McGuffey’s 18 months later. The first, in Asheville, was still roaring, having broken the
$2 million mark in sales its first year, with a marginal loss of just over $16,000.

By midsummer, the 200-seat Hendersonville restaurant was hauling in $35,000 a
week. “Gee, you guys must be getting rich,” the partners heard all around town. “When
are you going to buy your own jets?” “Everyone was telling us we could do no wrong,”
says Dunn. The Asheville restaurant, though, was developing some problems. Right after
the Hendersonville McGuffey’s opened, sales at Asheville fell 15 percent. But the partners
shrugged it off; some Asheville customers lived closer to Hendersonville, so one restau-
rant was probably pulling some of the other’s customers. Either way, the customers were
still there. “We’re just spreading our market a little thinner,” Dunn told his partners.
When Asheville had lost another 10 percent and Hendersonville 5 percent, Dunn blamed
the fact that the drinking age had been raised to 21 in Asheville, cutting into liquor sales.

By the end of that year, the company recorded nearly $3.5 million in sales, with nom-
inal losses of about $95,000. But the adulation and the expectation of big money and
fancy cars were beginning to cloud the real reason they had started the business.
“McGuffey’s was born purely out of frustration,” says Dunn. Now, the frustration was
gone. “You get pulled in so many directions that you just lose touch,” says Laibson.
“There are things that you simply forget.”

What the partners forgot, in the warm flush of success, were their roots.
“Success breeds ego,” says Dunn, “and ego breeds contempt.” He would come back

from trade shows or real-estate meetings all pumped up. “Isn’t this exciting?” he’d ask an
employee. “We’re going to open a new restaurant next year.” When the employee stared
back blankly, Dunn felt resentful. “I didn’t understand why they weren’t thrilled,” he
says. He didn’t see that while his world was constantly growing and expanding, his
employees’ world was sliding downhill. They were still busing tables or cooking burgers
and thinking, “Forget the new restaurant; you haven’t said hello to me in months; and by
the way, why don’t you fix the tea machine?”

“I just got too good, and too busy, to do orientation,” he says. So he decided to tape
orientation sessions for new employees, to make a film just like the one he had been sub-
jected to when he worked at Bennigan’s. On tape, Dunn told new employees one of his
favorite stories, the one about the customer who walks into a chain restaurant and finds
himself asking questions of a hostess sign because he can’t find a human. The moral:
“McGuffey’s will never be so impersonal as to make people talk to a sign.” A film maybe,
but never a sign.
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Since Dunn wasn’t around the restaurants all that much, he didn’t notice that
employees were leaving in droves. Even the departure of Tom Valdez, the kitchen man-
ager in Asheville, wasn’t enough to take the shine off his “glowing ego,” as he calls it.

Valdez had worked as Dunn’s kitchen manager at TGI Friday’s. When the
Hendersonville McGuffey’s was opening up, Dunn recruited him as kitchen manager. A
few months later, Valdez marched into Dunn’s office and announced that he was heading
back to Indianapolis. “There’s too much b.s. around here,” he blurted out. “You don’t care
about your people.” Dunn was shocked. “As soon as we get this next restaurant opened,
we’ll make things the way they used to be,” he replied. But Valdez wouldn’t budge.
“Keith,” he said bitterly, “you are turning out to be like all the other companies.” Dunn
shrugged. “We’re a big company, and we’ve got to do big-company things,” he replied.

Valdez walked out, slamming the door. Dunn still didn’t understand that he had
begun imitating the very companies that he had so loathed. He stopped wanting to rebel
against them; under the intense pressure of growing a company, he just wanted to master
their tried-and-true methods. “I was allowing the company to become like the companies
we hated because I thought it was inevitable,” he says.

Three months later, McGuffey’s two top managers announced that they were moving
to the West Coast to start their own company. Dunn beamed, “Our employees learn so
much,” he would boast, “that they are ready to start their own restaurants.”

Before they left, Dunn sat down with them in the classroom at Hendersonville. “So,”
he asked casually, “how do you think we could run the place better?” Three hours later,
he was still listening. “The McGuffey’s we fell in love with just doesn’t exist anymore,”
one of them concluded sadly.

Dunn was outraged. How could his employees be so ungrateful? Couldn’t they see
how everybody was sharing the success? Who had given them health insurance as soon
as the partners could afford it? Who had given them dental insurance this year? And
who—not that anyone would appreciate it—planned to set up profit sharing next year?

Sales at both restaurants were still dwindling. This time, there were no changes in
the liquor laws or new restaurants to blame. With employees feeling ignored, resentful,
and abandoned, the rest rooms didn’t get scrubbed as thoroughly, the food didn’t arrive
quite as piping hot, the servers didn’t smile so often. But the owners, wrapped up in
themselves, couldn’t see it. They were mystified. “It began to seem like what made our
company great had somehow gotten lost,” says Laibson.

Shaken by all the recent defections, Dunn needed a boost of confidence. So he sent
out the one-page survey, which asked employees to rate the owners’ performance. He
was crushed by the results. Out of curiosity, Dunn later turned to an assistant and asked
a favor. Can you calculate our turnover rate? Came the reply: “220 percent, sir.”

Keith Dunn figured he would consult the management gurus through their books,
tapes, and speeches. “You want people-oriented management?” he thought. “Fine. I’ll
give it to you.”

Dunn and Laibson had spent a few months visiting 23 of the best restaurants in the
Southeast. Driving for hours, they’d listen to tapes on management, stop them at key
points, and ask, “Why don’t we do something like this?” At night, they read management
books, underlining significant passages, looking for answers.

“They were all saying that people is where it’s at,” says Dunn. “We’ve got to start
thinking of our people as an asset,” they decided. “And we’ve got to increase the value of
that asset.” Dunn was excited by the prospect of forming McGuffey’s into the shape of a
reverse pyramid, with employees on top. Keeping employees, he now knew, meant keep-
ing employees involved.

He heard one consultant suggest that smart companies keep managers involved by tying
their compensation to their performance. McGuffey’s had been handing managers goals
every quarter; if they hit half the goals, they pocketed half their bonus. Sound reasonable?
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No, preached the consultant, you can’t reward managers for a halfhearted job. It has to be all
or nothing. “From now on,” Dunn told his managers firmly, “there’s no halfway.”

Dunn also launched a contest for employees. Competition, he had read, was a good
way of keeping employees motivated.

So the CUDA (Customer Undeniably Deserves Attention) contest was born. At
Hendersonville and Asheville, he divided the employees into six teams. The winning
team would win $1,000, based on talking to customers, keeping the restaurant clean, and
collecting special tokens for extra work beyond the call of duty.

Employees came in every morning, donned their colors, and dug in for battle. Within a
few weeks, two teams pulled out in front. Managers also seemed revitalized. To Dunn, it
seemed like they would do anything, anything, to keep their food costs down, their sales up,
their profit margins in line. This was just what all the high-priced consultants had promised.

But after about six months, only one store’s managers seemed capable of winning
those all-or-nothing bonuses. At managers’ meetings and reviews, Dunn started hearing
grumblings. “How come your labor costs are so out of whack?” he’d ask. “Heck, I can’t
win the bonus anyway,” a manager would answer, “so why try?” “Look, Keith,” another
would say, “I haven’t seen a bonus in so long, I’ve forgotten what they look like.” Some
managers wanted the bonus so badly that they worked understaffed, didn’t fix equip-
ment, and ran short on supplies.

The CUDA contest deteriorated into jealousy and malaise. Three teams lagged far
behind after the first month or so. Within those teams people were bickering and com-
plaining all the time: “We can’t win, so what’s the use?” The contest, Dunn couldn’t help
but notice, seemed to be having a reverse effect than the one he had intended. “Some
people were really killing themselves,” he says. About 12, to be exact. The other 100-plus
were utterly demoralized.

Dunn was angry. These were the same employees who, after all, had claimed he
wasn’t doing enough for them. But OK, he wanted to hear what they had to say. “Get
feedback,” the management gurus preached; “find out what your employees think.”
Dunn announced that the owners would hold informal rap sessions once a month.

“This is your time to talk,” Dunn told the employees who showed up—all three of
them. That’s how it was most times, with three to five employees in attendance, and the
owners dragging others away from their jobs in the kitchen. Nothing was sinking in, and
Dunn knew it. He now was clear about what didn’t work. He just needed to become
clear about what would work.

SOURCE: Inc: The Magazine for Growing Companies by J. Hyatt. Copyright 1989 by
Mansueto Ventures LLC. Reproduced with permission of Mansueto Ventures LLC in
the format CD-ROM via Copyright Clearance Center.

Creative Problem-Solving Practice
In a team of colleagues, apply as many of the creative problem-solving tools as you can in
developing alternative solutions to any of the following problems. Different teams may
take different problems and then report their solutions to the entire class. You may substi-
tute a current pressing issue you are facing instead of one of these problems if you choose.
Try consciously to break through your conceptual blocks and apply the hints that can help
you expand your problem definition and the alternatives you consider to be relevant.
Keep in mind the four different approaches to creativity.

Problem 1: Consumers now have access to hundreds of television channels and
thousands of shows on demand. The average person is lost. Without major advertising
dollars, many networks, not to mention many programs, simply get ignored. How could
you address this problem?
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Problem 2: At least 20 different rankings of schools appear periodically in the
modern press. Students are attracted to schools that receive high rankings, and
resources tend to flow to the top schools more than to the bottom schools. What could
be done to affect the rankings of your own school?

Problem 3: In the last five years, Virgin Atlantic Airlines has been growing at double
digit rates while most U.S.-based airlines have struggled to make any money at all. What
could the U.S. airline industry do to turn itself around?

Problem 4: The newspaper industry has been slowly declining over the past several
decades. People rely less and less on newspapers to obtain the news. What could be
done to reverse this trend?

Have a team of observers watch the analytical and creative problem-solving process
as it unfolds. Use the Observers’ forms at the end of the chapter to provide feedback to
the individuals and the teams on the basis of how well they applied the analytical and
creative problem-solving techniques.
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ACTIVITIES FOR SOLVING 
PROBLEMS CREATIVELY

Suggested Assignments

1. Teach someone else how to solve problems creatively. Explain the guidelines and
give examples from your own experience. Record your experience in your journal.

2. Think of a problem that is important to you right now for which there is not an
obvious solution. It may relate to your family, your classroom experiences, your
work situation, or some interpersonal relationship. Use the principles and tech-
niques discussed in the chapter to work out a creative solution to that problem.
Spend the time it takes to do a good job, even if several days are required.
Describe the experience in your journal.

3. Help direct a group (your family, roommates, social club, church, etc.) in a care-
fully crafted analytical problem-solving process—or a creative problem-solving
exercise—using techniques discussed in the chapter. Record your experience in
your journal.

4. Write a letter to your dean or a CEO of a firm identifying solutions to some per-
plexing problem facing his or her organization right now. Write about an issue
that you care about. Be sure to offer suggested solutions. This will require that
you apply in advance the principles of problem solving discussed in the chapter.

Application Plan and Evaluation

The intent of this exercise is to help you apply this cluster of skills in a real-life, out-of-class set-
ting. Now that you have become familiar with the behavioral guidelines that form the basis
of effective skill performance, you will improve most by trying out those guidelines in an
everyday context. Unlike a classroom activity, in which feedback is immediate and others can
assist you with their evaluations, this skill application activity is one you must accomplish and
evaluate on your own. There are two parts to this activity. Part 1 helps prepare you to apply
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the skill. Part 2 helps you evaluate and improve on your experience. Be sure to write down
answers to each item. Don’t short-circuit the process by skipping steps.

Part 1. Planning
1. Write down the two or three aspects of this skill that are most important to you.

These may be areas of weakness, areas you most want to improve, or areas that
are most salient to a problem you face right now. Identify the specific aspects of
this skill that you want to apply.

2. Now identify the setting or the situation in which you will apply this skill.
Establish a plan for performance by actually writing down a description of the sit-
uation. Who else will be involved? When will you do it? Where will it be done?

Circumstances:
Who else?
When?
Where?

3. Identify the specific behaviors in which you will engage to apply this skill.
Operationalize your skill performance.

4. What are the indicators of successful performance? How will you know you have
been effective? What will indicate you have performed competently?

Part 2. Evaluation
5. After you have completed your implementation, record the results. What hap-

pened? How successful were you? What was the effect on others?
6. How can you improve? What modifications can you make next time? What will

you do differently in a similar situation in the future?
7. Looking back on your whole skill practice and application experience, what have

you learned? What has been surprising? In what ways might this experience help
you in the long term?
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SCORING KEYS AND
COMPARISON DATA

Problem Solving, Creativity, and Innovation

Scoring Key

SKILL AREA ITEMS ASSESSMENT

PRE- POST-

Analytical Problem Solving 1, 2, 3, 4, 5 ______ ______
Creative Problem Solving 6, 7, 8, 9, 10, 11, 12, 13, 14, 15 ______ ______
Fostering Creativity 16, 17, 18, 19, 20, 21, 22 ______ ______

Total Score ______ ______

Comparison Data (N = 5,000 students)

Compare your scores to three standards:
1. The maximum possible score = 132.
2. The scores of other students in the class.
3. Norm data from more than 5,000 business school students.

Pre-Test Post-Test
98.59 = mean = 107.47
114 or above = top quartile = 118 or above
106–113 = second quartile = 109–117
102–105 = third quartile = 98–108
101 or below = bottom quartile = 97 or below

How Creative Are You?©

Scoring Key

Circle and add up the values assigned to each item below.

B B 
A UNDECIDED/ C A UNDECIDED/ C 

ITEM AGREE DON’T KNOW DISAGREE ITEM AGREE DON’T KNOW DISAGREE

1 0 1 2 21 0 1 2
2 0 1 2 22 3 0 �1
3 4 1 0 23 0 1 2
4 �2 0 3 24 �1 0 2
5 2 1 0 25 0 1 3
6 �1 0 3 26 �1 0 2
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7 3 0 �1 27 2 1 0
8 0 1 2 28 2 0 �1
9 3 0 �1 29 0 1 2

10 1 0 3 30 �2 0 3
11 4 1 0 31 0 1 2
12 3 0 �1 32 0 1 2
13 2 1 0 33 3 0 �1
14 4 0 �2 34 �1 0 2
15 �1 0 2 35 0 1 2
16 2 1 0 36 1 2 3
17 0 1 2 37 2 1 0
18 3 0 �1 38 0 1 2
19 0 1 2 39 �1 0 2
20 0 1 2

40. These words have values of 2: These words have values of 1:
energetic perceptive self-confident informal
resourceful innovative thorough alert
original self-demanding forward-looking
enthusiastic persevering restless open-minded
dynamic dedicated
flexible courageous
observant curious The remaining words have a value of 0.
independent involved

Total Score______

Comparison Data (N = 5,000 students)

Mean score: 55.99
Top quartile: 65 or above
Second quartile: 55–64
Third quartile: 47–54
Bottom quartile: 46 or below

Innovative Attitude Scale 

Scoring Key

Add up the numbers associated with your responses to the 20 items. When you have
done so, compare your scores to the norm group of approximately 5,000 graduate and
undergraduate business school students.

Mean score: 72.41
Top quartile: 79 or above

B B 
A UNDECIDED/ C A UNDECIDED/ C 

ITEM AGREE DON’T KNOW DISAGREE ITEM AGREE DON’T KNOW DISAGREE
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Second quartile: 73–78
Third quartile: 66–72
Bottom quartile: 65 or below

Creative Style Assessment 

Scoring Key

Add up the points you gave to all of the “A” alternatives, the “B” alternatives, the “C”
alternatives, and the “D” alternatives. Then divide by 7 to get an average score for each
of the alternatives. Plot your score on the profile below, connecting the lines so that you
produce some kind of kite-like shape.
Total of As: ______ � 7 Average score for A: ______ Imagine
Total of Bs: ______ � 7 Average score for B: ______ Incubate
Total of Cs: ______ � 7 Average score for C: ______ Invest
Total of Ds: ______ � 7 Average score for D: ______ Improve

Comparison Data (N = 2500 students) 

MEAN TOP THIRD SECOND BOTTOM

SCORE QUARTILE QUARTILE QUARTILE QUARTILE

A. Imagine 24.70 29 or above 25–28 20–24 19 or below
B. Incubate 25.92 30 or above 26–29 21–25 20 or below
C. Invest 25.47 30 or above 26–29 21–25 20 or below
D. Improve 24.04 27 or above 24–26 19–23 18 or below

30

40

20

10

ImagineIncubate

InvestImprove
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SKILL PRACTICE 
Applying Conceptual Blockbusting

The following Observer’s Feedback Form can be used for each of the cases within the Skill
Practice section (Moving Up in the Rankings, Keith Dunn and McGuffey’s Restaurant).

Observer’s Feedback Form
After the group has completed its problem-solving task, take the time to give the group
feedback on its performance. Also provide feedback to each individual group member,
either by means of written notes or verbal comments.

Group Observation

1. Was the problem defined explicitly?
a. To what extent was information sought from all group members?
b. Did the group avoid defining the problem as a disguised solution?
c. What techniques were used to expand or alter the definitions of the problem?

2. Were alternatives proposed before any solution was evaluated?
a. Did all group members help generate alternative solutions without judging them

one at a time?
b. Did people build on the alternatives proposed by others?
c. What techniques were used to generate more creative alternatives for solving the

problem?

3. Was the optimal solution selected?
a. Were alternatives evaluated systematically?
b. Was consideration given to the realistic long-term effects of each alternative?

4. Was consideration given to how and when the solution could be implemented?
a. Were obstacles to implementation discussed?
b. Was the solution accepted because it solved the problem under consideration, or

for some other reason?

5. How creative was the group in defining and solving the problem?
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6. What techniques of conceptual blockbusting did the group use?

Individual Observation

1. What violations of the rational problem-solving process did you observe in this person?

2. What conceptual blocks were evident in this person?

3. What conceptual blockbusting efforts did this person make?

4. What was especially effective about the problem-solving attempts of this person?

5. What could this individual do to improve problem-solving skills?
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Answer to Shakespeare Riddle in Figure 3.5

The answer is 5 inches. Be careful to note where page 1 of Volume I is and where the last page
of Volume IV is.

Some Common Themes Applying to Water and Finance (page 190)

banks capital drain
currency sinking funds
cash flow liquid assets
washed up slush fund
deposits financial float
frozen assets underwater pricing
float a loan

Answer to Matchstick Problem in Figure 3.4

Placing the match at the top turns the figure into a square root sign.The

square root of 1 equals 1. (√1 = 1).
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Answer to Nine-Dot Problem in Figure 3.7

Answer to Name That Ship Problem in Figure 3.6

Comparing each part of the ship with the parts from the smaller ships, we find that the ship’s name is
DISCOVERY:
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Answer to Embedded Pattern Problem in Figure 3.8



Interpersonal Skills

4 BUILDING RELATIONSHIPS BY COMMUNICATING 
SUPPORTIVELY

Coaching
Counseling
Listening

5 GAINING POWER AND INFLUENCE

Gaining power
Exercising influence
Increasing authority

6 MOTIVATING OTHERS

Diagnosing poor performance
Creating a motivating environment
Rewarding accomplishments

7 MANAGING CONFLICT

Identifying sources
Selecting strategies
Resolving confrontations

C H A P T E R S

Part II
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SKILL
DEVELOPMENT

OBJECTIVES

■ BUILD SUPPORTIVE 
RELATIONSHIPS EVEN WHEN
DELIVERING NEGATIVE 
FEEDBACK

■ AVOID DEFENSIVENESS AND
DISCONFIRMATION IN 
INTERPERSONAL 
COMMUNICATION

■ IMPROVE ABILITY TO APPLY
PRINCIPLES OF SUPPORTIVE
COMMUNICATION

■ IMPROVE RELATIONSHIPS 
BY USING PERSONAL 
MANAGEMENT INTERVIEWS

SKILL ASSESSMENT
■ Communicating Supportively
■ Communication Styles

SKILL LEARNING
■ Building Positive Interpersonal Relationships
■ The Importance of Effective Communication
■ What Is Supportive Communication?
■ Coaching and Counseling
■ Principles of Supportive Communication
■ The Personal Management Interview
■ International Caveats
■ Summary
■ Behavioral Guidelines

SKILL ANALYSIS
■ Find Somebody Else
■ Rejected Plans

SKILL PRACTICE
■ United Chemical Company
■ Byron vs. Thomas
■ Active Listening Exercise

SKILL APPLICATION
■ Suggested Assignments
■ Application Plan and Evaluation

SCORING KEYS AND
COMPARISON DATA

Building 
Relationships
by 
Communicating
Supportively
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SKILL ASSESSMENT

DIAGNOSTIC SURVEYS FOR SUPPORTIVE
COMMUNICATION

COMMUNICATING SUPPORTIVELY

Step 1: Before you read the material in this chapter, please respond to the following
statements by writing a number from the rating scale below in the left-hand column (Pre-
assessment). Your answers should reflect your attitudes and behavior as they are now, not
as you would like them to be. Be honest. This instrument is designed to help you discover
your level of competency in communicating supportively so you can tailor your learning
to your specific needs. When you have completed the survey, use the scoring key at the
end of the chapter to identify the skill areas discussed in this chapter that are most impor-
tant for you to master.

Step 2: After you have completed the reading and the exercises in this chapter and, ideally,
as many as you can of the Skill Application assignments at the end of this chapter, cover up
your first set of answers. Then respond to the same statements again, this time in the right-
hand column (Post-assessment). When you have completed the survey, use the scoring key
at the end of the chapter to measure your progress. If your score remains low in specific skill
areas, use the behavioral guidelines at the end of the Skill Learning section to guide further
practice.

Rating Scale

1 Strongly disagree
2 Disagree
3 Slightly disagree
4 Slightly agree
5 Agree
6 Strongly agree

Assessment

Pre- Post-

In situations where I have to provide negative feedback or offer corrective advice:

______ ______ 1. I am clear about when I should coach someone and when I should provide counseling
instead.

______ ______ 2. I am able to help others recognize and define their own problems when I counsel them.

______ ______ 3. I am able to be completely honest in the feedback that I give to others, even when it
is negative.

______ ______ 4. When I give feedback to others, I avoid referring to personal characteristics and focus
on problems or solutions instead.

______ ______ 5. I always link negative feedback to a standard or expectation that has been violated.

______ ______ 6. When I try to correct someone’s behavior, our relationship is almost always
strengthened.

______ ______ 7. I am descriptive in giving negative feedback to others. That is, I objectively describe
events, their consequences, and my feelings about them.
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______ ______ 8. I always suggest specific alternatives to individuals whose behavior I’m trying to
correct.

______ ______ 9. I reinforce other people’s sense of self-worth and self-esteem in my communication
with them.

______ ______ 10. I convey genuine interest in the other person’s point of view, even when I disagree
with it.

______ ______ 11. I don’t talk down to those who have less power or less information than I.

______ ______ 12. Even when I feel strongly about my point of view, I convey to others that I am flex-
ible and open to new information.

______ ______ 13. I strive to identify some area of agreement in a discussion with someone who has a
different point of view.

______ ______ 14. My feedback is always specific and to the point, rather than general or vague.

______ ______ 15. I don’t dominate conversations with others.

______ ______ 16. I take ownership of my statements and point of view by using personal words such
as, “I think” instead of impersonal words such as “they think.”

______ ______ 17. When discussing someone’s problem, I usually respond with a reply that indicates
understanding rather than advice.

______ ______ 18. When asking questions of others in order to understand their viewpoints better, I
generally ask “what” questions instead of “why” questions.

______ ______ 19. I hold regular, private meetings with people with whom I work and with whom I live.

______ ______ 20. I understand clearly when it is appropriate to offer advice and direction to others and
when it is not.

COMMUNICATION STYLES

This assessment instrument is divided into two parts.
In Part 1, four people complain about problems they face in their jobs. Following each

complaint are five possible responses. Rank three of the responses you would be most
likely to make, with 3 being your first choice, 2 being your second choice, and 1 being
your third choice.

Part 2 of the assessment describes a particular situation. Several pairs of statements
follow. Place a check mark next to the statement in each pair that you would most likely
use in responding to that situation. Don’t identify your preference. Rather, mark the alter-
natives that are most like your current behavior.

To score the Communication Styles instrument, turn to the end of the chapter to find
the answer key and an interpretation of your scores.

Part 1
1. I’ve been in this job now for six months, and I hardly know anyone at all in the

organization. I just can’t seem to make friends or to be accepted by other
people. Most people are extremely busy and don’t take time to socialize. I feel
isolated and excluded from what’s going on.

a. Don’t be concerned about not making friends so soon. Things will get
better the longer you’re with the organization, you’ll see.

b. When you first meet people, what do you say? Are you the one to
be friendly first?

c. Because organization members are so busy, probably no one has
time to get close socially. You shouldn’t expect too much.

BUILDING RELATIONSHIPS BY COMMUNICATING SUPPORTIVELY CHAPTER 4 235



236 CHAPTER 4 BUILDING RELATIONSHIPS BY COMMUNICATING SUPPORTIVELY

d. So you’re feeling that people haven’t accepted you in the
organization?

e. When I first joined the organization it took me more than six
months to get adjusted. I still don’t know some of the people in
several departments.

2. I can’t stand my boss. He is the most autocratic, demanding person you can
imagine. I’ve never worked around anyone who cared less for his employees
than he does. His complete insensitivity and lack of humanity have made this a
miserable place to work.

a. You sound as if you’re having difficulty dealing with rigid control and
authority.

b. I know how you feel because last year we had a woman in
our department who would drive anybody crazy. She was the
ultimate domineering boss.

c. You’re going to have problems unless you work this out. I think you
should go to him and tell him how you feel.

d. You really are having a hard time adjusting to your boss, aren’t you?

e. Why is it you feel so strongly about him?

3. What I want to know is, what happened on that last promotion decision?
I thought I was in line for it. I’m sure no else in the department has my experi-
ence, and the scuttlebutt I heard indicated the job was mine for the asking. I’m
really disappointed that you brought in someone from the outside over me. I
don’t think it’s fair. What does it take to get promoted around here anyway?

a. What was it that made you think this promotion was yours? Are you
aware of the requirements of the job and what kind of person we
were looking for?

b. Don’t be discouraged. Your work is good, and if you’re patient I’m
sure other chances will come along. I’ll try to help you be ready the
next time around.

c. I think you have the wrong impression about this. The criteria were
very clear for the new position, and the other person was just a
better fit.

d. In other words, you feel kind of puzzled about where you stand
with the company.

e. Are you interpreting this promotion decision as a challenge to your
technical competence?

4. Hey, what’s the idea of not approving my request for a new personal computer?
I really need it in the office. We’ve got far more work to do than one machine
can handle, and we’re doing things manually that ought to be done on a spread-
sheet. And don’t give me that old story about tight company resources again.
I’ve been in line for new equipment for a long time now.

a. I understand that you are really upset about not getting your request
approved.

b. Why do you need a new computer? Can you borrow one during the
times you really feel the crunch?
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c. You know, others are facing the same problem. We’re having a
terrible time trying to get the necessary work accomplished with the
existing machines.

d. If you’ll be patient, I’m sure I can work out a solution to your 
problem.

e. We turned you down because resources are really tight. You’ll just
have to make do.

Part 2
You are the manager of Carole Schulte, a 58-year-old supervisor who has been with the
company for 21 years. She will retire at age 62, the first year she’s eligible for a full pension.
The trouble is, her performance is sliding, she is not inclined to go the extra mile by putting
in extra time when required, and occasionally her work is even a little slipshod. Several
line workers and customers have complained that she’s treated them rather abruptly and
without much sensitivity, even though superior customer service is a hallmark of your
organization. She doesn’t do anything bad enough to be fired, but she’s just not performing
up to levels you expect. Assume that you are having your monthly one-on-one meeting
with her in your office. Which of the statements in each pair would you be most likely
to use?

1. a. I’ve received complaints from some of your customers that you have
not followed company standards in being responsive to their
requests.

b. You don’t seem to be motivated to do a good job any more, Carole.
2. a. I know that you’ve been doing a great job as supervisor, but there’s

just one small thing I want to raise with you about a customer com-
plaint, probably not too serious.

b. I have some concerns about several aspects of your performance on the
job, and I’d like to discuss them with you.

3. a. When one of your subordinates called the other day to complain that
you had criticized his work in public, I became concerned. I suggest
that you sit down with that subordinate to work through any hard
feelings that might still exist.

b. You know, of course, that you’re wrong to have criticized your subor-
dinate’s work in public. That’s a sure way to create antagonism and
lower morale.

4. a. I would like to see the following changes in your performance: (1),
(2), and (3).

b. I have some ideas for helping you to improve; but first, what do you
suggest?

5. a. I must tell you that I’m disappointed in your performance.
b. Several of our employees seem to be unhappy with how you’ve been

performing lately.
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Building Positive Interpersonal
Relationships

A great deal of research supports the idea that positive
interpersonal relationships are a key to creating pos-
itive energy in people’s lives (Baker, 2000; Dutton,
2003). When people experience positive interactions—
even if they are just temporary encounters—they are
elevated, revitalized, and enlivened. Positive relation-
ships create positive energy. All of us have experienced
people who give us energy—they are pleasant to be
around, they lift us, and they help us flourish. We also
have encountered people who have the reverse effect—
we feel depleted, less alive, and emotionally exhausted
when we interact with them. Such encounters are per-
sonally de-energizing.

The effects of positive relationships are much
stronger and more long-lasting than just making people
feel happy or uplifted, however. When individuals are
able to build relationships that are positive and that cre-
ate energy, important physiological, emotional, intellec-
tual, and social consequences result. For example,
people’s physical well-being is significantly affected by
their interpersonal relationships. Individuals in positive
relationships recover from surgery twice as fast as those
in conflicting or negative relationships. They have fewer
incidences of cancer and fewer heart attacks, and they
recover faster if they experience them. They contract
fewer minor illnesses such as colds, flu, or headaches;
they cope better with stress; and they actually have
fewer accidents (i.e., being in the wrong place at the
wrong time). As might be expected, they also have a
longer life expectancy. These benefits occur because
positive relationships actually strengthen the immune
system, the cardiovascular system, and the hormonal
system (Dutton, 2003; Heaphy & Dutton, 2006; Reis &
Gable, 2003).

Positive relationships also help people perform
better in tasks and at work, and learn more effectively.
That is, positive relationships help people feel safe and
secure, so individuals are more able to concentrate on
the tasks at hand. They are less distracted by feelings of
anxiety, frustration, or uncertainty that accompany
almost all relationships that are nonpositive. People are
more inclined to seek information and resources from
people who are positively energizing, and they are less

likely to obtain what they need to succeed if it means
interacting with energy-depleting people. The amount
of information exchange, participation, and commit-
ment with other people is significantly higher when
relationships are positive, so productivity and success
at work are also markedly higher (see Dutton, 2003,
for a review of studies).

Positive emotions—such as joy, excitement, and
interest—are a product of positive relationships, and
these emotions actually expand people’s mental capac-
ities. Feelings of joy and excitement, for example, cre-
ate a desire to act, to learn, and to contribute to others.
Moreover, the amount of information people pay atten-
tion to, the breadth of data they can process, and the
quality of the decisions and judgments they make are
all enhanced in conditions in which positive relation-
ships are present. People’s intellectual capacities are
actually broadened (mental acuity expands), they learn
more and more efficiently, and they make fewer men-
tal errors when experiencing positive relationships
(Fredrickson, 2001).

Not surprisingly, the performance of organizations is
also enhanced by the presence of positive relationships
among employees. Positive relationships foster coopera-
tion among people, so the things that get in the way of
highly successful performance—such as conflict, dis-
agreements, confusion and ambiguity, unproductive
competition, anger, or personal offense—are minimized.
Employees are more loyal and committed to their work
and to the organization when positive relationships exist,
and information exchange, dialogue, and knowledge
transfer are significantly enhanced. Creativity and inno-
vation, as well as the ability of the system to adapt to
change, are substantially higher when positive relation-
ships characterize the workforce (Gittell, 2003; Gittell,
Cameron, & Lim, 2006).

It is hard to find a reason why people would not
want to build and enhance positive relationships with
other human beings. Many advantages and very few lia-
bilities are associated with positive interpersonal relation-
ships. Creating such relationships sounds like a simple
prescription, of course, but it is much easier said than
done. It is not difficult to build positive relationships with
people who are like us, to whom we are attracted, or
who behave according to our expectations. But when
we encounter people who are abrasive, who are not easy

SKILL LEARNING
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relationships are in place first. Simply put, relationships
determine meaning.

Of course, some relationships can be created
electronically, but meaningful relationships based on
trust are the exceptions rather than the rule. In a study of
problems in marital relationships, for example, 87 per-
cent said that communication problems were the root,
double that of any other kind of problem (Beebe, Beebe,
& Redmond, 1996). For the most part, the conclusion of
an international study of communications in the work-
place summarizes the key to effective communication:
“To make the most of electronic communication
requires learning to communicate better face to face”
(Rosen, 1998).

Surveys have consistently shown that the ability to
effectively communicate face to face is the characteristic
judged by managers to be most critical in determining
promotability (see surveys reported by Bowman, 1964;
Brownell, 1986, 1990; Hargie, 1997; Randle, 1956;
Steil, Barker, & Watson, 1983). Frequently, the quality of
communication between managers and their employees
is fairly low (Schnake, Dumler, Cochran, & Barnett,
1990). This ability may involve a broad array of activi-
ties, from writing to speech-making to body language.
Whereas skill in each of these activities is important, for
most managers it is face-to-face, one-on-one communi-
cation that dominates all the other types in predicting
managerial success. In a study of 88 organizations, both
profit and nonprofit, Crocker (1978) found that, of 31
skills assessed, interpersonal communication skills,
including listening, were rated as the most important.
Spitzberg (1994) conducted a comprehensive review
of the interpersonal competence literature and found
convincing and unequivocal evidence that incompe-
tence in interpersonal communication is “very damag-
ing personally, relationally, and socially.” Thorton (1966,
p. 237) summarized a variety of survey results by stat-
ing, “A manager’s number-one problem can be summed
up in one word: communication.”

At least 80 percent of a manager’s waking hours
are spent in verbal communication, so it is not surpris-
ing that serious attention has been given to a plethora
of procedures to improve interpersonal communica-
tion. Scholars and researchers have written extensively
on communicology, semantics, rhetoric, linguistics,
cybernetics, syntactics, pragmatics, proxemics, and
canalization; and library shelves are filled with books
on the physics of the communication process—
encoding, decoding, transmission, media, perception,
reception, and noise. Similarly, volumes are available
on effective public-speaking techniques, making formal

to like, or who make a lot of errors or blunders, building
relationships is more difficult. In other words, building
positive relationships in negative circumstances or with
negative people requires special skill.

Arguably the most important skill in building and
strengthening positive relationships is the ability to com-
municate with people in a way that enhances feelings of
trust, openness, and support. In this chapter we focus
on helping you develop and improve this skill. Of
course, all of us communicate constantly, and we all feel
that we do a reasonably good job of it. We haven’t got-
ten this far in life without being able to communicate
effectively. On the other hand, in study after study, com-
munication problems are identified as the single biggest
impediment to positive relationships and positive perfor-
mance in organizations (Carrell & Willmington, 1996;
Thorton, 1966). We focus in this chapter on this most
important skill that effective managers must possess: the
ability to communicate supportively.

The Importance of Effective
Communication

In an age of electronic communication, the most fre-
quently used means of passing messages to other people
is via electronic technology (Gackenbach, 1998). E-mail
now dominates communication channels in organiza-
tions, and it is purported to enhance information flow,
the sharing of knowledge, consistency of communica-
tion, quality of feedback, and speed or cycle time
(Council of Communication Management, 1996;
Synopsis Communication Consulting of London, 1998).
However, international surveys indicate that face-to-face
communication is still the second most frequent form
of communication, but it remains the most problematic
(Rosen, 1998). One report concluded: “Technology is
ahead of people’s ability to cope and use it; it’s becoming
part of the problem, not part of the solution” (Synopsis
Communication Consulting of London, 1998).

The problems with electronic communication are
that: (1) people are bombarded with an overabun-
dance of information, often poorly presented, so they
are less willing to consume all the messages aimed at
them; (2) no one puts all these rapid-fire messages in
context, so much of the information lacks significance
or meaning; and (3) effective interpretation and use of
the information still depends on the relationship the
recipient has with the sender. Accurate interpretation
and effective message delivery depends on relation-
ships of trust and shared context. Technology doesn’t
make messages more useful unless good interpersonal
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presentations, and the processes of organizational com-
munication. Most colleges and universities have aca-
demic departments dedicated to the field of speech
communication; most business schools provide a busi-
ness communication curriculum; and many organiza-
tions have public communication departments and
intraorganizational communication specialists such as
newsletter editors and speech writers.

Even with all this available information about the
communication process and the dedicated resources in
many organizations for fostering better communication,
most managers still indicate that poor communication is
their biggest problem (Schnake et al., 1990). In a study of
major manufacturing organizations undergoing large-
scale changes, Cameron (1994) asked two key questions:
(1) What is your major problem in trying to get organiza-
tional changes implemented? and (2) What is the key fac-
tor that explains your past success in effectively managing
organizational change? To both questions, a large major-
ity of managers gave the same answer: communication.
All of them agreed that more communication is better
than less communication. Most thought that over-
communicating with employees was more a virtue than a
vice. It would seem surprising, then, that in light of this
agreement by managers about the importance of commu-
nication, communication remains a major problem for
managers. Why might this be?

One reason is that most individuals feel that they
are very effective communicators. They feel that com-
munication problems are a product of others’ weak-
nesses, not their own (Brownell, 1990; Carrell &
Willmington, 1996; Golen, 1990). Haney (1992)
reported on a survey of over 8,000 people in universi-
ties, businesses, military units, government agencies,
and hospitals in which “virtually everyone felt that he or
she was communicating at least as well as and, in many
cases, better than almost everyone else in the organiza-
tion. Most people readily admit that their organization
is fraught with faulty communication, but it is almost
always ‘those other people’ who are responsible”
(p. 219). Thus, while most agree that proficiency in
interpersonal communication is critical to managerial
success, most individuals don’t seem to feel a strong
need to improve their own skill level (Spitzberg, 1994).

THE FOCUS ON ACCURACY

Much of the writing on interpersonal communication
focuses on the accuracy of the information being com-
municated. The emphasis is generally on making cer-
tain that messages are transmitted and received with
little alteration or variation from original intent. The

communication skill of most concern is the ability to
transmit clear, precise messages. The following inci-
dents illustrate problems that result from inaccurate
communication:

A motorist was driving on the Merritt Parkway
outside New York City when his engine
stalled. He quickly determined that his battery
was dead and managed to stop another driver
who consented to push his car to get it started.

“My car has an automatic transmission,”
he explained, “so you’ll have to get up to 30
or 35 miles an hour to get me started.”

The second motorist nodded and walked
back to his own car. The first motorist climbed
back into his car and waited for the good
Samaritan to pull up behind him. He waited—
and waited. Finally, he turned around to see
what was wrong.

There was the good Samaritan—coming
up behind his car at about 35 miles an hour!

The damage amounted to $3,800. (Haney,
1992, p. 285)

A woman of 35 came in one day to tell me
that she wanted a baby but had been told that
she had a certain type of heart disease that,
while it might not interfere with a normal life,
would be dangerous if she ever had a baby.
From her description, I thought at once of
mitral stenosis. This condition is characterized
by a rather distinctive rumbling murmur near
the apex of the heart and especially by a pecu-
liar vibration felt by the examining finger on
the patient’s chest. The vibration is known as
the “thrill” of mitral stenosis.

When this woman had undressed and
was lying on my table in her white kimono,
my stethoscope quickly found the heart
sounds I had expected. Dictating to my nurse,
I described them carefully. I put my stetho-
scope aside and felt intently for the typical
vibration which may be found in a small and
variable area of the left chest.

I closed my eyes for better concentration
and felt long and carefully for the tremor. I did
not find it, and with my hand still on the
woman’s bare breast, lifting it upward and out
of the way, I finally turned to the nurse and
said: “No thrill.”

The patient’s black eyes snapped, and
with venom in her voice, she said, “Well, isn’t
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that just too bad! Perhaps it’s just as well you
don’t get one. That isn’t what I came for.”

My nurse almost choked, and my expla-
nation still seems a nightmare of futile words.
(Loomis, 1939, p. 47)

In a Detroit suburb, a man walked onto a
private plane and greeted the co-pilot with,
“Hi, Jack!” The salutation, picked up by a
microphone in the cockpit and interpreted as
“hijack” by control tower personnel, caused
police, the county sheriff’s SWAT team, and
the FBI all to arrive on the scene with sirens
blaring. (Time, 2000, p. 31)

In the English language, in particular, we face the
danger of miscommunicating with one another merely
because of the nature of our language. For example,
Table 4.1 lists 22 examples of the same word whose
meaning and pronunciation are completely different,
depending on the circumstances. No wonder individu-
als from other cultures and languages have trouble
communicating accurately in the United States.

This doesn’t account, of course, for the large num-
ber of variations in English-language meaning through-
out the world. For example, because in England a billion
is a million million, whereas in the United States and
Canada a billion is a thousand million, it is easy to see
how misunderstanding can occur regarding financial per-
formance. Similarly, in an American meeting, if you
“table” a subject, you postpone its discussion. In a British
meeting, to “table” a topic means to discuss it now.

A Confucian proverb states: “Those who speak do
not know. Those who know do not speak.” It is not dif-
ficult to understand why Americans are often viewed as
brash and unsophisticated in Asian cultures. A common
problem for American business executives has been to
announce, upon their return home, that a business deal
has been struck, only to discover that no agreement was
made at all. Usually it is because Americans assume that
when their Japanese colleagues say “hai,” the Japanese
word for “yes,” it means agreement. To the Japanese, it
often means “Yes, I am trying to understand you (but I
may not necessarily agree with you).”

When accuracy is the primary consideration,
attempts to improve communication generally center on
improving the mechanics: transmitters and receivers,
encoding and decoding, sources and destinations, and
noise. Improvements in voice recognition software have
made accuracy a key factor in electronic communica-
tion. One cardiologist friend, who always records his
diagnoses via voice recognition software, completed a

procedure to clear a patient’s artery by installing a shunt
(a small tube in the artery). He then reported in the
patient’s record: “The patient was shunted and is recov-
ering nicely.” The next time he checked the record, the
software had recorded: “The patient was shot dead and
is recovering nicely.”

Fortunately, much progress has been made recently
in improving the transmission of accurate messages—
that is, in improving their clarity and precision.
Primarily through the development of a sophisticated
information-based technology, major strides have been
taken to enhance communication speed and accuracy in
organizations. Computer networks with multimedia

Table 4.1 Inconsistent Pronunciations 

in the English Language

• We polish Polish furniture.

• He could lead if he would get the lead out.

• A farm can produce produce.

• The dump was so full it had to refuse refuse.

• The Iraqi soldiers decided to desert in the desert.

• The present is a good time to present the present.

• In the college band, a bass was painted on the head 
of a bass drum.

• The dove dove into the bushes.

• I did not object to that object.

• The insurance for the invalid was invalid.

• The bandage was wound around the wound.

• There was a row among the oarsmen about 
how to row.

• They were too close to the door to close it.

• The buck does funny things when the does are 
present.

• They sent a sewer down to stitch the tear in 
the sewer line.

• She shed a tear because of the tear in her skirt.

• To help with planting, the farmer taught his sow to sow.

• The wind was too strong to be able to wind the sail.

• After a number of Novocaine injections, my jaw 
got number.

• I had to subject the subject to a series of tests.

• How can I intimate this to my most intimate friend?

• I spent last evening evening out a pile of dirt.
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capabilities now enable members of an organization to
transmit messages, documents, video images, and
sound almost anywhere in the world. The technology
that enables modern companies to share, store, and
retrieve information has dramatically changed the
nature of business in just a decade. Customers and
employees routinely expect information technology to
function smoothly and the information it manages to be
reliable. Sound decisions and competitive advantage
depend on such accuracy.

However, comparable progress has not occurred
in the interpersonal aspects of communication. People
still become offended at one another, make insulting
statements, and communicate clumsily. The interper-
sonal aspects of communication involve the nature of
the relationship between the communicators. Who
says what to whom, what is said, why it is said, and
how it is said all have an effect on the relationships
between people. This has important implications for
the effectiveness of the communication, aside from the
accuracy of the statement.

Similarly, irrespective of the availability of sophisti-
cated information technologies and elaborately devel-
oped models of communication processes, individuals
still frequently communicate in abrasive, insensitive,
and unproductive ways. Rather than building and
enhancing positive relationships, they damage relation-
ships. More often than not, it is the interpersonal
aspect of communication that stands in the way of
effective message delivery rather than the inability to
deliver accurate information (Golen, 1990).

Ineffective communication may lead individuals
to dislike each other, be offended by each other, lose
confidence in each other, refuse to listen to each other,
and disagree with each other, as well as cause a host of
other interpersonal problems. These interpersonal
problems, in turn, generally lead to restricted commu-
nication flow, inaccurate messages, and misinterpreta-
tions of meanings. Figure 4.1 summarizes this process.

To illustrate, consider the following situation.
Latisha is introducing a new goal-setting program to the
organization as a way to overcome some productivity
problems. After Latisha’s carefully prepared presentation
in the management council meeting, Jose raises his
hand. “In my opinion, this is a naive approach to solving
our productivity issues. The considerations are much
more complex than Latisha seems to realize. I don’t
think we should waste our time by pursuing this plan
any further.” Jose’s opinion may be justified, but the
manner in which he delivers the message will probably
eliminate any hope of its being dealt with objectively.
Instead, Latisha will probably hear a message such as,
“You’re naive,” “You’re stupid,” or “You’re incompe-
tent.” Therefore, we wouldn’t be surprised if Latisha’s
response was defensive or even hostile. Any good feel-
ings between the two have probably been jeopardized,
and their communication will probably be reduced to
self-image protection. The merits of the proposal will be
smothered by personal defensiveness. Future communi-
cation between the two will probably be minimal and
superficial.

What Is Supportive Communication?

In this chapter, we focus on a kind of interpersonal com-
munication that helps you communicate accurately and
honestly, especially in difficult circumstances, without
jeopardizing interpersonal relationships. It is not hard to
communicate supportively—to express confidence,
trust, and openness—when things are going well and
when people are doing what you like. But when you
have to correct someone else’s behavior, when you have
to deliver negative feedback, or when you have to point
out shortcomings of another person, communicating in
a way that builds and strengthens the relationship is
more difficult. This type of communication is called
supportive communication. Supportive communica-
tion seeks to preserve or enhance a positive relationship

Abrasive, insensitive,
unskillful

message delivery

Restricted, inaccurate
information and defective

communication flow

Distant, distrustful,
uncaring interpersonal

relationships

Figure 4.1 Relationships Between Unskillful Communication 

and Interpersonal Relationships
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between you and another person while still addressing a
problem, giving negative feedback, or tackling a difficult
issue. It allows you to communicate information to
others that is not complimentary, or to resolve an
uncomfortable issue with another person but, in the
process, strengthen your relationship.

Supportive communication has eight attributes,
which are summarized in Table 4.2. Later in the chap-
ter we expand on each attribute. When supportive

communication is used, not only is a message delivered
accurately, but the relationship between the two com-
municating parties is supported, even enhanced, by the
interchange. Positive interpersonal relationships result.
People feel energized and uplifted, even when the
information being communicated is negative.

The goal of supportive communication is not
merely to be liked by other people or to be judged to be
a nice person. Nor is it used merely to produce social

Table 4.2 The Eight Attributes of Supportive Communication

• Congruent, Not Incongruent

A focus on honest messages where verbal statements match thoughts and feelings.

Example: “Your behavior really upset me.” Not “Do I seem upset? No, everything’s fine.”

• Descriptive, Not Evaluative

A focus on describing an objective occurrence, describing your reaction to it, and offering a suggested alternative.

Example: “Here is what happened; here is my reaction; here Not “You are wrong for doing what you did.”
is a suggestion that would be more acceptable.”

• Problem-Oriented, Not Person-Oriented

A focus on problems and issues that can be changed rather than people and their characteristics.

Example: “How can we solve this problem?” Not “Because of you a problem exists.”

• Validating, Not Invalidating

A focus on statements that communicate respect, flexibility, collaboration, and areas of agreement.

Example: “I have some ideas, but do you have any suggestions?” Not “You wouldn’t understand, so we’ll 
do it my way.”

• Specific, Not Global

A focus on specific events or behaviors and avoid general, extreme, or either-or statements.

Example: “You interrupted me three times during the meeting.” Not “You’re always trying to get attention.”

• Conjunctive, Not Disjunctive

A focus on statements that flow from what has been said previously and facilitate interaction.

Example: “Relating to what you just said, I’d like to raise Not “I want to say something (regardless 
another point.” of what you just said).”

• Owned, Not Disowned

A focus on taking responsibility for your own statements by using personal (”I”) words.

Example: “I have decided to turn down your request Not “You have a pretty good idea, but it 
because . . . ” wouldn’t get approved.”

• Supportive Listening, Not One-Way Listening

A focus on using a variety of appropriate responses, with a bias toward reflective responses.

Example: “What do you think are the obstacles standing in Not “As I said before, you make too many
the way of improvement? mistakes. You’re just not performing.”
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acceptance. As pointed out previously, positive interper-
sonal relationships have practical, instrumental value in
organizations. Researchers have found, for example,
that organizations fostering supportive interpersonal
relationships enjoy higher productivity, faster problem
solving, higher-quality outputs, and fewer conflicts and
subversive activities than do groups and organizations in
which relationships are less positive. Moreover, deliver-
ing outstanding customer service is almost impossible
without supportive communication. Customer com-
plaints and misunderstandings frequently require sup-
portive communication skills to resolve. Not only must
managers be competent in using this kind of communi-
cation, therefore, but they must help their subordinates
develop this competency as well.

One important lesson that American managers
have been taught by foreign competitors is that good
relationships among employees, and between man-
agers and employees, produce bottom-line advantages
(Ouchi, 1981; Peters, 1988; Pfeffer, 1998). Hanson
(1986) found, for example, that the presence of good
interpersonal relationships between managers and sub-
ordinates was three times more powerful in predicting
profitability in 40 major corporations over a five-year
period than the four next most powerful variables—
market share, capital intensity, firm size, and sales
growth rate—combined. Supportive communication,
therefore, isn’t just a “nice-person technique,” but a
proven competitive advantage for both managers and
organizations.

Coaching and Counseling

One of the ways to illustrate the principles of supportive
communication is to discuss two common roles
performed by managers (and parents, friends, and
coworkers): coaching and counseling others. In coach-
ing, managers pass along advice and information, or
they set standards to help others improve their work
skills. In counseling, managers help others recognize
and address problems involving their level of under-
standing, emotions, or personalities. Thus, coaching
focuses on abilities, counseling on attitudes.

The skills of coaching and counseling also apply to
a broad array of activities, of course, such as motivat-
ing others, handling customer complaints, passing crit-
ical or negative information upward, handling conflicts
between other parties, negotiating for a certain posi-
tion, and so on. Because most managers—and most
people—are involved in coaching and counseling at
some time, however, we will use them to illustrate and
explain the behavioral principles involved.

Skillful coaching and counseling are especially
important in (1) rewarding positive performance and
(2) correcting problem behaviors or attitudes. Both of
these activities are discussed in more detail in the
chapter on Motivating Others. In that chapter, we dis-
cuss the content of rewarding and correcting behavior
(i.e., what to do), whereas in our present discussion
we focus on the processes of rewarding and correcting
behavior (i.e., how to do it).

Coaching and counseling are more difficult to per-
form effectively when individuals are not performing up
to expectations, when their attitudes are negative,
when their behavior is disruptive, or when their person-
alities clash with others in the organization. Whenever
managers have to help people change their attitudes or
behaviors, coaching or counseling is required. In these
situations, managers face the responsibility of providing
negative feedback to others or getting them to recognize
problems that they don’t want to acknowledge.
Managers must reprimand or correct employees, but in
a way that facilitates positive work outcomes, positive
feelings, and positive relationships.

What makes coaching and counseling so challeng-
ing is the risk of offending or alienating other people.
That risk is so high that many managers ignore com-
pletely the feelings and reactions of others by taking a
directive, hard-nosed, “shape up or ship out” approach.
Alternatively, they soft-pedal, avoid confrontations, or
drop hints for fear of hurting feelings and destroying
relationships—the “don’t worry be happy” approach.
The principles we describe in this chapter not only facil-
itate accurate message delivery in sensitive situations,
but their effective use can produce higher levels of
motivation, increased productivity, and better inter-
personal relationships.

Of course, coaching and counseling skills are also
required when negative feedback is not involved, such
as when other people ask for advice, need someone to
listen to their problems, or want to register complaints.
Sometimes just listening is the most effective form of
coaching or counseling. Although the risk of damaged
relationships, defensiveness, or hurt feelings is not
as likely as when negative feedback is given, these
situations still require competent supportive communi-
cation skills. Guidelines for how to implement sup-
portive communication effectively in both negative
and positive coaching and counseling situations are
discussed in the rest of this chapter.

To illustrate, consider the following two scenarios:

Jagdip Ahwal is the manager of the division
sales force in your firm, which makes and sells
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components for the aerospace industry. He
reports directly to you. Jagdip’s division con-
sistently misses its sales projections, its rev-
enues per salesperson are below the firm
average, and Jagdip’s monthly reports are almost
always late. You make another appointment to
visit with Jagdip after getting the latest sales fig-
ures, but he isn’t in his office when you arrive.
His secretary tells you that one of Jagdip’s sales
managers dropped by a few minutes ago to com-
plain that some employees are coming in late
for work in the morning and taking extra-long
coffee breaks. Jagdip had immediately gone with
the manager to his sales department to give the
salespeople a “pep talk” and to remind them
of performance expectations. You wait for
15 minutes until he returns.

Betsy Christensen has an MBA from a
prestigious Big Ten school and has recently
joined your firm in the financial planning
group. She came with great recommendations
and credentials. However, she seems to be try-
ing to enhance her own reputation at the
expense of others in her group. You have heard
increasing complaints lately that Betsy acts
arrogantly, is self-promotional, and is openly
critical of other group members’ work. In your
first conversation with her about her perfor-
mance in the group, she denied that there is a
problem. She said that, if anything, she was
having a positive impact on the group by rais-
ing its standards. You schedule another meet-
ing with Betsy after this latest set of complaints
from her coworkers.

What are the basic problems in these two cases?
Which one is primarily a coaching problem and which
is primarily a counseling problem? How would you
approach them so that the problems got solved and, at
the same time, your relationships with Jagdip and Betsy
are strengthened? What would you say, and how would
you say it, so that the best possible outcomes result?
This chapter can help you improve your skill in
handling such situations effectively.

COACHING AND COUNSELING
PROBLEMS

The two cases above help identify the two basic kinds
of interpersonal communication problems faced by
managers. Although no situation is completely one

thing versus the other, in the case with Jagdip Ahwal,
the basic need is primarily for coaching. Coaching sit-
uations are those in which managers must pass along
advice and information or set standards for others.
People must be advised on how to do their jobs better
and to be coached to better performance. Coaching
problems are usually caused by lack of ability, insuffi-
cient information or understanding, or incompetence
on the part of individuals. In these cases, the accuracy
of the information passed along by managers is impor-
tant. The other person must understand clearly what
the problem is and how to overcome it.

In the Jagdip Ahwal case, Jagdip was accepting
upward delegation from his subordinates, and he was
not allowing them to solve their own problems. In the
chapter on Managing Personal Stress, we learned that
upward delegation is one of the major causes of ineffec-
tive time management. By not insisting that his subordi-
nates bring recommendations for solutions to him
instead of problems, and by intervening directly in the
problems of his subordinate’s subordinates, Jagdip
became overloaded himself. He didn’t allow his subordi-
nates to do their jobs. Productivity almost always suffers
in cases in which one person is trying to resolve all the
problems and run the whole show. Jagdip needs to be
coached regarding how to avoid upward delegation and
how to delegate responsibility as well as authority effec-
tively. The chapter on Motivating Employees gives
some guidelines for diagnosing the reasons for poor
performance, and these guidelines could help guide the
coaching suggestions.

The Betsy Christensen case illustrates primarily a
counseling problem. Managers need to counsel others
instead of coach them when the problem stems from
attitudes, personality clashes, defensiveness, or other
factors tied to emotions. Betsy’s competency or skill is
not a problem, but her unwillingness to recognize that
a problem exists or that a change is needed on her part
requires counseling by the manager. Betsy is highly
qualified for her position, so coaching or giving advice
would not be a useful approach. Instead, an important
goal of counseling is to help Betsy recognize that a
problem exists, that her attitude is of critical impor-
tance, and to identify ways in which that problem
might be addressed.

Coaching applies to ability problems, and the
manager’s approach is, “I can help you do this better.”
Counseling applies to attitude problems, and the man-
ager’s approach is, “I can help you recognize that a
problem exists.”

Although many problems involve both coaching
and counseling, it is important to recognize the
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difference between these two types of problems because
a mismatch of problem with communication approach
can aggravate, rather than resolve, a problem. Giving
direction or advice (coaching) in a counseling situation
often increases defensiveness or resistance to change.
For example, advising Betsy Christensen about how to
do her job or about the things she should not be doing
(such as criticizing others’ work) will probably only mag-
nify her defensiveness because she doesn’t perceive that
she has a problem. Similarly, counseling in a situation
that calls for coaching simply side-steps the problem and
doesn’t resolve it. Jagdip Ahwal knows that a problem
exists, for example, but he doesn’t know how to resolve
it. Coaching, not problem recognition, is needed.

The question that remains, however, is, “How do I
effectively coach or counsel another person? What
behavioral guidelines help me perform effectively in
these situations?” Both coaching and counseling rely
on the same set of key supportive communication prin-
ciples summarized in Table 4.1, which we’ll now
examine more closely.

DEFENSIVENESS AND
DISCONFIRMATION

If principles of supportive communication are not fol-
lowed when coaching or counseling subordinates, two
major obstacles result that lead to a variety of negative
outcomes (Brownell, 1986; Cupach & Spitzberg, 1994;
Gibb, 1961; Sieburg, 1978; Steil et al., 1983). These
two obstacles are defensiveness and disconfirmation
(see Table 4.3).

Defensiveness is an emotional and physical state
in which one is agitated, estranged, confused, and
inclined to strike out (Gordon, 1988). Defensiveness
arises when one of the parties feels threatened or
punished by the communication. For that person, self-
protection becomes more important than listening, so
defensiveness blocks both the message and the inter-
personal relationship. Clearly a manager’s coaching or
counseling will not be effective if it creates defensive-
ness in the other party. But defensive thinking may be
pervasive and entrenched within an organization.
Overcoming it calls for awareness by managers of their
own defensiveness and vigorous efforts to apply the
principles of supportive communication described in
this chapter (Argyris, 1991).

The second obstacle, disconfirmation, occurs
when one of the communicating parties feels put
down, ineffectual, or insignificant because of the com-
munication. Recipients of the communication feel that
their self-worth is being questioned, so they focus more
on building themselves up rather than listening.
Reactions are often self-aggrandizing or show-off behav-
iors, loss of motivation, withdrawal, and loss of respect
for the offending communicator.

The eight attributes of supportive communication,
which we’ll explain and illustrate in the following
pages, serve as behavioral guidelines for overcoming
defensiveness and disconfirmation. Competent coach-
ing and counseling depend on knowing and practicing
these guidelines. They also depend on maintaining a
balance among the guidelines, as we will illustrate.

Table 4.3 Two Major Obstacles to Effective Interpersonal Communication

Supportive communication engenders feelings of support, understanding, and helpfulness. It helps overcome the two
main obstacles resulting from poor interpersonal communication:

Defensiveness

• One individual feels threatened or attacked as a result of the communication.

• Self-protection becomes paramount.

• Energy is spent on constructing a defense rather than on listening.

• Aggression, anger, competitiveness, and avoidance are common reactions.

Disconfirmation

• One individual feels incompetent, unworthy, or insignificant as a result of the communication.

• Attempts to reestablish self-worth take precedence.

• Energy is spent trying to portray self-importance rather than on listening.

• Showing off, self-centered behavior, withdrawal, and loss of motivation are common reactions.
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Principles of Supportive
Communication

1. SUPPORTIVE
COMMUNICATION 
IS BASED ON CONGRUENCE,
NOT INCONGRUENCE

Most researchers and observers agree that the best inter-
personal communications, and the best relationships, are
based on congruence. That is, what is communicated,
verbally and nonverbally, matches exactly what the indi-
vidual is thinking and feeling (Dyer, 1972; Hyman,
1989; Knapp & Vangelisti, 1996; Rogers, 1961; Schnake
et al.,1990). Congruence simply means being honest. It
means communicating what you intend.

Two kinds of incongruence are possible: One is a
mismatch between what one is experiencing and what
one is aware of. For example, an individual may not
even be aware that he or she is experiencing anger or
hostility toward another person, even though the
anger or hostility is really present. In severe cases,
therapists must help individuals reach greater congru-
ence between experience and awareness. A second
kind of incongruence, and the one more closely
related to supportive communication, is a mismatch
between what one thinks or feels and what one com-
municates. For example, an individual may be aware
of a feeling of anger but deny saying that the feeling
exists.

When building interpersonal relationships, and
when coaching and counseling others, genuine, hon-
est statements are always better than artificial or dis-
honest statements. Managers who hold back their true
feelings or opinions, or who don’t express what’s really
on their minds, create the impression that a hidden
agenda exists. Other people sense that there is some-
thing else not being said, or that an opinion or thought
is not being expressed. Therefore, they trust the com-
municator less and focus on trying to figure out what
the hidden message is, not on listening or trying to
improve. The relationship between the two communi-
cators stays superficial and distrusting.

The chapter on Managing Personal Stress discussed
Covey’s (1989) “emotional bank account” in which
individuals make deposits in an account that builds the
relationship with another person. These deposits help
establish mutual trust and respect in the relationship.
Similarly, communication cannot be genuinely support-
ive unless it is based on trust and respect and is also
perceived as trusting and respectful. Otherwise, false
impressions and miscommunication result. Congruence

is a prerequisite of trust. Genuineness and authenticity
lie at the heart of positive relationships.

Rogers (1961) suggested that congruence in com-
munication lies at the heart of “a general law of interper-
sonal relationships.” After 40 years of clinical treatment
of psychological problems in patients, Rogers concluded
that this one law was the fundamental key to positive
interpersonal relationships.

The greater the congruence of experience,
awareness, and communication on the part of
one individual, the more the ensuing relation-
ship will involve a tendency toward reciprocal
communication with increasing congruence; a
tendency toward more mutually accurate under-
standing of the communications; improved psy-
chological adjustment and functioning in both
parties; mutual satisfaction in the relationship.

Conversely, the greater the communicated
incongruence of experience and awareness,
the more the ensuing relationship will involve
further communication with the same quality;
disintegration of accurate understanding; less
adequate psychological adjustment and func-
tioning in both parties; mutual dissatisfaction
in the relationship. (pp. 344–345)

Congruence also relates to matching the content of
the words spoken to the communicator’s manner and
tone of voice. “What a nice day” can mean the opposite
if muttered sarcastically. “I’m just here to help” can
mean the opposite if said without sincerity, especially if
the history of the relationship suggests otherwise.

Striving for congruence, being honest and open,
or demonstrating authenticity does not mean, of
course, that we should blow off steam immediately
upon getting upset, nor does it mean that we cannot
repress certain inappropriate feelings (e.g., keeping
anger, disappointment, or aggression under wraps).
Other principles of supportive communication must
also be practiced, and achieving congruence at the
expense of all other consideration is not productive.
On the other hand, in problematic interactions, when
reactive feedback must be given, or when correcting
someone else’s behavior, individuals are more likely to
express too little congruence than too much. This is
because many people are afraid to respond in a com-
pletely honest way or are not sure how to communi-
cate congruently without being offensive. It is often a
matter of not knowing how to be congruent. Saying
exactly what we feel, of course, can sometimes offend
the other person.
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Consider the problem of a person who is not
performing up to expectations and displays a noncha-
lant attitude even after having been given hints that the
organization’s rating is being negatively affected. What
could you say that would strengthen the relationship
with this person and still resolve the problem? How
could you express honest feelings and opinions and still
remain nonjudgmental? How can you ever be com-
pletely honest without offending another person? This
is even more difficult when you consider how to
respond supportively to someone who constantly has
bad breath or displays poor manners while eating. The
more personal the feedback, the more difficult it is to
be completely congruent. This is where skillful commu-
nication is important. Other principles of supportive
communication provide some guidelines.

2. SUPPORTIVE 
COMMUNICATION 
IS DESCRIPTIVE,
NOT EVALUATIVE

It is difficult to be congruent in isolation—that is,
without using other rules of thumb for supportive com-
munication. If your friend asks you, “How did I do?” and
he or she didn’t do so well, it is difficult to know how to
respond honestly without being offensive. Evaluative
communication makes a judgment or places a label on
other individuals or on their behavior: “You are doing it
wrong,” or “You are incompetent.” Such evaluation gen-
erally makes other people feel under attack and, conse-
quently, respond defensively. They see the communica-
tor as judgmental. Examples of probable responses are, “I
am not doing it wrong,” or “I am more capable than you
are.” Arguments, bad feelings, and a deterioration in the
interpersonal relationship result—“No, I’m not.” “Yes,
you are.” “No, I’m not.” “Yes, you are.” And so on.

The tendency to evaluate others is strongest when
the issue is emotionally charged or when a person feels
personally attacked. For example, it is more threatening
to provide negative messages when others may be emo-
tionally wounded. Sometimes people try to resolve their
own bad feelings or anxieties by placing a label on
others: “You are dumb” implies “Therefore, I am smart,”
and it makes me feel better. They may have such strong
feelings that they want to punish the other person for
violating their expectations or standards: “What you
have done deserves to be punished. You have it coming.”
Most often, evaluations occur merely because people
don’t have any other alternatives in mind. They don’t
know how to be congruent without being judgmental or
evaluating the other person.

The problem with evaluative communication is
that it is likely to be self-perpetuating. Placing a label on
someone else generally leads that person to place a label
on you, which makes you defensive in return. When
you are defensive and the other person is defensive, it’s
not hard to see why effective communication does not
occur. Both the accuracy of the communication and
quality of the relationship weaken. Arguments ensue.

An alternative to evaluation is descriptive
communication. It is difficult to avoid evaluating other
people without having an alternative strategy, so descrip-
tive communication is designed to reduce the tendency
to evaluate and to perpetuate a defensive interaction. It
allows a person to be congruent and authentic as well as
being helpful. Descriptive communication involves three
steps, summarized in Table 4.4.

First, describe objectively your observation of the
event that occurred or the behavior that you think
needs to be modified. As objectively and dispassion-
ately as possible, talk about what happened instead of
about the person involved. This description should
identify elements of the behavior that can be con-
firmed by someone else. Behavior should be compared
to accepted standards rather than to personal opinions
or preferences. Subjective impressions or attributions
to the motives of another person should be avoided.
The description “You have finished fewer projects
this month than anyone else in the division” can be
confirmed by an objective record. It relates strictly to
the behavior and to an objective standard, not to the
motives or personal characteristics of the subordinate.
There is less likelihood of the other person feeling
unfairly treated, since no evaluative label is placed on
the behavior or the person. Describing a behavior, as
opposed to evaluating a behavior, is relatively neutral,
as long as the manager’s manner is congruent with the
message.

Second, describe your (or others’) reactions to the
behavior or describe the consequences of the behav-
ior. Rather than projecting onto another person the
cause of the problem, focus on the reactions or conse-
quences the behavior has produced. This requires that
communicators are aware of their own reactions and
are able to describe them. Using one-word descriptions
for feelings is often the best method: “I’m concerned
about our productivity.” “Your level of accomplishment
frustrates me.” Similarly, the consequences of the
behavior can be pointed out: “Profits are off this
month,” “Department quality ratings are down,” or
“Two customers have called in to express dissatisfac-
tion.” Describing feelings or consequences also lessens
the likelihood of defensiveness since the problem is
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framed in the context of the communicator’s feelings or
objective consequences, not the attributes of the subor-
dinate. If those feelings or consequences are described
in a nonaccusing way, the major energies of the com-
municators can be focused on problem solving rather
than on defending against evaluations. That is, if I am
concerned, you have less of a reason to feel defensive.

Third, suggest a more acceptable alternative.
This focuses the discussion on the suggested alterna-
tive, not on the person. It also helps the other person
save face and avoid feeling personally criticized
because the individual is separated from the behavior.
Self-esteem is preserved because it is the behavior—
something controllable—not the person, that should
be modified. Of course, care should be taken not to
give the message, “I don’t like the way things are, so
what are you going to do about it?” The change need
not be the responsibility of only one of the communi-
cating parties. Instead, the emphasis should be on find-
ing a solution that is acceptable to both people, not on
deciding who is right and who is wrong or who should
change and who shouldn’t. For example, “I suggest
that you identify what it would take to complete six
more projects than you did last month,” or “I would
like to help you identify the things that are standing in
the way of higher performance.”

One concern that is sometimes expressed regarding
descriptive communication is that these steps may not
work unless the other person knows the rules, too. We

have heard people say that if both people know about
supportive communication, it works; otherwise the
person who doesn’t want to be supportive can subvert
any positive result. For example, the other person might
say, “I don’t care how you feel,” or “I have an excuse for
what happened, so it’s not my fault,” or “It’s too bad if
this annoys you. I’m not going to change.” How might
you respond to these responses? Do you abandon
principles of descriptive communication and become
evaluative and defensive in return? Do you engage in
the “Yes, you are”; “No, I’m not”; “Yes, you are”; “No,
I’m not” kind of argument?

There is an alternative. This display of lack of con-
cern, or a defensive reaction, now becomes the priority
problem. The problem of low performance will be very
difficult to address as long as the more important inter-
personal problem between these two people is blocking
progress. In effect, the focus must shift from coaching to
counseling, from focusing on ability to focusing on atti-
tude. If two people cannot work on the problem
together, no amount of communication about the conse-
quences of poor performance will be productive. Instead,
the focus of the communication should be shifted to the
lack of concern in the relationship, or the obstacles that
inhibit working together to improve performance.
Staying focused on the problem, remaining congruent,
and using descriptive language become critical.

Effective supportive communicators do not abandon
the three steps. They simply switch the focus. They

Table 4.4 Descriptive Communication

Step 1: Describe objectively the event, behavior, or circumstance.

• Avoid accusations.

• Present data or evidence.

Example: Three clients have complained to me this month that you have not responded to their requests.

Step 2: Focus on the behavior and your reaction, not on the other person’s attributes.

• Describe your reactions and feelings.

• Describe the objective consequences that have resulted or will result.

Example: I’m worried because each client has threatened to go elsewhere if we aren’t more responsive.

Step 3: Focus on solutions.

• Avoid discussing who’s right or wrong.

• Suggest an acceptable alternative.

• Be open to other alternatives.

Example: We need both to win back their confidence and to show them you are responsive. I suggest you offer 
to do a free analysis of their systems.



250 CHAPTER 4 BUILDING RELATIONSHIPS BY COMMUNICATING SUPPORTIVELY

might respond, “I’m surprised to hear you say that you
don’t care how I feel about this problem (step 1). Your
response concerns me, and I think it might have impor-
tant implications for the productivity of our team (step 2).
I suggest we spend some time trying to identify the
obstacles you feel might be inhibiting our ability to work
together on this problem (step 3).”

It has been our experience that few individuals are
completely recalcitrant about wanting to improve, and
few are completely unwilling to work on problem
solving when they believe that the communicator has
their interests at heart. A common criticism of American
managers, however, is that compared to their Asian
counterparts, many do not believe in these assumptions.
They do not accept the fact that employees are “doing
the best that they can,” that “people want to get along
with one another,” and that “people are motivated by
opportunities for improvement.” In Trompenaars’
(1996, 1998) terms, national cultures differ in the
extent to which they focus on individual achievement
(“I’ll do what’s best for me”) versus the collective good
(“I’m concerned about what is best for the group”).
These are also similar to McGregor’s (1960) Theory Y
assumptions (e.g., individuals can be trusted to do what
is right) as opposed to Theory X assumptions (e.g., indi-
viduals should be mistrusted since it takes threats of
punishment to motivate change). In our experience,
regardless of the national culture, most people want to
perform successfully, to be a part of a productive and sat-
isfying team, and to be contributors. When managers
use supportive communication principles, not as manip-
ulative devices but as genuine techniques to foster
development and improvement, we have seldom found
that people will not accept these genuine, authentic,
congruent expressions. This applies to cultures all over
the globe.

It is important to keep in mind, however, that the
steps of descriptive communication do not imply that
one person should do all the changing. Frequently a
middle ground must be reached on which both individ-
uals are satisfied (e.g., one person becomes more toler-
ant of deliberate work, and the other person becomes
more conscious of trying to work faster). It is important
to follow up these kinds of interaction sessions with dis-
cussions to monitor and clarify what was heard, what
the reactions were, and whether progress is being
made. A person’s performance problems, for example,
may stem from poor work habits developed over time.
Such habits are not likely to change abruptly even if
a coaching sessions goes especially well. Moreover, it
is important to ensure that misinterpretation of the
message or its intent did not occur after the fact.

Reinforcing a sense of caring and genuine concern is an
important follow-up step.

When it is necessary to make evaluative state-
ments, the evaluations should be made in terms of some
established criteria (e.g., “Your behavior does not meet
the prescribed standard”), some probable outcomes
(e.g., “Continuation of your behavior will lead to worse
consequences”), or some past successes by the same
individual (e.g., “This behavior is not as good as your
past behavior”). The important point is to avoid discon-
firming the other person or arousing defensiveness.

3. SUPPORTIVE 
COMMUNICATION 
IS PROBLEM-ORIENTED,
NOT PERSON-ORIENTED

Problem-oriented communication focuses on problems
and solutions rather than on personal traits. Person-
oriented communication focuses on the characteristics
of the individual, not the event. “This is the problem”
rather than “You are the problem” illustrates the differ-
ence between problem and person orientation.
Problem-oriented communication is useful even when
personal appraisals are called for because it focuses on
behaviors and events. Person-oriented communica-
tion, on the other hand, often focuses on things that
cannot be changed or controlled, and it can send the
message that the individual is inadequate.

Statements such as “You are dictatorial” and “You
are insensitive” describe the person, while “I am being
left out of decision making” and “We don’t seem to see
things the same way” describe problems. Imputing
motives is person-oriented (“It’s because you want to
control other people”), whereas describing overt
behaviors is problem-oriented (“You made several sar-
castic comments in the meeting today”).

One problem with person-oriented communica-
tion is that, while most people can change their behav-
ior, few can change their basic personalities. Because
nothing can generally be done to accommodate person-
oriented communication, it leads to a deterioration
in the relationship rather than to problem solving.
Person-oriented messages often try to persuade the
other individual that “this is how you should feel” or
“this is what kind of person you are” (e.g., “You are an
incompetent manager, a lazy worker, or an insensitive
office mate”). But since most individuals accept
themselves pretty much as they are, their common
reaction to person-oriented communication is to defend
themselves against it or reject it outright. Even when
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communication is positive (e.g., “You are a wonderful
person”), it may not be viewed as trustworthy if it is
not tied to a behavior or an accomplishment (e.g., “I
think you are a terrific person because of the extra-mile
service you rendered to our organization”). The
absence of a meaningful referent is the key weakness in
person-oriented communication.

In building positive, supportive relationships,
problem-oriented communication should also be linked
to accepted standards or expectations rather than to per-
sonal opinions. Personal opinions are more likely to be
interpreted as person-oriented and arouse defensiveness
than statements in which the behavior is compared to
an accepted standard or performance. For example, the
statement, “I don’t like the way you dress” is an expres-
sion of a personal opinion and will probably create resis-
tance, especially if the listener does not feel that the
communicator’s opinions are any more legitimate than
his or her own. On the other hand, “Your dress is not in
keeping with the company dress code,” or “In this firm,
everyone is expected to wear a tie to work,” are com-
parisons to external standards that have some legiti-
macy. Feelings of defensiveness are less likely to arise
since the problem, not the person, is being addressed. In
addition, other people are more likely to support a state-
ment based on a commonly accepted standard.

Supportive communicators need not avoid express-
ing personal opinions or feelings about the behavior or
attitudes of others. When doing so, however, they
should keep in mind the following additional principles.

4. SUPPORTIVE 
COMMUNICATION 
VALIDATES RATHER THAN
INVALIDATES INDIVIDUALS

Validating communication helps people feel recog-
nized, understood, accepted, and valued. Communi-
cation that is invalidating arouses negative feelings
about self-worth, identity, and relatedness to others. It
denies the presence, uniqueness, or importance of other
individuals. Especially important are communications
that invalidate people by conveying superiority, rigidity,
indifference, and imperviousness (Brownell, 1986;
Cupach & Spitzberg, 1994; Sieburg, 1978; Steil et al.,
1983). Barnlund’s (1968) observation more than a quar-
ter century ago is even more true today:

People often do not take time, do not listen,
do not try to understand, but interrupt, antici-
pate, criticize, or disregard what is said; in
their own remarks they are frequently vague,

inconsistent, verbose, insincere, or dogmatic.
As a result, people often conclude conversa-
tions feeling more inadequate, more mis-
understood, and more alienated than when
they started. (p. 618)

Communication that is superiority oriented gives
the impression that the communicator is informed
while others are ignorant, adequate while others are
inadequate, competent while others are incompetent,
or powerful while others are impotent. It creates a bar-
rier between the communicator and those to whom
the message is sent.

Superiority-oriented communication can take
the form of put-downs, in which others are made to
look bad so that the communicator looks good. Or
it can take the form of “one-upmanship,” in which the
communicator tries to elevate himself or herself in
the esteem of others. One form of one-upmanship
is withholding information, either boastfully (“If
you knew what I knew, you would feel differently”)
or coyly to trip people up (“If you had asked me, I
could have told you the executive committee would
disapprove of your proposal”). Boasting almost always
makes others uncomfortable, mainly because it is
designed to convey superiority.

Another common form of superiority-oriented
communication is the use of jargon, acronyms, or
words in such a way as to exclude others or to create
barriers in a relationship. Doctors, lawyers, govern-
ment employees, and many professionals are well
known for their use of jargon or acronyms, designed to
exclude others or to elevate themselves rather than
to clarify a message. Speaking a foreign language in the
presence of individuals who don’t understand it may
also be done to create the impression of exclusiveness
or superiority. In most circumstances, using words or
language that a listener can’t understand is bad man-
ners because it invalidates the other person.

Rigidity in communication is the second major
type of invalidation: The communication is portrayed as
absolute, unequivocal, or unquestionable. No other opin-
ion or point of view could possibly be considered.
Individuals who communicate in dogmatic, “know-it-all”
ways often do so in order to minimize others’ contribu-
tions or to invalidate others’ perspectives. It is possible to
communicate rigidity, however, in ways other than just
being dogmatic. Rigidity is also communicated by:

❏ Reinterpreting all other viewpoints to conform
to one’s own.

❏ Never saying, “I don’t know,” but having an
answer for everything.
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❏ Appearing unwilling to tolerate criticisms or
alternative points of view.

❏ Reducing complex issues to simplistic definitions
or generalizations.

❏ Placing exclamation points after statements so
the impression is created that the statement is
final, complete, or unqualified.

❏ Resistance to receiving personal feedback.

Indifference is communicated when the other
person’s existence or importance is not acknowledged.
A person may do this by using silence, by making no
verbal response to the other’s statements, by avoiding
eye contact or any facial expression, by interrupting
the other person frequently, by using impersonal
words (“one should not” instead of “you should not”),
or by engaging in unrelated activity during a conversa-
tion. The communicator appears not to care about the
other person and gives the impression of being imper-
vious to the other person’s feelings or perspectives. To
be indifferent is to exclude others, to treat them as if
they are not even present.

Imperviousness means that the communicator
does not acknowledge the feelings or opinions of the
other person. They are either labeled illegitimate—
“You shouldn’t feel that way” or “Your opinion is
incorrect”—or they are labeled as ignorant—“You
don’t understand,” “You’ve been misinformed,” or
(worse yet) “Your opinion is naive.” Being impervious
means to ignore or make unimportant the personal
feelings or thoughts of another. It serves to exclude the
other person’s contribution to the conversation or the
relationship, and it makes the other person feel illegiti-
mate or unimportant.

Communication is invalidating when it denies the
other person an opportunity to establish a mutually sat-
isfying relationship or when contributions cannot be
made by both parties. When one person doesn’t allow
the other to finish a sentence, adopts a competitive,
win-or-lose stance, sends confusing messages, or dis-
qualifies the other person from making a contribution,
communication is invalidating and, therefore, dysfunc-
tional for effective problem solving.

Invalidation is even more destructive in interper-
sonal relationships than criticism or disagreement
because criticism and disagreement do, in fact, validate
the other person by recognizing that what was said or
done is worthy of correction, response, or notice. As
William James (1965) stated, “No more fiendish pun-
ishment could be devised, even were such a thing phys-
ically possible, than that one could be turned loose in a

society and remain absolutely unnoticed by all the
members thereof.”

Validating communication, on the other hand,
helps people feel recognized, understood, accepted,
and valued (see also the chapter on Empowering
and Delegating). It has four attributes: It is egalitarian,
flexible, two-way, and based on agreement.

Respectful, egalitarian communication (the
opposite of superiority-oriented communication) is
especially important when a person with a higher sta-
tus interacts with a person of a lower status. When a
hierarchical distinction exists between individuals, for
example, it is easy for subordinates to feel invalidated
since they have access to less power and information
than their managers. Supportive communicators, how-
ever, help subordinates feel that they have a stake in
identifying problems and resolving them by communi-
cating an egalitarian stance. They treat subordinates as
worthwhile, competent, and insightful and emphasize
joint problem solving rather than projecting a superior
position. They can do this merely by asking for opin-
ions, suggestions, and ideas. Another way they do this
is by using flexible (rather than rigid) statements.

Even without hierarchical differences, however,
communicating respectfully and in an egalitarian way
is important. When people of different nationalities,
ethnic groups, or genders are communicating, for
example, some people are almost always vulnerable to
feeling excluded or inferior. In those circumstances,
egalitarian and inclusive statements are especially
important in order to foster supportive relationships.

Flexibility in communication is the willingness of
a person to communicate an understanding that the other
party may possess additional data and other alternatives
that may make significant contributions both to the prob-
lem solution and to the relationship. It simply implies
being receptive to other people. It means communicating
genuine humility—not self-abasement or weakness—
and a willingness to learn and to be open to new experi-
ence. It means remaining open to new insights. As
Benjamin Disraeli noted, “To be conscious that you are
ignorant is a first great step toward knowledge.”

Perceptions and opinions are not presented as facts
in flexible communication, but are stated provisionally.
No claim is made for the absolute truthfulness of opin-
ions or assumptions. Rather, they are identified as being
changeable if more data should become available.
Flexible communication conveys a willingness to enter
into joint problem solving rather than to control the
other person or to assume a master–teacher role.
However, being flexible is not synonymous with being
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wishy-washy. “Gee, I can’t make up my mind” is wishy-
washy, whereas “I have my own opinions, but what do
you think?” suggests flexibility.

Two-way communication is an implied result of
respectfulness and flexibility. Individuals feel validated
when they are asked questions, given “air time” to
express their opinions, and encouraged to participate
actively in the interpersonal interaction. Two-way
interchange communicates the message that the other
person is valued, which is a prerequisite for building
collaboration and teamwork (see the chapter on
Building Effective Teams and Teamwork).

Finally, one person’s communication validates
another when it identifies areas of agreement and joint
commitment. One way to express validation based on
agreement is to identify positive behaviors, positive atti-
tudes, and positive consequences. Almost all models of
negotiation, teambuilding, and conflict resolution
prescribe finding areas of agreement upon which every-
one can concur. Agreement makes progress possible.
Similarly, highlighting positive factors also provides posi-
tive energy and a willingness to invest in conversation.
Some examples include pointing out important points
made by the other person before pointing out trivial
ones, areas of agreement before areas of disagreement,
advantages of the other person’s statements before dis-
advantages, compliments before criticisms, and positive
next steps before past mistakes. The point is, validating
other people helps create feelings of self-worth and self-
confidence that can translate into self-motivation and
improved performance. Positive relationships result.
Invalidation, on the other hand, seldom produces such
positive outcomes, yet it is a common form of response
when people encounter something that they feel a need
to criticize or correct.

5. SUPPORTIVE 
COMMUNICATION 
IS SPECIFIC (USEFUL),
NOT GLOBAL (NONUSEFUL)

Specific statements are supportive because they identify
something that can be easily understood and acted upon.
In general, the more specific a statement is, the more
effective it is in motivating improvement. For example,
the statement “You have trouble managing your time” is
too general to be useful, whereas “You spent an hour
scheduling meetings today when that could have been
done by your assistant” provides specific information
that can serve as a basis for behavioral change. “Your
communication needs to improve” is not nearly as useful

as a more specific “In this role play exercise, you used
evaluative statements 60 percent of the time and descrip-
tive statements 10 percent of the time.”

Specific statements avoid extremes and absolutes.
The following are extreme or global (and nonuseful)
statements that lead to defensiveness or disconfirmation:

A: “You never ask for my advice.”
B: “Yes, I do. I always consult you before

making a decision.”

A: “You have no consideration for others’
feelings.”

B: “I do so. I am always considerate.”

A: “This job stinks.”
B: “You’re wrong. It’s a great job.”

Another common type of global communication is
the either–or statement, such as “You either do what I
say or I’ll fire you,” “Life is either a daring adventure
or nothing” (Helen Keller), and “If America doesn’t
reduce its national debt, our children will never
achieve the standard of living we enjoy today.”

The problem with extreme and either–or state-
ments is that they deny any alternatives. The possible
responses of the recipient of the communication are
severely constrained. To contradict or deny the state-
ment generally leads to defensiveness and arguments. A
statement by Adolf Hitler in 1933 illustrates the point:
“Everyone in Germany is a National Socialist; the few
outside the party are either lunatics or idiots.” On the
other hand, a friend of ours was asked to serve as a con-
sultant to a labor and management committee. As he
entered the room and was introduced as a professor, the
union president declared: “Either he goes or I go.”

What would you do? How would you use sup-
portive communication when the union president has
made a global statement that either excludes you or
cancels the negotiations? Our friend’s reply was, “I
hope there are more alternatives than that. Why don’t
we explore them?” This response provided a way for
communication to continue and for the possibility of a
supportive relationship to be formed.

Specific statements are more useful in interper-
sonal relationships because they focus on behavioral
events and indicate gradations in positions. More use-
ful forms of the examples above are the following:

A: “You made that decision yesterday with-
out asking for my advice.”

B: “Yes, I did. While I generally like to get your
opinion, I didn’t think it was necessary in
this case.”
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A: “By using sarcasm in your response to my
request, you gave me the impression you
don’t care about my feelings.”

B: “I’m sorry. I know I am often sarcastic
without thinking how it affects others.”

A: “The pressure to meet deadlines affects
the quality of my work.”

B: “Since deadlines are part of our work, let’s
discuss ways to manage the pressure.”

Specific statements may not be useful if they focus
on things over which another person has no control. 
“I hate it when it rains,” for example, may relieve
some personal frustration, but nothing can be done to
change the weather. Similarly, communicating the
message (even implicitly) “The sound of your voice (or
your personality, your weight, your tastes, the way you
are, etc.) bothers me” only proves frustrating for the
interacting individuals. Such a statement is usually
interpreted as a personal attack. The reaction is likely
to be, “What can I do about that?” or “I don’t even
understand what you mean.” Specific communication
is useful to the extent that it focuses on an identifiable
problem or behavior about which something can be
done (e.g., “It bothers me when you talk so loudly in
the library that it disturbs others’ concentration”).

Even when offering compliments to another per-
son, being specific is better than being global or general.
For example, providing positive feedback to someone by
saying “You are a nice person” is not nearly as helpful as
describing an incident or a behavior that created that
impression; for example, “You seem to always smile
when I see you, and you express interest in my work.”
Whereas both statements are pleasant to hear, the spe-
cific comment is much more helpful than the general
comment.

6. SUPPORTIVE 
COMMUNICATION 
IS CONJUNCTIVE,
NOT DISJUNCTIVE

Conjunctive communication is joined to previous
messages in some way. It flows smoothly. Disjunctive
communication is disconnected from what was
stated before.

Communication can become disjunctive in at
least three ways. First, there can be a lack of equal
opportunity to speak. When one person interrupts
another, when someone dominates by controlling “air
time,” or when two or more people try to speak at the

same time, the communication is disjunctive. The
transitions between exchanges do not flow smoothly.
A smooth transition does not occur between one state-
ment and the next. Second, extended pauses are dis-
junctive. When speakers pause for long periods in the
middle of their speeches or when there are long pauses
before responses, the communication is disjunctive.
Pauses need not be total silence; the space may be
filled with “umm,” “aaah,” or a repetition of some-
thing stated earlier, but the communication does not
progress. Third, topic control can be disjointed. When
one person decides unilaterally what the next topic
of conversation will be (as opposed to having it
decided bilaterally), the communication is disjunctive.
Individuals may switch topics, for example, with no
reference to what was just said, or they may control
the other person’s communication topic by directing
what should be responded to. Sieburg (1969) found
that more than 25 percent of the statements made in
small-group discussions failed to refer to or even
acknowledge prior speakers or their statements.

These three factors—taking turns speaking, man-
agement of timing, and topic control—contribute to
what Wiemann (1977) called “interaction manage-
ment.” They have been found to be crucial in supportive
communication. In an empirical study of perceived com-
munication competence, Wiemann (1977, p. 104) found
that “the smoother the management of the interaction,
the more competent the communicator was perceived to
be.” People who took turns, who did not dominate with
pauses or excessive air time, and who connected what
they said to what others had said in the past were judged
as competent communicators. In fact, interaction
management was concluded to be the most powerful
determinant of perceived communication competence in
his experimental study. Individuals who used conjunctive
communication were rated as being significantly more
competent in interpersonal communication than were
those whose communication was disjunctive.

This suggests that people who are good at building
positive relationships use several kinds of behaviors in
managing communication situations so they are con-
junctive rather than disjunctive. For example, they fos-
ter conjunctive communication in an interaction by
asking questions that are based directly on the subordi-
nate’s previous statement, by waiting for a sentence to
be completed before beginning a response (e.g., not
finishing a sentence for someone else), and by saying
only three or four sentences at a time before pausing to
give the other person a chance to add input. All of us
have been in interactions in which one person goes on
and on and on without allowing others to comment
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or contribute. Almost always it produces discomfort
because it is disjunctive. Interaction, exchange, and
give-and-take are necessary for supportive communica-
tion to occur. In other words, supportive commu-
nicators avoid long pauses, their statements refer to
what has been said before, and they take turns speak-
ing. Figure 4.2 illustrates the continuum of conjunctive
and disjunctive statements.

By using conjunctive communication, managers
confirm the worth of the other person’s statements,
thereby helping to foster joint problem solving and
teamwork.

7. SUPPORTIVE 
COMMUNICATION 
IS OWNED, NOT DISOWNED

Taking responsibility for one’s statements and acknowl-
edging that the source of the ideas is oneself and not
another person or group is owning communication.
Using first-person words, such as “I,” “me,” “mine,”
indicates owning communication. Disowning com-
munication is suggested by use of third-person or first-
person-plural words: “We think,” “They said,” or “One
might say.” Disowned communication is attributed to
an unknown person, group, or to some external source
(e.g., “Lots of people think”). The communicator avoids
taking responsibility for the message and therefore
avoids investing in the interaction. This may convey the

message that the communicator is aloof or uncaring
about the receiver or is not confident enough in the
ideas expressed to take responsibility for them.

Glasser (1965, 2000) based his approach to mental
health—reality therapy—on the concept of taking
responsibility for, or owning, communication and
behavior. According to Glasser, people’s mental health
depends on their accepting responsibility for their state-
ments and behaviors. The basic assumption of reality
therapy is that taking responsibility for your own com-
munication builds self-confidence and a sense of self-
worth. The opposite, attributing what one feels or says
to someone or something else (e.g., “My being cranky
isn’t my fault because my roommate stayed up all night
playing loud music”) leads to poor mental health and
loss of self-control. Ownership and responsibility are
keys to personal growth and to trusting and effective
interpersonal relationships. You will trust me more if
you know that I take responsibility for my statements.

One result of disowned communication is that the
listener is never sure whose point of view the message
represents: “How can I respond if I don’t know to
whom I am responding?” “If I don’t understand the
message, whom can I ask since the message represents
someone else’s point of view?” Moreover, an implicit
message associated with disowned communication is,
“I want to keep distance between you and me.” The
speaker communicates as a representative rather than
as a person, as a message-conveyer rather than an

. . . refers to an immediately
      preceding statement.

The communicator’s statement or question . . . Most Conjunctive

Disjunctive

. . . refers to a statement that was made
      earlier in the conversation.

. . . refers to something not stated previously but that
      both parties understand or share in common.

. . . refers to nothing that has been said or
      that the parties share in common.

Figure 4.2 The Continuum of Conjunctive Statements



256 CHAPTER 4 BUILDING RELATIONSHIPS BY COMMUNICATING SUPPORTIVELY

interested individual. Owned communication, on the
other hand, indicates a willingness to invest oneself in
a relationship and to act as a colleague or helper.

This last point suggests that coaches or counselors
should encourage others to own their own statements.
This can be done by example but also by asking the
other person to restate disowning statements, as in this
exchange:

SUBORDINATE: Everyone else says my work
is fine.
MANAGER: So no one besides me has ever
expressed dissatisfaction with your work or
suggested how to improve it?
SUBORDINATE: Well . . . Mark complained
that I took shortcuts and left him to clean up
after me.
MANAGER: Was his complaint fair?
SUBORDINATE: Yeah, I guess so.
MANAGER: What led you to take shortcuts?
SUBORDINATE: My work was piling up, and I
felt I had too much to do.
MANAGER: Does this happen often, that your
work builds up and you look for shortcuts?
SUBORDINATE: More than I’d like.

Here the manager has used conjunctive questions
to guide the subordinate away from disowning respon-
sibility toward acknowledging a behavior that may be
affecting others’ performance.

8. SUPPORTIVE 
COMMUNICATION 
REQUIRES SUPPORTIVE
LISTENING, NOT ONE-WAY
MESSAGE DELIVERY

The previous seven attributes of supportive communica-
tion all focus on message delivery, where a message is
initiated by the coach or counselor. But another aspect
of supportive communication—that is, listening and
responding effectively to someone else’s statements—is
at least as important as delivering supportive messages.
As Maier, Solem, and Maier (1973, p. 311) stated: “In
any conversation, the person who talks the most is the
one who learns the least about the other person. The
good supervisor therefore must become a good listener.”

Haas and Arnold (1995) found that in the work-
place, about one-third of the characteristics people use
to judge communication competence have to do with
listening. Kramer (1997) found that good listening skills
accounted for 40 percent of the variance in effective

leadership. In short, good listeners are more likely to
be perceived to be skillful communicators. In fact,
people who are judged to be the most “wise,” or to pos-
sess the attribute of wisdom—and, therefore, are the
most sought-after people with whom to interact—are
also the best listeners (Kramer, 2000; Sternberg, 1990).

In a survey of personnel directors in 300 busi-
nesses and industries conducted to determine what
skills are most important in becoming a manager,
Crocker (1978) reported that effective listening was
ranked highest. Despite its importance in managerial
success, however, and despite the fact that most people
spend at least 45 percent of their communication time
listening, most people have underdeveloped listening
skills. Tests have shown, for example, that individuals
are usually about 25 percent effective in listening; that
is, they listen to and understand only about a fourth of
what is being communicated (Bostrom, 1997;
Huseman, Lahiff, & Hatfield, 1976). Geddie (1999)
reported that in a survey across 15 countries, listening
was found to be the poorest communication skill.
When asked to rate the extent to which they are skilled
listeners, 85 percent of all individuals rate themselves
as average or worse. Only 5 percent rate themselves as
highly skilled (Steil, 1980). It is particularly unfortunate
that listening skills are often poorest when people inter-
act with those closest to them, such as family members
and coworkers. They interrupt and jump to conclusions
more frequently (i.e., they stop listening) with people
close to them than with others.

When individuals are preoccupied with meeting
their own needs (e.g., saving face, persuading some-
one else, winning a point, avoiding getting involved),
when they have already made a prior judgment, or
when they hold negative attitudes toward the commu-
nicator or the message, they don’t listen effectively.
Because a person listens at the rate of 500 words a
minute but speaks at a normal rate of only 125 to 250
words a minute, the listener’s mind can dwell on other
things half the time. Therefore, being a good listener is
neither easy nor automatic. It requires developing the
ability to hear and understand the message sent by
another person, while at the same time helping to
strengthen the relationship between the interacting
parties.

Rogers and Farson (1976) suggest that this kind of
listening conveys the idea that:

I’m interested in you as a person, and I think
what you feel is important. I respect your
thoughts, and even if I don’t agree with them,
I know they are valid for you. I feel sure you
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have a contribution to make. I think you’re
worth listening to, and I want you to know that
I’m the kind of person you can talk to. (p. 99)

People do not know they are being listened to
unless the listener makes some type of response. This
can be simple eye contact and nonverbal responsive-
ness such as smiles, nods, and focused attention.
However, competent managers who must coach and
counsel also select carefully from a repertoire of verbal
response alternatives that clarify the communication as
well as strengthen the interpersonal relationship. The
mark of a supportive listener is the competence to
select appropriate responses to others’ statements
(Bostrom, 1997).

The appropriateness of a response depends to
some degree on whether the focus of the interaction is
primarily coaching or counseling. Of course, seldom
can these two activities be separated from one another
completely—effective coaching often involves coun-
seling and effective counseling sometimes involves
coaching—and attentive listening involves the use of a
variety of responses. Some responses, however, are
more appropriate under certain circumstances than
others.

Figure 4.3 lists four major response types and
arranges them on a continuum from most directive
and closed to most nondirective and open. Closed
responses eliminate discussion of topics and provide
direction to individuals. They represent methods by
which the listener can control the topic of conversa-
tion. Open responses, on the other hand, allow the
communicator, not the listener, to control the topic of
conversation. Each of these response types has certain

advantages and disadvantages, and none is appropriate
all the time under all circumstances.

Most people get in the habit of relying heavily on
one or two response types, and they use them regard-
less of the circumstances. Moreover, most people have
been found to rely first and foremost on evaluative or
judgmental responses (Bostrom, 1997; Rogers, 1961).
That is, when they encounter another person’s state-
ments, most people tend to agree or disagree, to pass
judgment, or to immediately form a personal opinion
about the legitimacy or veracity of the statement. On
the average, about 80 percent of most people’s
responses have been found to be evaluative. Supportive
listening, however, avoids evaluation and judgment as a
first response. Instead, it relies on flexibility in response
types and the appropriate match of responses to
circumstances. The four major types of responses are
discussed below.

Advising

An advising response provides direction, evaluation,
personal opinion, or instructions. Such a response
imposes on the communicator the point of view of the
listener, and it creates listener control over the topic of
conversation. The advantages of an advising response
are that it helps the communicator understand some-
thing that may have been unclear before, it helps iden-
tify a problem solution, and it can provide clarity about
how the communicator should act or interpret the
problem. It is most appropriate when the listener has
expertise that the communicator doesn’t possess or
when the communicator is in need of direction.
Supportive listening sometimes means that the listener
does the talking, but this is usually appropriate only

Directive

Response

Generally
useful when

coaching

Nondirective

Response

Generally
useful when
counseling

Closed

Response

Generally
useful during
later stages

of discussion

Open

Response

Generally
useful during
early stages
of discussion

Advising,  Deflecting,  Probing,  Reflecting

Advising,  Deflecting,  Probing,  Reflecting

Figure 4.3 Response Types in Supportive Listening
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when advice or direction is specifically requested.
Most listeners have a tendency to offer much more
advice and direction than is appropriate.

One problem with advising is that it can produce
dependence. Individuals get used to having someone
else generate answers, directions, or clarifications.
They are not permitted to figure out issues and solu-
tions for themselves. A second problem is that advising
also creates the impression that the communicator is
not being understood by the listener. Rogers (1961)
found that most people, even when they seem to be
asking for advice, mainly desire understanding and
acceptance, not advice. They want the listener to share
in the communication but not take charge of it. The
problem with advising is that it removes from the com-
municator the opportunity to stay focused on the issue
that is on the communicator’s mind. Advice shifts the
control of the conversation away from the communica-
tor. A third problem with advising is that it shifts focus
from the communicator’s issue to the listener’s advice.
When listeners feel advising is appropriate, they con-
centrate more on the legitimacy of the advice or on the
generation of alternatives and solutions than on simply
listening attentively. When listeners are expected to
generate advice and direction, they may focus more on
their own experience than on the communicator’s
experience, or on formulating their advice more than
on the nuances of the communicator’s message. It is
difficult to simultaneously be a good listener and a good
adviser. A fourth potential problem with advising is that
it can imply that communicators don’t have the neces-
sary understanding, expertise, insight, or maturity, so
they need help because of their incompetence.

One way to overcome the disadvantages of advis-
ing is to avoid giving advice as a first response. Almost
always advising should follow other responses that
allow communicators to have control over the topics
of conversation, that show understanding and accep-
tance, and that encourage analysis and self-reliance on
the part of communicators. First communicating con-
cern and personal interest, for example, makes much
more likely that any advice being offered will be heard
and accepted.

In addition, advice should either be connected to
an accepted standard or should be tentative. An
accepted standard means that communicators and lis-
teners both acknowledge that the advice will lead to a
desired outcome and that it is inherently good, right,
or appropriate. When this is impossible, the advice
should be communicated as the listener’s opinion or
feeling, and as only one option (i.e., with flexibility),
not as the only option. This permits communicators to

accept or reject the advice without feeling that the
adviser is being invalidated or rejected if the advice is
not accepted.

Deflecting

A deflecting response switches the focus from
the communicator’s problem to one selected by the
listener. Listeners deflect attention away from the origi-
nal problem or the original statement. The listener essen-
tially changes the subject. Listeners may substitute their
own experience for that of the communicator (e.g., “Let
me tell you something similar that happened to me”) or
introduce an entirely new topic (e.g., “That reminds me
of [something else]”). The listener may think the current
problem is unclear to the communicator and that the use
of examples or analogies will help. Or, the listener may
feel that the communicator needs to be reassured that
others have experienced the same problem and that sup-
port and understanding are available.

Deflecting responses are most appropriate when a
comparison or some reassurance is needed. They can
provide empathy and support by communicating the
message “I understand because of what happened to
me (or someone else).” They can also convey the
assurance “Things will be fine. Others have also had
this experience.” Deflection is also often used to avoid
embarrassing either the communicator or the listener.
Changing the subject when either party becomes
uncomfortable or answering a question other than the
one asked are common examples.

The disadvantages of deflecting responses, how-
ever, are that they can imply that the communicator’s
message is not important or that the experience of the
listener is more significant than that of the communi-
cator. They may produce competitiveness or feelings of
being one-upped by the listener. Deflection can be
interpreted as, “My experience is more worthy of dis-
cussion than yours.” Or it may simply change the sub-
ject from something that is important and central to
the communicator to a topic that is not as important.
(“I want to talk about something important to me, but
you changed the subject to your own experience.”)

Deflecting responses are most effective when they
are conjunctive—that is, when they are clearly con-
nected to what the communicator just said, when the
listener’s response leads directly back to the communi-
cator’s concerns, and when the reason for the deflec-
tion is made clear. That is, deflecting can produce
desirable outcomes if the communicator feels sup-
ported and understood, not invalidated, by the change
in topic focus.
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Probing

A probing response asks a question about what the
communicator just said or about a topic selected by the
listener. The intent of a probe is to acquire additional
information, to help the communicator say more about
the topic, or to help the listener foster more appropriate
responses. For example, an effective way to avoid
being evaluative and judgmental and to avoid triggering
defensive reactions is to continue to ask questions.
Questioning helps the listener adopt the communicator’s
frame of reference so that in coaching situations sugges-
tions can be specific (not global) and in counseling
situations statements can be descriptive (not evaluative).
Questions tend to be more neutral in tone than direct
statements. A study of top management team communi-
cation, for example, found that high-performing teams
had a balance between inquiry (asking questions or
probing) and advocacy (declaring or advocating a per-
spective), so that questions and probes received equal
time. Low-performing teams were heavily oriented
toward advocacy and away from inquiry and probing
(Losada & Heaphy, 2004).

Questioning, however, can sometimes have the
unwelcome effect of switching the focus of attention
from the communicator’s statement to the reasons
behind it. The question “Why do you think that way?”
for example, might pressure the communicator to justify
a feeling or a perception rather than just report it.
Similarly, probing responses can serve as a mechanism for
escaping discussion of a topic or for maneuvering the
topic around to one the listener wants to discuss (e.g.,
“Instead of discussing your feelings about your job, tell
me why you didn’t respond to my memo”). Probing
responses can also allow the communicator to lose
control of the conversation, especially when difficult
subjects need to be addressed (e.g., “Why aren’t you

performing up to your potential?” allows all kinds of
other issues to be raised that may or may not be apropos.)

Two important hints should be kept in mind to
make probing responses more effective. One is that
“why” questions are seldom as effective as “what” ques-
tions. “Why” questions lead to topic changes, escapes,
and speculations more often than to valid information.
For example, the question “Why do you feel that way?”
can lead to off-the-wall statements such as “Because I
am a redhead,” or “Because my father was an alcoholic
and my mother beat me,” or “Because Dr. Laura said
so.” These are silly examples, but they illustrate how
ineffective “why” questions can be. “What do you mean
by that?” is likely to be more fruitful.

A second hint is to tailor the probes to fit the situa-
tion. Four types of probes are useful in interviewing.
When the communicator’s statement does not contain
enough information, or part of the message is not under-
stood, an elaboration probe should be used (e.g., “Can
you tell me more about that?”). When the message is not
clear or is ambiguous, a clarification probe is best
(e.g., “What do you mean by that?”). A repetition
probe works best when the communicator is avoiding a
topic, hasn’t answered a previous question, or a previous
statement is unclear (e.g., “Once again, what do you
think about this?”). A reflection probe is most effective
when the communicator is being encouraged to keep
pursuing the same topic in greater depth (e.g., “You say
you are discouraged?”). Table 4.5 summarizes these four
kinds of questions or probes.

Probing responses are especially effective in turning
hostile or conflictive conversations into supportive con-
versations. Asking questions can often turn attacks into
consensus, evaluations into descriptions, general state-
ments into specific statements, disowning statements
into owning statements, or person-focused declarations

Table 4.5 Four Types of Probing Responses

TYPE OF PROBE EXPLANATION

Elaboration Probe Use when more information is needed. 
("Can you tell me more about that?")

Clarification Probe Use when the message is unclear or ambiguous. 
("What do you mean by that?")

Repetition Probe Use when topic drift occurs or statements are unclear. 
("Once again, what do you think about this?")

Reflection Probe Use to encourage more in-depth pursuit of the same 
topic.
("You say you are having difficulty?")
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into problem-focused declarations. In other words,
probes can often be used to help others use supportive
communication when they have not been trained in
advance to do so.

Reflecting

The primary purpose of the reflecting response is to
mirror back to the communicator the message that
was heard and to communicate understanding and
acceptance of the person. Reflecting the message in
different words allows the speaker to feel listened to,
understood, and free to explore the topic in more
depth. Reflective responding involves paraphrasing
and clarifying the message. Instead of simply mimick-
ing the communication, supportive listeners also con-
tribute meaning, understanding, and acceptance to the
conversation while still allowing communicators to
pursue topics of their choosing. Athos and Gabarro
(1978); Brownell (1986); Steil, Barker, and Watson
(1983); Wolvin and Coakley (1988); and others argue
that this response should be most typical in supportive
communication and should dominate coaching and
counseling situations. It leads to the clearest communi-
cation, the most two-way exchanges, and the most
supportive relationships. For example:

SUPERVISOR: Jerry, I’d like to hear about any prob-
lems you’ve been having with your job over the
last several weeks.
SUBORDINATE: Don’t you think they ought to
do something about the air conditioning in the
office? It gets to be like an oven in here every
afternoon! They said they were going to fix the
system weeks ago!
SUPERVISOR: It sounds like the delay is really
beginning to make you angry.
SUBORDINATE: It sure is! It’s just terrible the
way maintenance seems to being goofing off
instead of being responsive.
SUPERVISOR: So it’s frustrating . . . and
discouraging.
SUBORDINATE: Amen. And by the way, there’s
something else I want to mention. . . .

A potential disadvantage of reflective responses is
that communicators can get an impression opposite
from the one intended. That is, they can get the feeling
that they are not being understood or listened to care-
fully. If they keep hearing reflections of what they just
said, their response might be, “I just said that. Aren’t
you listening to me?” Reflective responses, in other

words, can be perceived as an artificial “technique” or
as a superficial response to a message.

The most effective listeners keep the following
rules in mind when using reflective responses.

1. Avoid repeating the same response over and over,
such as “You feel that . . . ,” “Are you saying
that . . . ?” or “What I heard you say was. . . .”

2. Avoid mimicking the communicator’s words.
Instead, restate what you just heard in a way
that helps ensure that you understand the mes-
sage and the communicator knows that you
understand.

3. Avoid an exchange in which listeners do not
contribute equally to the conversation, but serve
only as mimics. (One can use understanding or
reflective responses while still taking equal
responsibility for the depth and meaning of the
communication.)

4. Respond to the personal rather than the imper-
sonal. For example, to a complaint by a subor-
dinate about close supervision and feelings of
incompetence and annoyance, a reflective
response would focus on personal feelings
before supervision style.

5. Respond to expressed feelings before responding
to content. When a person expresses feelings,
they are the most important part of the message.
They may stand in the way of the ability to com-
municate clearly unless acknowledged.

6. Respond with empathy and acceptance. Avoid
the extremes of complete objectivity, detach-
ment, or distance on the one hand, or over-
identification (accepting the feelings as one’s
own) on the other.

7. Avoid expressing agreement or disagreement
with the statements. Use reflective listening
and other listening responses to help the com-
municator explore and analyze the problem.
Later you can draw on this information to help
fashion a solution.

The Personal Management Interview

Not only are the eight attributes of supportive commu-
nication effective in normal discourse and problem-
solving situations, but they can be most effectively
applied when specific interactions with subordinates
are planned and conducted frequently. One important
difference between effective and ineffective managers
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is the extent to which they provide their subordinates
with opportunities to receive regular feedback, to feel
supported and bolstered, and to be coached and
counseled. Providing these opportunities is difficult,
however, because of the tremendous time demands
most managers face. Many managers want to coach,
counsel, train, and develop subordinates, but they sim-
ply never find the time. Therefore, one important
mechanism for applying supportive communication
and for providing subordinates with development and
feedback opportunities is to implement a personal
management interview (PMI) program. This pro-
gram is probably the most frequently adopted tool that
managers employ in the executive education programs
we teach when they commit themselves to improving
relationships with their subordinates and team mem-
bers. We have received more feedback about the
success of the PMI program than almost any other
management improvement technique we have shared.
It is a very simple and straightforward technique for
implementing supportive communication and building
positive relationships in a manager’s role. Most impor-
tantly, however, it has also been proven to be equally
effective in family settings, community groups, church

service, or peer teams. Many people have implemented
the PMI system in their own families with their chil-
dren, for instance.

A PMI program is a regularly scheduled, one-on-one
meeting between a manager and his or her subordinates.
In a study of the performance of working departments
and intact teams in a variety of organizations, Boss (1983)
found that effectiveness increased significantly when
managers conducted regular, private meetings with sub-
ordinates on a biweekly or monthly basis. In a study of
health care organizations holding these regular personal
management interviews compared to those that did not,
significant differences were found in organizational
performance, employee performance and satisfaction,
and personal stress management scores. The facilities that
had instituted a PMI program were significantly higher
performers on all the personal and organizational perfor-
mance dimensions. Figure 4.4 compares the performance
effectiveness of teams and departments that implemented
the program versus those that did not.

Our own personal experience is also consistent with
the empirical findings. We have conducted personal
management interviews with individuals for whom
we have responsibility in a variety of professional,

B Teams initially
instituted a PMI

system, then stopped

B Teams
reinstituted

a PMI system

Combined measures
of team effectiveness,
including productivity,
leader–subordinate
relations, participation
and teamwork, trust, and
meeting effectiveness.
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Medium
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PMI
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PMI

6 Months
Later

12 Months
Later
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A Teams (N = 5) held regular PMIs with the managers.

B Teams (N = 5) discontinued PMIs after initial training, then reinstituted them.

Figure 4.4 Effects of an Ongoing Personal Management Interview Program

SOURCE: Journal of Applied Behavioral Science, Online.
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community, and church organization settings. We also
have conducted these sessions with our individual family
members. Rather than being an imposition and an artifi-
cial means of communication, these sessions—held 
one-on-one with each child or each member of the
unit—have been incredibly productive. Close bonds
have resulted, open sharing of information and feelings
has emerged, and the meetings themselves are eagerly
anticipated by both us and those with whom we have
conducted the PMI.

Instituting a PMI program consists of two steps.
First, a role-negotiation session is held in which expecta-
tions, responsibilities, standards of evaluation, reporting
relationships, and so on, are clarified. If possible, this
meeting is held at the outset of the relationship. Unless
such a meeting is held, most subordinates do not have a
clear idea of exactly what is expected of them or on
what basis they will be evaluated. In our own experi-
ences with managers and executives, few have
expressed confidence that they know precisely what is
expected of them or how they are being evaluated in
their jobs. In a role-negotiation session, that uncertainty
is addressed. The manager and subordinate negotiate all
job-related issues that are not prescribed by policy or by
mandate. A written record is made of the agreements
and responsibilities that result from the meeting that can
serve as an informal contract between the manager and
the subordinate. The goal of a role-negotiation session is
to obtain clarity between both parties regarding what
each expects from the other, what the goals and stan-
dards are, and what the ground rules for the relationship
are. Because this role negotiation is not adversarial but
rather focuses on supportiveness and building a positive
relationship, the eight supportive communication prin-
ciples should characterize the interaction. When we
hold PMIs in our families, these agreements have cen-
tered on household chores, planned vacations,
father–daughter or father–son activities, and so on. This
role-negotiation session, to repeat, is simply a meeting to
establish ground rules, spell out expectations, and clarify
standards. It provides a foundation upon which the rela-
tionship can be built and helps foster better performance
on the part of the manager as well as the subordinate.

The second, and most important, step in a PMI pro-
gram is a set of ongoing, one-on-one meetings between
the manager and each subordinate. These meetings are
regular (not just when a mistake is made or a crisis arises)
and private (not overheard by others). It is not a depart-
ment staff meeting, a family gathering, or an end-of-the-
day check-up. The meeting occurs one-on-one. We have
never seen this program work when these meetings
have been less frequent than once per month—both in

organizations and in families. Many times managers
choose to hold them more frequently than that, depend-
ing on the life cycle of their work and the time pressures
they face. This meeting provides the two parties with a
chance to communicate freely, openly, and collabora-
tively. It also provides managers with the opportunity to
coach and counsel subordinates and to help them
improve their own skills or job performance. Therefore,
each meeting lasts from 45 to 60 minutes and focuses on
items such as the following: (1) managerial and organiza-
tional problems, (2) information sharing, (3) interper-
sonal issues, (4) obstacles to improvement, (5) training in
management skills, (6) individual needs, (7) feedback
on job performance and personal capabilities, and
(8) personal concerns or problems.

This meeting is not just a time to sit and chat. It
has two overarching—and crucial—objectives: to fos-
ter improvement and to strengthen relationships. If
improvement does not occur as a result of the meet-
ing, it is not being held correctly. If relationships are
not strengthened over time, something is not working
as it should. The meeting always leads toward action
items to be accomplished before the next meeting,
some by the subordinate and others by the manager.
Those action items are reviewed at the end of the
meeting and reviewed again at the beginning of
the next meeting. Accountability is maintained for
improvement. This is not a meeting just to hold a
meeting. Without agreements as to specific actions
that will be taken, and the accountability that will be
maintained, it can be a waste of both people’s time.
This means both parties prepare for the meeting, and
both bring agenda items to be discussed. It is not a for-
mal appraisal session called by the manager, but a
development and improvement session in which both
the manager and subordinate have a stake. It does not
replace formal performance appraisal sessions, but it
supplements them. The purposes of PMIs are not to
conduct evaluation or performance appraisals. Rather,
they provide a chance for subordinates to have per-
sonal time with the manager to work out issues, report
information, receive coaching and counseling, and
improve performance. Consequently, they help elimi-
nate unscheduled interruptions and long, inefficient
group meetings. At each subsequent meeting, action
items are reviewed from previous meetings, so that
continuous improvement is encouraged. The meet-
ings, in other words, become an institutionalized con-
tinuous improvement activity. They are also a key to
building the collaboration and teamwork needed in
organizations. Table 4.6 summarizes the characteris-
tics of the personal management interview program.
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The major objection to holding these PMI sessions,
of course, is lack of time. Most people think that they
simply cannot impose on their schedules a group of one-
on-one meetings with each of their team members, sub-
ordinates, or children. Boss’ research (1983) found,
however, that a variety of benefits resulted in teams that
instituted this program. It not only increased their effec-
tiveness, but it improved individual accountability,
department meeting efficiency, and communication
flows. Managers actually found that more discretionary
time became available because the program reduced
interruptions, unscheduled meetings, mistakes, and
problem-solving time. Furthermore, participants defined
it as a success experience in itself. When correction or
negative feedback had to be communicated, and when
coaching or counseling was called for (which is typical of
almost every manager–subordinate relationship at some
point), supportive communication helped strengthen the
interpersonal relationship at the same time that problems
were solved and performance improved. In summary,
setting aside time for formal, structured interaction

between managers and their subordinates in which
supportive communication played a part produced
markedly improved bottom-line results in those organi-
zations that implemented the program.

International Caveats

We point out in other chapters that it is important to
keep in mind that cultural differences sometimes call
for a modification of the skills discussed in this book.
We noted, for example, that Asian managers are often
less inclined to be open in initial stages of a conversa-
tion, and they consider managers from the United
States or Latin America to be a bit brash and aggressive
because they may be too personal too soon. Similarly,
certain types of response patterns may differ among
cultures—for example, deflecting responses are more
typical of Eastern cultures than Western cultures. The
language patterns and language structures across cul-
tures can be dramatically different, and remember that
considerable evidence exists that individuals are most

Table 4.6 Characteristics of a Personal Management Interview Program

• The interview is regular and private.

• The major intent of the meeting is continuous improvement in personal, interpersonal, and organizational 
performance, so the meeting is action oriented.

• Both the manager and the subordinate prepare agenda items for the meeting. It is a meeting for improving both 
of them, not just for the manager’s appraisal.

• Sufficient time is allowed for the interaction, usually about an hour.

• Supportive communication is used so that joint problem solving and continuous improvement result 
(in both task accomplishment and interpersonal relationships).

• The first agenda item is a follow-up on the action items generated by the previous meeting.

• Major agenda items for the meeting might include:

• Managerial and organizational problems

• Organizational values and vision

• Information sharing

• Interpersonal issues

• Obstacles to improvement

• Training in management skills

• Individual needs

• Feedback on job performance

• Personal concerns and problems

• Praise and encouragement are intermingled with problem solving but are more frequently communicated.

• A review of action items generated by the meeting occurs at the end of the interview.
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effective interpersonally, and they display the greatest
amount of emotional intelligence, when they recog-
nize, appreciate, and capitalize on these differences
among others.

On the other hand, whereas stylistic differences
may exist among individuals and among various cul-
tures, certain core principles of effective communication
are, nevertheless, critical to effective communication.
The research on interpersonal communication among
various cultures and nationalities confirms that the eight
attributes of supportive communication are effective
in all cultures and nationalities (Gudykunst, Ting-
Toomey, & Nishida, 1996; Triandis, 1994). These eight
factors have almost universal applicability in solving
interpersonal problems.

We have used Trompenaars’ (1996, 1998) model
of cultural diversity to identify key differences among
people raised in different cultural contexts. (Chapter 1
in this book provides a more detailed explanation of
these value dimensions.) Differences exist, for example,
on an affectivity orientation versus a neutral orienta-
tion. Affective cultures (e.g., the Middle East, Southern
Europe, South Pacific) are more inclined to be expres-
sive and personal in their responses than neutral cul-
tures (e.g., East Asia, Scandinavia). Sharing personal
data and engaging quickly in sensitive topics may be
comfortable for people in some cultures, for example,
but very uncomfortable in others. The timing and pace
of communication will vary, therefore, among different
cultures. Similarly, particularistic cultures (e.g., Korea,
China, Indonesia) are more likely to allow individuals to
work out issues in their own way compared to univers-
alistic cultures (e.g., Norway, Sweden, United States)
where a common pattern or approach is preferred. This
implies that reflective responses may be more common
in particularistic cultures and advising responses more
typical of universalistic cultures. When individuals are
assumed to have a great deal of individual autonomy,
for example, coaching responses (directing, advising,
correcting) are less common than counseling responses
(empathizing, probing, reflecting) in interpersonal
problem solving.

Trompenaars (1996), Gudykunst and Ting-Toomey
(1988), and others’ research clearly points out, how-
ever, that the differences among cultures are not great
enough to negate or dramatically modify the principles
outlined in this chapter. Regardless of the differences in
cultural background of those with whom you interact,
being problem centered, congruent, descriptive, validat-
ing, specific, conjunctive, owned, and supportive in lis-
tening are all judged to indicate managerial competence
and serve to build strong interpersonal relationships.

Sensitivity to individual differences and styles is an
important prerequisite to effective communication.

Summary

The most important barriers to effective communica-
tion in organizations are interpersonal. Much techno-
logical progress has been made in the last two decades
in improving the accuracy of message delivery in orga-
nizations, but communication problems still persist
among people, regardless of their relationships or
roles. A major reason for these problems is that a great
deal of communication does not support a positive
interpersonal relationship. Instead, it frequently engen-
ders distrust, hostility, defensiveness, and feelings of
incompetence and low self-esteem. Ask any manager
about the major problems being faced in their organi-
zations, and communication problems will most
assuredly appear near the top of the list.

Dysfunctional communication is seldom associ-
ated with situations in which compliments are given,
congratulations are made, a bonus is awarded, or other
positive interactions occur. Most people have little
trouble communicating effectively in positive or com-
plimentary situations. The most difficult, and poten-
tially harmful, communication patterns are most likely
to emerge when you are giving feedback on poor per-
formance, saying “no” to a proposal or request, resolv-
ing a difference of opinion between two subordinates,
correcting problem behaviors, receiving criticism from
others, providing feedback that could hurt another per-
son’s feelings, or encountering other negative interac-
tions. Handling these situations in a way that fosters
interpersonal growth and engenders stronger positive
relationships is one mark of an effective manager.
Rather than harming a relationship, using supportive
communication builds and strengthens the relation-
ship even when delivering negative news.

In this chapter, we pointed out that effective
managers adhere to the principles of supportive
communication. Thus, they ensure greater clarity and
understanding of messages while making other per-
sons feel accepted, valued, and supported. Of course,
it is possible to become overly concerned with tech-
nique in trying to incorporate these principles and
thereby to defeat the goal of being supportive. One can
become artificial, inauthentic, or incongruent by focus-
ing on technique alone, rather than on honest, caring
communication. But if the principles are practiced and
consciously implemented in everyday interactions,
they can be important tools for improving your com-
munication competence.
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Behavioral Guidelines

The following behavioral guidelines will help you prac-
tice supportive communication:

1. Differentiate between coaching situations,
which require giving advice and direction to
help foster behavior change, and counseling
situations, in which understanding and prob-
lem recognition are the desired outcomes.

2. Communicate congruently by acknowledging
your true feelings without acting them out in
destructive ways. Make certain that your state-
ments match your feelings and thoughts and
that you communicate authentically.

3. Use descriptive, not evaluative, statements.
Describe objectively what occurred, describe
your reactions to events and their objective con-
sequences, and suggest acceptable alternatives.

4. Use problem-oriented statements rather than
person-oriented statements; that is, focus on
behavioral referents or characteristics of
events, not attributes of the person.

5. Use validating statements that acknowledge
the other person’s importance and uniqueness.
Communicate your investment in the relation-
ship by demonstrating your respect of the
other person and your flexibility and humility
is being open to new ideas or new data. Foster
two-way interchanges rather than dominating
or interrupting the other person. Identify areas

of agreement or positive characteristics of the
other person before pointing out areas of dis-
agreement or negative characteristics.

6. Use specific rather than global (either–or,
black-or-white) statements, and, when trying
to correct behavior, focus on things that are
under the control of the other person rather
than factors that cannot be changed.

7. Use conjunctive statements that flow smoothly
from what was said previously. Ensure equal
speaking opportunities for others participating
in the interaction. Do not cause long pauses
that dominate the time. Be careful not to com-
pletely control the topic being discussed.
Acknowledge what was said before by others.

8. Own your statements, and encourage the other
person to do likewise. Use personal words (“I”)
rather than impersonal words (“management”).

9. Demonstrate supportive listening. Make eye
contact and be responsive nonverbally. Use a
variety of responses to others’ statements,
depending on whether you are coaching or
counseling someone else. Have a bias toward
the use of reflective responses.

10. Implement a personal management interview
program with people for whom you have
responsibility, and use supportive communica-
tion to coach, counsel, foster personal develop-
ment, and build strong positive relationships.
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SKILL ANALYSIS

CASES INVOLVING BUILDING 
POSITIVE RELATIONSHIPS

Find Somebody Else

Ron Davis, the relatively new general manager of the machine tooling group at Parker
Manufacturing, was visiting one of the plants. He scheduled a meeting with Mike
Leonard, a plant manager who reported to him.

RON: Mike, I’ve scheduled this meeting with you because I’ve been reviewing
performance data, and I wanted to give you some feedback. I know we haven’t talked
face-to-face before, but I think it’s time we review how you’re doing. I’m afraid that
some of the things I have to say are not very favorable.

MIKE: Well, since you’re the new boss, I guess I’ll have to listen. I’ve had meetings
like this before with new people who come in my plant and think they know what’s
going on.

RON: Look, Mike, I want this to be a two-way interchange. I’m not here to read a
verdict to you, and I’m not here to tell you how to do your job. There are just some
areas for improvement I want to review.

MIKE: OK, sure, I’ve heard that before. But you called the meeting. Go ahead
and lower the boom.

RON: Well, Mike, I don’t think this is lowering the boom. But there are several
things you need to hear. One is what I noticed during the plant tour. I think you’re too
chummy with some of your female personnel. You know, one of them might take
offense and level a sexual harassment suit against you.

MIKE: Oh, come on. You haven’t been around this plant before, and you don’t
know the informal, friendly relationships we have. The office staff and the women on
the floor are flattered by a little attention now and then.

RON: That may be so, but you need to be more careful. You may not be sensitive
to what’s really going on with them. But that raises another thing I noticed—the
appearance of your shop. You know how important it is in Parker to have a neat and
clean shop. As I walked through this morning, I noticed that it wasn’t as orderly and
neat as I would like to see it. Having things in disarray reflects poorly on you, Mike.

MIKE: I’ll stack my plant up against any in Parker for neatness. You may have
seen a few tools out of place because someone was just using them, but we take a lot
of pride in our neatness. I don’t see how you can say that things are in disarray.
You’ve got no experience around here, so who are you to judge?

RON: Well, I’m glad you’re sensitive to the neatness issue. I just think you need
to pay attention to it, that’s all. But regarding neatness, I notice that you don’t dress
like a plant manager. I think you’re creating a substandard impression by not wearing
a tie, for example. Casualness in dress can be used as an excuse for workers to come
to work in really grubby attire. That may not be safe.

MIKE: Look, I don’t agree with making a big separation between the managers
and the employees. By dressing like people out on the shop floor, I think we eliminate
a lot of barriers. Besides, I don’t have the money to buy clothes that might get oil on
them every day. That seems pretty picky to me.
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RON: I don’t want to seem picky, Mike. But I do feel strongly about the issues I’ve
mentioned. There are some other things, though, that need to get corrected. One is
the appearance of the reports you send into division headquarters. There are often
mistakes, misspellings, and, I suspect, some wrong numbers. I wonder if you are paying
attention to these reports. You seem to be reviewing them superficially.

MIKE: If there is one thing we have too much of, it’s reports. I could spend three-
quarters of my time filling out report forms and generating data for some bean
counter in headquarters. We have reports coming out our ears. Why don’t you give us
a chance to get our work done and eliminate all this paperwork?

RON: You know as well as I do, Mike, that we need to carefully monitor our pro-
ductivity, quality, and costs. You just need to get more serious about taking care of
that part of your responsibility.

MIKE: OK. I’m not going to fight about that. It’s a losing battle for me. No one at
headquarters will ever decrease their demand for reports. But, listen, Ron, I also
have one question for you.

RON: OK. What’s that?
MIKE: Why don’t you go find somebody else to pick on? I need to get back to

work.

Discussion Questions
1. What principles of supportive communication and supportive listening are violated

in this case?
2. If you were to change this interaction to make it more productive, what would

you change?
3. Categorize each of the statements by naming the rule of supportive communication

that is either illustrated or violated.
4. Conduct a role play. Handle the key issues that exist between Ron and Mike.

Identify the principles that you used to make this a productive conversation. If
you were Ron, what would you do in your follow-up meeting with Mike?

Rejected Plans

The following dialogue occurred between two employees in a large firm. The conversa-
tion illustrates several characteristics of supportive communication.

SUSETTE: How did your meeting go with Mr. Schmidt yesterday?
LEONARDO: Well, uh, it went . . . aaah . . . it was no big deal.
SUSETTE: It looks as if you’re pretty upset about it.
LEONARDO: Yeah, I am. It was a totally frustrating experience. I, uh, well, let’s

just say I would like to forget the whole thing.
SUSETTE: Things must not have gone as well as you had hoped they would.
LEONARDO: I’ll say! That guy was impossible. I thought the plans I submitted

were very clear and well thought out. Then he rejected the entire package.
SUSETTE: You mean he didn’t accept any of them?
LEONARDO: You got it.
SUSETTE: I’ve seen your work before, Leonardo. You’ve always done a first-rate

job. It’s hard for me to figure out why your plans were rejected by Schmidt. What did
he say about them?

LEONARDO: He said they were unrealistic and too difficult to implement, and . . .
SUSETTE: Really?
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LEONARDO: Yeah, and when he said that I felt he was attacking me personally.
But, on the other hand, I was also angry because I thought my plans were very good,
and, you know, I paid close attention to every detail in those plans.

SUSETTE: I’m certain that you did.
LEONARDO: It just really ticks me off.
SUSETTE: I’ll bet it does. I would be upset, too.
LEONARDO: Schmidt has something against me.
SUSETTE: After all the effort you put into those plans, you still couldn’t figure out

whether Schmidt was rejecting you or your plans, right?
LEONARDO: Yeah. Right. How could you tell?
SUSETTE: I can really understand your confusion and uncertainty when you felt

Schmidt’s actions were unreasonable.
LEONARDO: I just don’t understand why he did what he did.
SUSETTE: Sure. If he said your plans were unrealistic, what does that mean? I

mean, how can you deal with a rationale like that? It’s just too general—meaningless,
even. Did he mention anything specific? Did you ask him to point out some problems
or explain the reasons for his rejection more clearly?

LEONARDO: Good point, but, uh, you know . . . I was so disappointed at the
rejection that I was kinda like in outer space. You know what I mean?

SUSETTE: Yeah. It’s an incapacitating experience. You have so much invested per-
sonally that you try to divest as fast as you can to save what little self-respect is left.

LEONARDO: That’s it all right. I just wanted to get out of there before I said
something I would be sorry for.

SUSETTE: Yet, in the back of your mind, you probably figured that Schmidt wouldn’t
risk the company’s future just because he didn’t like you personally. But then, well . . . the
plans were good! It’s hard to deal with that contradiction on the spot, isn’t it?

LEONARDO: Exactly. I knew I should have pushed him for more information, but,
uh, I just stood there like a dummy. But what can you do about it now? It’s spilled milk.

SUSETTE: I don’t think it’s a total loss, Leonardo. I mean, from what you have told
me—what he said and what you said—I don’t think that a conclusion can be reached.
Maybe he doesn’t understand the plans, or maybe it was just his off day. Who knows?
It could be a lot of things. What would you think about pinning Schmidt down by asking
for his objections, point by point? Do you think it would help to talk to him again?

LEONARDO: Well, I would sure know a lot more than I know now. As it is, I
wouldn’t know where to begin revising or modifying the plans. And you’re right, I really
don’t know what Schmidt thinks about me or my work. Sometimes I just react and
interpret with little or no evidence.

SUSETTE: Maybe, uh . . . maybe another meeting would be a good thing, then.
LEONARDO: Well, I guess I should get off my duff and schedule an appointment

with him for next week. I am curious to find out what the problem is, with the plans,
or me. (Pause) Thanks, Susette, for helping me work through this thing.

Discussion Questions
1. Categorize each statement in the case according to the supportive communication

characteristic or type of response it represents. For example, the first statement by
Leonardo obviously is not very congruent, but the second one is much more so.

2. Which statements in the conversation were most helpful? Which were least helpful,
or could have produced defensiveness or closed off the conversation?

3. If you were the coach of Susette, how would you assist her in being more competent as
a supportive communicator? How would you coach Leonardo to be more supportive
even though it is he who faces the problem?
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SKILL PRACTICE

EXERCISES FOR DIAGNOSING 
COMMUNICATION PROBLEMS

AND FOSTERING UNDERSTANDING

United Chemical Company
The role of manager encompasses not only one-on-one coaching and counseling with an
employee but also frequently entails helping other people understand coaching and coun-
seling principles for themselves. Sometimes it means refereeing interactions and, by
example, helping other people learn about correct principles of supportive communication.
This is part of the task in this exercise. In a group setting, coaching and counseling become
more difficult because multiple messages, driven by multiple motives, interact. Skilled sup-
portive communicators, however, help each group member feel supported and understood
in the interaction, even though the solution to an issue may not always be the one he or
she would have preferred.

Assignment
In this exercise you should apply the principles of supportive communication you have
read about in the chapter. First, you will need to form groups of four people each. Next,
read the case and assign the following roles in your group: Max, Marquita, Keeshaun,
and an observer. Assume that a meeting is being held with Max, Marquita, and
Keeshaun immediately after the end of the incidents in the following case. Play the roles
you have been assigned and try to resolve the problems. The observer should provide
feedback to the three players at the end of the exercise. An Observer’s Feedback Form
can be found at the end of the chapter.

The Case
The United Chemical Company is a large producer and distributor of commodity chemi-
cals, with five production plants in the United States. The main plant in Baytown, Texas,
is not only a production plant but also the company’s research and engineering center.

The process design group consists of eight male engineers and their supervisor, Max
Kane. The group has worked together steadily for a number of years, and good relationships
have developed among all the members. When the workload began to increase, Max hired
a new design engineer, Marquita Davis, a recent master’s degree graduate from one of the
foremost engineering schools in the country. Marquita was assigned to a project that would
expand the capacity of one of the existing plant facilities. Three other design engineers were
assigned to the project along with Marquita: Keeshaun Keller (age 38, 15 years with
the company), Sam Sims (age 40, 10 years with the company), and Lance Madison (age 32,
8 years with the company).

As a new employee, Marquita was very enthusiastic about the opportunity to work at
United. She liked her work very much because it was challenging and it offered her a
chance to apply much of the knowledge she had gained in her university studies. On the
job, Marquita kept mostly to herself and her design work. Her relations with her fellow
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project members were friendly, but she did not go out of her way to have informal conver-
sations with them during or after working hours.

Marquita was a diligent employee who took her work seriously. On occasions when
a difficult problem arose, she would stay after hours in order to come up with a solution.
Because of her persistence, coupled with her more current education, Marquita usually
completed her portion of the various project stages several days ahead of her colleagues.
This was somewhat irritating to her because on these occasions she had to go to Max to
ask for additional work to keep her busy until her coworkers caught up to her. Initially,
she had offered to help Keeshaun, Sam, and Lance with their assignments, but each time
she was abruptly turned down.

About five months after Marquita had joined the design group, Keeshaun asked to
see Max about a problem the group was having. The conversation between Max and
Keeshaun went as follows:

MAX: Keeshaun, I understand you want to discuss a problem with me.
KEESHAUN: Yes, Max, I don’t want to waste your time, but some of the other design

engineers want me to discuss Marquita with you. She is irritating everyone with her
know-it-all, pompous attitude. She’s just not the kind of person we want to work with.

MAX: I can’t understand that, Keeshaun. She’s an excellent worker, and her design
work is always well done and usually flawless. She’s doing everything the company wants
her to do.

KEESHAUN: The company never asked her to disrupt the morale of the group or to
tell us how to do our work. The animosity in our group could eventually result in lower-
quality work for the whole unit.

MAX: I’ll tell you what I’ll do. Marquita has a meeting with me next week to discuss
her six-month performance. I’ll keep your thoughts in mind, but I can’t promise an
improvement in what you and the others believe is a pompous attitude.

KEESHAUN: Immediate improvement in her behavior is not the problem; it’s her
coaching others when she has no right to. She publicly shows others what to do. You’d
think she was lecturing an advance class in design with all her high-powered, useless
equations and formulas. She’d better back off soon, or some of us will quit or transfer.

During the next week, Max thought carefully about his meeting with Keeshaun. He
knew that Keeshaun was the informal leader of the design engineers and generally spoke
for the other group members. On Thursday of the following week, Max called Marquita
into his office for her mid-year review. One portion of the conversation went as follows:

MAX: There is one other aspect I’d like to discuss with you about your performance.
As I just related to you, your technical performance has been excellent; however, there
are some questions about your relationships with the other workers.

MARQUITA: I don’t understand. What questions are you talking about?
MAX: Well, to be specific, certain members of the design group have complained

about your apparent “know-it-all attitude” and the manner in which you try to tell them
how to do their job. You’re going to have to be patient with them and not publicly call
them out about their performance. This is a good group of engineers, and their work over
the years has been more than acceptable. I don’t want any problems that will cause the
group to produce less effectively.

MARQUITA: Let me make a few comments. First of all, I have never publicly criti-
cized their performance to them or to you. Initially, when I finished ahead of them, I
offered to help them with their work but was bluntly told to mind my own business. I took
the hint and concentrated only on my part of the work. What you don’t understand is that
after five months of working in this group I have come to the conclusion that what is going
on is a rip-off of the company. The other engineers are goldbricking; they’re setting a work
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pace much slower than they’re capable of. They’re more interested in the music from
Sam’s radio, the local football team, and the bar they’re going to go to for TGIF. I’m sorry,
but this is just not the way I was raised or trained. And finally, they’ve never looked on me
as a qualified engineer, but as a woman who has broken their professional barrier.

SOURCE: United Chemical Company. Szilagyi, A. D. and M. J. Wallace,

Organizational Behavior and Performance, Third Edition, pp. 204–205. © 1983.

Glenview, IL: Scott Foresman

Byron vs. Thomas
Effective one-on-one coaching and counseling are skills that are required in many settings in
life, not just in management. It is hard to imagine a parent, roommate, Little League coach,
room mother, or good friend who would not benefit from training in supportive communi-
cation. Because there are so many aspects of supportive communication, however, it is
sometimes difficult to remember all of them. That is why practice, with observation
and feedback, is so important. These attributes of supportive communication can become a
natural part of your interaction approach as you conscientiously practice and receive feed-
back from a colleague.

Assignment
In the following exercise, one individual should take the role of Hal Byron, and another
should take the role of Judy Thomas. To make the role-play realistic, do not read each
other’s role descriptions. When you have finished reading, hold a meeting between Hal
Byron and Judy Thomas. A third person should serve as the observer. An Observer’s
Feedback Form to assist in providing feedback is at the end of the chapter.

Hal Byron, Department Head
You are Hal Byron, head of the operations group—the “back room”—in a large bank
corporation. This is your second year on the job, and you have moved up rather quickly in
the bank. You enjoy working for this firm, which has a reputation for being one of the finest
in the region. One reason is that outside opportunities for management development and
training are funded by the bank. In addition, each employee is given an opportunity for a
personal management interview each month, and these sessions are usually both productive
and developmental.

One of the department members, Judy Thomas, has been in this department for
19 years, 15 of them in the same job. She is reasonably good at what she does, and she is
always punctual and efficient. She tends to get to work earlier than most employees in
order to peruse the American Banker and USA Today. You can almost set your watch by
the time Judy visits the restroom during the day and by the time she makes her phone call
to her daughter every afternoon.

Your feeling about Judy is that although she is a good worker, she lacks imagination and
initiative. This has been indicated by her lack of merit increases over the last five years and
by the fact that she has had the same job for 15 years. She’s content to do just what is
assigned, nothing more. Your predecessor must have given hints to Judy that she might be
in line for a promotion, however, because Judy has raised this with you more than once.
Because she has been in her job so long, she is at the top of her pay range, and without a
promotion, she cannot receive a salary adjustment above the basic cost-of-living increase.

The one thing Judy does beyond the basic minimum job requirements is to help train
young people who come into the department. She is very patient and methodical with them,
and she seems to take pride in helping them learn the ropes. She has not been hesitant to
point out this contribution to you. Unfortunately, this activity does not qualify Judy for a
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promotion, nor could she be transferred into the training and development department.
Once you suggested that she take a few courses at the local college, paid for by the bank,
but she matter-of-factly stated that she was too old to go to school. You surmise that she
might be intimidated because she doesn’t have a college degree.

As much as you would like to promote Judy, there just doesn’t seem to be any way
to do that in good conscience. You have tried putting additional work under her control,
but she seems to be slowing down in her productivity rather than speeding up. The
work needs to get done, and expanding her role just puts you behind schedule.

This interview coming up is probably the time to level with Judy about her perfor-
mance and her potential. You certainly don’t want to lose her as an employee, but there
is not going to be a change in job assignment for a long time unless she changes her per-
formance dramatically.

Judy Thomas, Department Member
You are a member of the operations group in a large bank corporation. You have been
with the bank now for 19 years, 15 of them in the same job. You enjoy the company
because of its friendly climate and because of its prestigious image in the region. It’s nice
to be known as an employee of this firm. However, lately you have become more dissat-
isfied as you’ve seen person after person come into the bank and get promoted ahead of
you. Your own boss, Hal Byron, is almost 20 years your junior. Another woman who
joined the bank the same time you did is now a senior vice president. You can’t under-
stand why you’ve been neglected. You are efficient and accurate in your work, you have
a near-perfect attendance record, and you consider yourself to be a good employee. You
have gone out of your way on many occasions to help train and orient young people
who are just joining the bank. Several of them have written letters later telling you how
important your help was in getting them promoted. A lot of good that does you!

The only thing you can figure out is that there is a bias against you because you
haven’t graduated from college. On the other hand, others have moved up without a
diploma. You haven’t taken advantage of any college courses paid for by the bank, but
after a long day at work, you’re not inclined to go to class for another three hours.
Besides, you only see your family in the evenings, and you don’t want to take time away
from them. It doesn’t take a college degree to do your job, anyway.

Your monthly personal management interview is coming up with your department
head, Hal Byron, and you’ve decided the time has come to get a few answers. Several
things need explaining. Not only haven’t you been promoted, but you haven’t even
received a merit increase for five years. You’re not getting any credit for the extra contri-
butions you make with new employees, nor for your steady, reliable work. Could anyone
blame you for being a little bitter?

Active Listening Exercise
Form a trio of colleagues who hold differing opinions about any of the following topics.
Hold a 10- or 15-minute conversation about any of the topics. Take a position on the issue.
Make a case for your point of view. Convince your partners that you are right. When you
are finished, complete the short questionnaire below, and discuss the results together.
Offer any helpful feedback to your colleagues that you think may be appropriate.

1. Should the United States have invaded Iraq in 2003?
2. Should late-term abortions be performed?
3. Is global warming a critical issue?
4. Should the United States prosecute and deport illegal aliens?
5. Should English become the national language in the United States?
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6. Does the international media have a liberal bias, and does it matter either way?
7. Are business school rankings helpful or harmful?
8. Who is the world’s most dangerous person?
9. Should professional athletes be allowed to compete in the Olympics?

10. Should the United Nations exist?

Rate your two colleagues on the following items using this response scale:

1 = Strongly disagree
2 = Disagree
3 = Neither
4 = Agree
5 = Strongly agree

ITEM COLLEAGUE 1 COLLEAGUE 2

My colleague . . .

1. Maintained eye contact and interest 1 2 3 4 5 1 2 3 4 5

2. Used inquiry more than advocacy 1 2 3 4 5 1 2 3 4 5

3. Interrupted 1 2 3 4 5 1 2 3 4 5

4. Displayed appropriate emotional engagement 1 2 3 4 5 1 2 3 4 5

5. Used a variety of response types 1 2 3 4 5 1 2 3 4 5

6. Used reflective responses 1 2 3 4 5 1 2 3 4 5

Reverse the scoring for item 3, and add up the scores for each colleague. Provide those
scores to one another and discuss the results. Provide helpful feedback to one another.
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SKILL APPLICATION

ACTIVITIES FOR COMMUNICATING
SUPPORTIVELY

Suggested Assignments

1. Tape record an interview with someone such as a coworker, friend, or spouse.
Focus on an issue or challenge faced right now by that person. Diagnose the situ-
ation to determine if you should be a coach or a counselor. (Our bet is that it will
be the latter.) Conduct a conversation in which you apply the principles of sup-
portive communication discussed in the chapter. (The Rejected Plans case pro-
vides an example of such an interview.) Use the tape to determine how you could
improve your own supportive communication skill.

2. Teach someone you know the concepts of supportive communication and support-
ive listening. Provide your own explanations and illustrations so the person under-
stands what you are talking about. Describe your experience in your journal.

3. Identify a person with whom you have had a disagreement, some difficulty in the
past, or some discomfort in your relationship. This could be a roommate, parent,
friend, or instructor. Approach that person and ask to hold a conversation in
which you discuss the interpersonal problem. To be successful, you’ll discover
how crucial supportive communication is in the conversation. When you have fin-
ished, write up the experience in as much detail as possible. What did you say and
what did the other person say? What was especially effective and what didn’t
work so well? Identify areas in which you need to improve.

4. Write two mini–case studies. One should recount an effective coaching or counseling
situation. The other should recount an ineffective coaching or counseling situation.
The cases should be based on a real event, either from your own personal experience
or from the experience of someone you know well. Use principles of supportive com-
munication and listening in your cases.

Application Plan and Evaluation

The intent of this exercise is to help you apply this cluster of skills in a real-life, out-of-class
setting. Now that you have become familiar with the behavioral guidelines that form the basis
of effective skill performance, you will improve most by trying out those guidelines in an
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everyday context. Unlike a classroom activity, in which feedback is immediate and others can
assist you with their evaluations, this skill application activity is one you must accomplish and
evaluate on your own. There are two parts to this activity. Part 1 helps prepare you to apply the
skill. Part 2 helps you evaluate and improve on your experience. Be sure to write down answers
to each item. Don’t short-circuit the process by skipping steps.

Part 1. Planning
1. Write down the two or three aspects of this skill that are most important to you.

These may be areas of weakness, areas you most want to improve, or areas that
are most salient to a problem you face right now. Identify the specific aspects of
this skill that you want to apply.

2. Now identify the setting or the situation in which you will apply this skill.
Establish a plan for performance by actually writing down a description of the sit-
uation. Who else will be involved? When will you do it? Where will it be done?

Circumstances:
Who else?
When?
Where?

3. Identify the specific behaviors in which you will engage to apply this skill.
Operationalize your skill performance.

4. What are the indicators of successful performance? How will you know you have
been effective? What will indicate you have performed competently?

Part 2. Evaluation
5. After you have completed your implementation, record the results. What happened?

How successful were you? What was the effect on others?

6. How can you improve? What modifications can you make next time? What will
you do differently in a similar situation in the future?

7. Looking back on your whole skill practice and application experience, what have
you learned? What has been surprising? In what ways might this experience help
you in the long term?
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SCORING KEYS AND
COMPARISON DATA

Communicating Supportively

Scoring Key

SKILL AREA ITEMS ASSESSMENT

PRE- POST-

Knowledge of Coaching and Counseling 1, 2, 20 ______ ______
Providing Effective Negative Feedback 3, 4, 5, 6, 7, 8 ______ ______
Communicating Supportively 9, 10, 11, 12, 13, 

14, 15, 16, 17, 18, 19 ______ ______
Total Score ______ ______

Comparison Data (N = 5,000 Students)

Compare your scores to three standards:
1. The maximum possible score = 120.
2. The scores of other students in the class.
3. Norm data from more than 5,000 business school students.

Pre-Test Post-Test
90.91 = mean = 99.75
99 or above = top quartile = 108–120
92–98 = second quartile = 100–107
84–91 = third quartile = 93–99
83 or below = bottom quartile = 92 or below

Communication Styles

Comparison Data

Identify the type of response pattern that you rely on the most by adding the numbers you
gave to each response alternative in Part I. The chapter discusses the advantages and dis-
advantages of each of these response types. The most skilled supportive communicators
score 9 or above on Reflecting responses and 6 or above on Probing responses. They score
2 or less on Advising responses and 4 or less on Deflecting responses.

In Part II, circle the alternative that you chose. The most skilled supportive communi-
cators select alternatives 1a, 2b, 3a, 4b, and 5a.

Part I
1. a. Deflecting response

b. Probing response
c. Advising response
d. Reflecting response
e. Deflecting response
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2. a. Reflecting response
b. Deflecting response
c. Advising response
d. Reflecting response
e. Probing response

3. a. Probing response
b. Deflecting response
c. Advising response
d. Reflecting response
e. Probing response

4. a. Reflecting response
b. Probing response
c. Deflecting response
d. Deflecting response
e. Advising response

Part II
1. a. Problem-oriented statement

b. Person-oriented statement
2. a. Incongruent–minimizing statement

b. Congruent statement
3. a. Descriptive statement

b. Evaluative statement
4. a. Invalidating statement

b. Validating statement
5. a. Owned statement

b. Disowned statement
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SKILL PRACTICE
Diagnosing Problems and Fostering Understanding:

United Chemical Company and Byron vs.Thomas

Observer’s Feedback Form

As the observer, rate the extent to which each of the role players displayed the following
behaviors effectively. Use the following numerical rating scale for each person. Identify
specific things that each person can do to improve his or her performance.

1 = Strongly disagree
2 = Disagree
3 = Neither
4 = Agree
5 = Strongly agree

COMMUNICATION ATTRIBUTE ROLE 1 ROLE 2 ROLE 3

1. Communicated congruently. ______ ______ ______
2. Used descriptive communication. ______ ______ ______
3. Used problem-oriented communication. ______ ______ ______
4. Used validating communication. ______ ______ ______
5. Used specific and qualified communication. ______ ______ ______
6. Used conjunctive communication. ______ ______ ______

COMMUNICATION ATTRIBUTE ROLE 1 ROLE 2 ROLE 3

7. Owned statements and used personal words. ______ ______ ______
8. Listened inventively. ______ ______ ______
9. Used a variety of response alternatives 

appropriately. ______ ______ ______

Comments:
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SKILL ASSESSMENT

DIAGNOSTIC SURVEYS FOR GAINING 
POWER AND INFLUENCE

GAINING POWER AND INFLUENCE

Step 1: Before you read this chapter, respond to the following statements by writing a
number from the rating scale that follows in the left-hand column (Pre-Assessment). Your
answers should reflect your attitudes and behavior as they are now, not as you would like
them to be. Be honest. This instrument is designed to help you discover your level of com-
petency in gaining power and influence so you can tailor your learning to your specific
needs. When you have completed the survey, use the scoring key at the end of the chapter
to identify the skill areas discussed in this chapter that are most important for you to master.

Step 2: After you have completed the reading and the exercises in this chapter and, ide-
ally, as many of the Skill Application assignments at the end of this chapter as you can,
cover up your first set of answers. Then respond to the same statements again, this time
in the right-hand column (Post-Assessment). When you have completed the survey, use
the scoring key at the end of the chapter to measure your progress. If your score remains
low in specific skill areas, use the behavioral guidelines at the end of the Skill Learning
section to guide your further practice.

Rating Scale

1 Strongly disagree
2 Disagree
3 Slightly disagree
4 Slightly agree
5 Agree
6 Strongly agree

Assessment

Pre- Post-

In a situation in which it is important to obtain more power:

______ ______ 1. I strive to become highly proficient in my line of work.

______ ______ 2. I express friendliness, honesty, and sincerity toward those with whom I work.

______ ______ 3. I put forth more effort and take more initiative than expected in my work.

______ ______ 4. I support organizational ceremonial events and activities.

______ ______ 5. I form a broad network of relationships with people throughout the organization at
all levels.

______ ______ 6. I send personal notes to others when they accomplish something significant or when
I pass along important information to them.

______ ______ 7. In my work I strive to generate new ideas, initiate new activities, and minimize
routine tasks.

______ ______ 8. I try to find ways to be an external representative for my unit or organization.

______ ______ 9. I am continually upgrading my skills and knowledge.
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______ ______ 10. I strive to enhance my personal appearance.

______ ______ 11. I work harder than most coworkers.

______ ______ 12. I encourage new members to support important organizational values by both their
words and their actions.

______ ______ 13. I gain access to important information by becoming central in communication 
networks.

______ ______ 14. I strive to find opportunities to make reports about my work, especially to senior
people.

______ ______ 15. I maintain variety in the tasks that I do.

______ ______ 16. I keep my work connected to the central mission of the organization.

When trying to influence someone for a specific purpose:

______ ______ 17. I emphasize reason and factual information.

______ ______ 18. I feel comfortable using a variety of different influence techniques, matching them to
specific circumstances.

______ ______ 19. I reward others for agreeing with me, thereby establishing a condition of reciprocity.

______ ______ 20. I use a direct, straightforward approach rather than an indirect or manipulative one.

______ ______ 21. I avoid using threats or demands to impose my will on others.

When resisting an inappropriate influence attempt directed at me:

______ ______ 22. I use resources and information I control to equalize demands and threats.

______ ______ 23. I refuse to bargain with individuals who use high-pressure negotiation tactics.

______ ______ 24. I explain why I can’t comply with reasonable-sounding requests by pointing out how
the consequences would affect my responsibilities and obligations.

When trying to influence those above me in the organization:

______ ______ 25. I help determine the issues to which they pay attention by effectively selling the
importance of those issues.

______ ______ 26. I convince them that the issues on which I want to focus are compatible with the
goals and future success of the organization.

______ ______ 27. I help them solve problems that they didn’t expect me to help them solve.

______ ______ 28. I work as hard to make them look good and be successful as I do for my own success.

USING INFLUENCE STRATEGIES

Indicate, by writing the appropriate number in the blank, how often you use each of the
following strategies for getting others to comply with your wishes. Choose from a scale of
1 to 5, with 1 being “rarely,” 3 being “sometimes,” and 5 being “always.” After you have
completed the survey, use the scoring key at the end of the chapter to tabulate your
results.

1. “If you don’t comply, I’ll make you regret it.”

2. “If you comply, I will reward you.”

3. “These facts demonstrate the merit of my position.”

4. “Others in the group have agreed; what is your decision?”

5. “People you value will think better (worse) of you if you do (do not) comply.”
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6. “The group needs your help, so do it for the good of us all.”

7. “I will stop nagging you if you comply.”

8. “You owe me compliance because of past favors.”

9. “This is what I need; will you help out?”

10. “If you don’t act now, you’ll lose this opportunity.”

11. “I have moderated my initial position; now I expect you to be equally reasonable.”

12. “This request is consistent with other decisions you’ve made.”

13. “If you don’t agree to help out, the consequences will be harmful to others.”

14. “I’m only requesting a small commitment [now].”

15. “Compliance will enable you to reach a personally important objective.”
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SKILL LEARNING

Building a Strong Power Base 
and Using Influence Wisely

“The difference between someone who can get an idea
off the ground and accepted in an organization and
someone who can’t isn’t a question of who has the bet-
ter idea. It’s a question of who has political competence.
Political competence isn’t something you’re born with,
but a skill you learn. It’s an out-in-the-open process of
methodically mapping the political terrain, building
coalitions, and leading them to get your idea adopted.”
So says Samuel Bacharach, a Cornell University profes-
sor who has spent his career negotiating the halls of
powerful New York businesses and labor unions
(Bacharach, 2005, p. 93).

The skill of political competence is particularly rele-
vant for today’s workforce, which, according to a recent
Fortune magazine report, includes large numbers of
“fearless and ambitious unseasoned twenty-somethings
flooding the managerial job market.” These new man-
agers are taking positions traditionally reserved for
battle-tested pros who understand from experience the
ins and outs of gaining power and influence. Nearly
12 percent of employed 20- to 34-year-olds held man-
agement positions in 1998. These young, inexperienced
managers report difficulties managing “up”—getting
their bosses to respect them—as well as managing
“down”—getting their older subordinates to respect
their position (Leger, 2000).

Professor John Kotter of Harvard University, an
authority on managerial power, agrees with this
assessment. “It makes me sick to hear economists tell
students that their job is to maximize shareholder
profits,” he says. “Their job is going to be managing a
whole host of constituencies: bosses, underlings, cus-
tomers, suppliers, unions, you name it. Trying to get
cooperation from different constituencies is an infi-
nitely more difficult task than milking your business
for money” (Gelman, 1985).

While serving as a young senior systems analyst at
General Motors, Bogdan J. Dawidowicz, commented on
the benefits of taking Professor Kotter’s course on power
in the Harvard MBA program. He credited it with his
ability to handle extremely delicate assignments. For
example, when he was told to evaluate product schedul-
ing at a GM plant, he knew that plant management
would not take kindly to an outsider’s disrupting their

routine, demanding information, and critiquing their per-
formance. So he called the plant superintendent and
enlisted his support. Following an extended discussion,
the superintendent took the lead in scheduling appoint-
ments with his staff and compiling all the necessary infor-
mation prior to the visit (Buell & Cowan, 1985).

A Balanced View of Power

It should come as no surprise that many authorities
argue the effective use of power is the most critical
element of management. One such authority, Warren
Bennis, seeking the quintessential ingredients of effec-
tive leaders, interviewed 90 individuals who had been
nominated by peers as the most influential leaders in
all walks of our society. Bennis found these individu-
als shared one significant characteristic: They made
others feel powerful. These leaders were powerful
because they had learned how to build a strong power
base in their organizations or institutions. They were
influential because they used their power to help
peers and subordinates accomplish exceptional tasks.
It requires no particular power, skill, or genius to
accomplish the ordinary. But it is difficult to do
the truly unusual without political clout (Bennis &
Nanus, 2003).

LACK OF POWER

John Gardner has observed, “In this country—and in
most democracies—power has such a bad name that
many people persuade themselves they want nothing to
do with it” (1990). For these people, power is a “four-
letter word,” conjuring up images of vindictive, domi-
neering bosses and manipulative, cunning subordinates.
It is associated with dirty office politics engaged in by
ruthless individuals who use as their handbooks for cor-
porate guerrilla warfare books such as Winning Through
Intimidation, and who subscribe to the philosophy of
Heinrich von Treitschke: “Your neighbor, even though
he may look upon you as a natural ally against another
power which is feared by you both, is always ready, at
the first opportunity, as soon as it can be done with
safety, to better himself at your expense. . . . Whoever
fails to increase his power, must decrease it, if others
increase theirs” (Mulgan, 1998, p. 68).
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Those with a distaste for power argue that
teaching managers and prospective managers how to
increase their power is tantamount to sanctioning the
use of primitive forms of domination. They support this
argument by noting the nasty political fight between
Lewis Glucksman and Peter Peterson for control of
Lehman Brothers that cost Lehman its independence;
the conflict between cofounders Steven Jobs and John
Sculley that turned Apple Computer into a battle-
ground; and the firing of Frank Biondi, the president of
Viacom, by its power-hungry chairperson Sumner
Redstone (Korda, 1991; Pfeffe 1994).

This negative view of “personal power” is espe-
cially common in cultures that place a high value on
ascription, rather than achievement, and on collec-
tivism, rather than individualism (Triandis, 1994;
Trompenaars, 1996). People who view interpersonal
relations through the lens of ascription believe power
resides in stable, personal characteristics, such as age,
gender, level of education, ethnic background, or
social class. Hence, focusing the attention of organiza-
tional members on “getting ahead,” “taking charge,”
and “making things happen” seems contrary to the
natural social order. Those who place a high value on
collectivism are also likely to feel uncomfortable with
our approach, but for a different reason. Their concern
would be that placing too much emphasis on increas-
ing a single individual’s power might not be in the best
interests of the larger group.

We acknowledge this chapter has a very
“American” orientation. Consequently, it might not
be an appropriate skill development framework for
all readers. For those who feel uncomfortable model-
ing their own behavior after the principles and
guidelines in this chapter, we suggest you think of
this as a useful “translation guide” for helping you
understand how American business managers view
power and how American corporations treat power.
In addition, we hope readers who might be tempted
to assume our approach is the only reasonable
approach will understand they are likely to interact
with individuals from different cultures who will
probably believe some of these strategies are ineffec-
tive and/or inappropriate.

There are many American business leaders and
scholars who make a persuasive case for operating from
a position of power in an organization. Robert Dilen-
schneider, president and chief executive officer (CEO) of
a leading public relations firm, states: “The use of influ-
ence is itself not negative. It can often lead to a great
good. Like any powerful force—from potent medicine
to nuclear power—it is the morality with which influence

is used that makes all the difference” (Dilenschneider,
1990, p. xviii; see also Dilenschneider, 2007). Power
need not be associated with aggression, brute force,
craftiness, or deceit. Power can also be viewed as a sign
of personal efficacy. It is the ability to mobilize resources
to accomplish productive work. People with power
shape their environment, whereas the powerless are
molded by theirs. Rollo May, in Power and Innocence
(1998), suggests those who are unwilling to exercise
power and influence are condemned to experience
unhappiness throughout their lives.

There is nothing more demoralizing than feeling
you have a creative new idea or a unique insight into a
significant organizational problem and then coming
face-to-face with your organizational impotence. This
face of power is seen by many young college graduates,
who annually flood the corporate job market. They are
energetic, optimistic, and supremely confident that
their “awesome” ability, state-of-the-art training, and
indefatigable energy will rocket them up the corporate
ladder. However, many soon become discouraged and
embittered. They blame “the old guard” for protecting
their turf and not being open to new ideas. Their feel-
ings of frustration prompt many to look for greener pas-
tures of opportunity in other companies—only to be
confronted anew with rejection and failure. One such
“victim” stated dejectedly, “Hell is knowing you have a
better solution than someone else but not being able to
get the votes.”

These individuals learn quickly that only the naive
believe the best recommendation always gets selected,
the most capable individual always gets the promotion,
and the deserving unit gets its fair share of the budget.
These are political decisions heavily influenced by the
interests of the powerful.

Astute managers understand in the long run no
one benefits from lopsided distributions of power. One
seasoned veteran of organizational power games sum-
marized his experience: “Powerless members of an
organization either get angry and try to tear down the
system, or they become apathetic and withdraw.
Either way, everyone loses.”

Rosabeth Kanter (1979) has pointed out that pow-
erful managers not only can accomplish more personally,
but can also pass on more information and make more
resources available to subordinates. For this reason,
people tend to prefer bosses with “clout.” Subordinates
tend to feel they have higher status in an organization
and their morale is higher when they perceive that their
boss has considerable upward influence. In contrast,
Kanter argues, powerlessness tends to foster bossiness,
rather than true leadership. “In large organizations, at
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Table 5.1 Indicators of a Manager’s 

Upward and Outward Power

Powerful managers can:

• Intercede favorably on behalf of someone in trouble.

• Get a desirable placement for a talented subordinate.

• Get approval for expenditures beyond the budget.

• Get items on and off the agenda at policy meetings.

• Get fast access to top decision makers.

• Maintain regular, frequent contact with top decision 
makers.

• Acquire early information about decisions and policy 
shifts.

Headlines of business trade periodicals regularly
trumpet claims of modern-day hubris among business
elites (Bunker, Kram, & Ting, 2002). One of the most fre-
quently mentioned examples is the “slash and burn”
management style of Al Dunlap at Scott Paper and
Sunbeam Electric. He takes pride in being responsible for
thousands of employees losing their jobs while he takes
home multimillion-dollar bonuses (DeGeorge, 1999).

Sophocles warns us never to be envious of the
powerful until we see the nature of their endings.
Support for the modern-day relevance of this timeless
warning that arrogance tends to be self-checking is
reflected in the results of studies of both successful and
failed corporate executives (McCall & Lombardo, 1983;
Shipper & Dillard, 2000). In the first study of its kind,
scholars at the Center for Creative Leadership identi-
fied approximately 20 executives who had risen to
the top of their firms and matched them with a similar
group of 20 executives who had failed to reach their
career aspirations. Earlier, both groups had entered
their respective organizations with equal promise.
There were no noticeable differences in their pre-
paration, expertise, education, and so forth. However,
over time, the second group’s careers had become
“derailed” by the personal inadequacies shown in
Table 5.2.

It is sobering to note how many of these problems
relate to the ineffective use of power in interpersonal
relationships. In general, this group tends to support
Lord Acton’s dictum as well as the warnings of
Sophocles. They were given a little authority, and they
failed the test of worthy stewardship.

This observation is consistent with the research
findings of David McClelland, who has spent many years
studying what he considers to be one of the fundamental
human needs, the “need for power” (McClelland &
Burnham, 2003). According to McClelland, managers

least,” she notes, “it is powerlessness that often creates
ineffective, desultory management and petty, dictatorial,
rules-minded managerial styles” (p. 65).

Kanter (1979) has identified several indicators of a
manager’s upward and outward power in an organiza-
tion. These are shown in Table 5.1. In some respects,
these serve as a set of behavioral objectives for our dis-
cussion of power and influence.

ABUSE OF POWER

But what about Lord Acton’s well-known dictum, “Power
corrupts, and absolute power corrupts absolutely”?
Hardly a week goes by that new evidence of this seem-
ingly ageless observation isn’t reflected in news head-
lines. Doesn’t that suggest effective managers should
avoid power because “abuse of office,” with a likely
fall from power, will inevitably follow?

This certainly appears to be an ageless lesson of his-
tory. In the Greek plays of Sophocles, for instance, the
viewer is confronted with the image of great and power-
ful rulers transformed by their prior success so that
they are filled with a sense of their own worth and
importance—with hubris—which causes them to be
impatient of the advice of others and unwilling to listen
to opinions different from their own. Yet in the end they
are destroyed by events that they discover, to their
anguish, they cannot control. Oedipus is destroyed soon
after the crowds say (and he believes) “he is almost like a
God”; King Creon, at the zenith of his political and mili-
tary power, is brought down as a result of his unjust and
unfeeling belief in the infallibility of his judgments.

SOURCE: Reprinted by permission of Harvard Business Review. Indicators of a Manager’s
Upward and Outward Power. From “Power Failures in Management Circuits” by R. Kanter,
57. Copyright © 1979 by the Harvard Business School Publishing Corporation; all rights
reserved.

Table 5.2 Characteristics That Derail

Managers’ Careers

• Insensitive to others; abrasive and intimidating

• Cold, aloof, and arrogant

• Betraying others’ trust

• Overly ambitious; playing politics and always trying 
to move up

• Unable to delegate to others or to build a team

• Overdependent on others (e.g., a mentor)

SOURCE: Reproduced with permission from Psychology Today, Copyright © 2006
www.psychologytoday.com.

www.psychologytoday.com
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Strategies for Gaining 
Organizational Power

We will define power as the potential to influence
behavior. This is an important departure from a more
traditional definition that focuses on authority-based
control of behavior, as in “powerful” bosses having
authority over their subordinates or “powerful” parents
having control over their children. We believe there are
several trends in organizations that warrant this shift in
the definition of power from “having authority over
others” to “being able to get things done.”

THE NECESSITY OF POWER 
AND EMPOWERMENT

Our discussion to this point should be viewed as a cau-
tionary warning, reminiscent of similar concerns
expressed about the potential harm resulting from the
unintentional, improper use of medicine or the deliber-
ate, harmful misapplication of powerful information
technologies. Despite these legitimate concerns, people
generally believe in and benefit from medicine and
information technologies. The implication for our cur-
rent discussion is not that we need to avoid the use of
power, but we need to learn how to use it wisely.

PERSONAL POWER
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with an institutional power orientation use their power
to advance the goals of the organization, whereas those
with a personal power view of power tend to use their
power for personal gain. For example, he found that
although leaders with both orientations are likely to
exhort their subordinates to engage in heroic endeavors,
the “institutional power” leaders tend to link those
efforts to organizational objectives, whereas the “per-
sonal power” leaders are more likely to use their subor-
dinates’ accomplishments to further enhance their own
power base.

The relationship between power and personal
effectiveness that we have described is depicted in
Figure 5.1. Both a lack of power and the abuse of
power are equally debilitating and counterproductive.
In contrast, empowerment uses sufficient amounts of
personal power to achieve high levels of effectiveness.

The purpose of this chapter is to help managers
“stay on top of the power curve,” as represented by
the indicators of organizational power reported by
Kanter in Table 5.1. This is accomplished with the aid
of two specific management skills:

1. Gaining power (overcoming feelings of power-
lessness); and

2. Converting power effectively into interpersonal
influence in ways that avoid the abuse of power.

Figure 5.1 Personal Power: Stepping Stone or Stumbling Block
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1. Organizations are becoming less hierarchical, or
flatter, as they downsize layers of management
(especially middle managers) and as they out-
source work that can be done more cheaply by
someone else. Rather than adding to their full-
time employment ranks, many organizations are
choosing to grow through the use of temporary
and part-time workers who can more easily be
let go during tough economic times. These
leaner organizations are staffed by fewer man-
agers who must learn to yield influence to lower-
level employees in order to get the work of the
organization done (Stewart, 1992).

2. Information technology, such as computers, is
helping to decentralize the flow of information
to lower levels of the organizational hierarchy.
This not only gives lower-level employees more
influence, but also increases their flexibility.
Today, more and more workers are telecommut-
ing or working out of their homes but staying
linked to the organization through the use of
computers, faxes, and phones. When employees
are off-site, managers must cede more decision-
making control and discretion to them.

3. Traditional boundaries within and between
organizations are becoming blurred. The
“boundaryless” organization is becoming in
vogue as we see evidence of the virtual organi-
zation composed of a network of different enti-
ties (Tully, 1993). Such an organization will
exist only for the life of a project (say, a motion
picture) and then disband upon its completion.
These structural changes shift the nature of
authority relationships as well.

4. The percentage of the workforce working in
companies with fewer than 100 employees is
increasing. In a small business where the organi-
zation’s survival depends on good customer rela-
tions, imaginative ideas for new products, and
favorable financial agreements with banks, per-
sonal characteristics are often the predominant
source of power. The work of each employee is
highly visible and the unique contribution of the
aggressive salesperson or the problem-solving
engineer will likely be recognized and rewarded.
This may be why we see more and more MBAs
choosing to forgo employment with blue-chip
firms for smaller, entrepreneurial ventures
(Labich, 1995).

Each of these changes is contributing to the evolu-
tion of the role of the typical manager from director to

coach and mentor. Under these conditions, power is
likely to come less from someone’s formal position in
the organization than from one’s ability to perform.
These conditions make the notion of empowerment
particularly important for your effectiveness in today’s
organizations.

Two basic factors determine a person’s power in an
organization: personal attributes and position character-
istics. Naturally, the importance of each factor varies
depending on the organizational context. For example,
position title is extremely important in a strong hierar-
chical system, such as the military or civil service. The
saying “Rank has its privileges” illustrates the fact that in
these organizations many rewards are allocated more on
the basis of position title than personal performance.
However, given the trends noted above, you will notice
that our discussion of position power is very nonhierar-
chical. By this we mean rather than focusing on the
level of authority attached to a position, we focus on
the opportunities embedded in a position or a job.

Although the trend in American firms is toward
person-based views of power, there are cultural reasons
why individuals might prefer a position-based orienta-
tion regarding power. Research has shown people who
have been raised in different cultures are likely to hold
different views regarding the determinants of success
(Chiu, 2001; Choi, Nisbett, & Norenzayan, 1999).
Specifically, it has been shown that Eastern cultures
encourage contextual, or situational, logic (“He was
promoted because he got to know lots of people while
working in headquarters”), whereas Western cultures
foster personal, or dispositional, explanations (“He was
promoted because he is the smartest engineer in the
company”). This comparison was summarized by Chiu
(1972) as follows: “Chinese are situation-centered.
They are obliged to be sensitive to their environment.
Americans are individual-centered. They expect their
environment to be sensitive to them” (p. 236).

The strength of this “dispositional bias” in
Western thought is reflected in research showing that
Americans are willing to make very confident predic-
tions about future behavior on the basis of a very small
sample of past behavior and they consistently over-
estimate the predictive power of personality traits
(Choi et al., 1999, p. 55). Psychologists have also
observed that Japanese and American college students
describe themselves in very different ways. For
example, phrases like “I am curious” and “I am sincere”
appeared three times more often in the Americans’
descriptions. In contrast, Japanese students were far
more likely to describe themselves in terms of their
social identities (e.g., “I am a Keiyo student”) or in
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terms of a specific context (e.g., “One who plays 
Majong on Friday nights”) (Choi et al., 1999, p. 49).

It is worth noting there are differences of opinion
among organizational scholars regarding the relative
importance of these two sources of power: who you are
versus where you are (Bolman & Deal, 1997; Kanter,
1979; Kotter, 1977; Pfeffer, 1981, 1994). We have found
the distinction between human capital and social capital
useful in sorting out these competing claims (Adler &
Kwon, 2002; Burt, 1997). Human capital refers to an
individual’s abilities and competencies, whereas social
capital refers to a person’s social connections within and
outside an organization. In a sense, this is the difference
between saying “I know the answer to that question”
versus “I know someone who does.” Burt’s underlying
argument is managers with high social capital (what we
are calling high position power) are in a better position to
capitalize on their human capital (personal power)
because their social connections allow them to leverage
their personal knowledge and abilities. Hence, it makes
sense for managers seeking to increase their influence in
an organization to increase both sources of power.

SOURCES OF PERSONAL POWER

Four personal characteristics are important sources of
power. As Table 5.3 shows, these are expertise, personal
attraction, effort, and legitimacy. Expertise reflects
knowledge and capabilities; personal attraction involves
affective appeal; effort suggests personal commitment
and motivation; and legitimacy conveys credibility.

Expertise

It is self-evident that in an era of technological sophisti-
cation, expertise is an important source of power. In an
e-commerce business environment, in which the most
highly sought-after skills are more likely possessed by
teenagers who have never had a real job than by their
parents who have been working for 20 years, and in
which the median age of millionaires will soon be closer
to 30 than to 60, it is hard to dispute the claim that

Table 5.3 Determinants of Personal Power

CHARACTERISTIC DESCRIPTION

Expertise Task-relevant knowledge or experience

Personal attraction Desirable characteristics associated with friendship

Effort Higher-than-expected commitment of time

Legitimacy Behavior consistent with key organizational values

expertise is the ascending “coin of the realm” in busi-
ness. Increasingly, what you know is more important
than who you know in getting a job and what you can
do technically is the key to what you can become orga-
nizationally. Expertise, or work-related knowledge, is
the great organizational equalizer because it can come
from formal education, self-directed learning, or on-the-
job experience. In addition, the universally understood
and accessible standard of competence is the basis for
evaluation and the antecedent of accomplishment.

Because the preponderance of management posi-
tions are not in small “dot.com” companies, but in larger,
more diversified businesses, our focus will be on exper-
tise as a source of personal power in that organizational
setting. Expertise is especially salient in established busi-
ness organizations because of their preference for a
highly rationalized decision-making process (Bunderson,
2003; Pfeffer, 1977). In an environment in which
choices are supposed to be made by objectively consider-
ing information supporting each alternative, a person
possessing knowledge readily accrues power. This can
become problematic when subordinates have more
expertise than their bosses. The skillful subordinate
makes knowledge available to the superior in a manner
that does not threaten the boss’s right to make the final
decision but at the same time reinforces the subordi-
nate’s position as an expert. In essence, expert knowl-
edge is deemed to be reliable information—something
decision makers can bank on because it comes from
someone whose expertise inspires trust.

That staff specialists gain power by virtue of their
expertise points out the importance of examining both
position and personal sources of power. If you exam-
ined only the position-power of staff specialists, you
might conclude they have very little power. Their role
in the organization is not very visible, compared to line
management; their jobs are often routine; and their
tasks, by themselves, are generally not linked to the
most central objectives and concerns of the firm.
However, a staff specialist can compensate for weak
position-power by developing expertise in a particular
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aspect of organizational life. This might involve a new
accounting system, tax loopholes, safety and pollution
regulations, or recent legal precedents in acquisitions.

There is, however, a catch-22 associated with
expert power. Becoming an expert on a subject typically
requires considerable time and effort, and in organiza-
tions using rapidly changing technologies, individuals
must continually upgrade their expertise to avoid the
“sell-by date” of their knowledge (Grove, 1983). Given
the investment required to stay up to date in a particular
area of specialization, it is easy to become typecast as
a specialist. If you are interested in moving into general
management positions, this perception can be a
hindrance. The increasing boundarylessness of today’s
organizations may especially devalue overspecialization.
Given the dynamic environment facing today’s organi-
zations, overspecialization may be a recipe for obsoles-
cence. Aspiring young managers must be careful not to
limit advancement opportunities by focusing their atten-
tion on very narrow aspects of a business’s activities.
This is tempting for individuals who are overly anxious
to establish a power base. There are always small niches
in an organization to which power-hungry novices can
quickly lay claim. Only when they have fallen into the
specialist trap do they recognize the value of building a
broad base of knowledge about a wide variety of organi-
zational activities to enhance their long-term attractive-
ness for promotion.

Attraction

We will consider three ways in which interpersonal
attraction is a source of personal power: charisma, agree-
able behavior, and physical characteristics. The charis-
matic leader has been the subject of extensive scholarly
study (Yukl, 2002). The three definitions of charisma in
the Oxford dictionary are instructive: (1) the ability to
inspire followers with devotion and enthusiasm; (2) an
attractive aura, great charm; (3) a divinely conferred
power or talent. These definitions reflect the Greek origin
of the word, which meant favor or grace from God.

The notion that charismatic leaders are favored by
God stems from the common observation that their
uncommon ability to engender devotion and enthusiasm
stems from an innate gift—a seemingly mystical quality
that cannot be acquired in a skill development work-
shop. This quality is reflected in comments like the
following: “When she makes a presentation in a man-
agement meeting, her presence is so powerful any mes-
sage sounds good”; “His magnetic personality enables
him to attract the most qualified and dedicated people to
his department—everyone wants to work for him.”

These anecdotal comments are consistent with research
showing that a leader’s charisma is associated with
higher positivity among followers (Erez et al., 2008). 

Given that charisma is an attribution made by
others, it is natural to wonder what characteristics of
leaders tend to be associated with this label. Research
on this topic (Conger & Kanungo, 1998) has found
leaders are more likely to be considered charismatic if
they (1) express a vision that is inspiring; (2) incur per-
sonal sacrifice and even risk their personal well-being
in pursuing their vision; (3) recommend the use of
unconventional, nontraditional approaches to achiev-
ing shared goals; (4) have a seemingly uncanny feel for
what is possible, including an acute sense of timing;
and (5) demonstrate sensitivity to members’ needs and
concerns. It has also been shown that leaders of high-
performing organizations are more likely to be charac-
terized as charismatic (Agle et al., 2006).

The implication of this research is it is a mistake to
treat charisma as a personal, innate trait. Although it is
uncommon to refer to a leader as charismatic (and one
is not likely to receive flyers advertising weekend work-
shops for “aspiring charismatic leaders”), the behaviors
and characteristics associated with this type of leader
are far from mystical or even mysterious.

A related source of interpersonal attraction is
much more mundane, but equally powerful. Social
psychologists who have done research on interper-
sonal attraction have isolated several critical behaviors
that determine what they call agreeable behavior.
These behaviors are the kinds one would normally
associate with friendship. Indeed, much of this
research has been motivated by a desire to understand
the essential ingredients of friendships. Studies of this
type have identified several major factors that foster
interpersonal attraction. Some of these are shown in
Table 5.4 (Anderson, John, Keltner, & Kring, 2001;
Canfield & LaGaipa, 1970; Furman, 2001).

How can we relate this information on friendship to
the supposedly hard-nosed world of management? Does
this imply you must become good friends with your
coworkers, subordinates, or boss? Not necessarily. Very
often, people choose to work with others because of
their demonstrated expertise, even when they know
they will have difficulty getting along with them.
Furthermore, it is often inappropriate to establish a close
friendship with someone in your office. Thus, one need
not become friends with everyone at work, but people
who possess personality characteristics that are attractive
to their coworkers (the kind that, if circumstances per-
mitted, would likely lead to a strong friendship) will
likely feel empowered (Hogg, 2001; Mechanic, 1962).
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This proposition has been corroborated by an
impressive amount of evidence. For example, individu-
als making persuasive arguments are more likely to be
effective if they are liked by their audience. This stems
from the fact that likable individuals are viewed as
more trustworthy and impartial than disliked individu-
als. Subordinates who are liked by their supervisor also
tend to be given the benefit of the doubt in perfor-
mance appraisals. This benevolent orientation is also
manifest in the fact that bosses use rewards rather than
coercion to influence subordinates they like (Allinson,
Armstrong, & Hayes, 2001; Tedeschi, 1974).

We don’t want to overemphasize this point, nor
do we mean to suggest “good guys” always win, but
there is an impressive amount of evidence that individ-
uals with agreeable personalities become more influen-
tial than those with disagreeable personalities. Their
arguments are given more credence, their influence
attempts are less likely to evoke resistance, and
coworkers seem less threatened if they are promoted.

In general, given a strong cultural distrust of indi-
viduals with power, leaders with likable personalities
tend to put others at ease and, in so doing, gain greater
trust and influence. This pattern is consistent with the
explanations for promising management candidates
ending up as “derailed executives” (Table 5.2) because
they were perceived to be insensitive to others, abrasive
and intimidating, as well as cold, aloof, and arrogant.

The third basis for interpersonal attraction, physical
appearance, operates independently of personality or
even behavior (Hosoda, Stone-Romero, & Coats, 2003;
Langlois et al., 2000). Studies have shown that people
judged to have an attractive appearance are judged to
have socially desirable personality characteristics and to
lead highly successful lives. It is further assumed that they
hold prestigious jobs and are highly successful marriage

partners and parents. In addition, attractive individuals
are judged to be masters of their own fate—pursuing
their own goals, imbued with a sense of mission—rather
than being buffeted by environmental forces. In general,
it appears that people assume attractive individuals are
also virtuous and efficacious.

There is considerable evidence that these are not
merely fanciful attributions. In some respects, attractive
people are more successful. Research has found on
average, physically attractive people are paid more than
their counterparts in organizations. Attractive students
are assumed by teachers to be intelligent and disin-
clined to get into mischief. In a work setting, the writ-
ten work of attractive people is more likely to be judged
of high quality, and attractive people are more likely to
receive high performance appraisals from their super-
visors than are other people (Hosoda et al., 2003;
Langlois et al., 2000).

Findings on personal attraction are obviously the
most difficult to transform into concrete suggestions for
personal development. There is not much one can do as
an adult to radically transform one’s basic appearance.
However, this information is still highly relevant for man-
agers for two reasons. First, in many of these studies,
attractiveness was achieved through dress and grooming
(Thompson, 2001, p. 141). Hence, it appears unneces-
sary for most people to resort to plastic surgery and other
artificial forms of physical enhancement to boost their
self-confidence. Second, one can become more sensitive
to the way others form impressions and make evalua-
tions. If you suspect you do not measure up very well in
this category, despite your best efforts at “accentuating
the positive,” it is a good idea to compensate by empha-
sizing other sources of power. If, indeed, self-confidence
is the primary mechanism for transforming personal
attractiveness into organizational power, then other
personal and positional characteristics can contribute in a
similar manner to one’s self-confidence.

Effort

A high level of personal effort is one of the most
highly prized characteristics of employees because it
means they are dependable, reliable human resources.
If individuals can be counted on to stay late to get out
a delivery following a technological breakdown, to
catch an early-morning flight to visit a promising new
customer, or to take a night class to learn a new soft-
ware program, they earn the trust of their coworkers
and their supervisors. Being known as a person who
will do “whatever it takes” to get the job done is a
valuable personal asset, especially in today’s highly
uncertain and rapidly changing business climate.

Table 5.4 Characteristics of Likable People

We like people when we have reason to believe they will:

• Support an open, honest, and loyal relationship.

• Foster intimacy by being emotionally accessible.

• Provide unconditional, positive regard and acceptance.

• Endure some sacrifices if the relationship should 
demand them.

• Provide social reinforcement in the form of sympathy 
or empathy.

• Engage in the social exchanges necessary to sustain 
a relationship.

SOURCE: Adapted from Canfield and LaGaipa, 1970.
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There are a variety of other ways by which effort fos-
ters personal power. In a seminal article entitled “Sources
of Power of Lower Participants,” David Mechanic (1962)
described a particular process whereby members of orga-
nizations often obtain more power than is warranted by
their position in the hierarchy. His observation is based on
the premise that because senior members of an organiza-
tion are unable to attend to all their important business,
they are forced to rely on junior members to perform
many tasks critical to the goals of the organization. The
senior officers thus become highly dependent on their
subordinates. If subordinates do not perform well, it
reflects poorly on their bosses’ judgment and ability to
supervise. As a result, subordinates are in a position to
increase their power by working hard on these vital
assignments, thereby gaining favor with their supervisors.

In addition to creating a sense of indebtedness, or
obligation, a high level of effort can enhance other per-
sonal characteristics. For example, individuals who
work hard at a task tend to increase their knowledge of
the subject. Therefore, they are more likely to be sought
out for their advice on that topic. They are also more apt
to gather information that is relevant to other members
of the organization. This information often can be the
key to reducing another person’s uncertainty.

The efficacy of personal effort is borne out in the
career of Gordon McGovern, CEO of Campbell Soup
and erstwhile president of Pepperidge Farms. During
the 1960s, when he was a young executive rising
through the ranks at Pepperidge Farms, McGovern
liked to get up before dawn and hop aboard one of the
company’s bread delivery trucks. “I’d talk to the distrib-
utors and to the store managers to see what people were
buying,” he recalls. In addition, as a trainee, he learned
how to mix bread in 10-quart bowls and knead it by
hand. This extra effort gave McGovern personal knowl-
edge of the production process, the distribution system,
and customers’ preferences (Miller, 1985). Similarly,
Herb Kelleher, CEO of Southwest Airlines, is known for
his “management by walking around.” He frequently
serves customers on flights and visits baggage handlers
and gate agents to listen to their concerns.

An extraordinary level of personal effort can also
result in increased responsibility and opportunity
through a process known as cognitive dissonance reduc-
tion. A fundamental principle of psychology is that indi-
viduals strive to reduce inconsistencies between their
own personal beliefs and personal behavior and
between their expectations of others and the behavior
of others. Applied to our discussion of effort, this prin-
ciple has an important implication. When individuals
exert more effort to perform their jobs than is expected,

according to organizational policy or office norms, an
inconsistency exists. Because the person’s rewards are
based on completion of the amount of work normally
expected, the inconsistency can be eliminated only by
reduced effort or increased responsibility. While it is
quite common for “rate-busters” in blue-collar jobs to be
informed by their coworkers that their extra effort is
unacceptable because it makes the rest of the group look
bad, this approach to dissonance reduction is less com-
mon in managerial ranks. At that level, extraordinary
effort is viewed as a sign of commitment and dedication
that should be encouraged and rewarded.

Before leaving this topic, we want to make a
distinction between extraordinary effort and extra-
ordinary image. The former focuses on enhanced
performance, the latter on enhanced regard (without
performance). The objective of the first is enhancing
the boss; the objective of the second is impressing the
boss. Based on their intensive examination of effective
boss–subordinate relationships in major corporations,
Jack Gabarro and John Kotter (Gabarro & Kotter, 2007)
suggest several highly relevant guidelines for directing
your efforts to the benefit of your boss. As shown in
Table 5.5, these include understanding your boss’s

Table 5.5 Managing the Relationship 

with Your Boss

Make sure you understand your boss, including:

• Your boss’s goals and objectives.

• The pressures on him or her.

• Your boss’s strengths, weaknesses, blind spots.

• His or her preferred work style.

Assess yourself, including:

• Your own strengths and weaknesses.

• Your personal style.

• Your predisposition toward dependence on authority 
figures.

Develop and maintain a relationship that:

• Fits the needs and styles of you both.

• Is characterized by mutual expectations.

• Keeps your boss informed.

• Is based on dependability and honesty.

• Selectively uses your boss’s time and resources.

SOURCE: Adapted and reprinted by permission of Harvard Business Review. From
J. J. Gabarro and J. P. Kotter, “Managing the Relationship with Your Boss,” May–June 1993.
Copyright 1993 by the Harvard Business School Publishing Corporation; all rights reserved.



292 CHAPTER 5 GAINING POWER AND INFLUENCE

pressures and priorities as well as assessing your own
needs and strengths. This knowledge helps you
improve your performance by targeting your efforts to
maximize their impact.

Legitimacy

Actions congruent with the prevailing value system
are deemed credible, or legitimate, by other organiza-
tional members. They are taken for granted, rather
than challenged or scrutinized. Therefore, legitimacy
increases acceptance, and acceptance is a key to per-
sonal influence. Organizational leaders are vigilant in
defending core organizational values and in socializing
newcomers to proper modes of thinking and acting.
Often, new members or outsiders fail to understand
the critical role an organization’s culture plays in artic-
ulating, and defending, its raison d’être. Conventional
thinking may appear peculiar or arbitrary until it
is examined from both a historical and a strategic
perspective.

Managers understand a precondition for their
organization’s becoming a market leader is to be per-
ceived as a unique player in the market (e.g., not just
another computer company). They strive to create a
distinctiveness that merits attention from the financial
community, potential employees, and customers. This
may involve placing a premium on quality, economy,
value, service, loyalty to employees, or civic involve-
ment. This uniqueness is the basis for internal organi-
zational pride and external projections of excellence.

This perspective is initially articulated as the
vision of a dominant leader (often the founder) and
institutionalized as the organization’s culture (Deal &
Kennedy, 1982; Peters, 1978; Schein, 1999). It typi-
cally focuses on the “hows” and “whys” of doing busi-
ness the “right” way. Values are proclaimed via the
insistent message of a strong leader. For example,
Harold Geneen at ITT stressed, “Search for the
unshakable facts”; Tom Jones at Northrop emphasized,
“Everybody at Northrop is in marketing”; John
DeButts at AT&T drummed into employees, “The
system is the solution”; and Ed Rust at State Farm fre-
quently asked colleagues, “How would a good neigh-
bor handle this?”

New members of an organization are taught what
is acceptable behavior through stories (the engineer
who worked for 72 hours straight to save a project),
rites (graduation or promotion ceremonies), and sym-
bols (uniforms, no private offices for managers). The
savvy newcomer looks beyond formal position state-
ments, probing for answers to questions such as:
“What are the organization’s ‘sacred cows’?” “What’s

the quickest way to get into trouble?” “What is the
source of organizational pride?” “Who are the corpo-
rate heroes?” “What are the revered traditions?”

Many required organizational practices make
sense only when viewed as symbolic support for fun-
damental values. For example, a large insurance firm
stipulates that no one can be promoted above a certain
level in any department unless he or she has com-
pleted the requirements for insurance industry profes-
sional certification (i.e., Certified Life Underwriter).
Young employees in data processing, accounting, or
personnel who chafe under the edict to take classes on
the details of the insurance business miss the symbolic
meaning of this requirement. The founders of the firm
felt that the organization’s key to success was a work-
force deeply committed to delivering the best product
and backing it with the best service. They further
believed that the natural tendency for some individu-
als to identify more closely with their department’s
interests than with the insurance business undermined
this corporate objective. They feared organizational
factions would lose sight of the overarching goal.
Therefore, commitment to taking insurance courses
has become synonymous with commitment to the
organization’s mission, and organizational commit-
ment is a litmus test for organizational advancement.

This does not mean a nonconformist can’t get
ahead in the corporate world. It simply suggests he or
she will be held to a higher standard in terms of other
sources of personal power, such as expertise and effort.
A conversation during a promotion review meeting in
a major corporation reflects this attitude: “Sometimes I
don’t know where he’s coming from, but he is so
blasted smart and he works so darn hard, we have no
choice but to promote him.”

Such an outcome appears less sinister and more
rational when one considers that organizations abhor
uncertainty, both in their environment and internally.
Espoused values and beliefs help reduce uncertainty.
They provide a framework for interpreting the behavior
of others, communicate a consistent set of priorities, and
increase the efficiency of the interpersonal transactions.
Individuals who fail to conform to these organizational
expectations create “noise” in the system. Their incon-
sistency makes communication and interaction problem-
atic, because, in common parlance, colleagues “don’t
know where they’re coming from.” Consequently, these
individuals tend to become bypassed and isolated. In
fact, Jack Welch, recent CEO of General Electric, pro-
claimed that managers at GE who “make their numbers”
but who do not espouse the value system of GE will not
be promoted as they have been in the past.
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Before leaving the subject of organizational culture
and personal legitimacy, it is important to note the dis-
cussion so far has been descriptive rather than norma-
tive. That is, we have described what it takes to
become empowered in an organization, especially one
with strong cultural values. That doesn’t mean strict
conformity is morally right or that it is necessarily in the
best long-term interests of the firm. In fact, evidence
suggests that successful organizations have members
who are capable of both gaining power by fitting in and
using that power to challenge the prevailing belief sys-
tem that, in some sense, has been responsible for their
gaining power (Pascale, 1985). Unchallenged organiza-
tional beliefs often interfere with a company’s necessary
adaptation to changing competitive and regulatory
conditions. However, challenges are most successful
when mounted by members whose commitment to the
organization has been the most loyal. “Paying your
dues” creates legitimacy, and legitimacy is a prerequi-
site for effective criticism.

In summary, we have highlighted four sources of
personal power, in the sense that they are organizational-
valued assets attributed to individuals, not to the
positions they occupy or the titles they carry. These per-
sonal characteristics have one thing in common—they
are the antecedents of trust (Dirks & Ferrin, 2001;
Hosmer, 1995). The relationship between trust and
power is central to the overall view of power and influ-
ence espoused in this chapter. One meaning of the term
trustworthy is “being above suspicion.” Hence, individu-
als who are deemed trustworthy by their peers are likely
candidates for positions of power and influence in orga-
nizations because organizational authority in their hands
is less threatening. As shown in Table 5.6, there is a
direct relationship between the four bases of personal
power we’ve discussed and the requirements for
personal trust. Basically, the trustworthiness of an indi-
vidual’s claims, promises, or commitments is a function
of two factors: (1) How likely is it that the person can do
what he or she says? and (2) How likely is it the person

will do what he or she says? In other words, questions of
trust devolve into assessments of probable performance
informed by judgments regarding ability and motivation.
This is why organizations place a great deal of emphasis
on placing proven performers in positions of high trust
(read: power).

SOURCES OF POSITIONAL
POWER

Not all power stems from personal characteristics. In
addition, the nature of one’s position and task assign-
ments play an important role. This is illustrated by the
standard practice in most organizations of placing
limits on how much position holders at different hier-
archical levels can spend, or on the size of the excep-
tion they can authorize. Four important characteristics
of a position account for its power potential in an orga-
nization: centrality, flexibility, visibility, and relevance
(Fiol, O’Connor, & Aguinis, 2001; Kanter, 1979;
Pfeffer, 1994). These are shown in Table 5.7.

Centrality

Based on data collected since 1993, Right Management
Consultants reports that, “Failure to build strong rela-
tionships and teamwork with peers and subordinates is
the chief culprit in 61% of new hires and promotions
that don’t work out” (Fisher, 2005). As suggested by
this study, one of the most important ways of gaining
power in an organization is by occupying a position of
centrality in a broad network of task and interpersonal
relationships. Networks are critical to effective perfor-
mance for one compelling reason: except for routine
jobs, no one has all the necessary information and
resources to accomplish what’s expected of him or her.
Indeed, one investigation of the determinants of effec-
tive management performance concluded that a key
factor distinguishing high and low performers was the
ability to establish informal relationships via networks.

Table 5.6 The Relationship Between the Sources of Personal Power 

and Personal Trustworthiness

SOURCES OF PERSONAL POWER RELATED PERSONAL CHARACTERISTIC REQUIREMENTS FOR PERSONAL TRUSTWORTHINESS

Expertise Reliable Ability: Can they make good on their commitments?

Effort Dependable

Attraction Likable Motivation: Will they make good on their commitments?

Legitimacy Acceptable
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Isolates in informal networks were unable to gather the
information, resource commitments, and personal sup-
port necessary to accomplish unusual, important tasks
(Kaplan & Mazique, 1983; Sparrowe, Liden, & Kraimer,
2001). On the other hand, those who have extensive
diverse social networks in their work earn higher
salaries and are more successful than those with exten-
sive but narrow contact with others (Pfeffer & Konrad,
1991; Sparrowe et al., 2001).

Power is accrued via horizontal and vertical
network relationships by virtue of one’s location and
function in the network. Horizontal networks link
positions with similar levels of authority, whereas ver-
tical networks include positions with different levels of
authority. The more central a position is to the flow of
information throughout a network, and the more criti-
cal the function is to the performance of others in a
network, the more power will be accrued. This view
of organizational power is referred to as strategic con-
tingencies (Pfeffer, 1994). It argues the reason for the
uneven distribution of power in organizations is that
units and positions differ in their ability to control
strategic contingencies (e.g., the securing of informa-
tion, expertise, financing) critical to the effective per-
formance of others. Few important activities occur in
isolation; what happens in one unit affects another. It
follows that the more pervasive the effect of a posi-
tion’s activities throughout the organization, the
greater is its power base.

Increasing the power of a position by increasing its
centrality in a communication or work-flow network
represents a very different approach from conventional
strategies. Typically, young aspiring members of an
organization think only in terms of increasing their
power by moving up the organizational career ladder.
They mistakenly assume that power is the exclusive
right of hierarchical position. If they are not promoted
as quickly as they would like, they assume their ability
to accomplish the unusual is thereby curtailed.
Inexperienced, ineffective organizational members
grumble about not having enough formal power to get

Table 5.7 Determinants of Position-Power

CHARACTERISTIC DESCRIPTION

Centrality Access to information in a communication network

Flexibility Amount of discretion vested in a position

Visibility Degree to which task performance is seen by influential people in the organization

Relevance Alignment of assigned tasks and organizational priorities

work done, and they covet the influence wielded on
higher levels. In contrast, savvy organizational mem-
bers realize informal network power is available to
individuals at all levels. Furthermore, they understand
that informal personal power generally precedes, rather
than follows from, formal organizational power. A pro-
motion is simply a formal recognition by senior man-
agement that an individual has demonstrated the ability
to get work done using informal networks.

The merits of building a horizontal power base
became clear to Alan Brewer, a business manager in
the medical supplies division of Hewlett-Packard (HP),
when his initiatives were blocked by senior managers.
He suggested to a manager in the medical instruments
division that the reusable electrodes on HP electrocar-
diograph machines be replaced with disposable elec-
trodes, which were becoming much more popular.
The reply was, “It’s too expensive to make the
switch.” Alan had done enough research to know this
wasn’t true. Further investigation revealed the real
problem. The man who had helped develop the dis-
posable electrodes was abrasive, and he had alienated
members of the instruments division. Now, members
were unwilling to take any action that would make
this person look good.

Alan overcame this problem by asking people in his
division to develop a new electrode—one that would
not be burdened by association with an unpopular exec-
utive. During the development stage, he actively served
as a mediator, keeping colleagues in other divisions
abreast of his progress. Several suggestions for enhance-
ments were incorporated during this phase. After build-
ing a broad base of support for the new product
throughout the organization, he had no difficulty getting
the second request approved (Gelman, 1985).

This example illustrates the merits of establishing
broad networks of organizational contacts. One of the
biggest mistakes individuals make at the outset of their
management careers is to become isolated. Such
people assume that getting ahead in their department
is sufficient for getting ahead in the organization. As a
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result, they concentrate all their attention on building
strong relations with their immediate coworkers. If
you reconsider organizations in terms of horizontal
structures, you will see how isolated a communication
network in a single department is. It is important to
become a central actor in the organization’s communi-
cation network, not just the department’s. This can be
done by going to lunch with people in other depart-
ments, reading the annual reports of all the divisions,
volunteering for interdepartmental task forces, and
seeking out boundary-spanning positions that require
you to work with other departments.

It is important that managers seeking to form
wide-reaching social networks understand that social
relations look very different in different cultural set-
tings. Specifically, research has shown that members of
different cultures differ in terms of how many friend-
ships they are likely to form at work, the extent to
which they are likely to mix socioemotional and
instrumental social ties, the strength and longevity of
their social relations, and the likelihood of their form-
ing social networks that are upward, lateral, or down-
ward directed (Morris, Podolny, & Ariel, 2000). For
example, American business relationships are charac-
terized by the norms of the marketplace (they must be
profitable). In contrast, Chinese business relationships
are characterized by a familial orientation (doing
whatever is good for the organization), German rela-
tionships are characterized by a legal-bureaucratic ori-
entation (play by the rules), and Spanish relationships
are characterized by an affiliative orientation (sociabil-
ity and friendship) (Morris et al., 2000).

Flexibility

A critical requirement for building a power base is
flexibility, or discretion—that is, freedom to exercise
one’s judgment. A person who has little latitude to
improvise, to innovate, or to demonstrate initiative
will find it extremely difficult to become powerful
(except in unusual situations in which meticulous obe-
dience to rules disrupts the system, as in the case of air
traffic controllers’ slowdowns). Power can be lost
because circumstances often change more readily than
people or their jobs can change to keep up with the
new times (Pfeffer, 1994). A flexible position has few
rules or established routines governing how work
should be done. In addition, when a manager needs to
make a nonroutine decision, it is not necessary to seek
a senior manager’s approval. Flexibility tends to be
associated with certain types of work assignments, par-
ticularly tasks that are high in variety and novelty

(Hinings, Hickson, Pennings, & Schneck, 1974).
People in such positions are assigned several types of
activities, each of which requires the use of consider-
able judgment. The more routine the work and the
fewer the tasks assigned a person, the easier it is to pre-
program the job to eliminate the need for discretion.

Flexibility is also correlated with the life cycle of a
position. New tasks are much more difficult to routinize
than old ones. Similarly, the number of rules governing
a position tends to be positively correlated with the
number of individuals who have previously occupied it.
Because the intention of rules is to expose exceptions,
the longer a position has been in existence, the more
likely it is that exceptions have been discovered.

The same logic applies to the life cycle of a decision-
making process. The longer a group has been meeting
to discuss an issue, the more difficult it is to have
any significant amount of influence over its delibera-
tions, unless the decision-making process becomes
hopelessly stalemated. The critical decisions about
how discussions will be conducted, what evidence
should be examined, and which alternatives are ger-
mane are all made early in a group’s history. To make a
difference, therefore, it is important to be a participant
from the beginning.

One indication of the amount of flexibility inherent
in a position is the reward system governing it. If people
occupying a position are rewarded for being reliable and
predictable, that suggests the organization will penalize
people who use discretion. On the other hand, if people
are rewarded for unusual performance and innova-
tion, discretion is encouraged. A “reliable performance”
reward system uses as its performance criterion confor-
mity to a set of prescribed means for performing a task,
such as a detailed procedure for assembling an elec-
tronic circuit. In contrast, an “unusual performance”
reward system eschews consistency in favor of initia-
tive. For example, a company may teach salespeople
how to close a deal but at the same time encourage
them to figure out better ways to do the task.
Individuals with a high need for power should avoid a
job that is governed by the reliable performance crite-
rion, no matter how attractive it might appear in other
aspects, because it will strip them of a necessary prereq-
uisite of power.

Visibility

A sage corporate executive once counseled a young,
aspiring MBA, “The key formula for promotion is
excellent performance multiplied by visibility.” Obviously,
a highly visible, poor performance will not lead to
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promotion, but the real message of this advice is that an
excellent, but obscure, performance won’t either. This
advice is supported by a Chicago consultant, Karolus
Smejda, who is frequently brought into organizations to
coach “competent but invisible” young managers. “The
boss will say to me, ‘Karolus, this guy is a wonderful
worker, but he’s just not visible enough.’ My job is to
make that person aware of the need to become well con-
nected,” he says (Gelman, 1985).

One measure of visibility is the number of influ-
ential people with whom you normally interact in your
organization. This helps explain why people-oriented
positions are often more powerful than task-oriented
positions. Of course, contacts with some members of
an organization are more important than with others.
It is critical that a position foster frequent contact with
senior officials, decision makers, and informal leaders.
This can be accomplished through participation in
company or outside programs, meetings, and confer-
ences. Many a young career has been secured by a
strong presentation at a trade association convention
or board meeting.

Recognizing this point, an enterprising junior
executive in a large Chicago conglomerate seized on a
chance occurrence to impress the chairman of the
board. By a strange set of circumstances, the young
executive was asked to fill in for the secretary of the
board of directors and take notes at a stockholders’
meeting. Making sure he arrived early, he greeted every
person who entered the boardroom and then intro-
duced that person to every other member in the room.
The fact that this young man was able to put everyone
at ease (not to mention remember the names of a large
number of strangers) so impressed the chairman, he
subsequently provided several opportunities for him to
advance rapidly in the organization.

This example points out an important distinction
between centrality and visibility. The purpose of becom-
ing central in a broad communication network is to tap
into a rich flow of information so you can satisfy the
information needs of others. In contrast, from the point
of view of visibility, being in a position that allows you to
interact with a large number of influential people
increases your power by making your accomplishments
more evident to the people who allocate resources, such
as desirable assignments and promotions.

The value of visibility is clearly demonstrated in the
position of an executive secretary. For example, Jean C.
Jones, while serving as executive secretary to the chair-
man of Intel Corporation, decided each day how many
of the 125 telephone calls would gain Gordon Moore’s

ear and how much of the 30-inch stack of mail he
would see. The power inherent in this gatekeeping role
is also reflected in the fact that Kathleen Kallmer par-
layed her job as executive secretary to Beatrice
Company’s chairman James L. Dutt into an assistant
vice presidency in four years (Baum & Byre, 1986).

By far, the best way to gain visibility is by means
of direct contact, and face-to-face communication
is the most influential means to accomplish this.
Inexperienced managers often assume that credit for
writing an excellent report automatically goes to the
author. Unfortunately for good writers, this is not
always the case. If one member of a group composes a
very good report and another member gives a very
good presentation of the report to an executive com-
mittee, the presenter will likely receive a dispropor-
tionately large share of the credit for the work. Busy
executives tend to be more impressed by what they
see in a meeting than by what they read in their
offices. They have fewer distractions in meetings (no
stacks of other reading material or interruptions by
phone calls), and a slightly positive personal evaluation
of a presentation can be transformed into a very strong
positive evaluation by the approving nods and smiles
of other executives in the meeting.

Another important opportunity for gaining visibil-
ity is participation in problem-solving task forces. Being
asked to serve in this capacity conveys to others that
you have valuable expertise. More importantly, if the
task force’s report is received well by senior officials,
your name will be associated with the group respon-
sible for the “breakthrough.” Using the language of the
strategic contingencies model, problem solvers gain
power by helping others cope with uncertainty. For
example, those heads of government whose accom-
plishments stand out dramatically in a historical per-
spective are those who proposed remedies during
major crises. Consider that Winston Churchill is cred-
ited with helping Britain survive World War II. On the
smaller scale of a business firm, this truism is equally
reliable. The visibility of a person’s performance is
directly proportional to the significance of the tasks per-
formed and the popularity of the causes championed.

An additional source of visibility is name recogni-
tion. Elected officials recognize the value of keeping
their names before the electorate, so they place signs
at state and city boundaries and entrances to public
transportation terminals welcoming travelers. In orga-
nizations there are analogous opportunities for
enhancing your visibility. For example, if your office
regularly sends information to the public or other
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departments, try enclosing a signed cover note. If you
are new to an organization, introduce yourself to other
members. If you have a good idea, formally communi-
cate it to the appropriate parties in person, as well as in
a follow-up memo. If someone has recently accom-
plished something significant, send a note expressing
congratulations and appreciation.

Relevance

This leads us to the fourth critical characteristic of
powerful positions, relevance, which means being
associated with activities that are directly related to
the central objectives and issues in an organization. As
one manager put it, “My peers are responsive to me
because the functions that I manage are the lifeblood
of the organization. I manage the people who provide
readings on their vital signs; consequently, my pres-
ence in their office implies that there’s a vital concern
of one sort or another that needs to be dealt with”
(Kaplan & Mazique, 1983, p. 10).

A noted organizational sociologist, Charles Perrow
(1970), argues in an advanced consumer products-
oriented economy, sales and marketing represent the
central concerns of most businesses. Because other
activities in the organization are dependent on revenues
from sales, the work performed by sales personnel is
most relevant to the central concern of organizational
survival.

Refining this general proposition, Paul Lawrence
and Jay Lorsch (1986) identified the “dominant com-
petitive issue” for companies using different types of
technology. The dominant competitive issue is the
organizational activity that most accounts for the firm’s
ability to compete effectively with other members of
its industry. Companies using a flow-process form of
technology, such as oil refineries and chemical plants,
were found to be most dependent on effective market-
ing because of their sizable capital investment and
small range of product alternatives. In contrast, com-
panies using a standard mass-production (assembly-
line) form of technology, with a stable line of products
and established customers, were most dependent on
the efficiency of their production processes. Finally,
high-tech firms, or companies producing custom-
designed products, were most successful when they
had strong research and development departments.

This general principle accounts for a significant
recent shift in the power of the human resources
department in large corporations. In the past, human
resource executives occupied the outer circle in the
corporate power structure. They ran a staff of personnel

specialists, occupying the lower floors of the headquarters
building. Today, a great many report directly to the CEO
and play a key role in strategic decisions. The reason for
this dramatic change is that with the increase in acquisi-
tions, mergers, and divestments, corporations must base
strategic decisions on human resource considerations.
These include matching high-priced skills with critical
jobs, keeping key personnel after a merger, solving
human resource problems that arise from introducing
new technology or closing a plant, and formulating
agreements with the unions of an acquired firm (Conner
& Ulrich, 1996).

According to business authorities, “The rise of the
human resources function is the most dramatic change
in managerial function since financial executives rose
to power in the 1960s during the ‘conglomerate era,’
when asset management was the pressing problem in
corporations” (Hoerr, 1985).

These results have significant implications for task
relevance. An individual who seeks influential posi-
tions must be sensitive to the relevance of his or her
department’s activities for the company. For example,
a design engineer who works for an oil company is less
likely to become influential than one who works for
an electronics firm, and operations researchers will
have more influence in companies with established
product lines and an assembly-line production process.
Computer scientists are more likely to feel empowered
in a software development firm than if they are work-
ing for an insurance company or a public utility. In the
latter organization, computer programming is viewed
as a support function, with only an indirect effect on
profitability.

There are other indications of the relevance of
assigned activities besides their relationship to the firm’s
dominant competitive issue. For example, the role of
representative or advocate is powerful because it
enables a person to become identified with important
causes. Another key role is that of evaluator. Positions
designated by the organization as checkpoints become
powerful by virtue of the fact that they create depen-
dence. The approval controlled by people in these posi-
tions is highly relevant to those individuals who must
receive it to obtain organizational rewards.

The role of trainer or mentor to new members of
a work unit is another powerful position. It places you
in a critical position to reduce uncertainty for new-
comers and substantially enhance their performance.
Newcomers are generally apprehensive, and they will
appreciate your showing them the ropes. Also, suc-
cessful performance in this developmental role earns
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you the respect and admiration of those colleagues
who stand to benefit from your effective training.

To summarize, we have discussed four aspects
of organizational positions that are critical to the
achievement of power. As Table 5.7 shows, centrality
and relevance encourage the gaining of power through
horizontal relationships. That is, a position’s potential
for power is based on its relationship to other lateral
positions and activities in the organization. However,
visibility and flexibility are linked to hierarchical power.
Flexibility reflects the amount of discretion vested in a
position by superiors. Positions that are closely super-
vised provide a poor vantage point for establishing a
power base. A highly visible position has close ties with
higher levels of authority, so a noteworthy performance
in a visible position receives more recognition, which is
an important prerequisite for an individual’s upward
mobility in an organization.

Transforming Power into Influence

Having discussed the skill of gaining power, we now
turn our attention to converting power into influence.
This concept requires an understanding of the differ-
ence between power and influence. As indicated at the
beginning of this chapter, many popular books on this
subject suggest power is an end in itself. They bring
to mind the old commercials about “98-pound weak-
lings” who take up body building to punish bullies for
stealing their girlfriends.

Our goal here is not to help people gain power for
its own sake. When the weak seek power simply
because they are tired of being pushed around, tyranny
generally follows their ascension. Our interest, instead,
is in helping people accomplish the exceptional in
organizations, recognizing that this generally requires
political clout. The well-meaning but politically naive
seldom make major contributions to organizations.
Consequently, our focus is on how you can become
influential as well as powerful.

However, we cannot talk about influence without
first understanding power, because power is a necessary

precondition for influence. Influential people have
power, but not all powerful people have influence.
Influence entails actually securing the consent of others
to work with you in accomplishing an objective. Many
powerful people cannot do that, as evidenced by the
chronic inability of American presidents to convince
Congress to pass what the president considers to be
essential legislation. The skill of transforming power into
influence hinges on securing the consent of others in
ways that engender support and commitment, instead
of resistance and resentment.

INFLUENCE STRATEGIES:
THE THREE Rs

Power is converted into influence when the target
individual consents to behave according to the desires
of the power holder. The influence strategies used by
managers to obtain compliance fall into three broad cat-
egories: retribution, reciprocity, and reason (Allen,
Madison, Porter, Renwick, & Mayer, 1979; Kipnis,
1987; Kipnis, Schmidt, & Wilkinson, 1980). Table 5.8
lists these strategies and the corresponding direct and
indirect approaches. Specific examples of these strate-
gies are shown in Table 5.9 (Cialdini, 2001; Marwell &
Schmitt, 1967).

You may have mixed reactions to these lists. Some
strategies will probably strike you as particularly
effective; others may seem inappropriate or even manip-
ulative or dishonest. Our purpose in listing these is not to
imply all strategies within a category ought to be used.
Rather, the full arsenal of influence strategies is presented
so that you can informatively choose those with which
you feel most comfortable, and so that you can be aware
when others are attempting to influence you.

These three influence strategies rely on different
mechanisms for obtaining compliance. Fear of retrib-
ution is based on personal threat, which typically
stems from formal authority. The direct form of this
approach, coercion, involves an explicit threat to
impose sanctions if the manager’s will is not obeyed.

Table 5.8 Influence Strategies

STRATEGIES DIRECT APPROACH INDIRECT APPROACH

Retribution: Force others to do what you say 1. Coercion (threaten) 2. Intimidation (pressure)

Reciprocity: Help others want to do what you say 3. Bargaining (exchange) 4. Ingratiation (obligate)

Reason: Show others that it makes sense to do 5. Present facts (or needs) 6. Appeal to personal values 
what you say (or goals)
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Recognizing their vulnerability to sanctions controlled
by the boss, subordinates generally comply, reluctantly.
The threat usually involves either the denial of
expected rewards or the imposition of punishment.

Intimidation is an indirect form of retribution
because the threat is only implied. Behind the manager’s

Table 5.9 Examples of Influence Strategies

RETRIBUTION (COERCION AND INTIMIDATION)

General form: “If you don’t do X, you will regret it!”

Threat: “If you do not comply, I will punish you.”

Social pressure: “Others in your group have agreed; what’s your decision?”

Had enough?: “I will stop nagging you if you comply.”

Perceived scarcity and time pressure: “If you don’t act now, you’ll lose this opportunity/cause 
problems for others.”

Avoid causing pain to others: “If you don’t agree, others will be hurt/disadvantaged.”

RECIPROCITY (EXCHANGE AND INGRATIATION)

General form: “If you do X, you’ll receive Y.”

Promise: “If you comply, I will reward you.”

Esteem: “People you value will think better (worse) of you if you do 
(do not) comply.”

Pregiving: “I will do something you like for you; then will you do 
this for me?”

Obligation: “You owe me compliance because of past favors.” 
(Even though I implied there would be no future obligation.)

Reciprocal compromise: “I have lowered my initial offer/price, and now I expect 
you to reciprocate” (no matter how unreasonable 
my initial position was).

Escalation of commitment: “I’m only interested in a small commitment.” 
(But I’ll be back later for more.)

REASON (PERSUASION BASED ON FACTS, NEEDS, OR PERSONAL VALUES)

General form: “I want you to do X, because it’s consistent with/good 
for/necessary to . . .”

Evidence: “These facts/experts’ opinions demonstrate the merits 
of my position/request.”

Need: “This is what I need; will you help me out?”

Goal attainment: “Compliance will enable you to reach a personally 
important objective.”

Value congruence: “This action is consistent with your commitment to X.”

Ability: “This endeavor would be enhanced if we could count 
on your ability/experience.”

Loyalty: “Because we are friends/minorities, will you do this?”

Altruism: “The group needs your support, so do it for the good 
of us all.”

forceful request is the possibility of organizationally
based sanctions for noncompliance, but the dominant
feature of the demand is an intimidating interpersonal
style. Intimidation can take many forms: a manager pub-
licly criticizes a subordinate’s report, a member of
a management committee is systematically ignored
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during meetings, or junior executives are given impos-
sible tasks by insecure senior executives.

Acts of intimidation are generally accompanied by
special emphasis on the authority of the power holder.
Assignments are typically given in the boss’s office, in a
highly formal manner, with reference to the vulnerabil-
ity of the target (e.g., mentioning his junior grade or
short tenure with the organization). This sets the stage
for an implicit threat (e.g., “If people aren’t willing to
work overtime on this project, corporate headquarters
is going to pull the plug on our budget and a number of
younger employees will get hurt”).

Intimidation can also occur through peer pres-
sure. Managers who know a majority of their sub-
ordinates support a controversial action can use group
dynamics to secure the compliance of the minority.
This is done by telling the majority that a decision
must be unanimous and it’s their responsibility to
demonstrate leadership by securing the commitment
of all members. Or, the manager can apply pressure
directly to the holdout members of the group by stress-
ing the need for harmony, mutual support, and work-
ing for the common good.

The second strategy extracts compliance from
others by invoking the norm of reciprocity. Reciprocity
operates on the principle of satisfying the self-interest of
both parties. The direct form of this approach involves
straightforward bargaining in which each party gains
something from the exchange. In bargaining, both par-
ties are aware of the costs and benefits associated with
striking a deal, and their negotiations focus on reaching
an agreement that is satisfactory to both. Ingratiation,
however, is more subtle. It involves using friendliness
and favors to incur social obligations. When compliance
is required or support is needed, previous benefactors
are then reminded of their debts.

Reciprocity is used in many ways in organizations.
These include striking deals with influential opinion lead-
ers to support a new program, asking subordinates to
work overtime in exchange for an extended weekend,
doing small favors for the boss so one can occasionally
take longer lunch hours, and formally negotiating with
staff members to get them to accept undesirable assign-
ments (Cohen & Bradford, 2003).

Although the retribution and reciprocity strategies
are both grounded in the manager’s control of outcomes
valued by others, the dynamics of these strategies are
different. Retribution strategies exploit a subordinate’s
natural desire to avoid pain or unpleasantness, while
strategies of reciprocity are used to make the outcomes
desired by the manager seem desirable and attractive to
the subordinate. Retribution strategy ignores the rights of

others and the norm of fairness, whereas reciprocity
strategy honors both. An emphasis on retribution leads
to ignoring the quality of the ongoing relationship
between the parties, while reciprocity implies a recogni-
tion of the value of strengthening their interdependence.

The third approach is based on the manager’s per-
suasive ability. Instead of seeking compliance by mak-
ing the instrumental nature of their relationship salient
to the target person, this approach appeals to reason.
The manager argues compliance is warranted because
of the inherent merits of the request. Here, the focus is
on helping others to see why your ideas make sense.
This is most likely to occur if the manager is perceived
as knowledgeable on the subject and if his or her
personal characteristics are attractive to the target per-
son. The direct approach to persuasion relies on the
compelling nature of the facts or needs supporting the
case. A convincing statement is made, coupled with
a specific request. For example, “If your shift doesn’t
work overtime tonight, we will lose $5,000 worth
of product. Will you pitch in and help us solve this
problem?” In the indirect form, the manager appeals to
the other person’s personal values or goals. These
might include being altruistic, a loyal team member,
respected as an expert; and helping to keep the plant
nonunion or keeping customers satisfied.

Because persuasion is sometimes confused with
manipulation, it is important here to distinguish
between the two. A persuasive appeal is explicit and
direct, while a manipulative act is implicit and decep-
tive. The persuader respects the autonomy of decision
makers and trusts their ability to judge evidence effec-
tively. In contrast, a manipulator has low regard for the
abilities of decision makers and doesn’t trust them to
make good decisions. Manipulators have the same
objectives as authoritarian leaders—they simply use
more subtle tactics. Manipulative managers, therefore,
often appear to the casual observer to be using a demo-
cratic leadership style. In fact, they are actually “illu-
sory democrats” because, while their actions may
appear democratic, they have no inclination to share
power. They use a democratic style only because it
makes others less defensive and therefore more vul-
nerable to their power initiatives (Dyer, 1972).

THE PROS AND CONS OF EACH
STRATEGY

As Table 5.10 notes, each approach has advantages and
limitations (Cuming, 1984; Mulder, Koppelaar, de Jong, &
Verhage, 1986). The retribution strategy produces
immediate action, and work is performed exactly
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Table 5.10 Comparisons Among Influence Strategies

INFLUENCE POSSIBLE POSSIBLE POSSIBLE

STRATEGY WHEN TO USE IT ADVANTAGES DISADVANTAGES COMPLAINTS

Retribution • Unequal power, in • Quick, direct • Stifles commitment, • Violation of 
influencer’s favor action creativity rights

• Commitment and • Insecurity of boss • Ethical violations
quality not 

• Engendersimportant
resentment

• Tight time 
• Must increaseconstraints

seriousness of 
• Serious violation threats to maintain 

• Issue not important 
pressure

to target

• If issue is important, 
retribution not likely

• Specific, 
unambiguous
request

• Resistance to 
request is likely

Reciprocity • Parties mutually • Low incidence • Engenders • Unfairness, 
dependent of resentment instrumental view of dashed 
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according to the manager’s specifications. But the
retribution strategy comes with high costs. Of the three
strategies, it is the most likely to engender resistance.
Most people do not like to be forced to do something.
Effective managers use this approach sparingly, gener-
ally reserving it for crises or as a last resort when the
other strategies have failed. It is best suited to situations
in which the goals of the parties are competing or inde-
pendent. This approach is effective only when the
target person perceives that the manager has both
the power and the will to follow through on his or her
threat. Otherwise, the person being influenced may be
tempted to call the manager’s bluff. Also, the threat-
ened sanctions must be sufficiently severe that disobe-
dience is unthinkable.

When used repeatedly, the retribution approach
produces resentment and alienation, which frequently
generates overt or covert opposition. Consequently, it
should be used extensively only when the ongoing
commitment of the target person is not critical, when
opposition is acceptable (the target person can be
replaced if necessary), and when extensive surveillance
is possible. Because these conditions tend to stifle
initiative and innovative behavior—even when individ-
ual compliance is obtained—organizational performance
is likely to suffer because affected individuals have little
incentive to bring emerging problems resulting from
changing conditions to their supervisor’s attention.

The reciprocity strategy allows the manager to
obtain compliance without causing resentment, since
both parties benefit from the agreement. Also, because
of the instrumental nature of the exchange, it is not
necessary to take time to justify the manager’s actions. It
is most appropriate when each party controls some out-
comes valued by the other party and established rules
govern the transaction, including provisions for adjudi-
cation of grievances. Even under these conditions, such
exchanges—especially agreements that are not formally
documented—require some degree of trust. If individu-
als have reneged on past agreements, their credibility as
negotiating partners becomes suspect. Reciprocity is also
best suited to situations in which the power holder
needs the target person to perform specific unambigu-
ous assignments. Consequently, neither a long-term
commitment to general goals and values nor the exten-
sive use of personal judgment is required. An agreement
to perform certain tasks according to specified terms is
sufficient.

The chief disadvantage of this approach, when
used frequently, is that it engenders a highly instru-
mental view of work. The other person begins to
expect that every request is open for negotiation and

that every completed assignment will generate a
reward of equal value. As a result, the reciprocal
approach tends to undercut internalized commitment
as members take on a highly calculative orientation
and downplay the value of working hard to achieve
organizational goals, regardless of personal gain.

The assets and liabilities of the third approach—
reason—are more complicated. The objective of the
rational strategy is a higher form of compliance, that is,
internalized commitment. While the focus of compli-
ance is acceptable behavior, commitment requires
shared understanding. Commitment relies on teaching
correct principles and explaining legitimate needs and
then trusting the good intent and sound judgment of
subordinates to act appropriately. In its ideal form, com-
mitment decreases the need for surveillance based on
accountability and enhances the subordinate’s initiative,
commitment, and creativity. This approach works best
when the worst thing the other person can do is turn
down the request, since he or she has little incentive to
hurt the manager. Also, the target person should feel
there is little potential for the manager to cause harm,
as is typically the case when the target person is the
manager’s coworker or superior. However, when the target
person is a subordinate, the manager must demonstrate
his or her unwillingness to rely on coercion and intimida-
tion in seeking compliance.

The principal disadvantage of the rational, or rea-
son, approach is the amount of time required to build
the trust and mutual understanding required to make
it operate effectively. This time increases as the num-
ber of involved individuals expands. Also, because the
success of this strategy requires congruence of goals
and values (rather than the rewards or sanctions a per-
son controls), this approach is difficult to implement
when the parties have dissimilar backgrounds, sub-
scribe to competing philosophies, or are assigned con-
flicting responsibilities, such as maintaining quality
versus meeting deadlines.

In their classic studies on influence strategies,
Schmidt and Kipnis (1987; Kipnis & Schmidt, 1988)
provided compelling evidence supporting the superior
benefits of the approach based on reason. Individuals
who rely primarily on reason and logic to influence
others are rated as highly effective by their bosses, and
they report low levels of job-related stress and high levels
of job satisfaction. In contrast, individuals who persis-
tently use any other approach to get their way tend to
receive lower performance ratings and experience
higher levels of personal stress and job dissatisfaction.

Although the evidence is not clear-cut, it does
appear that a more general rule can be proposed.
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Higher-numbered strategies in Table 5.8 are more
effective than lower-numbered strategies. This order-
ing reflects the overall value system portrayed here:
direct is better than indirect; open is better than
closed; exchange is better than intimidation; and sin-
cere requests are better than guile.

One justification for this conclusion is that the
higher-numbered strategies are more likely to be per-
ceived as fair and just, because they are more likely to
be accompanied by an explanation. Research on orga-
nizational change has consistently shown that people
are more willing to change when they understand
why. For example, in a study of 187 employees in
seven business firms that had just been relocated, they
rated the process as fair, even though they felt the
move was unfavorable, when they understood the rea-
sons behind the action (Daly, 1995).

It is important to point out how cultural prefer-
ences need to be factored into your choice of influence
strategy. First, your influence strategy needs to be con-
gruent with your personal cultural values. Second, it
needs to be congruent with the cultural values of the
influence “target.” Third, it needs to be congruent with
the general context in which your relationship is
embedded. As an extreme case of these three situational
factors, one can imagine a Japanese manager trying to
influence an African employee in an auto plant in
Germany. To illustrate the importance of cultural con-
gruence, our claims regarding the merits and liabilities
of these influence attempts are clearly bounded by tradi-
tional American cultural norms, including egalitarian
relations, direct communication, and individualism. In
contrast, members of cultures that place a high value on
social obligation would be more prone to favor the reci-
procity influence strategies. In addition, cultures that
emphasize indirect communication methods, such as
storytelling and inference making, would likely prefer
the indirect over the direct strategies. Similarly, individ-
uals who place particular importance on hierarchical
relationships may feel more comfortable with the
forcing strategies (Thompson, 2001).

Exercising Upward Influence—A
Special Case of the Reason Strategy

There is a particular form of influence that warrants spe-
cial attention. Our discussion of the “Three Rs” has
largely assumed that the influence attempt involved a
peer or a subordinate. The role that is obviously missing
from this set of influence targets is “the boss.” Given
Kanter’s (1979) notion discussed earlier in this chapter
that organizational power can be measured in terms of

one’s control over making “exceptions to the rule,” it is
important that we examine strategies for getting excep-
tional requests granted by exerting upward influence.
As you recall, Table 5.1 listed a number of exceptions
that subordinates believed were the result of having a
“boss with clout,” including actions like interceding
favorably on behalf of someone in trouble, getting a
desirable placement for a talented subordinate, and get-
ting approval for expenditures beyond the budget.
Given the stress we’ve placed on using power to have a
positive, constructive influence in an organization, it is
important to underscore the merits of managers using
their power to benefit their subordinates by exerting
upward and outward influence. If subordinates perceive
that their unit leader’s clout will shield them from out-
side, disruptive pressures and help them break down
artificial organizational barriers to getting the job done
right, then they are naturally inclined to strengthen
their boss’s power base.

The synergy in this “win–win” process should be
obvious. Unfortunately, the means whereby bosses can
effectively influence their superiors is far from obvious.
One approach that has received a great deal of attention
is called issue selling (Dutton & Ashford, 1993).
Effective issue selling draws attention to those issues or
problems that concern you, notwithstanding the numer-
ous other issues that compete for your superior’s time and
attention. The issues busy leaders believe warrant their
attention are those that they perceive are most conse-
quential. Effectively influencing upward, therefore,
means that you need to convince your boss that a partic-
ular issue you espouse is so important that it requires his
or her attention. Table 5.11 contains a summary of the
key strategies that can be used to exercise upward influ-
ence through effective issue selling (Dutton & Ashford,
1993; Dutton & Duncan, 1987).

There is another important reason to exercise
upward influence. In today’s decentralized and excep-
tionally complex corporate environment, uninformed
bosses are prone to make bad decisions. As a conse-
quence, the organization as a whole suffers and subor-
dinates and their units may become demoralized and
discouraged. According to Michael Useem, Director of
the Center for Leadership and Change Management,
too often subordinates could prevent or reverse bad
decisions, but they remain silent. In an interview
regarding his book, Leading Up: How to Lead Your
Boss So You Both Win, Useem says, bluntly, “If people
are afraid to help their leaders lead, their leaders will
fail” (Breen, 2001). He offers several tips for what he
calls “trickle-up leadership.” First, you’ve got to speak
up to lead up. Too often people with good ideas or with
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Table 5.11 Ways to Sell Issues Upward

PRINCIPLE EXPLANATION

Congruence The issue must be congruent with your position and role. A person in the marketing
department trying to sell an issue relating to computers would be less effective than 
would an information specialist.

Credibility Maintain credibility by being honest, open, non-self-serving, and straightforward. 
Demonstrate that your interest in the issue is not mere personal gain. Issues that seem 
self-serving are more difficult to sell.

Communication Gain or maintain access to a broad communication network. Use multiple communication
channels, including face-to-face conversations, written memos, e-mail, conferences, 
news clippings, and so on.

Compatibility Select issues that are compatible and in harmony with the organization. Avoid issues that 
contradict the company culture.

Solvability The issue must be solvable. Make it clear that the issue can be solved. Show that solution
alternatives are available. Unresolvable issues don’t capture attention.

Payoff Clearly point out the long-term payoff, for the organization or the manager, of addressing 
the issue. The higher the potential payoff appears to be, the more likely the issue will 
receive attention.

Expertise Identify the expertise needed to solve the problem. Issues are more likely to capture attention 
if it is clear that the expertise necessary to resolve them resides in the organization, or better 
still, under the purview of the top manager or boss.

Responsibility Point out the responsibility that top managers have to address the issue. Emphasize the 
negative consequences associated with ignoring the issue or leaving it unresolved.

Presentation Ensure that the issue is presented succinctly, in emotionally positive terms, with supporting
data and novel information. Complex and convoluted information does not capture attention,
so the issue must be explained in precise, simple terms.

Bundling Bundle similar issues together with other important issues that interest top managers. Point
out the relationship between your issue and other issues already being addressed.

Coalitions The issue must be sponsored by other people who will help see the issue. Building 
coalitions of supporters makes the issue hard to ignore.

Visibility Present and sell the issue in a public forum rather than in a private meeting. The more 
individuals who hear about the issue, the more likely it is to reach the boss’s agenda.

SOURCE: Adapted from Dutton and Ashford, 1993.

knowledge regarding a misinformed decision or misin-
terpreted report elect to remain silent. He notes that
even in the Marine Corps officers are expected to speak
up if their superior issues a flawed order. Second, before
you lead up, you’ve got to team up. When the implica-
tions of your message will require a major change of
course, it is particularly important to work with allies,
especially those who add credibility to your argument.
Third, lead up, don’t argue up. When offering a con-
trary perspective, disagree without being disagreeable.
By modeling open-mindedness, support, and trustwor-
thiness, your example of how you disagree may be your
most important message, especially during times of
high stress and conflict. Fourth, try to be all things to

everyone, and you’ll be nothing to anybody. Superiors
are more willing to hear bad news from subordinates
whose judgment they can trust and whose loyalty is
unquestioned. Trying to keep everyone happy or work-
ing on too many agendas can cloud one’s judgment and
lead others to question your loyalty.

ACTING ASSERTIVELY:
NEUTRALIZING INFLUENCE
ATTEMPTS

In general, managers are more effective when they
assume that others are reasonable, well meaning, and
motivated. Unfortunately, in some cases, these
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assumptions are proven false. When this happens, it is
important to be prepared to protect ourselves from
unwanted, inappropriate efforts by others to influence
our actions. Therefore, it is not only important to learn
how to influence others effectively, but we must also
understand how to protect ourselves against the unde-
sirable attempts of others to influence us. As we
discussed earlier, one-sided dependence is the antithe-
sis of empowerment. Recalling Figure 5.1, feelings of
lack of power are just as harmful to personal perfor-
mance as flagrant, excessive use of power. Therefore, it
is just as important to be skillful at resisting unwanted
influence attempts as it is to influence the behavior of
others effectively and appropriately. This skill is partic-
ularly relevant in work situations in which maintaining
personal initiative is difficult in the face of strong
countervailing pressures.

Tables 5.8 and 5.9 contain an impressive arsenal of
influence strategies. Is it possible to neutralize the
impact of such a highly developed, well-conceived set of
tools? Many people succumb to these influence
attempts, either because they are unaware of the social
dynamics affecting their decisions or because they feel
compelled to give in without offering any resistance. To
avoid this plight, it is important to develop the skill of
resisting inappropriate efforts to control your behavior.
Assertiveness increases self-determination by thwarting
exploitation at the hands of overpowering bosses,
manipulative sales personnel, and high-pressured nego-
tiators (Cialdini, 2001). This is consistent with the time-
honored sociological theory that power is the opposite
of dependence, and hence the pathway to empower-
ment involves throwing off the choice-limiting con-
straints imposed by dependence (Emerson, 1962).

The importance of avoiding relationships in which
individuals in power positions attempt to foster depen-
dency in others has been the subject of research on the

“toxic effects of tyranny in organizations” (Bies & Tripp,
1998). A summary of the characteristics of abusive
bosses, from this study, is shown in Table 5.12. Given
the tendency for most leaders to occasionally take
advantage of their position of power, we include this as
a tool for identifying situations in which excess has
become the norm. As you examine the following strate-
gies for neutralizing inappropriate influence attempts,
you might find it useful to use these characteristics of
abusive relationships as a frame of reference.

Neutralizing Retribution Strategies
Used by Others

Coercive and intimidating actions are intended to cre-
ate a power imbalance by substituting dependence for
interdependence. This is the most detrimental form of
influence, and therefore it should be resisted most vig-
orously and directly. You can use several approaches.
The following can be thought of as a hierarchy of pre-
ferred responses (begin with the first and progress to
the next responses, if necessary). 

1. Use countervailing power to shift depen-
dence to interdependence. The primary
reason individuals (particularly bosses) rely
heavily on the threat of retribution as an influ-
ence strategy is because they perceive an
inequality in power. Obviously, the boss in an
organization has the final say, but the larger the
perceived discrepancy in power, the greater
the temptation to exploit the powerless. The
first half of this chapter outlined several tech-
niques for increasing your power base.
However, when exploitation occurs, the time
for planning how to increase your power base
has passed. Ideally, you are in a position to
focus your boss’s attention on your mutual

Table 5.12 Characteristics of Abusive Bosses

• Micromanager—obsessed with details and perfection.

• Inexplicit direction with decisive delivery—treats everything as a priority, requiring immediate, careful attention.

• Mercurial mood swings—responses are very unpredictable.

• Obsession with loyalty and obedience—believes, “You are either for me or against me.”

• Status derogation—criticizes subordinates in public, to the point of ridicule.

• Capricious actions—known for arbitrariness and hypocrisy.

• Exercises raw power for personal gain—feels entitled to the “spoils of victory.”

SOURCE: Adapted from Bies and Tripp, 1988.
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dependence, that is, your interdependence.
Point out the negative consequences of failing
to respect your rights and acting cooperatively.
As part of this discussion, it may be appropriate
to discuss more acceptable means of satisfying
the boss’s demands.

2. Confront the exploiting individual directly.
All individuals, no matter what their job or
organizational status, must protect their per-
sonal rights. One of those rights is to be treated
as an intelligent, mature, responsible adult. To
initiate a complaint effectively, key elements
include describing the problem in terms of
behaviors, consequences, and feelings, persist-
ing until understood, and making specific sug-
gestions. These techniques can be used in this
situation to stress the seriousness of your con-
cerns. If necessary, you should specify actions
you are willing to take to stop coercive behav-
ior. For example, whistle-blowing involves
registering a complaint with an external gov-
erning body.

3. Actively resist. As a last resort, you should
consider “fighting fire with fire.” This is obvi-
ously a sensitive matter, but there are some
individuals who will keep pushing others until
they meet resistance. A work slowdown, delib-
erate disobedience to orders, or reporting the
problem to a senior manager might be neces-
sary. Again, this step should be pursued only
after all other efforts to counter unwanted
threats and demands have failed.

Neutralizing Reciprocity Strategies 
by Others

Many of the persuasion strategies used in sales and
advertising fall into this category. In the marketplace,
your concern is to avoid being duped. In the work-
place, your concern is to avoid being manipulated. The
following hierarchically arranged actions should be
helpful in either situation. Once again, begin with the
first response and follow with others if necessary.

1. Examine the intent of any gift or favor-
giving activity. When a favor or gift is offered,
you should consider the motives of the person,
the appropriateness of the behavior, and the
probable consequences. You should ask your-
self questions such as “Is the giver likely to
profit from this?” “Is this transaction inappro-
priate, unethical, or illegal?” “Is there a stated
or implied expectation of reciprocation, and

would I feel good about complying if the gift or
favor were not offered?” In brief, when in
doubt about a benefactor’s motives, ask ques-
tions or decline the gift.

2. Confront individuals who are using
manipulative bargaining tactics. Common
ploys used in these situations are escalating
commitments (“I’m only interested in a small
commitment [now]”) and reciprocal compro-
mises (“I’ve lowered my [extreme] initial posi-
tion; now I expect you [in the spirit of fair play]
to also offer a compromise”). Simply drawing
attention to these attempts at manipulation
will enhance your power in the relationship.
State that you do not approve of the manipula-
tive strategy; then propose an alternative
exchange, with emphasis on the merits of the
case or the true value of the product rather
than on the craftiness of the negotiators. You
will thus be able to reshape the exchange
process and avoid being manipulated.

3. Refuse to bargain with individuals who
use high-pressure tactics. If steps 1 and 2
have failed, refuse to continue the discussion
unless high-pressure tactics, such as imposing
unrealistic time constraints or emphasizing the
limited supply of the commodity or service,
are dropped. If you suspect the dynamics of
the negotiation process may be clouding your
judgment about the value of the object or the
importance of the issue, ask yourself, “Would I
be interested in this item if there were an
unlimited supply and no decision-making dead-
line?” If the answer is negative, either disen-
gage from the negotiation process or focus your
attention on its inequality. By shifting attention
from content to process, you neutralize the
advantage of a more experienced or powerful
bargainer. By refusing to continue unless artifi-
cial constraints of time and supply are removed,
you can establish fairer terms of trade.

Neutralizing Reason Strategies 
by Others

Although strategies based on reason are the most egali-
tarian of influence attempts, they can still create or exac-
erbate conditions of inequity. The following ordered
guidelines should help you avoid these situations:

1. Explain the adverse effects of compliance
on performance. Often, others’ pressing prior-
ities are your incidentals. The fact that someone
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can present a legitimate, convincing case does
not mean you should comply with the request.
For example, a request may be reasonable, but
its timing bad; compliance would mean your
having to miss important personal deadlines or
neglect your customers. You should discuss
these concerns with the influencer. By acknowl-
edging the other person’s need, explaining your
concerns about personal compliance, and then,
helping to find alternatives, you avoid becoming
overcommitted without giving offense.

2. Defend your personal rights. If you have
used step 1 and your petitioner persists, focus
the discussion on your personal rights. If indi-
viduals frequently come to you for help because
they mismanage their time or resources, appeal
to their sense of fairness. Ask if it is right to ask
you to get behind in your own work in order to
bail them out of their predicaments. Coworkers
have the right to request your help in a pinch,
but you also have the right to say no when even
reasonable requests place you at a serious

disadvantage or when they stem from the
negligence or overdependence of others.

3. Firmly refuse to comply with the request.
If your efforts to explain why you are unable to
comply have not worked, you should firmly
restate your refusal and terminate the discus-
sion. Some people believe that their case is so
compelling, they have difficulty believing
others won’t comply. If your coworker still
“won’t take no for an answer,” it’s probably
because your “no” was not firm enough. As a
last resort, you may have to seek the support of
a higher authority.

Summary

In Figure 5.2, the two skills discussed in this chapter—
gaining power and translating power into influence—
are highlighted. We began by discussing sources of
power, such as personal attributes and position charac-
teristics. Both of these must be developed if one is to
maximize one’s potential as a power holder. A strong
person in a weak position and a weak person in a

Figure 5.2 Model of Power and Influence
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strong position are both at a disadvantage. Ideally, one
should become a strong person in a strong position.

A manager must establish a power base in order
to get work accomplished and obtain commitments to
important objectives. But power without influence is
not sufficient. Consequently, we discussed how to
translate power into influence by selecting an appropri-
ate influence strategy and implementing it in such a
way that resistance is minimized. In general, this is
most likely to occur when managers use the higher-
numbered strategies in Table 5.8. Persuasion tends to
build trust and encourage internalized commitment,
while coercion and intimidation erode trust, produce
only superficial compliance, and encourage servility.

The unbridled use of power tends to increase resis-
tance among subordinates, which in turn erodes the
manager’s power base. It also transforms the nature of
the manager’s stewardship over subordinates. The more
a manager dominates subordinates, the more dependent
they become on management’s initiatives. As a result,
managers tend to overvalue their contribution to their
workers’ job-performance activities (“Without me, they
would be lost”). This inflated sense of self-importance
encourages abuse of power that weakens the manager’s
influence and may even lead others to demand the man-
ager’s resignation. Thus, the abuse of power is both
organizationally and personally destructive.

Power need not be abused, however. Managers,
by definition, are located somewhere above the mid-
point in the range of organizational levels (from the
CEO at the top to hourly employees at the bottom).
Managers who shun initiative and refuse to take
responsibility for their actions see themselves as the
“janitors” for the management pyramid above them.
Their job, as they see it, is to clean up messes and carry
out orders. Their attitude and demeanor reflect that of
their bosses. In contrast, managers characterized by
high initiative, personal responsibility, and influence
see themselves as presidents of the organizational pyra-
mid below them. They work within acknowledged
constraints, but they figure out ways to do things right.
They take full responsibility for their subordinates’ per-
formance, as well as for their commitment to their
work and their membership in the organization.

Translating power into influence should not only be
directed downward (i.e., toward organizational subordi-
nates) but also upward (i.e., toward organizational supe-
riors). Incompetent attempts to influence upward can
quickly derail a manager’s career, while competent
upward influence can markedly enhance it. By helping to
set the agenda of senior managers (issue selling) and by
working for senior management’s success (benefiting the

boss), a manager’s influence can increase significantly.
When applying these two principles, however, managers
should be motivated not by a thirst for mere self-
aggrandizement, but by an honest desire to benefit their
companies and strengthen their bosses’ position.

The counsel of the late A. Bartlett Giamatti, former
president of Yale University and commissioner of Major
League Baseball, serves as a particularly fitting conclu-
sion to this discussion: “Far better to conceive of power
as consisting in part of the knowledge of when not to
use all the power you have . . . Whoever knows how to
restrain and effectively release power finds . . . that
power flows back to him” (1981, p. 169).

Behavioral Guidelines

Effective management within an organization includes
both gaining power and exercising influence wisely.
Key guidelines for gaining power include:

1. Enhance your personal power in the organiza-
tion by:
❏ Developing your knowledge and skills to the

point of becoming an acknowledged expert.
❏ Enhancing your attractiveness to others, for

example, by fostering the attributes of friend-
ship (genuineness, intimacy, acceptance, val-
idation of self-worth, tolerance, and social
exchange).

❏ Being extremely dependable and, when
appropriate, putting forth more effort than
expected.

❏ Increase your legitimacy by aligning your
behaviors and decisions with core organiza-
tional values.

2. Increase the centrality of your position by:
❏ Expanding your network of communication

contacts.
❏ Staying abreast of relevant information.
❏ Serving as the source of information for

others.
3. Increase the latitude and flexibility of your 

job by:
❏ Reducing the percentage of routine activities.
❏ Expanding task variety and novelty.
❏ Initiating new ideas.
❏ Getting involved in new projects.
❏ Participating in the early stages of decision-

making processes.
❏ Seeking unusual and design-oriented jobs,

rather than those that are repetitive and
maintenance oriented.
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4. Increase the visibility of your job performance by:
❏ Expanding the number of contacts you

have with senior people.
❏ Making oral presentations of written work.
❏ Participating in problem-solving task forces.
❏ Inviting senior managers to help you recog-

nize important accomplishments within
your work group.

❏ Sending personal notes of congratulations
or cover notes accompanying reports or
useful information.

5. Increase the relevance of your tasks to the
organization by:
❏ Becoming an internal coordinator or exter-

nal representative.
❏ Providing services and information to other

units.
❏ Monitoring and evaluating activities within

your own unit.
❏ Expanding the domain of your work

activities.
❏ Becoming involved in activities central to

the organization’s top priorities.
❏ Becoming a trainer or mentor for new

members.
The general guidelines for influencing

others effectively involve matching your influ-
ence strategy to specific situations, acting
assertively when others attempt to influence
you inappropriately, and empowering others.
In general, use reason strategies more often
than reciprocity strategies, and reciprocity
more than threats of retribution. Use open,
direct approaches in preference to indirect,
manipulative approaches.

6. Use reason strategies when:
❏ There are few time constraints.
❏ Initiative and innovation are vital.
❏ Interpersonal trust is high.
❏ The relationship is long term.
❏ Interpersonal conflict is not high.
❏ Personal goals are congruent and/or

respected by both parties.
❏ It is important for the other person to

understand why the request is being made.

7. Use reciprocity strategies when:
❏ The parties are mutually dependent.
❏ There are clearly specified rules governing

interpersonal transactions.
❏ Long-term commitment to common goals

and values is not important.

❏ There is sufficient time to reach satisfactory
agreements.

8. Use retribution strategies when:
❏ There is a substantial imbalance of power

between the parties.
❏ The ongoing commitment of the other per-

son is not critical.
❏ Quality and innovation are not important.
❏ Opposition is acceptable (e.g., when person-

nel replacement is possible, if necessary).
❏ Extensive surveillance is possible.
❏ No other alternatives exist.

9. To neutralize reason influence strategies of
others:
❏ Explain the negative consequences of 

compliance.
❏ Defend your rights.
❏ Firmly refuse to comply with request.

10. To neutralize reciprocity, influence strategies of
others:
❏ Examine the context of any gift- or favor-

giving activity.
❏ Confront individuals using escalating or

compromising tactics.
❏ Refuse to bargain with individuals using

high-pressure tactics.
11. To neutralize retribution influence strategies of

others:
❏ Use countervailing power to shift depen-

dence to interdependence.
❏ Confront the exploitative individual directly.
❏ Actively resist.

12. To sell issues to your superiors:
❏ Select issues that are congruent with your

position or role.
❏ Present the issue honestly and without

being self-serving.
❏ Communicate the issue broadly.
❏ Select an issue that is compatible with the

culture.
❏ Select a solvable issue.
❏ Clarify the payoff to be achieved.
❏ Identify the needed expertise.
❏ Point out senior managers’ responsibility for

the issue.
❏ Be succinct, use emotional imagery, and pro-

vide supporting data and novel information.
❏ Bundle the issue with other similar impor-

tant issues.
❏ Find like-minded supporters.
❏ Use public forums.
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SKILL ANALYSIS

CASE INVOLVING POWER AND INFLUENCE

River Woods Plant Manager

Heritage Appliance Company recently announced plans to construct the River Woods
manufacturing plant, replacing the company’s original, flagship facility adjacent to
the company headquarters in Edgemont. In announcing the new plant, the company
stated that, to the extent possible, it would be staffed by Edgemont plant personnel
and that the excess personnel would be transferred to other Heritage plants in neigh-
boring states.

Heritage management views the River Woods facility as the plant of the future,
featuring new methods of production and lower processing costs and manpower
requirements. In a recent press release, the Heritage CEO noted they were replacing
one of the least automated plants in the industry with a plant using new forms of
production not previously seen in appliance manufacturing.

Heritage Appliance is also using the River Woods plant to pilot a new decentral-
ized management structure. In the past, the firm’s marketing activities were directed
from the home office by a vice president. Manufacturing operations and certain other
departments were under the control of the company’s senior vice president. In this
centralized, functional arrangement none of the company’s four plants had a general
manager. Instead, each department in a plant reported on a line basis to its func-
tional counterpart at the home office (e.g., director of production, director of engi-
neering). In contrast, the new River Woods plant manager will be responsible for the
management of all functions and personnel, except marketing and sales.

There is general consensus among the top management team that the long-term
viability of the firm depends on the success of this initiative. However, some have
expressed concerns about the difficulty of the task facing the River Woods general
manager. They point to the shift from functional lines of communication and account-
ability to a plant-level focus, as well as the challenges of upgrading the skills of the
Edgemont plant personnel, working out the bugs in new applications of advanced
manufacturing processes to appliance design and production, and dealing with the
inevitable complaints from employees in a small company town who are not satisfied
with their new assignments and who might serve as the catalyst for unionizing the
only nonunion U.S. appliance manufacturing firm.

Discussion Questions
1. If you were part of the selection committee for the River Woods plant manager 

position, based on what you’ve learned about the sources of personal power in this
chapter, describe what you’d consider to be the ideal candidate’s qualifications.

2. If you were offered the new River Woods plant manager position, based on what
you’ve learned about the sources of position power, what actions would you take to
insure that as the company’s first general manager you had the necessary clout to
accomplish your assigned duties?

3. Using the information on influence strategies in the second half of this chapter as
your guide, strategize how you would address the challenges you are likely to
encounter if you accepted the position of River Woods plant manager.
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EXERCISE FOR GAINING POWER

Repairing Power Failures in Management Circuits
Rosabeth Kanter (1979) argues that much of what is labeled “poor management” in
organizations is simply individuals protecting their diminished power bases. Instead of
criticizing these managers as incompetent, she proposes we bolster their feelings of
personal power. If we solve the real problem of perceived lack of power, the undesirable
symptoms of poor leadership often evaporate. This point of view is consistent with the
principles discussed in this chapter.

Assignment
In this exercise, you are asked to give advice to individuals who feel powerless. For each
of the situations below, form groups to explore opportunities for enhancing the power
base of these three individuals. Prepare to report your recommendations.

Situation 1: First-Line Supervisor
Kate Shalene has been a first-line supervisor for six months. She was proud of her new pro-
motion, but surprised to discover she felt increasingly powerless. Instead of being a stepping
stone, this position was feeling more and more like a dead end. Managers above her were
about her age and the hoped-for company expansion never materialized. She was not a cen-
tral part of the organization, and she felt no one ever noticed her unless she messed up.
She was expected to be supportive of her subordinates, but they never returned the favor. She
was expected to absorb their flack without support from above. In general, she felt as though
she was constantly “getting it from both ends.” Her job was extremely rule-bound, so she had
little discretion in what she did or how she did it. She had only modest control over the pay
or benefits of her subordinates, because their union agreement left very little flexibility. So she
felt powerless to reward them or punish them in ways that really mattered.

As a result, she found she was more and more apt to impose rules to get subordinates
to do what she wanted. She became increasingly jealous of any successes and recognition
achieved by her subordinates, so she tended to isolate them from people higher up in the
organization and from complete information. She lost her penchant for informality and
became increasingly rigid in following standard operating procedures. Predictably, her
subordinates were becoming more resentful and less productive.

Situation 2: Staff Professional
Shawn Quinn came to the organization a year ago as a staff professional. He believed it
might be a way for him to achieve considerable visibility with the top brass, but instead he
felt isolated and forgotten. As a staff officer, he had almost no decision-making authority
except in his narrow area of expertise. Most of what went on in the organization
occurred without his involvement. Innovation and entrepreneurial activity were com-
pletely out of his realm. While some of the line officers were given opportunities for pro-
fessional development, no one seemed to care about his becoming more experienced and
capable. They saw him only as a specialist. Because his job didn’t require that he work
with others, he had little opportunity to cultivate relationships that might lead to contacts
with someone near the top.
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What hurt was that a consultant had been hired a few times to work on projects that
were part of his area. If consultants could be brought in to do his work, he thought, he
must not be very important to the organization.

Shawn found himself being more and more turf conscious. He didn’t want others
encroaching on his area of expertise. He tried to demonstrate his competence to others,
but the more he did so, the more he became defined as a specialist, outside the main-
stream of the organization. Overall, he felt he was losing ground in his career.

Situation 3: Top Executive
May Phelps has been a top executive for three years now. When she obtained the posi-
tion, she felt that her ultimate career goal had been achieved. Now she was not so sure.
Surprisingly, she discovered myriad constraints limiting her discretion and initiative. For
example, the job had so many demands and details associated with it that she never had
time to engage in any long-term planning. There always seemed to be one more crisis that
demanded her attention. Unfortunately, most of the constraints were from sources she
couldn’t control, such as government regulations, demands for greater accountability
made by the board of directors and by stockholders, union relationships, equal opportu-
nity statutes, and so on. She had built her reputation as a successful manager by being
entrepreneurial, creative, and innovative, but none of those qualities seemed appropriate
for the demands of her current work. Furthermore, because she was so mired in opera-
tions, she had become more and more out of touch with the information flow in the orga-
nization. Some things had to remain confidential with her, but her secrecy made others
unwilling to share information with her. She had assistants who were supposed to be
monitoring the organization and providing her with information, but she often felt they
only told her what she wanted to hear.

May had begun to hear rumors that certain special-interest groups were demanding
her removal from the top job. She responded by becoming more dictatorial and defensive,
with the result that the organization was becoming more control-oriented and conserva-
tive. She felt that she was on a downward spiral, but she couldn’t find a way to reverse the
trend. “I always thought the saying ‘It’s lonely at the top’ was just a metaphor,” she mused.

EXERCISE FOR USING INFLUENCE
EFFECTIVELY

Managers are given formal power in an organization by virtue of their position of author-
ity. However, they often find this authority does not readily translate into actual influence.
Particularly when they are working with peers, they find it necessary to develop informal
relationships through making deals, persuasive arguments, and so forth. These relation-
ships form the basis of real influence in an organization.

Assignment
After reading the following case, assume the roles of Ann’s staff members. Divide into small
groups and conduct an informal staff discussion in which you design a plan for influencing



GAINING POWER AND INFLUENCE CHAPTER 5 313

Ann’s colleagues and superiors to support her proposal. First, decide which general
influence strategy (or combination of strategies) is most appropriate for this situation.
Second, using Table 5.7, recommend specific actions for implementing your general strat-
egy. Prepare to present your suggestions, including justifications.

Ann Lyman’s Proposal
Ann Lyman was recently hired by the Challenge Products Corporation (CPC) as a senior
marketing executive for the electronic housewares division. Her previous experience at
Pearces, a major competitor, had earned her a reputation for being a creative and hard-
working manager. Her department at Pearces had increased its sales at least 15 percent
per year over the past five years, and she had been featured in a lead article in
Contemporary Management. This combination of competence and visibility was what
attracted the attention of John Dilworth, the CEO of Challenge. John was troubled about
the two-quarter decline in electronic sales. This was the core of CPC’s business, and he
could not risk losing market share.

In the past, CPC’s products had dominated such a large market share that, ironi-
cally, marketing wasn’t considered very important. Production touted its high quality
and low costs, purchasing emphasized its contribution to keeping costs low, and engi-
neering stressed the durability of its designs. CPC products, it was argued by many, “sold
themselves.”

But that was before the cheaper, “look-alike” products from Asia flooded the discount
stores. No longer could CPC expect high customer loyalty simply because it was the old-
est, best-known, most reliable name brand on the shelf. Ann was convinced that in order
for CPC to stay competitive, the company needed to expand its product line, offering more
options at different price levels. She felt it also needed to branch out into “trend designs”
that appealed to the contemporary lifestyles of young adults. These options would require
the company to find new channels of distribution, such as specialty mail-order catalogs, as
well as to manufacture generic products for department stores’ private labels.

These changes had far-reaching ramifications for other departments at CPC. For one
thing, they meant engineering would have to shorten its design cycle, provide support for
a broader range of products, and emphasize customer-oriented, rather than functional,
features. These changes would obviously not sit well with the production department,
which jealously protected its long production runs based on standard orders and relatively
few model changes. It also stressed ease of fabrication and assembly. In addition, purchas-
ing would be required to find new sourcing alternatives for nonstandard parts, which
would make it more difficult to get volume discounts and ensure quality.

After three months on the job, Ann felt she was ready to make her proposal to John.
She pushed her staff hard to add the finishing touches before John left on his two-week
vacation to Lake Tahoe. She wasn’t disappointed—he thought it was a winner. He was
excited and ready to “sign on.” But he was also realistic about the difficulty they faced
convincing others that these changes were necessary. Ann’s counterparts in production,
purchasing, and engineering would certainly object. “It’ll be a hard sell, but I think you
have some good ideas,” he concluded. “While I’m away, I’d like you to design a plan for
getting the cooperation of the other departments. You can count on me for general sup-
port, but the culture in this organization isn’t consistent with sending out an edict. You’ll
have to figure out how to get their support some other way.”



314 CHAPTER 5 GAINING POWER AND INFLUENCE

EXERCISES FOR NEUTRALIZING 
UNWANTED INFLUENCE ATTEMPTS

An important aspect of becoming empowered and influential is reducing inappropriate
dependence. Obviously, social and work interdependence are integral parts of organiza-
tional life. Most forms of interdependence are natural and healthy. However, sometimes
individuals attempt to turn interdependence into dependence by exercising inappropriate
influence. Their objective is to increase their power over others by creating a significant
imbalance of power.

Assignment
In each of the following role plays, assume the role of the person who needs to resist
unwanted influence (Betty or Pat). Prior to the beginning of the role play, review the rel-
evant behavioral guidelines, determine which combination is most appropriate, and plan
your strategy for dealing with this problem. Do not read the other role descriptions (Bill or
Lynn). Following the role play, an assigned observer will give you feedback using the
Observer’s Feedback Form (found at the end of the chapter) as a guide.

Cindy’s Fast Foods
Betty, Assistant Manager

You are the assistant manager of Cindy’s, a fast-food franchise in a college town. You are
one of the few student employees who has stayed on after graduation. You weren’t ready
to move on, and there weren’t that many good jobs in elementary education, anyway.
The spring before graduation, the owner offered you the job of assistant manager. The
timing was perfect because the offer would relieve the pressure on you to pursue teaching
jobs in which you really weren’t interested. Your work at Cindy’s had sparked your inter-
est in business, and your student-teaching experience had not been very successful. Even
though your parents weren’t too pleased about paying four years’ tuition at an expensive
private liberal arts college to have you end up “cooking hamburgers” for a career, their
feelings mellowed when you explained the opportunities you would have to advance and
possibly purchase a franchise. “Besides,” you told them, “I’ll only be in this position for
three years, and then I can decide whether I want to apply for a manager’s position or try
again for a teaching job.”

It’s hard to believe it’s been two years since graduation. Your manager, Bill, has done
a conscientious job helping you learn the ropes as a manager. He has worked you hard,
but trained you well. You feel indebted to him for his help. You have become quite close
friends, although his occasional dirty jokes and sexist comments with the guys on break
in the back room make you feel uncomfortable.

One night after the rest of the crew has gone home, you are finishing your book work
for the day. These late nights are the one really bad feature of your job. Just as you are
about to turn out the lights, Bill comes in. It is not unusual for him to stop by at closing.
He is single, likes to bowl after work, and sometimes drops by later on his way home. You
are just putting on your coat when he asks you to come into his office. He shuts the door,
and pulls up a chair next to you. “Betty, I’ve been watching your performance very
closely. You’re a hard worker. The employees enjoy your management style. And I’ve
taken a liking to you as well. I think I have a good shot at transferring to a much larger
store in Cincinnati. I’ll be glad to get out of this one-horse town and gain more visibility
closer to corporate headquarters.”
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You start getting a little nervous as he moves his chair closer to yours. “I think you
would be a really good replacement for me, but you haven’t completed your full term as
assistant. So I’ll need to ask for a special exception to the corporate policy. And I’ll have to
put in a good word for you with the owner. However, there’s some risk involved for me,
because the regional manager is a real stickler on rules, and I’ve asked him to recommend
me for the Cincinnati job. But I’d be willing to take that risk under certain conditions.” As
he waits for a response, you know very well where this conversation is headed.

Bill, Manager
You have been attracted to Betty for some time. You find her very attractive, and you
enjoy her company. You have several times manufactured excuses to have personal chats
with her or to be alone with her. You think Betty finds you attractive, also. It seems that
she has been extra friendly lately. You figure she’s either bucking for your job or sending
you signals that she’d like to expand your relationship beyond strictly business—or both.

Besides, you feel she owes you something. You have worked extra hard to train her, and
you’ve been dropping hints to the owner that you think Betty might be ready to move up.

9:00 to 7:30
Pat Simpson, Loan Officer

You are a member of a small consumer loan company. The staff consists of you, another loan
officer, and a secretary. Last month, a larger financial institution acquired your firm and
made some personnel changes. The other loan officer, with whom you had worked for four
years, was replaced by Lynn Johnson. Having entered the company at about the same time,
you and Lynn have known each other for years. In fact, you worked in the Ann Arbor office
together for a year. During that time, you were both single, and together you enjoyed the
night life of Detroit. You learn Lynn is still single and “living it up.” In contrast, you have
been married for about three years. You looked forward to working with Lynn again but
wondered if your lack of interest in the local night scene would affect your relationship.
Lynn has the reputation of being capable but lazy. She’s known for taking in lots of loan
applications and then striking bargains with or cajoling coworkers into helping out with the
dreaded credit-checking process. You wonder if this practice has anything to do with the
fact that her uncle was a founding partner in the bank.

After Lynn arrives, you are shocked at the difference in your work attitudes and
lifestyles. “Boy, what a difference three years makes!” you think to yourself. You and your
previous office mate, Jim, were both married, and both of you favored a vigorous working
tempo from 9:00 to 5:15, taking lunch when convenient. You and Jim had a great work-
ing relationship, and the loan volume in your office increased steadily. There was even
some discussion of expanding the size of the staff. In contrast, Lynn prefers leisurely
mornings that begin around 10:30, luncheons as long as Mexican siestas, and a flurry of
activity between 4:00 and 7:30 P.M.

You and your spouse are experiencing some marital turbulence, and you feel it is
very important to be home in the evenings. Your spouse has begun attending night classes
and leaves for school at 8:00 P.M. The educational program is an extremely intense three-
year ordeal. Unfortunately, the stress level already seems unbearable. When you stay at
the office late, you not only miss dinner together but you don’t even see each other until
after class, when you are both so tired there is no opportunity for quality time. It seems as
though most weekends are devoted to homework.

Because the office staff is so small, the difference in workday rhythms is creating a
serious hardship on you. Lynn doesn’t function very well in the morning and has begun
expressing irritation when you rush out the door at closing time. Lately, your relationship
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has become strained. You handle most of the walk-in business early in the morning, eat
lunch at your desk, and have your paperwork done by 5:30 at the latest. In contrast, Lynn
is just getting into high gear about 4:00. Because company rules require checking each
other’s loan approvals, Lynn becomes testy when you say you can’t stay after 5:30 to
check her work. Some evenings you have relented and stayed until 7:00 or 8:00, but
your spouse got very upset. When you don’t stay late, you are greeted by a stack of paper-
work on your desk in the morning, which makes it difficult for you to meet with new cus-
tomers. Several times Lynn has tried to get you to do the credit checks on her loan appli-
cations, saying that the press of new business was too great.

Something has got to change! You decide to go to lunch with Lynn today and tell her
how you feel.

Lynn Johnson, Loan Officer
You have worked for this firm for 10 years, and you are very good at your work. During
that time, you have passed up offers from larger financial institutions because you like the
flexibility of working in a small office. Besides, your family is financially well off, so you
aren’t concerned about making a lot of money.

In every other office, your coworkers have been willing to accommodate your work
style. They recognize you are one of the top loan officers in the company—and having the
right last name doesn’t hurt any—so they make allowances for your idiosyncrasies.

But your new office mate (and, you thought, old friend) is an exception. Since you
arrived, the relationship has been testy because of your different schedules. You don’t
understand why there can’t be more tolerance for your work style. After all, you get the
job done, and that’s what counts. Besides, your requests for assistance are not that unrea-
sonable; other coworkers have always been willing to comply.

Thinking about the impending discussion, you realize how important it is for you to
get Pat to change her work habits to conform with yours. You certainly hope you can con-
vince Pat to pitch in and help you when you get behind. “I mean, that’s what coworkers
(and old friends) are for, right?” you muse on the way to work. During the discussion, you
plan to stress the reasonableness of your requests. Others have never objected strenu-
ously; why should Pat? If that doesn’t work, you plan to try and work out a bargain.
Maybe you could put in a good word for Pat with your uncle, a founder of the company.
Pat’s career hasn’t exactly skyrocketed, and she is probably itching to move to a larger
office in a metropolitan city. Possibly, her title could be upgraded to Senior Loan Officer.
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SKILL APPLICATION

ACTIVITIES FOR GAINING POWER 
AND INFLUENCE

Suggested Assignments

1. Select a friend or associate who has complained to you about feeling powerless in an
organizational position. This might be a person who holds a relatively insignificant
leadership position in a campus organization or a low-level position in a work orga-
nization. Perhaps the individual feels his or her personal abilities do not command
respect in that position. Sit down with this person and teach him or her the guide-
lines for gaining power in an organization. (You might use the Assessment Survey at
the beginning of this chapter as a diagnostic instrument.) As part of this conversa-
tion, design a specific plan of action for increasing both the position and personal
bases of power. Discuss the outcomes of this plan with your friend and report on his
or her success.

2. Using the guidelines for gaining power, develop a plan for increasing your power
in an organizational setting. Describe the setting, including the factors you feel
account for your feelings of powerlessness. Use your score on the Assessment
Survey as a diagnostic aid. Formulate a detailed strategy for increasing your posi-
tional and personal power. Report on your results and describe the benefits of
becoming more empowered.

3. Over time, analyze your efforts to influence other people. Use the “Three Rs”
model to catalog your strategies. Consider why you used each strategy. Did you
repeatedly rely on one or two strategies, or did you vary your approach according
to circumstances? Keep track of the outcome of each attempt. Did you seem to
have more success with one of the strategies? Next, select a person you have
attempted to influence, one with whom you have a close, ongoing relationship.
Discuss the alternative influence strategies with that person and ask him or her
what effect the frequent use of each approach might have on your relationship.

4. Watch at least two realistic dramas (movies, plays, TV). Observe the influence
strategies used by various characters. Which form of influence did they use most
frequently, and why? Did certain people demonstrate a preference for a particular
strategy? If so, was this based on personality traits, gender roles, authority rela-
tionships, or other situational factors? How successful were these influence
attempts, and what impact did they have on ongoing relationships?

5. Identify a specific relationship in which you are regularly asked to do things that you
feel are inappropriate. Using the relevant guidelines for resisting unwanted influence,
formulate a strategy for assertively responding to the next attempt. Role-play this
approach with a friend or coworker and incorporate his or her suggestions. After you
implement your plan, report on the outcome. What was the reaction? Were you suc-
cessful in communicating your position? Was an understanding reached regarding
future interactions that is more fair? Based on this experience, examine other rela-
tionships for which this approach might be appropriate.
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Application Plan and Evaluation

The intent of this exercise is to help you apply this cluster of skills in a real-life, out-of-class setting. Now
that you have become familiar with the behavioral guidelines that form the basis of effective skill perfor-
mance, you will improve most by trying out those guidelines in an everyday context. Unlike a classroom
activity, in which feedback is immediate and others can assist you with their evaluations, this skill appli-
cation activity is one you must accomplish and evaluate on your own. There are two parts to this activ-
ity. Part 1 helps prepare you to apply the skill. Part 2 helps you evaluate and improve on your experience.
Be sure to write down answers to each item. Don’t short-circuit the process by skipping steps.

Part 1. Planning
1. Write down the two or three aspects of this skill that are most important to you. These may be

areas of weakness, areas you most want to improve, or areas that are most salient to a problem
you face right now. Identify the specific aspects of this skill that you want to apply.

2. Now identify the setting or the situation in which you will apply this skill. Establish a plan for per-
formance by actually writing down a description of the situation. Who else will be involved?
When will you do it? Where will it be done?

Circumstances:
Who else?
When?
Where?

3. Identify the specific behaviors you will engage in to apply this skill. Operationalize your skill 
performance.

4. What are the indicators of successful performance? How will you know you have been effective?
What will indicate you have performed competently?

Part 2. Evaluation
5. After you have completed your implementation, record the results. What happened? How suc-

cessful were you? What was the effect on others?

6. How can you improve? What modifications can you make next time? What will you do differ-
ently in a similar situation in the future?

7. Looking back on your whole skill practice and application experience, what have you learned?
What has been surprising? In what ways might this experience help you in the long term?



SCORING KEYS AND
COMPARISON DATA

Gaining Power and Influence 

Scoring Key

SKILL AREA ITEM ASSESSMENT

PRE- POST-

Gaining power
Expertise (Personal Characteristics) 1 ______ ______

9 ______ ______

Interpersonal attraction 2 ______ ______

10 ______ ______

Effort 3 ______ ______

11 ______ ______

Legitimacy 4 ______ ______

12 ______ ______

Centrality (Position Characteristics) 5 ______ ______

13 ______ ______

Visibility 6 ______ ______

14 ______ ______

Flexibility 7 ______ ______

15 ______ ______

Relevance 8 ______ ______

16 ______ ______

Using influence 17 ______ ______

18 ______ ______

19 ______ ______

20 ______ ______

21 ______ ______

Resisting influence 22 ______ ______

23 ______ ______

24 ______ ______

Increasing authority 25 ______ ______

26 ______ ______

27 ______ ______

28 ______ ______

Total Score ______ ______
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Comparison Data (N = 5,000 Students)

Compare your scores to three comparison standards:
1. The maximum possible score = 168.
2. The scores of other students in your class.
3. Norm data from more than 5,000 business school students.

Pre-Test Post-Test
134.93 = mean = 142.95
145 or above = top quartile = 154 or above
136–144 = second quartile = 144–153
126–135 = third quartile = 134–143
125 or below = bottom quartile = 133 or below

Using Influence Strategies 

Scoring Key

RETRIBUTION RECIPROCITY REASON

ITEM SCORE ITEM SCORE ITEM SCORE

1 ______ 2 ______ 3 ______
4 ______ 5 ______ 6 ______
7 ______ 8 ______ 9 ______

10 ______ 11 ______ 12 ______
13 ______ 14 ______ 15 ______

Total ______ Total ______ Total ______

Primary influence strategy (highest score): ______
Secondary influence strategy (second highest score): ______
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SKILL PRACTICE
Neutralizing Unwanted Influence Attempts

Observer’s Feedback Form

Rating
1 = Low
5 = High

Neutralizing Retribution Strategies

____________ 1. Used countervailing power to shift dependence to interdependence.
(Focused on the value of mutual respect and cooperation. Pointed out
the negative consequences to both parties of exploitation. If appropriate,
suggested alternatives.)

____________ 2. Confronted exploitative individuals directly. (Challenged the right to
intimidate and threaten. Stated what he/she was willing to do to
stop actions.)

____________ 3. If necessary, actively resisted. (If 1 and 2 failed, did what was
necessary to stop retribution attempts. Minimized consequences 
of resistance on others.)

Neutralizing Reciprocity Strategies

____________ 4. Examined the intent of any gift-or favor-giving activity. (Asked questions
to determine the motivation behind favors.)

____________ 5. Confronted unfair bargaining practices, for example, escalating or
reciprocally compromising tactics. (Questioned unfair bargaining
tactics. Explored alternative ground rules.)

____________ 6. If necessary, refused to bargain with individuals who used high-pressure
tactics. (If 4 and 5 failed, terminated the negotiation process.)

Neutralizing Reason Strategies

____________ 7. Explained the negative effect of compliance on performance.
(Described effects on personal responsibilities of complying with
request. If appropriate, suggested options.)

____________ 8. Defended personal rights. (Assertively restated position, emphasizing
personal rights.)

____________ 9. If necessary, refused to comply with request. (If 7 and 8 failed,
politely but firmly terminated discussion.)

Comments:
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SKILL ASSESSMENT

DIAGNOSTIC SURVEYS 
FOR MOTIVATING OTHERS
DIAGNOSING POOR PERFORMANCE
AND ENHANCING MOTIVATION

Step 1: Before you read the material in this chapter, respond to the following statements by
writing a number from the rating scale that follows in the left-hand column (Pre-Assessment).
Your answers should reflect your attitudes and behaviors as they are now, not as you would
like them to be. Be honest. This instrument is designed to help you discover your level of
competency in motivating others so you can tailor your learning to your specific needs. When
you have completed the survey, use the scoring key at the end of the chapter to identify the
skill areas discussed in this chapter that are most important for you to master.

Step 2: After you have completed the reading and the exercises in this chapter and, ide-
ally, as many as you can of the Skill Application assignments at the end of the chapter,
cover up your first set of answers. Then respond to the same statements again, this time
in the right-hand column (Post-Assessment). When you have completed the survey, use
the scoring key at the end of the chapter to measure your progress. If your score remains
low in specific skill areas, use the behavioral guidelines at the end of the Skill Learning
section to guide your further practice.

Rating Scale

1 Strongly disagree
2 Disagree
3 Slightly disagree
4 Slightly agree
5 Agree
6 Strongly agree

Assessment

Pre- Post-

When another person needs to be motivated:

______ ______ 1. I approach a performance problem by first establishing whether it is caused by a lack
of motivation or ability.

______ ______ 2. I establish a clear standard of expected performance.

______ ______ 3. I offer to provide training and information, without offering to do tasks myself.

______ ______ 4. I am honest and straightforward in providing feedback on performance and assessing
advancement opportunities.

______ ______ 5. I use a variety of rewards to reinforce exceptional performances.

______ ______ 6. When discipline is required, I give specific suggestions for improvement.

______ ______ 7. I design task assignments to make them interesting and challenging.

______ ______ 8. I provide the rewards that each person values.
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______ ______ 9. I make sure that people feel fairly and equitably treated.

______ ______ 10. I make sure that people get timely feedback from those affected by task performance.

______ ______ 11. I carefully diagnose the causes of poor performance before taking any remedial or dis-
ciplinary action.

______ ______ 12. I help people establish performance goals that are challenging, specific, and time bound.

______ ______ 13. Only as a last resort do I attempt to reassign or release a poorly performing individual.

______ ______ 14. Whenever possible, I make sure valued rewards are linked to high performance.

______ ______ 15. I discipline when effort is below expectations and below capabilities.

______ ______ 16. I combine or rotate assignments so that people can use a variety of skills.

______ ______ 17. I arrange for an individual to work with others in a team, for the mutual support of all.

______ ______ 18. I make sure that people use realistic standards for measuring fairness.

______ ______ 19. I provide immediate compliments and other forms of recognition for meaningful
accomplishments.

______ ______ 20. I determine if a person has the necessary resources and support to succeed in a task.

WORK PERFORMANCE ASSESSMENT

Respond to the following statements, based on your current (or recent) work situation.
Then turn to the scoring key at the end of this chapter.

Rating Scale

1 Strongly disagree
2 Disagree
3 Neutral
4 Agree
5 Strongly agree

_______ 1. My supervisor and I agree on the quality of my performance.

_______ 2. I feel I have adequate training to perform my current job assignments.

_______ 3. I believe that my native skills and abilities are matched very well with my job
responsibilities.

_______ 4. I believe that I have adequate resources and supplies to do my job well.

_______ 5. I understand my boss’s expectations and generally feel they are realistic.

_______ 6. I believe that rewards are distributed fairly, on the basis of performance.

_______ 7. The rewards and opportunities available to me if I perform well are attractive to
me personally.

_______ 8. My supervisor indicates that I am not performing as well as I should, but 
I disagree.

_______ 9. I could do a much better job if I had more training.

_______ 10. I believe that my job is too difficult for my ability level.

_______ 11. I believe that my job performance is hindered by a lack of supplies and resources.

_______ 12. I believe my boss’s expectations are unclear and unrealistic.

_______ 13. I believe my boss plays favorites in allocating rewards.

_______ 14. I do not find the rewards and opportunities available to high performers 
very appealing.
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method was for motivating professional basketball
players. “I don’t motivate my players. You cannot moti-
vate someone, all you can do is provide a motivating
environment and the players will motivate them-
selves” (Jackson, 2000). We believe the imagery of
“manager-as-coach” and “motivation-as-facilitation”
suggested by this interview with one of the most suc-
cessful coaches of our time provides the appropriate
backdrop for our discussion. Whether managers are
working with a group of steel workers, computer pro-
grammers, artists, or basketball players, they face a
common challenge of fostering a motivating work
environment.

The core of this chapter outlines a six-step process
for accomplishing this goal. But first, to set the stage
for this discussion, we begin with one of the most net-
tlesome problems facing managers—how to correctly
identify the underlying causes of a specific employee’s
poor performance.

Diagnosing Work 

Performance Problems

Let’s begin by examining the case for managers sharp-
ening their skills for diagnosing work performance
problems. There is a tendency for supervisors to
attribute the cause of poor performance to low motiva-
tion (Bitter & Gardner, 1995). That is, when employees
fail to meet performance expectations, supervisors tend
to blame this outcome on insufficient effort—often
expressed in terms of a lack of interest or commitment.
The tendency to make assumptions about why things
happen, without the benefit of scrutiny, is an example
of what psychologists call an attribution (Ross, 1977;
Choi, Nisbett, & Norenzayan, 1999). Because supervi-
sors generally believe that if they work harder they will
perform better, they assume their own experience
applies to other organizational positions and work envi-
ronments. The problem with this approach to problem
diagnosis is that it lends itself to simplistic solutions,
reminiscent of the Chinese proverb, “For every hun-
dred men hacking away at the leaves of a diseased tree,
only one man stoops to inspect the roots.”

Let’s consider one increasingly common set of
work conditions that illustrates the need to “stoop
and inspect the roots” of observed poor worker perfor-
mance. It is estimated that one-third of American

Increasing Motivation
and Performance

Focus groups at Intermountain Health Care (IHC), a
Utah-based health care organization with more than
23,000 employees, revealed that a majority of front-
line workers would not leave their jobs unless another
employer offered them a 20 percent increase in pay
and a 30 percent increase in benefits. Such commit-
ment and motivation toward employed work is an
extremely valued commodity in our current economy.
Most organizations struggle to retain their best
employees and to motivate them to high performance.
The comments from three front-line workers at IHC
reveal that their commitment has been won through
the motivating and rewarding work environment they
experience and the values IHC reinforces (Interview
with Alison Mackey).

“I have never worked at a place where people
have been so concerned about their employees. And
because of that we can turn around and give the same
to our customers.”

“I think [IHC] is a system that’s concerned about
its employees and as a result it can attract employees
with strong technical and people-based knowledge and
experience.”

“The values that IHC stands for make me never
want to leave” (IHC Employee Opinion Survey
Database).

The efforts IHC has taken to create such a moti-
vating work environment have improved its clinical
care and its bottom line. Modern Healthcare honored
IHC in January 2000 as the number-one integrated
health care system in America. President and Chief
Executive Officer (CEO) William H. Nelson attributes
its clinical success and national recognition to its
employees (IHC Annual Report, 1999).

Organizations like IHC that have highly motivated
and committed employees are well equipped to compete
in any market, be it health care or heavy industry. But
like any distinctive competence, employee commitment
is difficult to achieve—if it were otherwise it would have
no competitive value. The focus of this chapter is on cre-
ating work environments where employees are highly
productive and highly motivated.

After winning an unprecedented seventh NBA
title as a coach, Phil Jackson was asked what his

SKILL LEARNING
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workers are assigned to irregular schedules (often
involving night work), commonly known as shift work.
In a recent article on the challenges facing shift workers,
the story was told of a supervisor who sought permis-
sion from the human resources department to fire a
worker because he didn’t “stay on task,” often walked
around talking to others, and occasionally fell asleep on
the job. Research on shift workers suggests the need to
look beyond a simplistic “poor performance equals low
motivation and commitment” explanation for this
worker’s unacceptable behavior. For example, shift
workers sleep two to three hours less per night than day
workers, they are four to five times more likely to expe-
rience digestive disorders due to eating the wrong foods
at the wrong times, chronic fatigue is reported by
80 percent of shift workers, 75 percent of shift workers
report feeling isolated on the job, and drug and alcohol
abuse are three times greater among permanent shift
workers (Perry, 2000).

To avoid falling prey to simplistic, ill-informed
diagnoses of work performance problems, managers
need a model, or framework, to guide their inquiry
process. Various organizational scholars (e.g., Gerhart,
2003; Steers, Porter, & Bigley, 1996; Vroom, 1964)
have summarized the determinants of task perfor-
mance as follows:

Performance = Ability × Motivation (Effort)

where

Ability = Aptitude × Training × Resources

Motivation = Desire × Commitment

According to these formulas, performance is the
product of ability multiplied by motivation, ability is
the product of aptitude multiplied by training and
resources, and motivation is the product of desire
and commitment. The multiplicative function in these
formulas suggests that all elements are essential. For
example, workers who have 100 percent of the moti-
vation and 75 percent of the ability required to perform
a task can perform at an above-average rate. However,
if these individuals have only 10 percent of the ability
required, no amount of motivation will enable them to
perform satisfactorily.

Aptitude refers to the native skills and abilities a
person brings to a job. These involve physical and men-
tal capabilities; but for many people-oriented jobs, they
also include personality characteristics. Most of our
inherent abilities can be enhanced by education and
training. Indeed, much of what we call native ability in
adults can be traced to previous skill-enhancement

experiences, such as modeling the social skills of
parents or older siblings. Nevertheless, it is useful to
consider training as a separate component of ability,
since it represents an important mechanism for improv-
ing employee performance. Ability should be assessed
during the job-matching process by screening appli-
cants against the skill requirements of the job. If an
applicant has minor deficiencies in skill aptitude but
many other desirable characteristics, an intensive train-
ing program can be used to increase the applicant’s
qualifications to perform the job.

Our definition of ability is broader than most. We
are focusing on the ability to perform, rather than the
performer’s ability. Therefore, our definition includes
a third, situational component: adequate resources.
Frequently, highly capable and well-trained individuals
are placed in situations that inhibit job performance.
Specifically, they aren’t given the resources (technical,
personnel, political) to perform assigned tasks effectively.

Motivation represents an employee’s desire and
commitment to perform and is manifested in job-
related effort. Some people want to complete a task but
are easily distracted or discouraged. They have high
desire but low commitment. Others plod along with
impressive persistence, but their work is uninspired.
These people have high commitment but low desire.

The first diagnostic question that must be asked
by the supervisor of a poor performer is whether the
person’s performance deficiencies stem from lack of
ability or lack of motivation. Managers need four
pieces of information in order to answer this question
(Michener, Fleishman, & Vaske, 1976):

1. How difficult are the tasks being assigned to
the individual?

2. How capable is the individual?
3. How hard is the individual trying to succeed at

the job?
4. How much improvement is the individual

making?

In terms of these four questions, low ability is gen-
erally associated with very difficult tasks, overall low
individual ability, evidence of strong effort, and lack of
improvement over time.

The answer to the question “Is this an ability or
motivation problem?” has far-reaching ramifications for
manager-subordinate relations. Research on this topic
has shown that managers tend to apply more pressure
to a person if they feel that the person is deliberately
not performing up to expectations, rather than not per-
forming effectively due to external, uncontrollable
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forces. Managers sometimes justify their choice of a
forceful influence strategy on the grounds that the sub-
ordinate has a poor attitude, is hostile to authority, or
lacks dedication.

Unfortunately, if the manager’s assessment is incor-
rect and poor performance is related to ability rather
than motivation, the response to increased pressure
will worsen the problem. If poor performers feel that
management is insensitive to their problems—that
they lack resources, adequate training, or realistic
time schedules—they may respond counterproduc-
tively to any tactics aimed at increasing their
effort. Quite likely they will develop a motivational 
problem—that is, their desire and commitment will
decrease—in response to management’s insensitive,
“iron-fisted” actions. Seeing this response, manage-
ment will feel that their original diagnosis is con-
firmed, and they will use even stronger forms of
influence to force compliance. The resulting vicious
cycle is extremely difficult to break and underscores
the high stakes involved in accurately diagnosing poor
performance problems.

In this chapter, we will examine the two compo-
nents of performance in more detail, beginning with
ability. We’ll discuss manifestations of low ability and
poor motivation, their causes, and some proposed
remedies. We’ll devote more attention to motivation,
since motivation is more central to day-to-day
manager-subordinate interactions. While ability tends
to remain stable over long periods of time, motivation
fluctuates; therefore, it requires closer monitoring and
frequent recharging.

Enhancing Individuals’ Abilities

A person’s lack of ability might inhibit good performance
for several reasons. Ability may have been assessed
improperly during the screening process prior to
employment, the technical requirements of a job may
have been radically upgraded, or a person who
performed very well in one position may have been pro-
moted into a higher-level position that is too demanding.
(The Peter Principle states that people are typically pro-
moted one position above their level of competence.) In
addition, human and material resource support may
have been reduced because of organizational budget
cutbacks.

As noted by Quick (1977, 1991), managers
should be alert for individuals who show signs of abil-
ity deterioration. Following are three danger signals for
management positions:

1. Taking refuge in a specialty. Managers
show signs of insufficient ability when they
respond to situations not by managing, but by
retreating to their technical specialty. This
often occurs when general managers who feel
insecure address problems outside their area of
expertise and experience. Anthony Jay, in
Management and Machiavelli (1967), dubs
this type of manager “George I,” after the King
of England who, after assuming the throne,
continued to be preoccupied with the affairs of
Hanover, Germany, whence he had come.

2. Focusing on past performance. Another
danger sign is measuring one’s value to the
organization in terms of past performance or
on the basis of former standards. Some cavalry
commanders in World War I relied on their
outmoded knowledge of how to conduct suc-
cessful military campaigns and, as a result,
failed miserably in mechanized combat. This
form of obsolescence is common in organiza-
tions that fail to shift their mission in response
to changing market conditions.

3. Exaggerating aspects of the leadership
role. Managers who have lost confidence in
their ability tend to be very defensive. This
often leads them to exaggerate one aspect of
their managerial role. Such managers might
delegate most of their responsibilities because
they no longer feel competent to perform them
well. Or they might become nuts-and-bolts
administrators who scrutinize every detail to
an extent far beyond its practical value. Still
others become “devil’s advocates,” but rather
than stimulating creativity, their negativism
thwarts efforts to change the familiar.

There are five principal tools available for over-
coming poor performance problems due to lack of abil-
ity: resupply, retrain, refit, reassign, and release. We
will discuss these in the order in which a manager
should consider them.

Once a manager has ascertained that lack of ability
is the primary cause of someone’s poor performance, a
performance review interview should be scheduled to
explore these options, beginning with resupplying and
retraining. Unless the manager has overwhelming evi-
dence that the problem stems from low aptitude, it is
wise to assume initially that it is due to a lack of
resources or training. This gives the subordinate the
benefit of the doubt and reduces the likely defensive
reaction to an assessment of inadequate aptitude.
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The resupply option focuses on the support needs
of the job, including personnel, budget, and political
clout. Asking “Do you have what you need to perform
this job satisfactorily?” allows the subordinate to express
his or her frustration related to inadequate support.
Given the natural tendency for individuals to blame
external causes for their mistakes, managers should
explore their subordinates’ complaints about lack of sup-
port in detail to determine their validity. Even if employ-
ees exaggerate their claims, starting your discussion of
poor performance in this manner signals your willing-
ness to help them solve the problem from their perspec-
tive rather than to find fault from your perspective.

The next least threatening option is to retrain.
American companies with more than 100 employees
budgeted in excess of $60 billion for formal training. To
deliver this training, these firms spent $42 billion
on corporate trainers and an additional $14.3 billion on
commercial trainers (Reese, 1999; Tomlinson, 2002).
This is a sizeable expenditure for American corpora-
tions, but the reasons for these expenditures are clear.
First of all, technology is changing so quickly that
employees’ skills can soon become obsolete. It has been
estimated that 50 percent of employees’ skills become
outdated within three to five years (Moe & Blodget,
2000). Second, employees will typically fill a number of
different positions throughout their careers, each
demanding different proficiencies. Finally, demographic
changes in our society will lead to an increasingly older
workforce. In order for companies to remain competi-
tive, more and more of them must retrain their older
employees.

Training programs can take a variety of forms. For
example, many firms are using computer technology
more in education. This can involve interactive techni-
cal instruction and business games that simulate
problems likely to be experienced by managers in the
organization. More traditional forms of training include
subsidized university courses and in-house technical or
management seminars. Some companies have experi-
mented with company sabbaticals to release managers
or senior technical specialists from the pressures of
work so they can concentrate on retooling. The most
rapidly increasing form of training is “distance learn-
ing,” in which formal courses are offered over the
Internet. Web-based corporate learning is expected to
soon top $11 billion (Moe & Blodget, 2000). In a recent
report, the U.S. Department of Education stated that
1,680 academic institutions offered 54,000 online
courses in 1998—for which 1.6 million students
enrolled. That marked a 70 percent increase since
1995 (Boehle, Dobbs, & Stamps, 2000).

In many cases, resupplying and retraining are
insufficient remedies for poor performance. When this
happens, the next step should be to explore refitting
poor performers to their task assignments. While the
subordinates remain on the job, the components of their
work are analyzed, and different combinations of tasks
and abilities that accomplish organizational objectives
and provide meaningful and rewarding work are
explored. For example, an assistant may be brought in
to handle many of the technical details of a first-line
supervisor’s position, freeing up more time for the super-
visor to focus on people development or to develop a
long-term plan to present to upper management.

If a revised job description is unworkable or inad-
equate, the fourth alternative is to reassign the poor
performer, either to a position of less responsibility or
to one requiring less technical knowledge or interper-
sonal skills. For example, a medical specialist in a hos-
pital who finds it increasingly difficult to keep abreast
of new medical procedures but has demonstrated man-
agement skills might be shifted to a full-time adminis-
trative position.

The last option is to release. If retraining and cre-
ative redefinition of task assignments have not worked
and if there are no opportunities for reassignment in
the organization, the manager should consider releas-
ing the employee from the organization. This option is
generally constrained by union agreements, company
policies, seniority considerations, and government reg-
ulations. Frequently, however, chronic poor perform-
ers who could be released are not because manage-
ment chooses to sidestep a potentially unpleasant task.
Instead, the decision is made to set these individuals
“on the shelf,” out of the mainstream of activities,
where they can’t cause any problems. Even when this
action is motivated by humanitarian concerns (“I don’t
think he could cope with being terminated”), it often
produces the opposite effect. Actions taken to protect
an unproductive employee from the embarrassment of
termination just substitute the humiliation of being
ignored. Obviously, termination is a drastic action that
should not be taken lightly. However, the conse-
quences for the unproductive individuals and their
coworkers of allowing them to remain after the previ-
ous four actions have proven unsuccessful should be
weighed carefully in considering this option.

This approach to managing ability problems is
reflected in the philosophy of Wendell Parsons, CEO of
Stamp-Rite. He argues that one of the most challenging
aspects of management is helping employees recognize
that job enhancements and advancements are not
always possible. Therefore, he says, “If a long-term
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employee slows down, I try to turn him around by say-
ing how much I value his knowledge and experience,
but pointing out that his production has slipped too
much. If boredom has set in and I can’t offer the
employee a change, I encourage him to face the fact
and consider doing something else with his life”
(Nelton, 1988).

Fostering a Motivating 
Work Environment

The second component of employee performance is
motivation. While it is important to see to the training
and the support needs of subordinates and to be
actively involved in the hiring and the job-matching
processes to ensure adequate aptitude, the influence
of a manager’s actions on the day-to-day motivation of
subordinates is equally vital. Effective managers devote
considerable time to gauging and strengthening their
subordinates’ motivation, as reflected in their effort and
concern.

In one of the seminal contributions to management
thought, Douglas McGregor (1960) introduced the term
Theory X to refer to a management style characterized by
close supervision. The basic assumption of this theory is
that people really do not want to work hard or assume
responsibility. Therefore, in order to get the job done,
managers must coerce, intimidate, manipulate, and
closely supervise their employees. In contrast, McGregor
espouses a Theory Y view of workers. He argues workers
basically want to do a good job and assume more respon-
sibility; therefore, management’s role is to assist workers
to reach their potential by productively channeling
their motivation to succeed. Unfortunately, McGregor
believes most managers subscribe to Theory X assump-
tions about workers’ motives.

The alleged prevalence of the Theory X view brings
up an interesting series of questions about motivation.

Figure 6.1 Relationship Between Satisfaction and Performance

What is the purpose of teaching motivation skills to
managers? Should managers learn these skills so they
can help employees reach their potential? Or are we
teaching these skills to managers so they can more effec-
tively manipulate their employees’ behavior? These
questions naturally lead to a broader set of issues regard-
ing employee-management relations. Assuming a man-
ager feels responsible for maintaining a given level of
productivity, is it also possible to be concerned about the
needs and desires of employees? In other words, are
concerns about employee morale and company produc-
tivity compatible, or are they mutually exclusive?

Contemporary research, as well as the experience
of highly acclaimed organizational motivation pro-
grams (Harter, Schmidt, & Hayes, 2002), supports the
position that concerns about morale and performance
can coexist. As Figure 6.1 shows, effective motiva-
tional programs not only can, but must focus on
increasing both satisfaction and productivity. A high
emphasis on satisfaction with a low emphasis on per-
formance represents an irresponsible view of the role
of management. Managers are hired by owners to look
after the owners’ interests. This entails holding employ-
ees accountable for producing satisfactory results.
Managers who emphasize satisfaction to the exclusion
of performance will be seen as nice people, but their
indulging management style undermines the perfor-
mance of their subordinates.

Bob Knowling, former head of a group of internal
change agents at Ameritech that reported directly to
the CEO, joined US West in February 1996 as vice
president of network operations and technology. His
new job was to lead more than 20,000 employees in a
large-scale change effort to improve service to US
West’s more than 25 million customers.

When asked what the biggest challenge facing
companies is, even successful ones, he responded: “For
me, it begins with changing a culture of entitlement into
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a culture of accountability. My first week on the job [at
US West], it was immediately apparent that nobody had
been accountable for the reengineering effort. Beyond
that, no one had been accountable for meeting cus-
tomer expectations or for adhering to a cost structure. It
was acceptable to miss budgets. Service was in the tank,
we were overspending our budgets by more than $100
million—yet people weren’t losing their jobs and they
still got all or some of their bonuses. That’s very much
like Ameritech had been. When people failed, we
moved them to human resources or sent them to inter-
national. When I got to US West, I felt like I was walk-
ing into the same bad movie” (Tichy, 1997).

A strong emphasis on performance to the exclusion
of satisfaction is equally ineffective. This time, instead of
indulging, the manager is imposing. In this situation,
managers have little concern for how employees feel
about their jobs. The boss issues orders, and the employ-
ees must follow them. Exploited employees are unhappy
employees, and unhappy employees may seek employ-
ment with the competition. Thus, while exploitation
may increase productivity in the short run, its long-term
effects generally decrease productivity through increased
absenteeism, employee turnover, and in some cases,
even sabotage and violence.

Jim Stuart, who ran several companies before
accepting the position of executive director of the Florida
Aquarium in 1995, reflected on how life’s experiences
convinced him to alter his authoritarian leadership style:

My classmates at Harvard Business School
used to call me the Prussian General: For many
years, that was my approach to leadership.
Then I was hit by a series of personal tragedies
and professional setbacks. My wife died. A
mail-order venture that I had started went
bankrupt. The universe was working hard to
bring a little humility into my life. Rather than
launch another business, I accepted a friend’s
offer to head an aquarium project in Tampa.
I spent the next six years in a job that gave me
no power, no money, and no knowledge. That
situation forced me to draw on a deeper part of
myself. We ended up with a team of people
who were so high-performing that they could
almost walk through walls. Why, I wondered,
was I suddenly able to lead a team that was so
much more resilient and creative than any
team that I had run before? The answer:
Somewhere, amid all of my trials, I had begun
to trust my colleagues as much as I trusted
myself. (McCauley, 1999)

When managers emphasize neither satisfaction
nor performance, they are ignoring their responsibili-
ties and the facts at hand. The resulting neglect reflects
a lack of management. There is no real leadership, in
the sense that employees receive neither priorities nor
direction. Paralyzed between what they consider to be
mutually exclusive options of emphasizing perfor-
mance or satisfaction, managers choose neither. The
resulting neglect, if allowed to continue, may ulti-
mately lead to the failure of the work unit.

The integrating motivation strategy emphasizes
performance and satisfaction equally. Effective man-
agers are able to combine what appear to be competing
forces into integrative, synergistic programs. Instead of
accepting the conventional wisdom that says compet-
ing forces cancel each other out, they capitalize on the
tension between the combined elements to forge new
approaches creatively. However, this does not mean
that both objectives can be fully satisfied in every spe-
cific case. Some trade-offs occur naturally in ongoing
work situations. However, in the long run, both objec-
tives should be given equal consideration.

The integrative view of motivation proposes that
while the importance of employees’ feeling good about
what they are doing and how they are being treated
cannot be downplayed, this concern should not over-
shadow management’s responsibility to hold people
accountable for results. Managers should avoid the
twin traps of working to engender high employee
morale for its own sake or pushing for short-term
results at the expense of long-term commitment. The
best managers have productive people who are also
satisfied with their work environment (Kotter, 1996).

Elements of an Effective 
Motivation Program

We now turn to the core of this discussion: a step-by-
step program for creating an integrative, synergistic
motivational program grounded in the belief that
employees can simultaneously be high performers and
personally satisfied. The key assumptions underlying
our framework are summarized in Table 6.1.

It is useful to note the prevailing wisdom among
organizational scholars regarding the relationships
between motivation, satisfaction, and performance
has changed dramatically over the past several
decades. When the authors took their first academic
courses on this subject, they were taught the following
model:

Satisfaction → Motivation → Performance
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However, over the course of our careers we have
observed the following criticisms of this “contented
cows give more milk” view of employee performance.

First, as researchers began collecting longitudinal
data on the predictors of performance, they discovered
that the satisfaction, motivation, performance causal
logic was wrong. For reasons we will discuss later in
this chapter, it is now believed that:

Motivation → Performance → Satisfaction

Second, the correlations among these three vari-
ables was very low, suggesting there were a large num-
ber of additional factors that needed to be added to this
basic model. For example, we now know high
performance leads to high satisfaction if workers
believe that their organization reinforces high perfor-
mance by contingently linking it to valued rewards. 
(“I want X and I am more likely to get X if I perform
well.”) In other words, performance leads to satisfac-
tion when it is clear rewards are based on perfor-
mance, as compared with seniority or membership.
The addition of this intermediate link between perfor-
mance and rewards (more generally referred to as
outcomes) has so dramatically improved our under-
standing of the organizational dynamics associated
with work performance that it has been incorporated
into a revised model:

Motivation → Performance →
Outcomes → Satisfaction

The remainder of this chapter is basically an
account of the improvements that have been made

Table 6.1 Key Assumptions Underlying

Our Framework

1. Employees typically start out motivated. Therefore, a
lack of motivation is a learned response, often fos-
tered by misunderstood or unrealistic expectations.

2. The role of management is to create a supportive,
problem-solving work environment in which facilitation,
not control, is the prevailing value.

3. Rewards should encourage high personal perfor-
mance that is consistent with management objectives.

4. Motivation works best when it is based on self-
governance.

5. Individuals should be treated fairly.

6. Individuals deserve timely, honest feedback on work
performance.

over the past few decades in this basic “four factors”
model of work motivation. We will not only discuss in
more detail the causal logic linking these core vari-
ables, but we will also introduce several additional fac-
tors that we now know must also be included in a
comprehensive motivation program. For example, ear-
lier in this chapter we introduced the notion that
people’s performance is a function of both their moti-
vation and their ability. This suggests we need to add
ability to the basic model as a second factor (besides
motivation) contributing to performance. Each of the
following sections of this chapter introduce additional
variables that, like ability, need to be added to the
basic, four-factor model. Table 6.2 shows the key
building blocks of the complete model, in the form of
six diagnostic questions, organized with reference to
the “four-factor” model of motivation. A model encap-
sulating these questions will be used to summarize our
presentation at the end of the chapter (Figure 6.5), and
a diagnostic tool based on these questions will be
described in the Skill Practice section (Figure 6.7).

ESTABLISH CLEAR
PERFORMANCE EXPECTATIONS

As shown in Table 6.2, the first two elements of our
comprehensive motivational program focus on the
Motivation → Performance link. We begin by focusing
on the manager’s role in establishing clear expectations
and then shift to the manager’s role in enabling mem-
bers of a work group to satisfy those expectations.

It is important to point out we’re not just talking
about hourly employees. Based on data collected since
1993, Right Management Consultants reported that
one-third of all managers who change jobs fail in their
new positions within 18 months (Fisher, 2005).
According to this study, the number-one tip for getting
off to a good start is asking your boss exactly what’s
expected of you and how soon you’re supposed to
deliver it. In fact, there tends to be a negative correla-
tion between the level of one’s position in an organiza-
tion and the likelihood of receiving a job description or
detailed performance expectations. Too often the boss’s
attitude is, “I pay people to know without being told.”

Discussions of goal setting often make reference to
an insightful conversation between Alice in Wonderland
and the Cheshire Cat. When confronted with a choice
among crossing routes, Alice asked the Cat which one
she should choose. In response, the Cat asked Alice
where she was heading. Discovering Alice had no real
destination in mind, the Cat appropriately advised
her any choice would do. It is surprising how often
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supervisors violate the commonsense notion that they
need to make sure individuals under their charge not
only understand which road they should take but what
constitutes an acceptable pace for the journey.

With this parable in mind, managers should begin
assessing the motivational climate of their work envi-
ronment by asking, “Is there agreement on, and accep-
tance of, performance expectations?” The foundation
of an effective motivation program is proper goal set-
ting (Locke & Latham, 2002). Across many studies of
group performance it was shown that the average per-
formance of groups that set goals is significantly higher
than that of groups that didn’t set goals. Goal-setting
theory suggests goals are associated with enhanced per-
formance because they mobilize effort, direct attention,
and encourage persistence and strategy development
(Sue-Chan & Ong, 2002). The salience of goal setting is
so well recognized that it has been incorporated in sev-
eral formal management tools, such as management by
objectives (MBO). Effective goal setting has three criti-
cal components: goal-setting process, goal characteris-
tics, and feedback.

A common theme in this book is, “The way you
do things is very often as important as what you do.”
Applied to the goal-setting process, this means
the manner by which goals are established must be

Table 6.2 Six Elements of an Integrative Motivation Program

MOTIVATION → PERFORMANCE

1. Establish moderately difficult goals that are understood and accepted.

Ask: “Do subordinates understand and accept my performance expectations?”

2. Remove personal and organizational obstacles to performance.

Ask: “Do subordinates feel it is possible to achieve this goal or expectation?”

PERFORMANCE → OUTCOMES

3. Use rewards and discipline appropriately to extinguish unacceptable behavior and encourage exceptional performance.

Ask: “Do subordinates feel that being a high performer is more rewarding than being a low or average performer?”

OUTCOMES → SATISFACTION

4. Provide salient internal and external incentives.

Ask: “Do subordinates feel the rewards used to encourage high performance are worth the effort?”

5. Distribute rewards equitably.

Ask: “Do subordinates feel that work-related benefits are being distributed fairly?”

6. Provide timely rewards and specific, accurate, and honest feedback on performance.

Ask: “Are we getting the most out of our rewards by administering them on a timely basis as part of the feedback
process?”

Ask: “Do subordinates know where they stand in terms of current performance and long-term opportunities?”

considered carefully. The basic maxim is goals must be
both understood and accepted if they are to be effec-
tive. To that end, research has shown subordinates are
more likely to “buy into” goals if they feel they are part
of the goal-setting process. It has been well docu-
mented that the performance of work groups is higher
when groups choose their goals rather than have them
assigned (Sue-Chan & Ong, 2002).

The motivating potential of chosen goals is espe-
cially important if the work environment is unfavor-
able for goal accomplishment (Latham, Erez, & Locke,
1988). For example, a goal might be inconsistent with
accepted practice, require new skills, or exacerbate
poor management-employee relations. To be sure, if
working conditions are highly conducive to goal
accomplishment, subordinates may be willing to com-
mit themselves to the achievement of goals in whose
formulation they did not participate. However, such
acceptance usually occurs only when management
demonstrates an overall attitude of understanding and
support. When management does not exhibit a sup-
portive attitude, the imposed goals or task assignments
are likely to be viewed as unwelcome demands. As a
result, subordinates will question the premises under-
lying the goals or assignments and will comply only
reluctantly with the demands.
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Sometimes it is difficult to allow for extensive par-
ticipation in the establishment of work goals. For
example, a manager frequently is given directions
regarding new tasks or assignment deadlines that must
be passed on. However, if subordinates believe man-
agement is committed to involving them in all discre-
tionary aspects of the governance of their work unit,
they are more willing to accept top-down directions
regarding the nondiscretionary aspects of work assign-
ments. For example, a computer programming unit
may not have any say about which application pro-
grams are assigned to the group or what priority is
assigned each incoming assignment. However, the
manager can still involve unit members in deciding
how much time to allocate to each assignment (“What
is a realistic goal for completing this task?”) or who
should receive which job assignment (“Which type of
programs would you find challenging?”).

Shifting from process to content, research has
shown that goal characteristics significantly affect
the likelihood that the goal will be accomplished
(Locke & Latham, 2002). Effective goals are specific,
consistent, and appropriately challenging.

Goals that are specific are measurable, unambigu-
ous, and behavioral. Specific goals reduce misunder-
standing about what behaviors will be rewarded.
Admonitions such as “be dependable,” “work hard,”
“take initiative,” or “do your best” are too general and
too difficult to measure and are therefore of limited
motivational value. In contrast, when a new vice presi-
dent of operations was appointed at a major midwestern
steel factory, he targeted three goals: Reduce finished
product rejection by 15 percent (quality); reduce aver-
age shipment period by two days (customer satisfac-
tion); and respond to all employee suggestions within
48 hours (employee involvement).

Goals should also be consistent. An already hard-
working assistant vice president in a large metropolitan
bank complains she cannot increase both the number
of reports she writes in a week and the amount of time
she spends “on the floor,” visiting with employees 
and customers. Goals that are inconsistent—in the
sense that they are logically impossible to accomplish
simultaneously—or incompatible—in the sense that they
both require so much effort they can’t be accomplished at
the same time—create frustration and alienation. When
subordinates complain goals are incompatible or inconsis-
tent, managers should be flexible enough to reconsider
their expectations.

One of the most important characteristics of goals is
that they are appropriately challenging (Knight,
Durham, & Locke, 2001). Simply stated, hard goals are

more motivating than easy goals. One explanation for
this is called “achievement motivation” (Atkinson, 1992;
Weiner, 2000). According to this perspective, workers
size up new tasks in terms of their chances for success
and the significance of the anticipated accomplishment.

Based only on perceived likelihood of success, one
would predict that those who seek success would
choose an easy task to perform because the probability
for success is the highest. However, these individuals
also factor into their decisions the significance of com-
pleting the task. To complete a goal anyone can reach is
not rewarding enough for highly motivated individuals.
In order for them to feel successful, they must believe
an accomplishment represents a meaningful achieve-
ment. Given their desire for success and achievement,
it is clear these workers will be most motivated by chal-
lenging, but reachable, goals.

Although there is no single standard of difficulty
that fits all people, it is important to keep in mind high
expectations generally foster high performance and low
expectations decrease performance (Davidson & Eden,
2000). As one experienced manager said, “We get
about what we expect.” Warren Bennis, author of The
Unconscious Conspiracy: Why Leaders Can’t Lead,
agrees. “In a study of schoolteachers, it turned out that
when they held high expectations of their students, that
alone was enough to cause an increase of 25 points in
the students’ IQ scores” (Bennis, 1984, 2003).

In addition to selecting the right type of goal, an
effective goal program must also include feedback.
Feedback provides opportunities for clarifying expecta-
tions, adjusting goal difficulty, and gaining recognition.
Therefore, it is important to provide benchmark oppor-
tunities for individuals to determine how they are
doing. These along-the-way progress reports are partic-
ularly critical when the time required to complete an
assignment or reach a goal is very long. For example,
feedback is very useful for projects such as writing a
large computer program or raising a million dollars for
a local charity. In these cases, feedback should be
linked to accomplishing intermediate stages or com-
pleting specific components.

REMOVE OBSTACLES 
TO PERFORMANCE

One of the key ingredients of an effective goal program
is a supportive work environment. After setting goals,
managers should shift their focus to facilitating suc-
cessful accomplishment by focusing on the ability part
of the performance formula. From a diagnostic per-
spective, this can be done by asking, “Do subordinates
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Figure 6.2 Leader Involvement and Subordinate Performance

feel it is possible to achieve this goal?” Help from man-
agement must come in many forms, including making
sure the worker has the aptitude required for the job,
providing the necessary training, securing needed
resources, and encouraging cooperation and support
from other work units. It is the manager’s job to make
the paths leading toward the targeted goals easier for
the subordinate to travel.

This management philosophy can be illustrated
readily with examples from sports. Instead of assuming
the role of the star quarterback who expects the rest of
the team to make him look good, the facilitative man-
ager is more like the blocking fullback or the pulling
guard who specializes in downfield blocking and
punching holes in the opposition’s defenses. In a bas-
ketball example, this type of leader is like the player
who takes more pride in his number of assists than in
the number of points he has scored.

However, as with all general management guide-
lines, effective results follow from sensitive, informed
implementation tailored to specific circumstances. In
this case, the manner in which this enabling, facilitative
role should be implemented varies considerably among
individuals, organizational settings, and tasks. When
subordinates believe strong management support is
needed, leaders who are not aware of the obstacles to
performance, or not assertive enough to remove them,
probably will be perceived as part of the employee’s
problem, rather than the source of solutions. By the
same token, when management intervention is not

needed or expected, managers who are constantly
involved in the details of subordinates’ job performance
will be viewed as meddling and unwilling to trust. This
view of management is incorporated in the “path goal”
theory of leadership (House & Mitchell, 1974; see also,
Schriesheim & Neider, 1996; Shamir, House, & Arthur,
1993), shown in Figure 6.2. The key question it
addresses is, “How much help should a manager pro-
vide?” In response, the model proposes that the level of
involvement should vary according to how much sub-
ordinates need to perform a specific task; how much
they expect, in general; and how much support is avail-
able to them from other organizational sources.

The key task characteristics of the path-goal
model are structure and difficulty. A task that is highly
structured, as reflected in the degree of built-in order
and direction, and relatively easy to perform does not
require extensive management direction. If managers
offer too much advice, they will come across as con-
trolling, bossy, or nagging, because from the nature of
the task itself, it is already clear to the subordinates
what they should do. On the other hand, for an
unstructured and difficult task, management’s direc-
tion and strong involvement in problem-solving activi-
ties will be seen as constructive and satisfying.

The second factor that influences the appropriate
degree of management involvement is the expectations
of the subordinates. Three distinct characteristics influ-
ence expectations: desire for autonomy, experience,
and ability. Individuals who prize their autonomy and
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(How much
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want?)

Task
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(How much
help is

needed?)
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(How much
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performance
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independence prefer managers with a highly participa-
tive leadership style because it gives them more latitude
for controlling what they do. In contrast, people who
prefer the assistance of others in making decisions,
establishing priorities, and solving problems prefer
greater management involvement.

The connection between a worker’s ability and
experience levels and preferred management style is
straightforward. Capable and experienced employees
feel they need less assistance from their managers
because they are adequately trained, know how to
obtain the necessary resources, and can handle polit-
ical entanglements with their counterparts in other
units. They appreciate managers who “give them their
head” but periodically check to see if further assistance
is required. On the other hand, it is frustrating for
relatively new employees, or those with marginal
skills, to feel that their manager has neither the time
nor interest to listen to basic questions.

An important concept in the path-goal approach
to leadership is management involvement should com-
plement, rather than duplicate, organizational sources
of support. Specifically, managers should provide
more “downfield blocking” in situations wherein
work-group norms governing performance are not
clear, organizational rewards for performance are
insufficient, and organizational controls governing
performance are inadequate.

One of the important lessons from this discussion
of the path-goal model is managers must tailor their
management style to specific conditions, such as those
shown in Table 6.3. Although managers should focus
on facilitating task accomplishment, their level of direct
involvement should be calibrated to the nature of the

work and the availability of organizational support, as
well as the ability and experience of the individuals. If
managers are insensitive to these contingencies, they
probably will be perceived by some subordinates as
interfering with their desires to explore their own way,
while others will feel lost.

This conclusion underscores how important it is
that managers understand the needs and expecta-
tions of their subordinates. Bill Dyer, a leading business
consultant, observed that effective managers regu-
larly ask their subordinates three simple questions:
“How is your work going?” “What do you enjoy the
most/least?” “How can I help you succeed?” Asking these
questions communicates a supportive style; hearing
the answers allows managers to fine-tune their facilita-
tive actions.

REINFORCE PERFORMANCE-
ENHANCING BEHAVIOR

Referring back to the basic “four-factor” model of moti-
vation, we now shift our focus from the antecedents of
work performance (the Motivation → Performance link)
to its consequences (the Performance → Outcomes
link). Once clear goals have been established and the
paths to goal completion have been cleared by
management, the next step in an effective motiva-
tional program is to encourage goal accomplishment
by contingently linking performance to extrinsic out-
comes (rewards and discipline) and fostering intrinsic
outcomes. Given our overall emphasis in this book on
improving management skills that are used day in and
day out, the majority of this section will focus on link-
ing performance to extrinsic outcomes.

Table 6.3 Factors Influencing Management Involvement

CONDITIONS APPROPRIATE CONDITIONS APPROPRIATE

FOR HIGH MANAGEMENT FOR LOW MANAGEMENT

CONTINGENCIES INVOLVEMENT INVOLVEMENT

Task structure Low High

Task mastery Low High

Subordinate’s desire for autonomy Low High

Subordinate’s experience Low High

Subordinate’s ability Low High

Strength of group norms Low High

Effectiveness of organization’s controls and rewards Low High
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The relevant diagnostic question here is, “Do
subordinates feel being a high performer is more
rewarding than being a low or average performer?”
Our discussion of this important element of an effec-
tive motivational program is based on two related
principles: (1) in general, managers should link
rewards to performance, rather than seniority or mem-
bership; and (2) managers should use discipline to
extinguish counterproductive behaviors and use
rewards to reinforce productive behaviors.

Use Rewards as Reinforcers

Here is the key to encouraging high performance:
behaviors that positively affect performance should be
contingently reinforced, using highly desirable rewards.
When rewards are linked to desired behaviors, they
reinforce (strengthen; increase the frequency of) that
behavior (Luthans & Stajkovic, 1999; Stajkovic &
Luthans, 2001). If an organization rewards all people
identically, or on some basis other than performance,
then high performers are likely to feel they are receiving
fewer “rewards” than they deserve. Obviously, high per-
formers are the key to the success of any organization.
Therefore, motivational schemes should be geared to
keeping this employee group satisfied. This observation
has led some organizational consultants to use the per-
formance ratings of individuals leaving an organization
as an index of the organization’s motivational climate.

Ed Lawler, one of the foremost authorities on
reward systems, underscored this point when he said,
“Often the early reward systems of an organization are
particularly important in shaping its culture. They
reinforce certain behavior patterns and signal how
highly valued different individuals are by the organiza-
tion. They also attract a certain type of employee and
in a host of little ways indicate what the organization
stands for and values” (Lawler, 2000a, p. 39).

The principle that rewards should be linked to per-
formance points to a need for caution regarding the prac-
tice in some organizations of minimizing distinctions
between workers. Some “progressive” organizations
have received considerable publicity for motivational
programs that include providing recreational facilities,
library services, day care, and attractive stock option pro-
grams for all employees. These organizations work hard
to reduce status distinctions by calling everyone “associ-
ates” or “partners,” eliminating reserved parking places,
and instituting a company uniform. Although there
are obvious motivational benefits from employees feel-
ing they are receiving basically the same benefits
(“perks”) regardless of seniority or level of authority, this

motivational philosophy, when carried to an extreme or
implemented indiscriminately, runs the risk of under-
mining the motivation of high performers. In an era of
egalitarianism, managers often overlook the vital link
between performance and rewards and as a conse-
quence find it difficult to attract and retain strong per-
formers (Pfeffer, 1995).

Fortunately, many firms recognize this pitfall. In a
survey, 42 percent of 125 organizations contacted indi-
cated they had made changes in their compensation
plan during the previous three years to achieve a better
link between pay and performance (Murlis & Wright,
1985). These respondents reported an interesting set
of pressures were prompting them to move in this
direction. Hard-charging, typically younger managers
were insisting on tighter control over employee perfor-
mance; executives were determined to “get more bang
for the buck” during periods of shrinking resources;
personnel managers were trying to reduce the number
of grievances focusing on “unfair” pay decisions; and
employees were trying to eliminate what they consid-
ered to be discrimination in the workplace.

A sampling of the creative methods firms are using
to establish closer connections between individual per-
formance and pay includes sales commissions that
include follow-up customer satisfaction ratings; pay
increases linked to the acquisition of new knowledge,
skills, and/or demonstrated competencies; compensat-
ing managers based on their ability to mentor new
group members and resolve difficult intergroup rela-
tionships; and linking the pay of key employees to the
accomplishment of new organizational goals or strate-
gic initiatives (Zingheim & Schuster, 1995).

In an attempt to examine the impact of one of
these innovative compensation programs, a study was
conducted in which the productivity, quality, and labor
costs of companies using skill-based pay were com-
pared with comparable firms. The results indicated
that firms using this type of pay plan benefited from
58 percent greater productivity, 16 percent lower
labor costs per part produced, and an 82 percent better
level of quality (Murray & Gerhart, 1998).

Technological constraints sometimes make it diffi-
cult to perfectly link individual performance with indi-
vidual rewards. For example, people working on an
automobile assembly line or chemists working on a
group research project have little control over their
personal productivity. In these situations, rewards
linked to the performance of the work group will foster
group cohesion and collaboration and partially satisfy
the individual members’ concerns about fairness
(Lawler, 1988, 2000b). When it is not possible to
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assess the performance of a work group (work shift,
organizational department), it is advisable to consider
an organization-wide performance bonus. While the
merits and technical details of various group and orga-
nizational reward systems are beyond the scope of this
chapter, managers should link valued rewards and
good performance at the most appropriate level of
aggregation (Steers et al., 1996).

This discussion of the appropriate unit for measur-
ing and rewarding performance reminds us of the need
to take into consideration cultural values and expecta-
tions. For example, individuals from collectivist cul-
tures tend to see the group as the appropriate target for
improving performance (Graham & Trevor, 2000;
Parker, 2001; Triandis, 1994). This implies that in
addition to examining contextual factors that might
make it difficult to reward individual workers, it is also
important to take into consideration different cultur-
ally based assumptions about what is the appropriate
unit of analysis (group or individual) for measuring and
rewarding performance. If a manager of a sales depart-
ment is concerned about heading off a slump in new
orders that has traditionally occurred in the organiza-
tion during the coming eight-week period, and if she
has reason to believe department members would
respond positively to a bonus program targeting that
time period, she still has to decide if the bonus should
be linked to group performance or individual perfor-
mance. If this particular work unit consists of a mix-
ture of individuals holding collectivist and individualist
value perspectives, the manager should look for ways
to factor these conflicting perspectives into the design
of the bonus program.

It is also important to point out that nonfinancial
rewards (often treated as awards) need to be included
in an effective performance-reinforcing program.
Lawler argues firms will get the greatest motivational
impact from awards programs if they follow these
guidelines: (1) give the awards publicly, (2) use
awards infrequently, (3) embed them in a credible
reward process, (4) use the awards presentation to
acknowledge past recipients, and (5) make sure the
award is meaningful within the organization’s culture
(Lawler, 2000a, p. 72–73).

The Role of Managers’ Actions 
as Reinforcers

An effective motivational program goes beyond the
design of the formal organizational reward system,
including such things as pay, promotions, and the
like. Managers must also recognize that their daily

interactions with subordinates constitute an important
source of motivation. It is difficult for even highly sensi-
tive and aware managers to understand fully the impact
of their actions on the behavior and attitudes of subordi-
nates. Unfortunately, some managers don’t even try to
monitor these effects. The danger of this lack of aware-
ness is it may lead to managerial actions that actually
reinforce undesirable behaviors in their subordinates.
This has been called “the folly of rewarding A while
hoping for B” (Kerr, 1995). For example, a vice president
of research and development with a low tolerance for
conflict and uncertainty may unwittingly undermine the
company’s avowed objective of developing highly cre-
ative products by punishing work groups that do not
exhibit unity or a clear, consistent set of priorities. Further,
while avowing the virtue of risk, the manager may punish
failure; while stressing creativity, he or she may kill the
spirit of the idea champion. These actions will encourage
a work group to avoid challenging projects, suppress
debate, and routinize task performance.

The dos and don’ts for encouraging subordinates to
assume more initiative, shown in Table 6.4, demonstrate
the power of managers’ actions in shaping behavior.
Actions and reactions that might appear insignificant to
the boss often have strong reinforcing or extinguishing
effects on subordinates. Hence the truism, “Managers
get what they reinforce, not what they want,” and its
companion, “People do what is inspected, not what is
expected.” Indeed, the reinforcing potential of man-
agers’ reactions to subordinates’ behaviors is so strong
that it has been argued, “The best way to change an indi-
vidual’s behavior in a work setting is to change his or her
manager’s behavior” (Thompson, 1978, p. 52). Given
the considerable leverage managers have over their sub-
ordinates’ motivation to reach optimal performance, it is
important that they learn how to use rewards and pun-
ishments effectively to produce positive, intended results
consistently.

Use Rewards and Discipline
Appropriately

Psychologists call the process of linking rewards and
punishments with behaviors in such a manner that the
behaviors are more or less likely to persist “operant con-
ditioning” (Komaki, Coombs, & Schepman, 1996). This
approach uses a wide variety of motivational strategies
that involve the presentation or withdrawal of positive
or negative reinforcers or the use of no reinforcement
whatsoever. Although there are important theoretical
and experimental differences in these strategies, such as
between negative reinforcement and punishment, for
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Table 6.4 Guidelines for Fostering Subordinate Initiative

DO DON’T

Ask “How are we going to do this? What can I contribute Imply that the task is the employee’s total responsibility, 
to this effort? How will we use this result?,” thus that they hang alone if they fail. Individual failure means 
implying your joint stake in the work and results. organizational failure.

Use an interested, exploring manner, asking questions Play the part of an interrogator, firing questions as 
designed to bring out factual information. rapidly as they can be answered. Also, avoid asking 

questions that require only “yes” or “no” replies.

Keep the analysis and evaluation as much in the React to their presentations on an emotional basis.
employees’ hands as possible by asking for their best 
judgment on various issues.

Present facts about organization needs, commitments, Demand a change or improvement in a preemptory tone 
strategy, and so on, which permit them to improve, and of voice or on what appears to be an arbitrary basis.
interest them in improving what they propose to do.

Ask them to investigate or analyze further if you feel that Take their planning papers and cross out, change dates, 
they have overlooked some points or overemphasized or mark “no good” next to certain activities. 
others.

Ask them to return with their plans after factoring these Redo their plans for them unless their repeated efforts 
items in. show no improvement.

the purposes of our discussion we will focus on three
types of management responses to employee behavior:
no response (ignoring), negative response (disciplining),
and positive response (rewarding).

The trickiest strategy to transfer from the psychol-
ogist’s laboratory to the manager’s work environment
is “no response.” Technically, what psychologists refer
to as “extinction” is defined as a behavior followed by
no response whatsoever. However, in most managerial
situations, people develop expectations about what is
likely to follow their actions based on their past experi-
ence, office stories, and so forth. Consequently, what is
intended as a nonresponse, or a neutral response, gen-
erally is interpreted as either a positive or negative
response. For example, if a subordinate comes into
your office complaining bitterly about a coworker, and
you attempt to discourage this type of behavior by
changing the subject or responding in a low, unrespon-
sive monotone voice, the subordinate may view this as
a form of rejection. If your secretary sheepishly slips a
delinquent report on your desk, and you ignore her
behavior because you are busy with other business,
she may be so relieved at not being reprimanded for
her tardiness that she actually feels reinforced.

These simple examples underscore an important
point: any behavior repeatedly exhibited in front of
a boss is being rewarded, regardless of the boss’s inten-
tion (“I don’t want to encourage that type of behavior, so

I’m purposely ignoring it”). By definition, if a behavior
persists, it is being reinforced. Thus, if an employee is
chronically late or continually submits sloppy work, the
manager must ask where the reinforcement for this
behavior is coming from. Consequently, while extinction
plays an important role in the learning process when
conducted in strictly controlled laboratory conditions, it
is a less useful technique in organizational settings
because the interpretation of a supposedly neutral
response is impossible to control. Thus, the focus of our
discussion will be on the proper use of disciplining and
rewarding strategies, as shown in Figure 6.3.

The disciplining approach involves responding
negatively to an employee’s behavior with the inten-
tion of discouraging future occurrences of that behav-
ior. For example, if an employee is consistently late, a
supervisor may reprimand him with the hope that this
action will decrease the employee’s tardiness. Nagging
subordinates for their failure to obey safety regulations
is another example.

The rewarding approach consists of linking
desired behaviors with employee-valued outcomes.
When a management trainee completes a report in a
timely manner, the supervisor should praise his prompt-
ness. If a senior executive takes the initiative to solve a
thorny, time-consuming problem on her own, she
could be given some extra time to enjoy a scenic loca-
tion at the conclusion of a business trip. Unfortunately,

SOURCE: Reprinted with the permission of Simon & Schuster Adult Publishing Group, from Putting Management Theories To Work by Marion S. Kellogg, revised by Irving Burstiner.
Copyright © 1979 by Prentice Hall. All rights reserved.
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Figure 6.3 Behavior-Shaping Strategies

even simple rewards like these appear to be the excep-
tion, not the rule. Dr. Noelle Nelson, the author of a
book on the power of appreciation in the workplace
(2005), points out that according to U.S. Department of
Labor data, the number-one reason people leave their
job is that they do not feel appreciated. She also points
to a Gallup poll report that 65 percent of workers said
they didn’t receive a single word of praise or recogni-
tion during the past year. Elaborating on these data,
Nelson argues even the most energetic and effective
employees get worn down when they are rarely
acknowledged for their good work and only singled out
when they make mistakes.

Disciplining and rewarding are both viable and use-
ful techniques and each has its place in the effective man-
ager’s motivational repertoire. However, as Figure 6.3
shows, each technique is associated with different
behavior-shaping goals. Discipline should be used to
extinguish unacceptable behaviors. However, once an
individual’s behavior has reached an acceptable level,
negative responses will not push the behavior up to the
exceptional level. It is difficult to encourage employees to
perform exceptional behaviors through nagging, threat-
ening, or related forms of discipline. The left-hand side of
Figure 6.3 shows that subordinates work to remove an
aversive response rather than to gain a desired reward.
Only through positive reinforcement do employees have
control over achieving what they want and, therefore,
the incentive to reach a level of exceptional performance.

The emphasis in Figure 6.3 on matching discipline
and rewards with unacceptable and acceptable behaviors,
respectively, highlights two common misapplications

of reinforcement principles. First, it helps us better
understand why top performers frequently get upset
because they feel “management is too soft on those guys
who are always screwing things up.” Thinking it is good
management practice always to be upbeat and opti-
mistic and to discourage negative interactions, some
managers try to downplay the seriousness of mistakes
by ignoring them, by trying to temper the conse-
quences by personally fixing errors, or by encouraging
the high performers to be more tolerant and patient.
Other managers feel so uncomfortable with confronting
personal performance problems they are willing to over-
look all but the most egregious mistakes.

Although there is a lot to be said for managers
having a positive attitude and giving poor performers
the benefit of the doubt, their failure to reprimand and
redirect inappropriate behaviors leads to two undesir-
able outcomes: the work unit’s morale is seriously
threatened, and the poor performers’ behaviors are not
improved.

Just as some managers find it unpleasant to issue
reprimands for poor performance, other managers have
difficulty praising exceptional performance. As a result,
subordinates complain, “Nothing ever satisfies him.”
This second misapplication of the negative-response
behavior-shaping strategy is just as dysfunctional as the
indiscriminate use of praise. These managers mistakenly
believe the best way to motivate people is by always
keeping expectations a little higher than their subordi-
nates’ best performance and then chiding them for their
imperfection. In the process, they run the risk of burn-
ing out their staff or inadvertently encouraging lower
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performance (“We’ll get chewed out anyway, so why try
so hard?”). Furthermore, the irony is that this method
creates a competitive, self-defeating situation in which
subordinates look forward to the boss’s making
mistakes—the bigger the better!

Unfortunately, many managers genuinely believe
this is the best way to manage in all situations. They
define their role as that of a “sheepdog,” circling the
perimeter of the group, nipping at the heels of those
who begin to stray. They establish a fairly broad range
of acceptable behaviors and then limit their interactions
with employees to barking at those who exceed the
boundaries. This negative, desultory style of manage-
ment creates a demoralizing work environment and
does not foster exceptional performance. Instead,
workers are motivated to stay out of the boss’s way and
to avoid doing anything unusual or untried. Innovation
and involvement are extinguished, and mundane per-
formance becomes not only acceptable but desirable.

Having looked at the consequences of misapplying
rewards and discipline, we will now turn our attention
to the proper use of behavior-shaping techniques. The
mark of exceptional managers is their ability to foster
exceptional behavior in their subordinates. This is best
accomplished by using a nine-step behavior-shaping
process, which can be applied to the full range of
subordinates’ behaviors. They can be used either to
make unacceptable behaviors acceptable or to trans-
form acceptable behaviors into exceptional ones. They
are designed to avoid the harmful effects typically

associated with the improper use of discipline discussed
in the previous section (Wood & Bandura, 1989). They
also ensure the appropriate use of rewards.

Strategies for Shaping Behavior

Table 6.5 shows the nine steps for improving behav-
iors. These are organized into three broad initiatives:
reprimand, redirect, and reinforce. As shown in
Figure 6.3, steps 1 through 6 (reprimand and redirect)
are used to extinguish unacceptable behaviors and
replace them with acceptable ones. Steps 4 through 9
(redirect and reinforce) are used to transform accept-
able behaviors into exceptional behaviors.

An important principle to keep in mind when
issuing a reprimand is discipline should immediately
follow the offensive behavior and focus exclusively on
the specific problem. This is not an appropriate time to
dredge up old concerns or make general, unsubstanti-
ated accusations. The focus of the discussion should be
on eliminating a problem behavior, not on making
the subordinate feel bad. This approach increases
the likelihood the employee will associate the negative
response with a specific act rather than viewing it
as a generalized negative evaluation, which will red-
uce the hostility typically engendered by being
reprimanded.

Second, it is important to redirect inappropriate
behaviors into appropriate channels. It is important
that people being reprimanded understand how they

Table 6.5 Guidelines for Improving Behaviors

Reprimand

1. Identify the specific inappropriate behavior. Give examples. Indicate that the action must stop.

2. Point out the impact of the problem on the performance of others, on the unit’s mission, and so forth.

3. Ask questions about causes and explore remedies.

Redirect

4. Describe the behaviors or standards you expect. Make sure the individual understands and agrees that these are 
reasonable.

5. Ask if the individual will comply.

6. Be appropriately supportive. For example, praise other aspects of their work, identify personal and group benefits 
of compliance; make sure there are no work-related problems standing in the way of meeting your expectations.

Reinforce

7. Identify rewards that are salient to the individual.

8. Link the attainment of desirable outcomes with incremental, continuous improvement.

9. Reward (including using praise) all improvements in performance in a timely and honest manner.
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can receive rewards in the future. The process of redi-
rection reduces the despair that occurs when people
feel they are likely to be punished no matter what they
do. If expected behaviors are not made clear, then
workers may stop the inappropriate behavior but feel
lost, not knowing how to improve. Keep in mind the
ultimate goal of any negative feedback should be to
transform inappropriate behaviors into appropriate
behaviors, in contrast to simply punishing a person
for causing a problem or making the boss look bad.
The lingering negative effects of a reprimand will
quickly wear off if the manager begins using rewards
to reinforce desirable behaviors shortly thereafter.
This goal can be achieved only if workers know how
they can receive positive outcomes and perceive that
the available rewards are personally salient (a subject
we’ll discuss in detail shortly).

Experienced managers know it is just as difficult
to transform acceptable behaviors into exceptional
ones. Helping an “OK, but uninspired” subordinate
catch the vision of moving up to a higher level of
desire and commitment can be very challenging. This
process begins at step 4 (redirect) by first clearly
describing the goal or target behavior. The goal of
skilled managers is to avoid having to administer any
negative responses and especially to avoid trial-and-
error learning among new subordinates. This is done
by clearly laying out their expectations and collabora-
tively establishing work objectives. In addition, it is a
good idea to provide an experienced mentor, known
for exceptional performance, as a sounding board and
role model.

Foster Intrinsic Outcomes

So far our discussion of the Performance → Outcomes
link has focused on extrinsic outcomes. These are
things like pay and promotions and praise that are con-
trolled by someone other than the individual performer.
In addition, the motivating potential of a task is affected
by its associated intrinsic outcomes, which are experi-
enced directly by an individual as a result of successful
task performance. They include feelings of accomplish-
ment, self-esteem, and the development of new skills.
Although our emphasis has been on the former, a com-
plete motivational program must take into account both
types of outcomes.

Effective managers understand that the person-job
interface has a strong impact on work performance. No
matter how many externally controlled rewards man-
agers use, if individuals find their jobs uninteresting and
unfulfilling, performance will suffer. This is particularly

true for certain individuals. For example, researchers
have discovered that the level of job satisfaction
reported by highly intelligent people is closely linked to
the degree of difficulty they encounter in performing
their work (Ganzach, 1998). In addition, attention to
intrinsic outcomes is particularly important in situations
in which organizational policies do not permit a close
link between performance and rewards; for example, in
a strong seniority personnel system. In these cases, it is
often possible to compensate for lack of control over
extrinsic outcomes by fine-tuning the person-job fit.

Motivating Workers 
by Redesigning Work

Work design is the process of matching job characteris-
tics and workers’ skills and interests. One popular work-
design model proposes that particular job dimensions
cause workers to experience specific psychological
reactions called “states.” In turn, these psychologi-
cal reactions produce specific personal and work out-
comes. Figure 6.4 shows the relationship between the
core job dimensions, the critical psychological states
they produce, and the resulting personal and work
outcomes (Hackman & Oldham, 1980). A variety
of empirical research has found the five core job
dimensions—skill variety, task identity, task signifi-
cance, autonomy, and feedback—are positively related
to job satisfaction.

The more variety in the skills a person can use in
performing work, the more the person perceives the
task as meaningful or worthwhile. Similarly, the more an
individual can perform a complete job from beginning to
end (task identity) and the more the work has a direct
effect on the work or lives of other people (task signifi-
cance), the more the employee will view the job as
meaningful. On the other hand, when the work requires
few skills, only part of a task is performed, or there
seems to be little effect on others’ jobs, experienced
meaningfulness is low.

The more autonomy in the work (freedom to
choose how and when to do particular jobs), the more
responsibility workers feel for their successes and fail-
ures. Increased responsibility results in increased com-
mitment to one’s work. Autonomy can be increased by
instituting flexible work schedules, decentralizing
decision making, or selectively removing formalized
controls, such as the ringing of a bell to indicate the
beginning and end of a workday.

Finally, the more feedback individuals receive about
how well their jobs are being performed, the more
knowledge of results they have. Knowledge of results
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Figure 6.4 Designing Highly Motivating Jobs

SOURCE: Hackman/Oldham, Work Redesign, © 1980. Reprinted by permission of Pearson Education, Inc. Upper Saddle River, NJ.

permits workers to understand the benefits of the jobs
they perform. Employees’ knowledge of results may be
enhanced by increasing their direct contact with clients
or by giving them feedback on how their jobs fit in and
contribute to the overall operation of the organization.

By enhancing the core job dimensions and
increasing critical psychological stages, employees’ job
fulfillment is increased. Job fulfillment (high internal
work motivation) is associated with other outcomes
valued by management. These include high-quality
work performance, high employee satisfaction with
their jobs, and low absenteeism and turnover.
Employees who have well-designed jobs enjoy doing
them because they are intrinsically satisfying.

This discussion of work design suggests five man-
agerial action guidelines that can help increase desirable
personal and work outcomes. These are summarized in
Table 6.6. The first one is to combine tasks. A combina-
tion of tasks is by definition a more challenging and
complex work assignment. It requires workers to use a
wider variety of skills, which makes the work seem
more challenging and meaningful. Telephone directo-
ries at the former Indiana Bell Telephone company used
to be compiled in 21 steps along an assembly line.

Through job redesign, each worker was given responsi-
bility for compiling an entire directory.

A related managerial principle is to form identifiable
work units so task identity and task significance can be
increased. Clerical work in a large insurance firm was
handled by 80 employees organized by functional task
(e.g., opening the mail, entering information into the
computer, sending out statements). Work was assigned,
based on current workload, by a supervisor over each
functional area. To create higher levels of task identity
and task significance, the firm reorganized the clerical
staff into eight self-contained groups. Each group
handled all business associated with specific clients.

The third guideline for enhancing jobs is to
establish client relationships. A client relationship
involves an ongoing personal relationship between an
employee (the producer) and the client (the con-
sumer). The establishment of this relationship can
increase autonomy, task identity, and feedback. Take,
for example, research and development (R&D) employ-
ees. While they may be the ones who design a prod-
uct, feedback on customer satisfaction generally is
routed through their managers or a separate customer
relations unit. At Caterpillar, Inc., members of each
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division’s R&D group are assigned to make regular con-
tacts with their major clients.

The fourth suggestion, increase authority, refers to
granting more authority for making job-related decisions
to workers. When we speak here of “vertical,” we refer
to the distribution of power between a subordinate and a
boss. As supervisors delegate more authority and respon-
sibility, their subordinates’ perceived autonomy, task sig-
nificance, and task identity increase. Historically, workers
on auto assembly lines have had little decision-making
authority. However, in conjunction with increased
emphasis on quality, many plants now allow workers to
adjust their equipment, reject faulty materials, and even
shut down the line if a major problem is evident.

The final managerial suggestion is to open feed-
back channels. Workers need to know how well or
how poorly they are performing their jobs if any kind
of improvement is expected. Thus, it is imperative
they receive timely and consistent feedback, which
allows them to make appropriate adjustments in their
behavior so they can receive desired rewards. The
traditional approach to quality assurance in American
industry is to “inspect it in.” A separate quality assur-
ance group is assigned to check the production team’s
quality. The emerging trend is to give producers
responsibility for checking their own work. If it doesn’t
meet quality standards, they immediately fix the
defect. Following this procedure, workers receive
immediate feedback on their performance.

A different approach to job design focuses on
matching individuals’ “deeply embedded life interests”
with the task characteristics of their work (Butler &
Waldroop, 1999). The proponents of this approach
argue that for too long people have been advised to
select careers based on what they are good at, rather
than what they enjoy. The assumption behind this
advice is that individuals who excel at their work are
satisfied with their jobs. However, critics of this perspec-
tive argue many professionals are so well educated and
achievement oriented they could succeed in virtually
any job. This suggests people stay in jobs because they

become involved in activities consistent with their long-
held, emotionally driven passions, intricately entwined
with their personality.

Setting aside the differences among the various
approaches to matching workers and their work, the
overall record of job redesign interventions is impressive.
In general, firms typically report a substantial increase in
productivity, work quality, and worker satisfaction
(reflected in lower rates of absenteeism). For example,
the Social Security Administration increased productivity
23.5 percent among a group of 50 employees; General
Electric realized a 50 percent increase in product quality
as a result of a job redesign program; and the absen-
teeism rate among data-processing operators at Travelers
Insurance decreased 24 percent (Kopelman, 1985).

In summary, managers should recognize both
extrinsic and intrinsic outcomes are necessary ingredi-
ents of effective motivational programs. For example,
because most people desire interesting and challenging
work activities, good wages and job security will do
little to overcome the negative effects of individuals’
feeling that their abilities are being underutilized.
In addition, recognizing individual preferences for
outcomes vary, managers should not assume a narrow-
gauged, outcomes-contingent, performance-reinforcing
motivation program will satisfy the needs and interests
of a broad group of individuals. This brings us to the
subject of reward salience.

PROVIDE SALIENT REWARDS

Having established a link between performance and
outcomes (rewards and discipline) as part of an integra-
tive motivational program, we now move to the final
link in the four-factor model of motivation: Outcomes →
Satisfaction. In the following sections we will discuss
the three remaining elements of our motivational pro-
gram, as shown in Table 6.2. Each of these elements has
been shown to affect how satisfied individuals are with
their work-related outcomes, and as a set they help us
understand the key distinction between a reward and a

Table 6.6 Strategies for Increasing the Motivational Potential of Assigned Work

Combine tasks → Increase skill variety and task significance

Form identifiable work units → Increase task identity and significance

Establish client relationships → Increase autonomy, task identity, and feedback

Increase authority → Increase autonomy, task significance, and task identity

Open feedback channels → Increase autonomy and feedback
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reinforcer. The likelihood a “reward” (so labeled by
the reward giver) will actually reinforce a specific
performance-enhancing behavior depends on the extent
to which the reward recipient: (1) actually values the
specific outcome, (2) believes that the reward allocation
process was handled fairly, and (3) receives the reward
in a timely manner.

We begin this discussion, with diagnostic question 4,
“Do subordinates feel the rewards used to encourage
high performance are worth the effort?” One of the
biggest mistakes that can be made in implementing a
“reward program” is assuming managers understand
their subordinates’ preferences. For example, while it
is assumed most people prefer cash incentives, accord-
ing to a 2004 study conducted by the University of
Chicago, performance increases much faster when it is
linked to noncash rewards (14.6 percent increase
for cash vs. 38.6 percent increase for noncash) (Cook,
2005, p. 6). On an individual level, the manager’s lament
“What does Joe expect, anyway? I gave him a bonus,
and he’s still complaining to other members of the
accounting department that I don’t appreciate his
superior performance,” indicates an apparent miscalcu-
lation of what Joe really values. This miscalculation also
suggests the manager needs a better understanding of
the relationship between personal needs and personal
motivation.

Personal Needs and 
Personal Motivation

One of the most enduring theories of motivation is
based on our scientific understanding of human needs.
One way to categorize the various theories of human
needs is by whether the theories assume that needs are
arranged in a hierarchical fashion. The logic of a hier-
archical needs model is people are motivated to sat-
isfy their most basic unfulfilled need. That is, until a
lower-level need has been satisfied, a higher-level need
won’t become activated. Probably the best-known
example of a hierarchical needs model was proposed
by Abraham Maslow (1970). He posited five levels of
needs, beginning with physiological, followed by
safety, belongingness, esteem, and self-actualization.
Clay Alderfer proposed a more parsimonious hierarchi-
cal model (1977) that contained only three levels, or
categories: existence, relatedness, and growth. Like
Maslow, Alderfer proposed satisfied needs become
dormant unless a dramatic shift in circumstances
increases their salience. For example, a middle-level
executive who is fired during a hostile takeover may
suddenly find her interest in personal growth is

overwhelmed by a pressing need for security. The
problem with hierarchical needs theories is although
they help us understand general developmental
processes, from child to adult, they aren’t very useful
for understanding the day-to-day motivation levels of
adult employees. A comparison of these hierarchical
needs models is shown in Table 6.7.

An alternative perspective can be found in Murray’s
manifest needs model (McClelland, 1971, p. 13).
Murray proposes individuals can be classified according
to the strengths of their various needs. In contrast to hier-
archical models, in which needs are categorized based on
their inherent strength (hunger is a stronger need than
self-actualization), Murray poses people have divergent
and often conflicting needs. Murray proposes about two
dozen needs, but later studies have suggested only three
or four of them are relevant to the workplace, including
the needs for achievement, affiliation, and power.
Another important distinction of Murray’s conception is
his belief these needs are primarily learned, rather than
inherited, and they are activated by cues from the envi-
ronment. That is, if a person has a high need for achieve-
ment it will become manifest, or an active motivational
force, only if the environment cues achievement-
oriented behavior.

The need for achievement is defined as “behav-
ior toward competition with a standard of excel-
lence” (McClelland, Arkinson, Clark, & Lowell, 1953,
p. 111). This suggests individuals with a high need for
achievement would be characterized by: (1) a tendency
to set moderately difficult goals, (2) a strong desire to
assume personal responsibility for work activities, (3) a
single-minded focus on accomplishing a task, and (4) a
strong desire for detailed feedback on task performance.
The level of a person’s need for achievement (high to
low) has been shown to be a good predictor of job per-
formance. In addition, it is highly correlated with a per-
son’s preference for an enriched job with greater respon-
sibility and autonomy.

Table 6.7 Comparison of Hierarchical

Needs Theories

MASLOW ALDERFER

Self-actualization Growth

Esteem

Belongingness Relatedness

Safety

Physiological Existence
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The second of Murray’s needs, need for affiliation,
involves attractions to other individuals in order to feel
reassured and acceptable (Birch & Veroff, 1966, p. 65). It
has been suggested that people with a high need for
affiliation are characterized by: (1) a sincere interest in
the feelings of others; (2) a tendency to conform to the
expectations of others, especially those whose affiliation
they value; and (3) a strong desire for reassurance and
approval from others. One would expect individuals with
a high need for affiliation to gravitate toward jobs that
provide a high degree of interpersonal contact. It is useful
to point out in contrast to the need for achievement, the
need for affiliation does not seem to be correlated with
job performance.

Rounding out Murray’s model is the need for
power, which represents a desire to influence others
and to control one’s environment. Individuals with a
high need for power seek leadership positions and tend
to influence others in a fairly open, direct manner.
McClelland and Burnham (2003) suggest there are two
manifestations of the general need for power. Individuals
with a high need for personal power tend to seek power
and influence for its own sake. To them, control and
dominance and conquest are important indicators of per-
sonal efficacy. These leaders inspire their subordinates to
perform heroic feats, but for the sake of the leader, not
the organization. In contrast, individuals with high instit-
utional power needs are more oriented toward using
their influence to advance the goals of the group or orga-
nization. These individuals are described by McClelland
as follows: (1) they are organization minded, feeling per-
sonally responsible for advancing the purposes of the
organization; (2) they enjoy work and accomplishing
tasks in an orderly fashion; (3) they are often willing to
sacrifice their own self-interests for the good of the orga-
nization; (4) they have a strong sense of justice and
equity; and (5) they seek expert advice and are not
defensive when their ideas are criticized.

Using Need Theory to Identify
Personally Salient Outcomes

An understanding of need theory helps managers
understand whether organizational rewards are salient
reinforcers for specific individuals. Simply put, if a
reward satisfies an activated personal need, it can be
used to reinforce desired individual behaviors. In prac-
tice, this means managers need to understand what
motivates each of their subordinates. Table 6.8
demonstrates the difficulty of this task. These research
results highlight differences in what various types
of organizational members tend to see as highly

motivating aspects of their work. For example, while
on average the employees in this study placed the
highest value on “interesting work” and the lowest
value on “sympathetic help with personal problems,”
we see significant differences in the ratings for these
two outcomes across gender, age, and income cate-
gories. It is easy to spot equally disparate outcome pref-
erences expressed by different groups of workers for
many of the other benefits and rewards, in the left-
hand column, commonly used by business firms to
attract, retain, and motivate employees. 

In the abstract it is not surprising to learn individuals
with different demographic and economic profiles have
different needs and, thus, bring different expectations to
the workplace. The relevance of this data for effective
motivational practices is underscored by a parallel
research study suggesting that managers are not particu-
larly good at predicting how their subordinates would
rank the outcomes shown in Table 6.8 (LeDue, 1980).
More particularly, this research suggests that managers
tend to base their answers to the question, “What moti-
vates your subordinates?” on two faulty assumptions.
First, they assume the outcome preferences among their
subordinates are fairly homogenous, and second, they
assume their personal outcome preferences are similar to
those held by their subordinates. Knowing this, the data
shown in Table 6.8 illustrates how easy it is for managers
with a certain gender, age, and income profile to system-
atically misread the salient needs of subordinates charac-
terized by a different profile. Furthermore, it is not
difficult to imagine individual circumstances that would
result in a person’s preferences being significantly differ-
ent from those of others with a similar demographic and
economic profile. In summary, this data underscores
the importance of managers getting to know their subor-
dinates well enough that they can effectively match
individual and group performance expectations with
personally salient outcomes. 

The importance of gaining this person-specific
information is illustrated in the case of a stockbroker
who was promoted to office manager because upper
management in the home office felt he was “the most
qualified and most deserving.” Unfortunately, they
failed to ask him if he wanted to be promoted. They
assumed that because they had worked hard to qualify
for their management positions, all hard workers were
similarly motivated. Two weeks after receiving his
“reward” for outstanding performance, the supersalesman-
turned-manager was in the hospital with a stress-related
illness.

Effective managers gain information about active
needs and personal values through frequent, supportive,
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generally informal, discussions with their subordinates.
One approach used by some managers is to discuss with
subordinates recent significant changes in the roles or
work assignments of common acquaintances, possibly
involving a promotion, a change of work assignment, or a
transfer to a new location or work unit. Subordinates’
responses to the consequences of these changes, includ-
ing level of pay, type of pay (e.g., sales commissions
vs. salary), travel expectations, responsibilities for coordi-
nating the work of others, level of pressure to produce,
capitalizing on old skills vs. learning new ones, an
individual vs. team-oriented work environment, opportu-
nities for promotion, and so forth, often provide insights
into their own personal preferences. When engaging in
discussions such as these, keep in mind information
regarding preferred trade-offs is particularly useful. In the
abstract, everyone values everything. In reality, we have
to make choices and those choices reflect our underlying
needs and values. Thus, it is particularly instructive to see
how someone responds to the prospect that a colleague’s
new job provides opportunities for more pay, but at the
expense of being away from home three nights a week.
Or, the opportunity to be involved with the design of a
new product line also means longer hours at work, higher
levels of personal stress, and the possibility that the failure

to meet high expectations may reflect negatively on the
team members. 

The data reported in Table 6.8 is also relevant for
individuals in a position to shape the pay and benefits
package for an entire organization. Scanning these
results, it is easy to pick out differences between
the ratings of blue-collar vs. white-collar, unskilled
and skilled, lower and higher level employees.
Recognizing the wide diversity in outcome preferences
within the employee ranks of most large businesses,
many firms, ranging from investment banks, like
Morgan Stanley, to manufacturing firms, like American
Can, have experimented with “cafeteria-style” incen-
tive systems (Abbott, 1997; Lawler, 1987). This
approach takes much of the guesswork out of linking
an individual’s organizational membership and work
performance with personally salient outcomes, by
allowing employees some say in the matching process.
Using this approach, employees receive a certain num-
ber of work credits based on performance, seniority, or
task difficulty, and they are allowed to trade those in
for a variety of benefits, including upgraded insurance
packages, financial planning services, disability income
plans, extended vacation benefits, tuition reimburse-
ment for educational programs, and so forth. 

Table 6.8 What Workers Want, Ranked by Subgroups*
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Interesting work 1 1 2 4 2 3 1 5 2 1 1 2 1 1 2 3 1 1
Full appreciation of 
work done 2 2 1 5 3 2 2 4 3 3 2 1 6 3 1 4 2 2
Feeling of being in on
things 3 3 3 6 4 1 3 6 1 2 4 5 2 5 4 5 3 3
Job security 4 5 4 2 1 4 7 2 4 4 3 4 3 7 5 2 4 6
Good wages 5 4 5 1 5 5 8 1 5 6 8 3 4 6 6 1 6 8
Promotion and growth
in organization 6 6 6 3 6 8 9 3 6 5 7 6 5 4 3 6 5 5
Good working conditions 7 7 10 7 7 7 4 8 7 7 6 9 7 2 7 7 7 4
Personal loyalty to
employees 8 8 8 9 9 6 5 7 8 8 5 8 9 9 8 8 8 7
Tactful discipline 9 9 9 8 10 9 10 10 9 9 10 7 10 10 9 9 9 10
Sympathetic help with 
personal problems 10 10 7 10 8 10 6 9 10 10 9 10 8 8 10 10 10 9

*Ranked from 1 (highest) to 10 (lowest).

SOURCE: Courtesy of George Mason University. Results are from a study of 1,000 employees conducted in 1995.
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BE FAIR AND EQUITABLE

Once appropriate rewards have been determined for
each employee, managers must then consider how to
distribute those rewards (Cropanzano & Folger, 1996).
This brings us to concerns about equity. Any positive
benefits of salient rewards will be negated if workers
feel they are not receiving their fair share. The relevant
diagnostic question here is, “Do subordinates feel that
work-related benefits are distributed fairly?” (As in the
previous section, we will focus here only on rewards.
However, the same principles also apply to the equi-
table use of discipline.)

Equity refers to workers’ perceptions of the fair-
ness of rewards. Evaluations of equity are based on a
social comparison process in which workers individu-
ally compare what they are getting out of the work
relationship (outcomes) to what they are putting into
the work relationship (inputs). Outcomes include such
items as pay, fringe benefits, increased responsibility,
and prestige, while inputs may include hours worked
and work quality, as well as education and experience.
The ratio of outcomes to inputs is then compared to
corresponding ratios of other individuals, judged to be
an appropriate comparison group. The outcome of this
comparison is the basis for beliefs about fairness.

If workers experience feelings of inequity, they
will behaviorally or cognitively adjust their own or
fellow workers’ inputs and/or outputs. In some cases,
this may lead to a decrease in motivation and perfor-
mance. For example, if employees believe they are
underpaid, they have a number of options. Cognitively,
they may rationalize they really are not working as
hard as they thought they were; thus, they reduce the
perceived value of their own inputs. Alternatively, they
might convince themselves coworkers are actually
working harder than they thought they were. Behav-
iorally, workers can request a pay raise (increase
their outcomes), or they can decrease their inputs by
leaving a few minutes early each day, decreasing their
effort, deciding not to complete an optional training
program, or finding excuses not to accept difficult
assignments.

The significance of this aspect of motivation
underscores the need for managers to closely monitor
subordinates’ perceptions of equity (Janssen, 2001). In
some cases, these conversations may uncover faulty
comparison processes. For example, employees might
misunderstand the value placed on various inputs,
such as experience versus expertise or quantity versus
quality; or they might have unrealistic views of their
own or others’ performance. It has been noted most

people believe their leadership skills are better than
those of most of the population.

However, just as often these discussions uncover
real inequities. For example, the hourly rate of a
worker may not be keeping up with recent skill
upgrades or increased job responsibilities. The act of
identifying and correcting legitimate inequities gener-
ates enormous commitment and loyalty. For example,
a manager in the computer industry felt he had been
unfairly passed over for promotion by a rival. Utilizing
the company’s open-door policy, he took his case to a
higher level in the firm. After a thorough investigation,
the decision was reversed and the rival reprimanded.
The individual’s response was, “After they went to bat
for me, I could never leave the company.”

The important thing to keep in mind about equity
and fairness is we are dealing with perceptions.
Consequently, whether they are accurate or dis-
torted, legitimate or ill-founded, they are both accurate
and legitimate in the mind of the perceiver until proven
otherwise. A basic principle of social psychology states:
“That which is perceived as being real is real in its
consequences.” Therefore, effective managers should
constantly perform “reality checks” on their subordi-
nates’ perceptions of equity, using questions such as:
“What criteria for promotions, pay raises, and so on do
you feel management should be placing more/less
emphasis on?” “Relative to others similar to you in this
organization, do you feel your job assignments, promo-
tions, and so on are appropriate?” “Why do you think
Alice was recently promoted over Jack?”

PROVIDE TIMELY REWARDS 
AND ACCURATE FEEDBACK

Up to this point, we have emphasized employees need
to understand and accept performance standards; they
should feel that management is working hard to help
them reach their performance goals; they should feel
that available internal and external rewards are
personally attractive; they should believe rewards and
reprimands are distributed fairly; and they should feel
these outcomes are administered primarily on the basis
of performance.

All these elements are necessary for an effective
motivational program, but they are not sufficient. As
we noted earlier, a common mistake is to assume all
rewards are reinforcers. In fact, the reinforcing potential
of a “reward” depends on its being linked in the mind of
the reward recipient to the specific behaviors the
reward giver desires to strengthen. (“When I did behav-
ior X, I received outcome Y. And, because I value Y, I am
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going to repeat X.”) The ability of reward recipients to
make this reinforcing (X behavior–Y outcome) mental
connection is related to two specific aspects of how the
reward is administered: (1) the length of time between
the occurrence of the desirable behavior and the receipt
of the reward, and (2) the specificity of the explanation
for the reward. These are the two final components of
our motivational program. Hence, the sixth and final
diagnostic question contains two parts. The first is, “Are
we getting the most out of our rewards by administering
them on a timely basis as part of the feedback process?”

As a general rule, the longer the delay in the admin-
istration of rewards the less reinforcement value they
have. Even if the recipient greatly values the recognition
and the reward giver clearly identifies the behaviors
being rewarded, unless the reward is received soon after
the behavior has been exhibited (or the goal accom-
plished), the intended reinforcement value of the
reward is diminished.

Ironically, in a worst-case situation, the mistiming
of a reward may actually reinforce undesirable behav-
iors. Giving a long overdue, fully warranted raise to a
subordinate during an interview in which she or he is
complaining about the unfairness of the reward system
may reinforce complaining rather than good work per-
formance. Moreover, failure to give a reward when a
desired behavior occurs will make it even more difficult
to sustain that behavior in the future. If the owners of
a new business have delayed the implementation of a
promise to grant stock options for the core start-up cadre
as compensation for their low wages and 70- to 80-hour
workweeks, the workers’ willingness to sustain such a
pace on promises and dreams alone may begin to wane.

The importance of timing becomes obvious when
one considers all the research findings supporting the
value of operant conditioning as a motivational system
assume outcomes immediately follow behaviors.
Imagine how little we would know about behavior-
shaping processes if, in the experiments with birds and
rats described in psychology textbooks, the food pellets
were dropped into the cage several minutes after the
desired behavior occurred.

Today’s managers have a number of technological
tools that can be used to speed up feedback. Hatim
Tyabji, while serving as CEO of Verifone, used e-mail to
reinforce important contributions. “We recently had a
major win in a market where we hadn’t been hav-
ing much success. Against all odds, we went after a
big customer and won. When I got word that we
had won—and I’m so enmeshed in the organization
that people just ignore the hierarchy and e-mail me that
kind of news—my first reaction, apart from pure joy,

was: Why did we win? My next question was: Who
are the key people who made the difference? Then I
immediately sent out a message of congratulations. The
e-mails and phone calls I got back were enough to
make my eyes moist. That to me is what makes us tick”
(Adria, 2000; Nelson, 2000; Taylor, 1995).

Unfortunately, although timing is a critical contrib-
utor to the reinforcement potential of a reward, it is fre-
quently ignored in everyday management practice. The
formal administrative apparatus of many organizations
often delays for months the feedback on the conse-
quences of employee performance. It is customary prac-
tice to restrict in-depth discussions of job performance to
formally designated appraisal interviews, which gener-
ally take place every six or twelve months. (“I’ll have to
review this matter officially later, so why do it twice?”)
The problem with this common practice is the resulting
delay between performance and outcomes dilutes the
effectiveness of any rewards or discipline dispensed as a
result of the evaluation process.

In contrast, effective managers understand the
importance of immediate, spontaneous rewards. They
use the formal performance evaluation process to discuss
long-term trends in performance, solve problems inhibit-
ing performance, and set performance goals. But they
don’t expect these infrequent general discussions to sig-
nificantly alter an employee’s motivation. For this, they
rely on brief, frequent, highly visible performance feed-
back. At least once a week they seek some opportunity
to praise desirable work habits among their subordinates.

Peters and Waterman, in their classic book In
Search of Excellence (1988), stress the importance of
immediacy by relating the following amusing anecdote:

At Foxboro, a technical advance was desper-
ately needed for survival in the company’s
early days. Late one evening, a scientist
rushed into the president’s office with a work-
ing prototype. Dumbfounded at the elegance
of the solution and bemused about how to
reward it, the president bent forward in his
chair, rummaged through most of the drawers
in his desk, found something, leaned over the
desk to the scientist, and said, “Here!” In his
hand was a banana, the only reward he could
immediately put his hands on. From that
point on, the small “gold banana” pin has
been the highest accolade for scientific
achievement at Foxboro. (pp. 70–71)

The implication for effective management is clear:
effective rewards are spontaneous rewards. Reward
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programs that become highly routinized, especially
those linked to formal performance appraisal systems,
lose their immediacy.

There is a second critical aspect of reinforcement
timing: the consistency of reward administration.
Administering a reward every time a behavior occurs
is called continuous reinforcement. Administering
rewards on an intermittent basis (the same reward is
always used but is not given every time it is warranted)
is referred to as partial, or intermittent, reinforcement.
Neither approach is clearly superior; both approaches
have trade-offs. Continuous reinforcement represents
the fastest way to establish new behavior. For example,
if a boss consistently praises a subordinate for writing
reports using the manager’s preferred format, the sub-
ordinate will readily adopt that style in order to receive
more and more contingent rewards. However, if the
boss suddenly takes an extended leave of absence, the
learned behavior will be highly vulnerable to extinc-
tion because the reinforcement pattern is broken. In
contrast, while partial reinforcement results in very
slow learning, it is very resistant to extinction. The
persistence associated with gambling behavior illus-
trates the addictive nature of a partial reinforcement
schedule. Not knowing when the next payoff may
come preserves the myth that the jackpot is only one
more try away.

This information about reinforcement timing
derived from experimental research has important
implications for effective management. First, it is impor-
tant to realize continuous reinforcement systems are
very rare in organizations unless they are mechanically
built into the job, as in the case of the piece-rate
pay plan. Seldom are individuals rewarded every time
they make a good presentation or effectively handle 
a customer’s complaint. When we recognize most 
non-assembly-line work in an organization is typically
governed by a partial reinforcement schedule, we gain
new insights into some of the more frustrating aspects of
a manager’s role. For example, it helps explain why new
employees seem to take forever to catch on to how the
boss wants things done. It also suggests why it is so dif-
ficult to extinguish outdated behaviors, particularly in
older employees.

Second, given how difficult it is for one manager
to reinforce consistently the desired behaviors in
a new employee (or an employee who is going
through a reprimand, redirect, reward cycle), it is gen-
erally a good idea to use a team effort. By sharing your
developmental objectives with other individuals who
interact with the target employee, you increase the
likelihood of the desired behaviors being reinforced

during the critical early stages of improvement. For
example, if a division head is trying to encourage a
new member of her staff to become more assertive,
she might encourage other staff members to respond
positively to the newcomer’s halting efforts in meet-
ings or private conversations.

This brings us to the second half of the sixth
diagnostic question, related to the accuracy of feed-
back, “Do subordinates know where they stand in
terms of current performance and long-term opportuni-
ties?” In addition to the timing of feedback, the content
of feedback significantly affects its reinforcement poten-
tial. As a rule of thumb, to increase the motivational
potential of performance feedback, be very specific—
including examples whenever possible. Keep in mind
feedback, whether positive or negative, is itself an out-
come. The main purpose for giving people feedback on
their performance is to reinforce productive behaviors
and extinguish counterproductive behaviors. But this
can only occur if the feedback focuses on specific behav-
iors. To illustrate this point, compare the reinforcement
value of the following, equally positive, messages: “You
are a great member of this team—we couldn’t get along
without you.” “You are a great member of this team. In
particular, you are willing to do whatever is required to
meet a deadline.”

It is especially important managers provide accu-
rate and honest feedback when a person’s performance
is marginal or substandard. There are many reasons
why managers are reluctant to “tell it like it is” when
dealing with poor performers. It is unpleasant to
deliver bad news of any kind. It is especially painful
to give negative feedback regarding a person’s perfor-
mance. Therefore, it is easy to justify sugarcoating neg-
ative information, especially when it is unexpected, on
the basis that you are doing the recipient a favor. In
practice, it is rarely the case that a poor performer is
better off not receiving detailed, honest, accurate feed-
back. If the feedback is very general, or if it contains
mixed signals, improvement is frustratingly difficult.
And if a person truly is not well suited for a particular
job, then no one benefits from delaying a shift in
responsibilities or encouragement to seek other work
opportunities.

When managers are reluctant to share unflatter-
ing or unhopeful feedback, it is often because they are
unwilling to spend sufficient time with individuals
receiving negative feedback to help them thoroughly
understand their shortcomings, put them in perspec-
tive, consider options, and explore possible remedies.
It is sometimes easier to pass on an employee with a
poor performance record or unrealistic expectations
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to the next supervisor than it is to confront the
problem directly, provide honest and constructive
feedback, and help the individual respond appropri-
ately. Therefore, many individuals feel that supportive
communication of negative performance information
is the management skill which is most difficult to
master—and therefore the one most highly prized. If
you are particularly interested in polishing this skill,
we recommend you review the specific techniques
described under the heading “Use Rewards and
Discipline Appropriately.”

Summary

Our discussion of enhancing work performance has
focused on specific analytical and behavioral manage-
ment skills. We first introduced the fundamental
distinction between ability and motivation. Then we
discussed several diagnostic questions for determining
whether inadequate performance was due to insuffi-
cient ability. A five-step process for handling ability
problems (resupply, retrain, refit, reassign, and release)
was outlined. We introduced the topic of motivation
by stressing the need for placing equal emphasis on

Figure 6.5 Integrative Model of Motivation Enhancement

concerns for satisfaction and performance. The
remainder of this chapter focused on the second skill
by presenting six elements of an integrative approach
to motivation.

The summary model shown in Figure 6.5 (and its
“diagnostic” version discussed in the Skill Practice
section as Figure 6.7) highlights our discussion of an
expanded version of the basic “four factors” model of
motivation. The resulting comprehensive model
underscores the necessary role of, as well as the inter-
dependence among, the various components. Skilled
managers incorporate all components of this model into
their motivational efforts rather than concentrating
only on a favorite subset. There are no shortcuts to
effective management. All elements of the motivation
process must be included in a total, integrated program
for improving performance and satisfaction.

The fact the flowchart begins with motivation is
important, because it makes explicit our assumption
individuals are initially motivated to work hard and do
a good job. Recall motivation is manifested as work
effort and effort consists of desire and commitment.
This means that motivated employees have the desire
to initiate a task and the commitment to do their best.

Note: 1–6: Key to six diagnostic questions in Table 6.2.

MOTIVATION
(Effort)

PERFORMANCE
OUTCOMES

(Extrinsic and
Intrinsic)

SATISFACTION

3. REINFORCEMENT
    • Discipline
    • Rewards

1. GOALS/EXPECTATIONS
    • Accepted
    • Challenging and specific
    • Feedback

4. EQUITY
    • Social comparisons
    • Personal expectations

5. SALIENCE
    • Personal needs

6. TIMELINESS

2. ABILITY
    • Aptitude
    • Training
    • Resources

1–6: Key to six diagnostic questions in Table 2.
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Whether their motivation is sustained over time
depends on the remaining elements of the model,
which are actually amplifications of the Motivation →
Performance link, the Performance → Outcomes link,
and the Outcomes → Satisfaction link. These crucial
links in the motivational process can best be summa-
rized as questions pondered by individuals asked to
work harder, change their work routine, or strive for a
higher level of quality: First, “If I put forth more effort,
am I likely to be able to perform up to perfor-
mance expectations?” Second, “Will my level of perfor-
mance matter in this organization?” Third, “Will the
experience of being a high performer likely be person-
ally rewarding?”

Beginning on the left side of the model, we see
that the combination of goals and ability determines
the extent to which effort is successfully transformed
into performance. In the path-goal theory of leader-
ship, the importance of fitting the right job to the right
person and providing necessary resources and training
is emphasized. These factors must be combined with
effective goal setting (understanding and accepting
moderately difficult goals) if increased effort is to result
in increased performance.

The next section of the model focuses on reinforc-
ing good performance, in terms of both increasing the
frequency of performance-enhancing behaviors and
linking outcomes to successful goal accomplishment. It
is important to keep in mind people are, in general,
motivated by both extrinsic and intrinsic outcomes. In
addition, the effective manager is adept at using the full
range of behavior-shaping tools, spanning the spectrum
from discipline to rewards. Although our discussion
focused more on rewards than discipline, when faced
with the challenge of providing constructive but
negative performance feedback, and developing an
accompanying plan for remediation, Table 6.5 provides
a useful set of guidelines.

Proceeding to the Outcomes → Satisfaction seg-
ment of the model, the importance of perceived equity
and reward salience stands out. Individuals must believe
the rewards offered are appropriate, not only for their
personal performance level but also in comparison to the
rewards achieved by “similar” others. The subjective
value that individuals attach to incentives for perfor-
mance reflects their personal relevance, or salience.
Rewards with little personal value have low motivational
potential. These subjective factors combine with the
timeliness and accuracy of feedback to determine the
overall motivational potential of rewards.

Based on their perceptions of outcomes, workers
will experience varying degrees of satisfaction or

dissatisfaction. Satisfaction creates a positive feedback
loop, increasing the individual’s motivation, as mani-
fested by increased effort. Dissatisfaction, on the other
hand, results in decreased effort and, therefore, lower
performance and rewards. If uncorrected, this pattern
may ultimately result in absenteeism or turnover.

Behavioral Guidelines

This discussion is organized around key diagnostic
models and questions that serve as the basis for
enhancing the following skills: (1) properly diagnosing
performance problems; (2) initiating actions to enhance
individuals’ abilities; and (3) strengthening the motiva-
tional aspects of the work environment.

Table 6.2 summarizes the process for properly
diagnosing the causes of poor work performance in the
form of six diagnostic questions. (A “decision tree”
version of these questions is included in the Skill
Practice section as Figure 6.7.)

The key guidelines for creating a highly motivat-
ing work environment are:

1. Clearly define an acceptable level of overall
performance or specific behavioral objective.
❏ Make sure the individual understands what

is necessary to satisfy expectations.
❏ Formulate goals and expectations collabora-

tively, if possible.
❏ Make goals as challenging and specific as

possible.
2. Help remove all obstacles to reaching perfor-

mance objectives.
❏ Make sure the individual has adequate tech-

nical information, financial resources, per-
sonnel, and political support.

❏ If a lack of ability appears to be hindering
performance, use the resupply, retrain, refit,
reassign, or release series of remedies.

❏ Gear your level of involvement as a leader
to how much help a person expects, needs,
and how much help is otherwise available.

3. Make rewards and discipline contingent on
high performance or drawing nearer to the per-
formance objective.
❏ Carefully examine the behavioral consequences

of your nonresponses. (Ignoring a behavior is
rarely interpreted as a neutral response.)

❏ Use discipline to extinguish counterproductive
behavior and rewards to reinforce productive
behaviors.
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4. When discipline is required, treat it as a learning
experience for the individual.
❏ Specifically identify the problem and explain

how it should be corrected.
❏ Use the reprimand and redirect guidelines in

Table 6.5.
5. Transform acceptable into exceptional behaviors.

❏ Reward each level of improvement.
❏ Use the redirect and reward guidelines in

Table 6.5.

6. Use reinforcing rewards that appeal to the
individual.
❏ Allow flexibility in individual selection of

rewards.
❏ Provide salient external rewards as well as 

satisfying and rewarding work (intrinsic 
satisfaction).

❏ To maintain salience, do not overuse rewards.

7. Periodically check subordinates’ perceptions
regarding the equity of reward allocations.
❏ Correct misperceptions related to equity

comparisons.

8. Provide timely rewards and accurate feedback.
❏ Minimize the time lag between behaviors and

feedback on performance, including the
administration of rewards or reprimands.
(Spontaneous feedback shapes behavior best.)

❏ Provide specific, honest, and accurate assess-
ments of current performance and long-range
opportunities.
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SKILL ANALYSIS

CASE INVOLVING MOTIVATION PROBLEMS

Electro Logic

Electro Logic (EL) is a small R&D firm located in a midwestern college town adjacent to a
major university. Its primary mission is to perform basic research on, and development of,
a new technology called “Very Fast, Very Accurate” (VFVA). Founded four years ago by
Steve Morgan, an electrical engineering professor and inventor of the technology, EL is
primarily funded by government contracts, although it plans to market VFVA technology
and devices to nongovernmental organizations within the year.

The government is very interested in VFVA, as it will enhance radar technology, robot-
ics, and a number of other important defense applications. EL recently received the
largest small-business contract ever awarded by the government to research and
develop this or any other technology. Phase I of the contract has just been com-
pleted, and the government has agreed to Phase II contracting as well.

The organizational chart of EL is shown in Figure 6.6. Current membership is 75,
with roughly 88 percent in engineering. The hierarchy of engineering titles and
requirements for each are listed in Table 6.9. Heads of staff are supposedly
appointed based on their knowledge of VFVA technology and their ability to manage
people. In practice, the president of EL hand-picks these people based on what some
might call arbitrary guidelines: most of the staff leaders were or are the president’s
graduate students. There is no predetermined time frame for advancement up the
hierarchy. Raises are, however, directly related to performance appraisal evaluations.

Figure 6.6 Electro Logic Organization Chart
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Table 6.9 Engineering Titles and Requirements

TITLE REQUIREMENT

Member of Technical Staff BSEE, MSEE

Senior Member of Technical Staff PhD, MSEE with 2 years of industrial experience;
BSEE with 5 years of industrial experience

Research Engineer PhD with 2 years of industrial experience

BSEE or MSEE with 7 years of industrial experience

Research Scientist PhD with appropriate experience in research

Senior Research Scientist PhD with appropriate industrial and research 
experience

Working directly with the engineers are the technicians. These people generally
have a high school degree, although some also have college degrees. They are trained
on the job, although some have gone through a local community college’s program on
microtechnology fabrication. The technicians perform the mundane tasks of the engi-
neering department: running tests, building circuit boards, manufacturing VFVA
chips, and so on. Most are full-time, hourly employees.

The administrative staff is composed of the staff head (with an MBA from a major
university), accountants, personnel director, graphic artists, purchasing agent, project
controller, technical writers/editors, and secretaries. Most of the people in the
administrative staff are women. All are hourly employees except the staff head, per-
sonnel director, and project controller. The graphic artists and technical writer/editor
are part-time employees.

The facilities staff is composed of the staff head and maintenance personnel. EL
is housed in three different buildings, and the primary responsibility of the facilities
staff is to ensure that the facilities of each building are in good working order.
Additionally, the facilities staff is often called upon to remodel parts of the buildings
as the staff continues to grow.

EL anticipates a major recruiting campaign to enhance the overall staff. In par-
ticular, it is looking for more technicians and engineers. Prior to this recruiting cam-
paign, however, the president of EL hired an outside consultant to assess employee
needs as well as the morale and overall effectiveness of the firm. The consultant has
been observing EL for about three weeks and has written up some notes of her
impressions and observations of the company.

Consultant’s Notes from Observations of Electro Logic

Facilities: Electro Logic (EL) is housed in three different buildings. Two are converted
houses, and one is an old school building. Senior managers and engineers are in the
school, and others are scattered between the houses.

Meetings: Weekly staff meetings are held in the main building to discuss objec-
tives and to formulate and review milestone charts.

Social interaction: A core group of employees interact frequently on a social
basis; for example, sports teams, parties. The administrative staff celebrates birth-
days at work. The president occasionally attends.

Work allocation: Engineers request various tasks from the support staff, which
consists of technicians and administrative unit personnel. There is obviously some
discretion used by the staff in assigning priorities to the work requests, based on rap-
port and desirability of the work.
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Turnover: The highest turnover is among administrative personnel and
technicians. Exit interviews with engineers indicate they leave because of the com-
pany’s crisis-management style, better opportunities for career advancement and
security in larger organizations, and overall frustration with EL’s “pecking order.”
Engineers with the most responsibility and authority tend to leave.

Salary and benefits: In general, wages at EL are marginal by national and local
standards. A small group of scientists and engineers do make substantial salaries
and have a very attractive benefits package, including stock options. Salaries and
benefits for new engineers tend to be linked to the perceived level of their expertise.

Offices and facilities: Only EL’s president, vice president, and chief financial offi-
cer have their own offices. Engineers are grouped together in “pods” by project
assignment. There is very little privacy in these work areas, and the noise from the
shared printer is distracting. The head of administration shares a pod with the per-
sonnel director, facilities head, and the project controller. One to three secretaries
per building are located in or near the reception areas. The large building has an
employee lounge with three vending machines. There is also a coffee-and-tea station.
The smaller buildings have only a soft-drink machine in the reception area.

Consultant’s Interviews with Employees

After making these observations, the consultant requested interviews with a cross-section
of the staff for the purpose of developing a survey to be taken of all employees. Presented
below are excerpts from those interviews.

Pat Klausen, Senior Member of the Technical Staff

CONSULTANT: What is it about Electro Logic (EL) that gives you the most satisfaction?
PAT: I really enjoy the work. I mean, I’ve always liked to do research, and working

on VFVA is an incredible opportunity. Just getting to work with Steve (EL’s president
and VFVA’s inventor) again is exciting. I was his graduate student about six years ago,
you know. He really likes to work closely with his people—perhaps sometimes too
closely. There have been times when I could have done with a little less supervision.

CONSULTANT: What’s the least satisfying aspect of your work?
PAT: Probably the fact that I’m never quite sure we’ll be funded next month, given

the defense budget problems and the tentativeness of our research. I’ve got a family
to consider, and this place isn’t the most stable in terms of its financial situation.
Maybe it’ll change once we get more into commercial production. Who knows?

CONSULTANT: You’ve offered some general positives and negatives about EL.
Can you be more specific about day-to-day dealings? What’s good and bad about
working here on a daily basis?

PAT: You’re sure this isn’t going to get back to anyone? Okay. Well, in general I’m
not satisfied with the fact that too often we end up changing horses in the middle of
the stream, if you know what I mean. In the past seven months, three of my engineers
and four of my techs have been pulled off my project onto projects whose deadlines
were nearer than mine. Now I’m faced with a deadline, and I’m supposed to be get-
ting more staff. But I’ll have to spend so much time briefing them that it might make
more sense for me to just finish the project myself. On the other hand, Steve keeps
telling me that we have to be concerned with EL’s overall goals, not just our individual
concerns—you know, we have to be “team players,” “good members of the family.” It’s
kind of hard to deal with that, though, when deadlines are bearing down and you
know your butt’s on the line, team player or not. But if you go along with this kind of
stuff and don’t complain, the higher-ups treat you well. Still, it seems to me there’s
got to be a better way to manage these projects.
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CONSULTANT: What are the positive aspects of your daily work?
PAT: Well, the people here are all great to work with. They know their stuff or can

learn quickly. I tend to be a social person and I really like socializing with these
people. We play softball and basketball together and do happy hours and stuff. I like
that. I’ve got some good friends here, which helps get my work orders filled quickly, if
you know what I mean.

Bob Christensen, Member of the Technical Staff

CONSULTANT: You said earlier that Steve was your adviser for your M.S. So
you’ve known him a long time.

BOB: Yes, that’s right. I’ve known Professor Morgan—Steve—for about eight
years. I had him for a few undergraduate classes; then, of course, he was my adviser for
my two-year master’s program, and now I’ve worked at Electro Logic (EL) for two years.

CONSULTANT: It seems as if you enjoy working with Steve.
BOB: Oh, yeah. But I really don’t get to work directly with him anymore. I’ll see

him at meetings and such, but that’s about it.
CONSULTANT: So he’s not your immediate supervisor?
BOB: No, but for the amount of time I spend with my supervisor, Steve might as

well be. My boss and I meet maybe once every three weeks for about an hour to see
if all is well. And that’s it. The rest of the time, I’m on my own. I used to talk to Steve
when I had questions, but he’s gotten so busy now that it’s hard to see him—you
need to make an appointment a few days in advance.

CONSULTANT: Do you think your supervisor treats all his staff this way?
BOB: To be honest, I have heard some complaints. In fact, about six months ago,

the situation was so bad, some other people and I had a meeting with him. He
promised that he would be more available to us and was, for about a month. Then we
got involved in a new proposal, so he made himself scarce again. So nothing’s really
changed. We’re coming up on finalizing the proposal now, and it’s important that I
see him, ask him questions. The last few drafts I’ve submitted to him, he’s returned,
rewritten in his own way, and with no explanation of the changes. Sometimes I think
he treats me like somebody who doesn’t know anything, as if I had no training what-
soever. I realize his neck is on the line with this project, but sometimes it seems that
he uses being busy to avoid talking to me.

Chris Chen, Research Scientist

CONSULTANT: What kind of characteristics should a person have if he/she wants
to work as a research scientist at Electro Logic (EL)?

CHRIS: Well, certainly technical knowledge is important. When I’ve interviewed
recent college grads for entry-level positions, I am always concerned with their GPA.
I like to see straight-A averages, if possible. But for experienced research scientists,
technical knowledge shows up in their publication records, mostly. So I’ll read their
papers. I also think a research scientist has to be highly self-motivated, not look to
others for praise and such. Particularly here. If you want someone to tell you you’ve
done a good job, you’ll be waiting a long time. It’s not clear to me that research sci-
entists really get the support we need from the rest of the staff here. Work orders are
often lost or put off for one reason or another. Senior members seem to get more
techs than scientists do, and they certainly get more attention from Steve. The rumor
is that these guys also get higher raises than the scientists; allegedly, this is to keep
pay at an equitable rate—you know, they’re supposedly more valuable to the com-
pany. Of course, everybody knows that most of the senior members are Steve’s old
graduate students, and so he takes care of them really well. One of the things that
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really galls me is that I need to keep up my publication record to maintain my career
options. But publishing is frowned on because it takes time away from your work. I’ve
even been told that my work can’t be published because of proprietary rights or that
the defense department considers the information classified. However, if somebody
important is working with me and needs the publication, then it’s full steam ahead.

CONSULTANT: You sound pretty disgruntled with your work.
CHRIS: It’s not my work so much. I’m really very happy doing this work—it’s

cutting-edge, after all. The problem is I’m never quite sure where the work is going.
I do my part of a project, and unless I go out of my way to talk to other people, I never
find out the final results of the total project. That’s just something you learn to live
with around here—being part of a system that’s not particularly open.

Meg Conroy, Assistant to the Head of Administration

CONSULTANT: You’ve only been here a short time, is that correct?
MEG: That’s right—just a little over a year.
CONSULTANT: Why did you take the job?
MEG: Well, I was in my last semester of college and was looking for a job, like

most college seniors. My fiancé at the time—now he’s my husband—was already
working for Electro Logic (EL) and found out that there was an opening. So I applied.

CONSULTANT: So you were a business major in school?
MEG: Oh, no. I was a history major.
CONSULTANT: Do you like your job?
MEG: It has a lot to offer. I get paid pretty well for what I’m doing. And I’m learn-

ing a lot. I just wish the company would let me take some classes in administration,
like accounting. The auditors ask some pretty tough questions. Steve says we should
hire that expertise, but I’d still be responsible for supervising the people.

CONSULTANT: Is there any particular aspect about your job that you really find
satisfying?

MEG: Well, let me think. I guess I like the fact that I get to do a lot of different
tasks so that things don’t get so boring. I would hate to have to do the same thing,
day in and day out. A lot of times, I go to the library to do research on different
things, and that’s nice because it gets me out of the office.

CONSULTANT: What don’t you like about your job?
MEG: Well, I often get the feeling that administration isn’t taken seriously. You

know, the engineers could get along without us quite nicely, or so they seem to think.
The whole structure of the department shows that we’re the catch-all department: if you
don’t fit anywhere else, they put you in here. Perhaps some of that is because our
department is primarily women—in fact, I’ve been told that 95 percent of all the female
employees are in administration. Sometimes it’s hard to work with the engineers
because they treat you like you don’t know anything, and they always want things to be
done their way. Clearly, the engineers get the money and consideration and yet, well, we
do contribute quite a lot to the whole team, as Steve would say. But words of praise just
aren’t as impressive as actions. Sure, we get our birthday parties, but that still seems to
be a little patronizing. We rarely get to see what’s going on in the research area. I’ve
asked a number of engineers specific questions, and they just kind of look at me with a
blank stare and give me some really simplified answer. It seems to me if you want to
build a family, like the president says, you can’t treat administration like a bad relation.

P. J. Ginelli, Technician

CONSULTANT: I gather you’ve just been through your semiannual performance
appraisal. How did it go?
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P. J.: Like I expected. No surprises.
CONSULTANT: Do you find these appraisals useful?
P. J.: Sure. I get to find out what he thinks of my work.
CONSULTANT: Is that all?
P. J.: Well, I suppose it’s a nice opportunity to understand what my supervisor

wants. Sometimes he’s not so clear during the rest of the year. I suppose he’s been
given specific goals from higher-ups before he talks with me, so he’s clear and then
I’m clear.

CONSULTANT: Do you like what you’re doing?
P. J.: Oh yeah. The best part is that I’m not at the main building and so I don’t

have to put up with the “important” people, you know? I’ve heard from other techs
that those guys can be a real pain—trying to be nice and all, but really just being a
bother. I mean, how can you get your stuff done when the president’s looking over
your shoulder all the time? On the other hand, if the president knows your name, I
suppose that’s a good thing when it comes to raises and promotions. But my boss
sticks up for his techs; we get a fair deal from him.

CONSULTANT: Do you think you’ll be able to get ahead at Electro Logic (EL)?
P. J.: Get ahead? You mean become an engineer or something? No, and I really

don’t want to do that. Everyone around here keeps pushing me to move up. I’m afraid
to tell people how I really feel for fear they’ll decide I don’t fit into this high-tech envi-
ronment. I don’t want to be the “black sheep of the family.” I like where I am, and if
the raises keep coming, I’ll keep liking it. One of my kids is starting college next year,
and I need the money to help her out. I get a lot of overtime, particularly when con-
tract deadlines are near. I suppose the rush toward the end of contracts gives some
people big headaches, but for me, I don’t mind. The work is pretty slow otherwise,
and so at least I’m working all the time and then some. But my family wishes my
schedule was more predictable.

CONSULTANT: Do you think you’ll continue working for EL?
P. J.: I’m not sure I want to answer that. Let’s just say that my ratings on the per-

formance appraisal were good, and I expect to see an improvement in my pay. I’ll stay
for that.

Chalida Montgomery, Technician

CONSULTANT: In general, what are your feelings about the work you do for
Electro Logic (EL)?

CHALIDA: Well, I feel my work is quite good, but I also feel that I perform rather
boring, tedious tasks. From what my supervisor says, the kinds of things I do are
what electrical engineering students do in their last year of classes. I gather their
final project is to make a circuit board, and that’s what I do, day in and day out.

CONSULTANT: What is it that you would like to do?
CHALIDA: Well, it would be nice to be able to offer some input into some of the

designs of these boards. I know I don’t have a PhD or anything, but I do have lots of
experience. But because I’m a tech, the engineers don’t really feel I’ve got much to
offer—even though I build the boards and can tell from the design which one will do
what the designer wants it to do. I also would like to maybe supervise other techni-
cians in my department. You know, some kind of advancement would be nice. As it is,
lots of techs ask me how to do things, and of course I help, but then they get the
credit. Around here, you have to have a piece of paper that says you’re educated
before they let you officially help other people.
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Discussion Questions
1. Using the behavioral guidelines and Figure 6.5 as diagnostic aids, what are the

strengths and weaknesses of Electro Logic (EL) from a motivational perspective?
2. What are the high-priority action items you would include in a consulting report

to Steve Morgan, president of EL? Focus on specific actions that he could initiate
that would better use the abilities of the staff and foster a more motivating work
environment.
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SKILL PRACTICE

EXERCISES FOR DIAGNOSING WORK
PERFORMANCE PROBLEMS

Proper diagnosis is a critical aspect of effective motivation management. Often, managers
become frustrated because they don’t understand the causes of observed performance prob-
lems. They might experiment with various “cures,” but the inefficiency of this trial-and-error
process often only increases their frustration level. In addition, the accompanying misunder-
standing adds extra strain to the manager-subordinate relationship. This generally makes the
performance problem even more pronounced, which in turn prompts the manager to resort
to more drastic responses, and a vicious downward spiral ensues.

The performance diagnosis model in Figure 6.7 offers a systematic way for managers
and subordinates to pinpoint collaboratively the causes of dissatisfaction and performance
problems. It assumes that employees will work hard and be good performers if the work
environment encourages these actions. Consequently, rather than jumping to conclusions
about poor performance stemming from deficiencies in personality traits or a bad attitude,
this diagnostic process helps managers focus their attention on improving the selection, job
design, performance evaluation, and reward-allocation systems. In this manner, the specific
steps necessary to accomplish work goals and management’s expectations are examined to
pinpoint why a worker’s performance is falling short.

The manager and low-performing subordinate should follow the logical discovery
process in the model, step by step. They should begin by examining the current percep-
tions of performance, as well as the understanding of performance expectations, and then
proceed through the model until the performance problems have been identified. The
model focuses on seven of these problems.

A. Perception Problem: “Do you agree your performance is below expectations?”
A perception problem suggests that the manager and subordinate have different
views of the subordinate’s current performance level. Unless this disagreement is
resolved, it is futile to continue the diagnostic process. The entire problem-solving
process is based on the premise that both parties recognize the existence of a
problem and are interested in solving it. If agreement does not exist, the manager
should focus on resolving the discrepancy in perceptions, including clarifying cur-
rent expectations (Problem 5).

B. Resources Problem: “Do you have the resources necessary to do the job well?”
Ability has three components, and these should be explored in the order shown in
the model. This order reduces a subordinate’s defensive reactions. Poor performance
may stem from a lack of resource support. Resources include material and personnel
support as well as cooperation from interdependent work groups.

C. Training Problem: “Is a lack of training interfering with your job performance?”
Individuals may be asked to perform tasks that exceed their current skill or knowl-
edge level. Typically, this problem can be overcome through additional training or
education.

D. Aptitude Problem: “Do you feel this is the right job/blend of work assignments for
you?” This is the most difficult of the three ability problems to resolve because it is
the most basic. If the resupply (providing additional resources) and retraining solu-
tions have been explored without success, then more drastic measures may be
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required. These include refitting the person’s current job requirements, reassigning
him or her to another position, or, finally, releasing him or her from the organization.

E. Expectations Problem: “What are your performance expectations for this posi-
tion? What do you think my expectations are?” This problem results from poor
communication regarding job goals or job requirements. In some cases, the stated
goals may be different from the desired goals. In other words, the employee is
working toward one goal while the supervisor desires another. This often occurs
when subordinates are not sufficiently involved in the goal- or standard-setting
process. When this results in unrealistic, imposed expectations, motivation suffers.

F. Incentives Problem: “Do you believe rewards are linked to your performance in
this position?” Either the individual does not believe that “performance makes a
difference” or insufficient performance feedback and reinforcement have been
given. The manager should also ask, “Do you feel rewards are being distributed
equitably?” This provides an opportunity to discuss subordinates’ criteria for
judging fairness. Often, unrealistic standards are being used.
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Figure 6.7 Performance Diagnosis Model
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G. Salience Problem: “Are the performance incentives attractive to you?” Salience
refers to the importance an individual attaches to available rewards. Often, the
incentives offered to encourage high performance are not highly valued by a par-
ticular individual. Managers need to be creative in generating a broad range of
rewards and flexible in allowing subordinates to choose among rewards.

Assignment
Option 1:

Read the case, “Joe Chaney,” and privately use the diagnostic model (see Figure 6.7) to pin-
point plausible performance problems. Next, discuss in small groups your individual assess-
ments and list specific questions you should ask Joe to accurately identify, from his point of
view, the obstacles to his high performance. Finally, brainstorm ideas for plausible solutions.
Prepare to represent your group in role-playing a problem-solving interview with Joe.

Option 2:
Administer the Work Performance Assessment survey to several employees. Using the
scoring key at the end of this chapter, categorize the obstacles to high performance and sat-
isfaction reported by the respondents. Then get together in small groups, with each group
assuming the role of a management task force charged with the responsibility to analyze
this employee survey data. Discuss the patterns in the data as well as possible remedies for
these problems, using the behavioral guidelines and motivational models in the chapter as
guides. Prepare a report on your analysis and recommendations for specific changes.

Joe Chaney

Joe Chaney joined your architectural firm two years ago as a draftsman. He is 35 years old
and has been a draftsman since graduating from a two-year technical school right after
high school. He is married and has four children. He has worked for four architectural
firms in 12 years.

Joe came with mediocre recommendations from his previous employer, but you
hired him anyway because you needed help desperately. Your firm’s workload has been
extremely high due to a local construction boom. The result is that a lot of the practices
that contribute to a supportive, well-managed work environment have been overlooked.
For instance, you can’t remember the last time you conducted a formal performance
review or did any career counseling. Furthermore, the tradition of closing the office early
on Friday for a social hour was dropped long ago. Unfortunately, the tension in the office
runs pretty high some days due to unbearable time pressures and the lack of adequate
staff. Night and weekend work have become the norm rather than the exception.

Overall, you have been pleasantly surprised by Joe’s performance. Until recently, he
worked hard and consistently produced high-quality work. Furthermore, he frequently
volunteered for special projects, made lots of suggestions for improving the work envi-
ronment, and has demonstrated an in-depth practical knowledge of architecture and the
construction business. However, during the past few months, he has definitely slacked
off. He doesn’t seem as excited about his work, and several times you have found him
daydreaming at his desk. In addition, he has gotten into several heated arguments with
architects about the specifications and proper design procedures for recent projects.

After one of these disagreements, you overheard Joe complaining to his officemate,
“No one around here respects my opinion. I’m just a lowly draftsman. I know as much as
these hotshot architects, but because I don’t have the degree, they ignore my input, and
I’m stuck doing the grunt work. Adding insult to injury, my wife has had to get a job to
help support our family. I must be the lowest-paid person in this firm.” In response to a
question from a coworker regarding why he didn’t pursue a college degree in architecture,
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Joe responded, “Do you have any idea how hard it is to put bread on the table, pay a
Seattle mortgage, work overtime, be a reasonably good father and husband, plus go to
night school? Come on, be realistic!”

Work Performance Assessment

Respond to the following statements, based on your current work situation.

Rating Scale

1 Strongly disagree

2 Disagree

3 Neutral

4 Agree

5 Strongly agree

______ 1. My supervisor and I agree on the quality of my performance.
______ 2. I feel I have adequate training to perform my current job assignments.
______ 3. I believe that my native skills and abilities are matched very well with my job

responsibilities.
______ 4. I believe that I have adequate resources and supplies to do my job well.
______ 5. I understand my boss’s expectations and generally feel they are realistic.
______ 6. I believe that rewards are distributed fairly, on the basis of performance.
______ 7. The rewards and opportunities available to me if I perform well are attractive to

me personally.
______ 8. My supervisor indicates that I am not performing as well as I should, but I disagree.
______ 9. I could do a much better job if I had more training.
______ 10. I believe that my job is too difficult for my ability level.
______ 11. I believe that my job performance is hindered by a lack of supplies and resources.
______ 12. I believe my boss’s expectations are unclear and unrealistic.
______ 13. I believe my boss plays favorites in allocating rewards.
______ 14. I do not find the rewards and opportunities available to high performers very

appealing.

EXERCISE FOR RESHAPING 
UNACCEPTABLE BEHAVIORS

Shaheen Matombo
One of the most challenging aspects of management is transforming inappropriate
behaviors into appropriate behaviors. Managers commonly take insufficient action to
transform negative actions into positive ones. Some of these insufficient responses
include assuming that ignoring an employee’s shortcomings will make them go away;
praising positive aspects of an individual’s performance in hopes that this will encourage
him or her to rechannel unproductive energies; discussing problems in vague, general
terms in a group meeting, in hopes that the unproductive person will “take a hint” and
change; and getting upset with an individual and demanding that he or she “shape up.”
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Assignment
Assume the role of Andre Tate in the following case. After reading the case, review the
applicable behavioral guidelines shown on the Observer’s Feedback Form at the end of
the chapter. In small groups, discuss how you would resolve this problem. Prepare to role-
play your discussion with Shaheen Matombo. After the discussion, assigned observers will
provide feedback on your performance, using the Observer’s Feedback Form as a guide.
Unless you are assigned to play her role, do not read the role instructions for Shaheen prior
to the interview.

Andre Tate, Manager
Shaheen has been a member of your staff for only three months. You don’t know much
about her other than that she is a single parent who has recently entered the workforce
after a difficult divorce. She is often 10 to 20 minutes late for work in the morning. You are
the manager of a very hectic customer relations office for a utility company. The phones
start ringing promptly at 8:00. When she is late for work, you have to answer her phone,
and this interrupts your work schedule. This morning, you are particularly annoyed. She is
25 minutes late, and the phones are ringing like crazy. Because you have been forced to
answer them, it will be difficult for you to complete an important assignment by the noon
deadline. You are getting more upset by the minute.

While you are in the middle of a particularly unpleasant phone conversation with an
irate customer, you look out your window and see Shaheen bounding up the steps to the
building. You think to yourself, “This is ridiculous, I’ve got to put a stop to her tardiness.
Maybe I should just threaten to fire her unless she shapes up.” Upon further reflection,
you realize that would be impractical, especially during this period of retrenchment after
the rate hike was turned down. Given the rumors about a possible hiring freeze, you
know it may be difficult to refill any vacancies.

Also, Shaheen is actually a pretty good worker when she is there. She is conscientious
and has a real knack with cranky callers. Unfortunately, it has taken her much longer than
expected to learn the computer program for retrieving information on customer accounts.
She frequently has to put callers on hold while she asks for help. These interruptions have
tended to increase an already tense relationship with the rest of the office staff. She has had
some difficulty fitting in socially; the others are much younger and have worked together
for several years. Shaheen is the first new hire in a long time, so the others aren’t used to
breaking someone in. Three of your staff have complained to you about Shaheen’s constant
interruptions. They feel their productivity is going down as a result. Besides, she seems to
expect them to drop whatever they are doing every time she has a question. They had
expected their workload to be lighter when a new person was hired, but now they are hav-
ing second thoughts. (In the past, you have had enough time to train new hires, but your
boss has had you tied up on a major project for almost a year.)

Shaheen enters the office obviously flustered and disheveled. She has “I’m sorry”
written all over her face. You motion for her to pick up the blinking phone line and then
scribble a note on a tablet while you complete your call: “See me in my office at 12:00
sharp!” It’s time you got to the bottom of Shaheen’s disruptive influence on an otherwise
smooth-flowing operation.

Shaheen Matombo, Staff Member
Boy, what a morning! Your babysitter’s father died during the night, and she called you
from the airport at 6:30 A.M. saying she would be out of town for three or four days. You
tried three usually available backups before you finally found someone who could take
Keen, your 3-year-old. Then Shayla, your seventh-grader, went through five outfits before
she was satisfied that she had just the right look for her first yearbook picture. It’s a
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miracle that Buddy, your oldest, was able to pull himself out of bed after getting only five
hours of sleep. On top of football and drama, he’s now joined the chess team, and they
had their first tournament last night. Why did it have to fall on the night before his final in
physics? This morning you wished you had his knack for juggling so many activities. By
the time you got the kids delivered, you were already 10 minutes behind schedule. Then
there was this incredible accident on the expressway that slowed traffic to a crawl.

As you finally pull off the downtown exit ramp, you notice you’re almost 20 minutes
late for work. “My kingdom for a cell phone!” you groan. “Although by now I probably
couldn’t get an open line into the office, anyway.” As you desperately scan the side streets
for a parking space, you begin to panic. “How am I going to explain this to Andre? He’ll
be furious. I’m sure he’s upset about my chronic lateness. On top of that, he’s obviously
disappointed with my lack of computer skills, and I’m sure the others complain to him
about having to train a newcomer.” You’re sure that one of the reasons you got the job
was that you had completed a computer class at the local community college.
Unfortunately, there hadn’t been much carryover to the incredibly complex computer
program you use at work. (It seems to defy every convention of logic.)

“What am I going to tell him about my being late for work so often?” Unfortunately,
there isn’t an easy answer. “Maybe it will get better as the kids and I get used to this new
routine. It’s just very difficult to get the kids to the bus stop and the sitter, commute
20 minutes, and arrive precisely at 8:00. I wonder if he would allow me to come in at
8:30 and only take a half-hour lunch. Staying late wouldn’t work because they close
down the computers at 5:00, unless there was some paperwork I could do for half
an hour.”

Then what about the problems with the computer and the other staff members?
“Sooner or later he’s going to get on my case about those things. Is it my fault I don’t
think like a computer? Some people might be able to sit down and figure this program out
in a couple of hours, but not me. So is that my fault or should someone be giving me more
training? I wish the others weren’t so cliquish and unwilling to help me out. I wonder
why that’s the case. It’s like they’re afraid I’ll become as good as they are if they share
their experience with me. I wish Andre had more time to help me learn the ropes, but he
seems to always be in meetings.”

“Well, I’m probably going to catch it this morning. I’ve never been this late. Maybe
I’ll be back home full time sooner than I expected.”
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SKILL APPLICATION

ACTIVITIES FOR MOTIVATING OTHERS

Suggested Assignments

1. Identify a situation in which you have some responsibility for another person whose
performance is significantly below your expectation. Using the Work Performance
Assessment Survey included in the Skill Practice section, collect information on the
individual’s perceptions of the situation. Using the diagnostic model (decision tree)
in that section, specifically identify the perceived performance problems. Compare
these results with your own views of the situation. Conduct an interview with the
individual and discuss the results, highlighting areas of disagreement. Based on this
discussion, formulate a plan of action that both parties accept. If inadequate ability is
a problem, follow the resupply, retrain, refill, reassign, and release remedial steps. If
insufficient effort is a problem, use the steps for reprimanding, redirecting, and
rewarding discussed in this chapter as a resource for this discussion. Implement this
plan for a period of time and then report on the results.

2. Focus on some aspect of your own work in which you feel performance is below
your (or others’) expectations. Using the Work Performance Assessment survey
(Skill Assessment), identify the specific obstacles to improved performance.
Then formulate a plan for overcoming these obstacles, including getting commit-
ments from others. Discuss your plan with individuals affected by it and arrive at
a set of actions all parties accept. Implement the plan for a period of time and
report on your results. How successful were you in making the changes? Did your
performance improve as expected? Based on this experience, identify other
aspects of your work that you could improve on in a similar fashion.

3. Identify four or five situations in which you are typically provoked to exhibit pun-
ishing behavior. These might involve friends, family members, or work associates.
Examine these situations and identify one in which punishment (discipline) is not
working. Using the guidelines for reprimanding, redirecting, and rewarding, design
a specific plan for shaping the other person’s behaviors so you can begin rewarding
positive actions. Report on your results. Based on this experience, consider how you
might be able to use this strategy in other similar situations.

4. Using the six-step model for creating a motivational work environment (see
Table 6.2), design a specific plan for managing a new relationship (e.g., a new sub-
ordinate) or a new phase in an old relationship (e.g., friend, family member, or
subordinate about to begin work on a new project). Write down specific directions for
yourself for implementing each of the six steps. Discuss your plan with this individual
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and ask for suggestions for improvement. Make sure your perceptions of the key
aspects of the plan are consistent with his or hers. Implement your plan for a period
of time and then report on the consequences. Based on this experience, identify
changes that would be appropriate in similar situations.

SOURCE: J. Richard Hackman & Greg R. Oldham, Work Redesign, 1st © 1980. Electronically 
reproduced by permission of Pearson Education, Inc., Upper Saddle River, New Jersey. 

Application Plan and Evaluation

The intent of this exercise is to help you apply this cluster of skills in a real-life, out-of-class
setting. Now that you have become familiar with the behavioral guidelines that form the
basis of effective skill performance, you will improve most by trying out those guidelines in
an everyday context. Unlike a classroom activity, in which feedback is immediate and
others can assist you with their evaluations, this skill application activity is one you must
accomplish and evaluate on your own. There are two parts to this activity. Part 1 helps pre-
pare you to apply the skill. Part 2 helps you evaluate and improve on your experience. Be
sure to write down answers to each item. Don’t short-circuit the process by skipping steps.

Part 1. Planning
1. Write down the two or three aspects of this skill that are most important to you.

These may be areas of weakness, areas you most want to improve, or areas that
are most salient to a problem you face right now. Identify the specific aspects of
this skill that you want to apply.

2. Now identify the setting or the situation in which you will apply this skill. Establish
a plan for performance by actually writing down a description of the situation. Who
else will be involved? When will you do it? Where will it be done?

Circumstances:
Who else?
When?
Where?

3. Identify the specific behaviors you will engage in to apply this skill. Operationalize
your skill performance.

4. What are the indicators of successful performance? How will you know you
have been effective? What will indicate you have performed competently?



MOTIVATING OTHERS CHAPTER 6 369

Part 2. Evaluation
5. After you have completed your implementation, record the results. What

happened? How successful were you? What was the effect on others?

6. How can you improve? What modifications can you make next time? What will
you do differently in a similar situation in the future?

7. Looking back on your whole skill practice and application experience, what have
you learned? What has been surprising? In what ways might this experience help
you in the long term?
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SCORING KEYS AND
COMPARISON DATA

Diagnosing Poor Performance and Enhancing Motivation 

Scoring Key

SKILL AREA ITEM ASSESSMENT

PRE- POST-

Diagnosing performance problems 1 ______ ______
11 ______ ______

Establishing expectations and setting goals 2 ______ ______
12 ______ ______

Facilitating performance (Enhancing ability) 3 ______ ______
13 ______ ______
20 ______ ______

Linking performance to rewards and discipline 5 ______ ______
14 ______ ______
6 ______ ______

15 ______ ______
Using salient internal and external incentives 7 ______ ______

16 ______ ______
8 ______ ______

17 ______ ______
Distributing rewards equitably 9 ______ ______

18 ______ ______
Providing timely and straightforward 4 ______ ______

performance feedback
10 ______ ______
19 ______ ______

Total Score ______ ______

Comparison Data (N = 5,000 Students)

Compare your scores to three comparison standards:
1. The maximum possible score = 120.
2. The scores of other students in your class.
3. Norm data from more than 5,000 business school students.

Pre-Test Post-Test

96.33 = mean = 103.23
104 or above = top quartile = 112 or above
97–103 = second quartile = 104–111
90–96 = third quartile = 97–103
89 or below = bottom quartile = 96 or below



MOTIVATING OTHERS CHAPTER 6 371

Work Performance 

Scoring Key

STEP 1: Enter your score from each line below, as follows:

Regular scoring: Enter the number for your response on the survey.
Reverse scoring: Subtract the number of your response from 6 and enter the result.

ITEMS SCORE ITEMS SCORE

1. Reverse _______ 8. Regular _______
2. Reverse _______ 9. Regular _______
3. Reverse _______ 10. Regular _______
4. Reverse _______ 11. Regular _______
5. Reverse _______ 12. Regular _______
6. Reverse _______ 13. Regular _______
7. Reverse _______ 14. Regular _______

STEP 2: Combine your scores according to the type of performance problem. Problems
with scores higher than 7 are obstacles to high performance. Total scores over 50
suggest significant, broad-based motivational deficiencies.

TYPE OF PERFORMANCE PROBLEM SCORES ON ITEMS TOTALS OF TWO ITEMS

Perception 1. _______ 8. _______ _______
Training 2. _______ 9. _______ _______
Aptitude 3. _______ 10. _______ _______
Resources 4. _______ 11. _______ _______
Expectations 5. _______ 12. _______ _______
Incentives 6. _______ 13. _______ _______
Reward salience 7. _______ 14. _______ _______

Total Score _______

Comparison Data (N = 5,000 Students)

Mean score: 29.94
Top quartile: 36 or above
Second quartile: 30–35
Third quartile: 24–29
Bottom quartile: 23 or below
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SKILL PRACTICE
Exercise for Reshaping Unacceptable Behaviors

Observer’s Feedback Form

RATING

1 = Low
5 = High

Reprimand

_________ 1. Identified the specific inappropriate behavior. Gave examples. Indicated
that the action must stop.

_________ 2. Pointed out the impact of the problem on the performance of others, the
unit’s mission, and so forth.

_________ 3. Asked questions about causes and explored remedies.

Redirect

_________ 4. Described the behaviors or standards expected. Made sure the individual
understood and agreed that these are reasonable.

_________ 5. Asked if the individual would comply.

_________ 6. Was appropriately supportive. For example, praised other aspects of the
person’s work, identified personal and group benefits of compliance, and
made sure there were no legitimate obstacles in the way of meeting
stated expectations.

Reinforce

_________ 7. Identified rewards that were salient to the individual.
_________ 8. Linked the attainment of desirable outcomes with incremental, continuous

improvement.
_________ 9. Rewarded (including using praise) all improvements in performance in a

timely and honest manner.

Comments:
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Managing
Conflict

SKILL ASSESSMENT
■ Managing Interpersonal Conflict
■ Strategies for Handling Conflict

SKILL LEARNING
■ Interpersonal Conflict Management
■ Diagnosing the Type of Interpersonal Conflict
■ Selecting the Appropriate Conflict Management

Approach
■ Resolving Interpersonal Confrontations Using 

the Collaborative Approach
■ Summary
■ Behavioral Guidelines

SKILL ANALYSIS
■ Educational Pension Investments

SKILL PRACTICE
■ SSS Software Management Problems
■ Bradley’s Barn
■ Avocado Computers
■ Phelps, Inc.
■ Freida Mae Jones
■ Can Larry Fit In?
■ Meeting at Hartford Manufacturing Company

SKILL APPLICATION
■ Suggested Assignments
■ Application Plan and Evaluation

SCORING KEYS AND
COMPARISON DATA

SKILL
DEVELOPMENT

OBJECTIVES

■ DIAGNOSE THE FOCUS 
AND SOURCE OF CONFLICTS

■ UTILIZE APPROPRIATE
CONFLICT MANAGEMENT
STRATEGIES

■ RESOLVE INTERPERSONAL
CONFRONTATIONS THROUGH
COLLABORATION
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SKILL ASSESSMENT

DIAGNOSTIC SURVEYS FOR 
MANAGING CONFLICT

MANAGING INTERPERSONAL CONFLICT

Step 1: Before you read this chapter, respond to the following statements by writing a
number from the rating scale that follows in the left-hand column (Pre-Assessment). Your
answers should reflect your attitudes and behavior as they are now, not as you would like
them to be. Be honest. This instrument is designed to help you discover your level of
competency in managing conflict so you can tailor your learning to your specific needs.
When you have completed the survey, use the scoring key at the end of the chapter to
identify the skill areas discussed in this chapter that are most important for you to master.

Step 2: After you have completed the reading and the exercises in this chapter and, ide-
ally, as many of the Skill Application assignments at the end of this chapter as you can,
cover up your first set of answers. Then respond to the same statements again, this time
in the right-hand column (Post-Assessment). When you have completed the survey, use
the scoring key at the end of the chapter to measure your progress. If your score remains
low in specific skill areas, use the behavioral guidelines at the end of the Skill Learning
section to guide your further practice.

Rating Scale

1 Strongly disagree
2 Disagree
3 Slightly disagree
4 Slightly agree
5 Agree
6 Strongly agree

Assessment

Pre- Post-

When I see someone doing something that needs correcting:

______ ______ 1. I avoid making personal accusations and attributing self-serving motives to the other
person.

_____ ______ 2. When stating my concerns, I present them as my problems.

______ ______ 3. I succinctly describe problems in terms of the behavior that occurred, its consequences,
and my feelings about it.

______ ______ 4. I specify the expectations and standards that have been violated.

______ ______ 5. I make a specific request, detailing a more acceptable option.

______ ______ 6. I persist in explaining my point of view until it is understood by the other person.

______ ______ 7. I encourage two-way interaction by inviting the respondent to express his or her
perspective and to ask questions.

______ ______ 8. When there are several concerns, I approach the issues incrementally, starting with
easy and simple issues and then progressing to those that are difficult and complex.
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When someone complains about something I’ve done:

______ ______ 9. I look for our common areas of agreement.
______ ______ 10. I show genuine concern and interest, even when I disagree.
______ ______ 11. I avoid justifying my actions and becoming defensive.
______ ______ 12. I seek additional information by asking questions that provide specific and descriptive

information.
______ ______ 13. I focus on one issue at a time.
______ ______ 14. I find some aspects of the complaint with which I can agree.
______ ______ 15. I ask the other person to suggest more acceptable behaviors.
______ ______ 16. I reach agreement on a remedial plan of action.

When two other people are in conflict and I am the mediator:
______ ______ 17. I acknowledge that conflict exists and treat it as serious and important.
______ ______ 18. I help create an agenda for a problem-solving meeting by identifying the issues to be

discussed, one at a time.
______ ______ 19. I do not take sides, but remain neutral.
______ ______ 20. I help focus the discussion on the impact of the conflict on work performance.
______ ______ 21. I keep the interaction focused on problems rather than on personalities.
______ ______ 22. I make certain that neither party dominates the conversation.
______ ______ 23. I help the parties generate multiple alternatives.
______ ______ 24. I help the parties find areas on which they agree.

STRATEGIES FOR HANDLING CONFLICT

Indicate how often you use each of the following by writing the appropriate number in the
blank. Choose a number from a scale of 1 to 5, with 1 being “rarely,” 3 being “sometimes,”
and 5 being “always.” After you have completed the survey, use the scoring key at the end
of the chapter to tabulate your results.

_______ 1. I argue my position tenaciously.
_______ 2. I put the needs of others above my own.
_______ 3. I arrive at a compromise both parties can accept.
_______ 4. I don’t get involved in conflicts.
_______ 5. I investigate issues thoroughly and jointly.
_______ 6. I find fault in other persons’ positions.
_______ 7. I foster harmony.
_______ 8. I negotiate to get a portion of what I propose.
_______ 9. I avoid open discussions of controversial subjects.
_______ 10. I openly share information with others in resolving disagreements.
_______ 11. I enjoy winning an argument.
_______ 12. I go along with the suggestions of others.
_______ 13. I look for a middle ground to resolve disagreements.
_______ 14. I keep my true feelings to myself to avoid hard feelings.
_______ 15. I encourage the open sharing of concerns and issues.
_______ 16. I am reluctant to admit I am wrong.
_______ 17. I try to help others avoid “losing face” in a disagreement.
_______ 18. I stress the advantages of “give and take.”
_______ 19. I encourage others to take the lead in resolving controversy.
_______ 20. I state my position as only one point of view.
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SKILL LEARNING

Interpersonal Conflict Management

A conflict over issues is not only likely within
top-management teams but also valuable. Such
conflict provides executives with a more inclu-
sive range of information, a deeper under-
standing of the issues, and a richer set of
possible solutions. [In our ten-year study] we
found that the alternative to conflict is usually
not agreement but apathy and disengagement.
In fast paced markets, successful strategic
decisions are most likely to be made by teams
that promote active and broad conflict over
issues without sacrificing speed. The key to
doing so is to mitigate interpersonal conflict.
(Eisenhardt, Kahwajy, & Bourgeois, 1997,
pp. 84–85)

One of the leading causes of business failure among
major corporations is too much agreement among top
management. They have similar training and experi-
ence, which means they tend to view conditions the
same way and pursue similar goals. The resulting lack
of tension between competing perspectives can foster
a climate of complacency. This problem is often com-
pounded by boards of directors’ failing to play an
aggressive oversight role. They avoid conflict with the
internal management team who appear unified on key
issues and very confident of their positions. What we
learn from the study of business failures is that the
absence of disagreement is often viewed by managers
as a sign of good leadership, when in reality it is a lead-
ing indicator of being out of touch with significant
changes in the marketplace (Argenti, 1976).

Interpersonal conflict is an essential, ubiquitous part
of organizational life. In fact, given the current business
trends toward workforce diversity, globalization, and
joint ventures, how managers from different organiza-
tions and cultures deal with conflict is an increasingly
important predictor of organizational success (Seybolt,
Derr, & Nielson, 1996; Tjosvold, 1991; Memeth, 2004).
Organizations in which there is little disagreement
regarding important matters generally fail in competitive
environments. Members are either so homogeneous that
they are ill-equipped to adapt to changing environmental
conditions or so complacent that they see no need to

improve the status quo. Conflict is the lifeblood of
vibrant, progressive, stimulating organizations. It sparks
creativity, stimulates innovation, and encourages per-
sonal improvement (Blackard & Gibson, 2002; Pascale,
1990; Wanous & Youtz, 1986).

This view is clearly in line with the management
philosophy of Andrew Grove, former president of
Intel. “Many managers seem to think it is impossible
to tackle anything or anyone head-on, even in busi-
ness. By contrast, we at Intel believe that it is the
essence of corporate health to bring a problem out into
the open as soon as possible, even if this entails a con-
frontation. Dealing with conflicts lies at the heart of
managing any business. As a result, confrontation—
facing issues about which there is disagreement—can
be avoided only at the manager’s peril. Workplace pol-
iticking grows quietly in the dark, like mushrooms;
neither can stand the light of day” (Grove, 1984).

However, we all have ample evidence that con-
flict often produces harmful results. For example,
some people have a very low tolerance for disagree-
ment. Whether this is the result of family background,
cultural values, or personality characteristics, interper-
sonal conflict saps people’s energy and demoralizes
their spirit. Also, some types of conflicts, regardless of
frequency, generally produce dysfunctional outcomes.
These include personality conflicts and arguments
over things that can’t be changed.

As Figure 7.1 shows, scholars generally agree that
some conflict is both inevitable and beneficial in effec-
tive organizations (Brown, 1983). As illustrated in this
figure, holding constant the nature of the conflict and
how well it is resolved, a moderate level of conflict
appears to be healthy for most organizations.

MIXED FEELINGS 
ABOUT CONFLICT

With this general observation in mind, it is interesting to
note that a well-known American psychologist, Abraham
Maslow (1965), has observed a high degree of ambiva-
lence regarding the value of conflict. On the one hand,
he notes that managers intellectually appreciate the value
of conflict and competition. They agree it is a necessary
ingredient of the free-enterprise system. However, their
actions demonstrate a personal preference for avoiding
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conflicts whenever possible. This ambivalent view of
conflict appears to be reflected in the following account:

In 1984, Ross Perot, an outspoken self-made
billionaire, sold Electronic Data Systems (EDS)
to General Motors (GM) for $2.5 billion and
immediately became GM’s largest stockholder
and member of the board. GM needed EDS’s
expertise to coordinate its massive information
system. Roger Smith, GM’s chairman, also
hoped that Perot’s fiery spirit would reinvigo-
rate GM’s bureaucracy. Almost immediately,
Perot became a severe critic of GM policy and
practice. He noted that it takes longer for GM
to produce a car than it took the country to
win WWII. He was especially critical of GM’s
bureaucracy, claiming it fostered conformity at
the expense of getting results. By December
1986, Roger Smith had apparently had enough
of Perot’s “reinvigoration.” Whether his criti-
cisms were true, or functional, the giant
automaker paid nearly twice the market value
of his stock ($750 million) to silence him
and arrange his resignation from the board.
(Perot, 1988)

The seemingly inherent tension between the intel-
lectual acceptance of the merits of conflict and the

emotional rejection of its enactment is illustrated in a
classic study of decision making (Boulding, 1964).
Several groups of managers were formed to solve a com-
plex problem. They were told that their performance
would be judged by a panel of experts in terms of the
quantity and quality of solutions generated. The groups
were identical in size and composition, with the excep-
tion that half of them included a “confederate.” Before
the experiment began, the researcher instructed this
person to play the role of “devil’s advocate.” This person
was to challenge the group’s conclusions, forcing the
others to examine critically their assumptions and
the logic of their arguments. At the end of the problem-
solving period, the recommendations made by both sets
of groups were compared. The groups with the devil’s
advocates had performed significantly better on the
task. They had generated more alternatives, and their
proposals were judged as superior. After a short break,
the groups were reassembled and told that they would
be performing a similar task during the next session.
However, before they began discussing the next prob-
lem, they were given permission to eliminate one
member. In every group containing a confederate, he or
she was the one asked to leave. The fact that every high-
performance group expelled their unique competitive
advantage because that member made others feel
uncomfortable demonstrates a widely shared reaction
to conflict: “I know it has positive outcomes for the
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performance of the organization, as a whole, but I don’t
like how it makes me feel, personally.”

We believe that much of the ambivalence toward
conflict stems from a lack of understanding of the
causes of conflict and the variety of modes for manag-
ing it effectively, and from a lack of confidence in one’s
personal skills for handling the tense, emotionally
charged environment typical of most interpersonal
confrontations. It is natural for an untrained or inexpe-
rienced person to avoid threatening situations, and it is
generally acknowledged that conflict represents the
most severe test of a manager’s interpersonal skills.
The task of the effective manager, therefore, is to main-
tain an optimal level of conflict, while keeping con-
flicts focused on productive purposes (Kelly, 1970;
Thomas, 1976).

This view of conflict management is supported by a
10-year study conducted by Kathy Eisenhardt and her
colleagues at Stanford University (Eisenhardt et al.,
1997). In their Harvard Business Review article, they
report, “The challenge is to encourage members of man-
agement teams to argue without destroying their ability
to work together” (p. 78). What makes this possible?
These authors identify several key “rules of engagement”
for effective conflict management:

❏ Work with more, rather than less, information.
❏ Focus on the facts.
❏ Develop multiple alternatives to enrich the level

of debate.
❏ Share commonly agreed-upon goals.
❏ Inject humor into the decision process.
❏ Maintain a balanced power structure.
❏ Resolve issues without forcing consensus.

Thus far, we have determined that: (1) interper-
sonal conflict in organizations is inevitable; (2) conflicts
over issues or facts enhance the practice of manage-
ment; (3) despite the intellectual acceptance of the
value of conflict, there is a widespread tendency to
avoid it; and (4) the key to increasing one’s comfort
level with conflict is to become proficient in managing
all forms of interpersonal disputes (both productive and
unproductive conflicts).

Following our skill-development orientation, the
remainder of this chapter focuses on increasing your
competence-based confidence. Drawing upon a large
body of research on this subject, it appears that effective
conflict managers must be proficient in the use of three
essential skills. First, they must be able to accurately diag-
nose the types of conflict, including their causes. For
example, managers need to understand how cultural
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differences and other forms of demographic diversity can
spark conflicts in organizations. Second, having identified
the sources of conflict and taken into account the context
and personal preferences for dealing with conflict, man-
agers must be able to select an appropriate conflict
management strategy. Third, skillful managers must be
able to settle interpersonal disputes effectively so that
underlying problems are resolved and the relationship
between disputants is not damaged. We now turn our
attention to these three broad management proficiencies.

Diagnosing the Type 
of Interpersonal Conflict

Because interpersonal conflicts come in assorted lots,
our first skill-building task involves the art of diagnosis.
In any type of clinical setting, from medicine to manage-
ment, it is common knowledge that effective interven-
tion is predicated upon accurate diagnosis. Figure 7.2
presents a categorizing device for diagnosing the type of
conflict, based on two critical identifying characteristics:
focus and source. By understanding the focus of the
conflict, we gain an appreciation for the substance of
the dispute (what is fueling the conflict), and by learning
more about the origins, or source of the conflict, we
better understand how it got started (the igniting spark).

CONFLICT FOCUS

It is common to categorize conflicts in organizations in
terms of whether they are primarily focused on people
or issues (Eisenhardt et al., 1997; Jehn & Mannix,
2001). By this distinction we mean: is this a negotiation-
like conflict over competing ideas, proposals, interests,
or resources; or is this a dispute-like conflict stemming
from what has transpired between the parties?

One of the nice features of the distinction between
people-focused and issue-focused conflicts is that it helps
us understand why some managers believe that conflict
is the lifeblood of their organization, while others
believe that each and every conflict episode sucks blood
from their organization. Research has shown that
people-focused conflicts threaten relationships, whereas
issue-based conflicts enhance relationships, provided
that people are comfortable with it, including feeling
able to manage it effectively (de Dreu & Weingart, 2002;
Jehn, 1997). Therefore, in general, when we read about
the benefits of “productive conflict,” the authors are
referring to issue-focused conflict.

Although, by definition, all interpersonal conflicts
involve people, people-focused conflict refers to the
“in your face” kind of confrontations in which the
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affect level is high and the intense emotional heat is
likely fueled by moral indignation. Accusations of
harm, demands for justice, and feelings of resentment
are the common markers of personal disputes. Hence,
personal disputes are extremely difficult to resolve,
and the long-term effects of the dispute on interper-
sonal relations can be devastating. The longer this type
of dispute goes on, the larger the gulf between the par-
ties becomes and the more supporters begin showing
up, arm in arm, on either side.

You might wonder how likely it is that you will
actually become embroiled in a nasty, interpersonal con-
frontation. Isn’t this something that just gets stirred up
by spiteful, insecure crackpots and only gets under the
skin of defensive, closed-minded people? Although
effective application of the skills covered in this book
should lessen the likelihood of your interpersonal rela-
tionships becoming entangled in the web of personal
disputes, the following information is sobering.

In response to the question, “In general, what
percentage of management time is wasted on resolving
personality conflicts?” Max Messmer, chairman of
Accountemps, reports an average response of 18 percent
from a large sample of organizations, compared with
9.2 percent a decade earlier. He laments the fact that
approximately nine weeks of management time each
year is consumed by this nonproductive activity (“The
boss as referee,” 1996).

Coming at the subject from a different angle, a
recent article entitled, “Is Having Partners a Bad Idea?”
reported the results of an Inc. magazine poll in which

nearly two-thirds of the small business owners surveyed
said, notwithstanding the potential benefits, they pre-
ferred not adding a partner because of the increased
potential for interpersonal conflict. In a second poll
reported in this article, researchers at the University of
Minnesota uncovered similar misgivings in family busi-
nesses. About half of the second-generation family mem-
bers working in such companies were having second
thoughts about the wisdom of joining the firm because,
again, they were worried about their business careers
being marred by interpersonal conflicts (Gage, 1999).

Whereas we have characterized people-focused
conflicts as emotional disputes, issue-focused conflicts
are more like rational negotiations, which can be
thought of as “an interpersonal decision-making process
by which two or more people agree how to allocate
scarce resources” (Thompson, 2001, p. 2). In issue-based
conflicts, manager-negotiators are typically acting as
agents, representing the interests of their department,
function, or project. Although negotiators have conflict-
ing priorities for how the scarce resources should be
utilized, in most day-to-day negotiations within an orga-
nization the negotiators recognize the need to find an
amicable settlement that appears fair to all parties.
Because the negotiation outcome, if not the process
itself, is generally public knowledge, the negotiators
recognize that there is no such thing as one-time-only
negotiations. One veteran manager observed that he
uses a simple creed to govern his dealings with others,
“It’s a small world and a long life”—meaning there is no
long-term personal advantage to short-term gains won

Figure 7.2 Categorizing Different Types of Conflict
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through unfair means. The importance of conflict “focus”
was demonstrated by a longitudinal study of work
teams. The teams that were most successful were low on
relationship conflict (people-focus) but high on process
conflict (issue focus) (Jehn & Mannix, 2001).

Although our discussion of conflict management
draws liberally on the negotiations literature, our objec-
tive is to prepare readers for highly charged emotional
confrontations in which untrained initiators attempt to
transfer their frustration to someone else by alleging that
great harm has been caused by the offender’s self-serving
motives or incompetent practices. Being on the receiving
end of a “surprise personal attack” is debilitating, and so
the unskilled respondent is likely to fight back, escalating
the conflict with counteraccusations or defensive retorts.
That’s why experienced mediators agree that when a dis-
agreement “gets personal,” it often becomes intractable.

CONFLICT SOURCE

We now shift our diagnostic lens from understanding the
focus, or content, of a conflict (“What’s this about?”) to
the source, or origin, of the conflict (“How did it get
started?”). Managers, especially those who feel uncom-
fortable with conflict, often behave as though interper-
sonal conflict is the result of personality defects. They
label people who are frequently involved in conflicts
“troublemakers” or “bad apples” and attempt to transfer
or dismiss them as a way of resolving disagreements.
While some individuals seem to have a propensity for
making trouble and appear to be disagreeable under
even the best of circumstances, “sour dispositions” actu-
ally account for only a small percentage of organizational
conflicts (Hines, 1980; Schmidt & Tannenbaum, 1965).

This proposition is supported by research on perfor-
mance appraisals (Latham & Wexley, 1994). It has been
shown that managers generally attribute poor perfor-
mance to personal deficiencies in workers, such as lazi-
ness, lack of skill, or lack of motivation. However, when
workers are asked the causes of their poor performance,
they generally explain it in terms of problems in their
environment, such as insufficient supplies or uncoopera-
tive coworkers. While some face-saving is obviously
involved here, this line of research suggests that man-
agers need to guard against the reflexive tendency to
assume that bad behaviors imply bad people. In fact,
aggressive or harsh behaviors sometimes observed in
interpersonal confrontations often reflect the frustra-
tions of people who have good intentions but are
unskilled in handling intense, emotional experiences.

In contrast to the personality-defect theory of con-
flict, we propose four sources of interpersonal conflict in
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Table 7.1. These are personal differences, informational
deficiencies, role incompatibility, and environmental
stress. Personal differences are a common source of
conflict because individuals bring different backgrounds
to their roles in organizations. Their values and needs
have been shaped by different socialization processes,
depending on their cultural and family traditions, level
of education, breadth of experience, and so forth. As a
result, their interpretations of events and their expecta-
tions about relationships with others in the organization
vary considerably. Conflicts stemming from incompatible
personal values and needs are some of the most difficult
to resolve. They often become highly emotional and take
on moral overtones. Under these conditions, a disagree-
ment about what is factually correct easily turns into a
bitter argument over who is morally right.

The distinction between people-focused conflict
and personal differences as a source of conflict may
seem a bit confusing. It might help to think of personal
differences as a set of lenses that each member of an
organization uses to make sense of daily experiences
and to make value judgments, in terms of what is good
and bad, appropriate and inappropriate. Because these
conclusions are likely to become strongly held beliefs
that conflict with equally strong beliefs held by cowork-
ers, it is easy to see how these could spark interpersonal
conflicts. However, parties to a dispute still have
choices regarding what path their dispute will take, in
terms of focusing on the issues (e.g., conflicting points
of view reflecting different values and needs) or the
people (e.g., questioning competence, intent, accep-
tance, understanding, etc.). It is precisely because con-
flicts stemming from personal differences tend to
become person-focused that effective conflict managers
need to understand this analytical distinction so they
can help disputants frame their conflict in terms of
offending (troublesome) issues, and not offensive (trou-
blemaking) people.

This observation is particularly relevant for managers
working in an organizational environment characterized

Table 7.1 Sources of Conflict

Personal differences Perceptions and 
expectations

Informational deficiencies Misinformation and 
misrepresentation

Role incompatibility Goals and responsibilities

Environmental stress Resource scarcity and 
uncertainty
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by broad demographic diversity. Why? It has been
observed that: (1) a diverse workforce can be a strategic
organizational asset, and (2) very different people tend to
engage in very intense conflicts—which can become an
organizational liability (Lombardo & Eichinger, 1996;
Pelled, Eisenhardt, & Xin, 1999). On the positive side, the
more heterogeneous the demographic profile of an
employee population is, the more diversity of experience
and perspective contained in the organization (Cox,
1994). From various studies of diversity in organizations
(Cox & Blake, 1991; Morrison, 1996), some of the con-
sistently cited benefits of an effectively managed, diverse
workforce include:

❏ Cost savings from reducing turnover rates
among minority employees

❏ Improved creativity and problem-solving capa-
bilities due to the broader range of perspectives
and cultural mind-sets

❏ Perceptions of fairness and equity in the
workplace

❏ Increased flexibility that positively affects moti-
vation and minimizes conflict between work
and nonwork demands (e.g., family, personal
interests, leisure)

A recent study of diverse teams demonstrates how
socially distinct newcomers bring benefits. Although
diverse groups expressed less confidence in their per-
formance than homogenous groups, they performed
better (Phillips, Liljenquist, & Neale, 2009). But few
beneficial changes come without commensurate chal-
lenges. The old saying, “To create a spark, strike two
unlike substances together,” speaks to the notion that a
diverse workforce will increase creativity and innova-
tion. This saying also reminds us that “sparks can hurt.”
That’s why it’s particularly important to look beneath
the surface of interpersonal differences for a better
understanding of why people from very different back-
grounds often find themselves embroiled in debilitating
interpersonal conflicts.

To begin with, people from different ethnic and
cultural groups often have very different views about
the value of, and justifications for, interpersonal dis-
putes (Adler, 2002; Trompenaars, 1994, 1996). To
state this observation more broadly, conflict is largely a
culturally defined event (Sillars & Weisberg, 1987;
Weldon & Jehn, 1995; Wilmot & Hocker, 2001), in the
sense that our cultural background colors our views
about what is worth “fighting for” and what constitutes
“a fair fight.”

In addition, when the everyday business of an orga-
nization requires people with very different demographic
profiles to interact frequently, it is likely that their inter-
actions will be marred by misunderstanding and mistrust
due to a lack of understanding of and appreciation for
each other’s needs and values. The potential for harmful
conflict is even greater when confrontations involve
members of majority and minority groups within
an organization. This is where “diversity-sensitive”
managers can help out by considering questions like:
Are both participants from the majority culture of the
organization? If one is from a minority culture, to what
extent is diversity valued in the organization? To
what extent do members of these minority and majority
cultures understand and value the benefits of a diverse
workforce for our organization? Has this particular
minority group or individual had a history of conflict
within the organization? If so, are there broader issues
regarding the appreciation of personal differences that
need to be addressed?

It is not difficult to envision how core differences
in employees’ personal identities could become mani-
fest in organizational conflicts. For example, if a U.S.
firm receives a very attractive offer from the Chinese
government to build a major manufacturing facility in
that country, it is very likely that a 35-year-old Chinese
manager in that firm, who was exiled from China fol-
lowing the 1989 riots in Tiananmen Square, would
strongly oppose this initiative. This example illustrates
a conflict between a majority and minority member of
an organization. It also exemplifies disputes in which
differences in personal experiences and values lead
one party to support a proposal because it is a good
business decision and the other party to oppose the
action because it is a bad moral decision.

The second source or cause of conflict among mem-
bers of an organization is informational deficiencies.
An important message may not be received, a boss’s
instructions may be misinterpreted, or decision makers
may arrive at different conclusions because they use
different databases. Conflicts based on misinformation or
misunderstanding tend to be factual; hence, clarifying
previous messages or obtaining additional information
generally resolves the dispute. This might entail reword-
ing the boss’s instructions, reconciling contradictory
sources of data, or redistributing copies of misplaced
messages. This type of conflict is common in organiza-
tions, but it is also easy to resolve. Because value systems
are not challenged, such confrontations tend to be less
emotional. Once the breakdown in the information sys-
tem is repaired, disputants are generally able to resolve
their disagreement with minimal of resentment.



For example, UOP, Inc., made an agreement with
Union Carbide in 1987 that doubled its workforce.
Conflicts over operating procedures surfaced immedi-
ately between the original employees and the new
employees from Union Carbide. This, combined with
traditional conflicts between functional groups in the
organization, led UOP to begin a new training program
in which groups of employees met to discuss quality
improvements. “We discovered that the main problem
had been a lack of communication,” said one senior
official. “No one had any idea what other groups were
up to, so they all assumed that their way was best”
(Caudron, 1992, p. 61).

The complexity inherent in most organizations
tends to produce conflict between members whose
tasks are interdependent but who occupy incompatible
roles. This type of conflict is exemplified by the classic
goal conflicts between line and staff, production and
sales, and marketing and research and development
(R&D). Each unit has different responsibilities in the
organization, and as a result each places different priori-
ties on organizational goals (e.g., customer satisfaction,
product quality, production efficiency, compliance with
government regulations). It is also typical of firms whose
multiple product lines compete for scarce resources.

During the early days at Apple Computer, the Apple
II division accounted for a large part of the company’s
revenue. It viewed the newly created Macintosh division
as an unwise speculative venture. The natural rivalry
was made worse when a champion of the Macintosh
referred to the Apple II team as “the dull and boring
product division.” Because this type of conflict stems
from the fundamental incompatibility of the job responsi-
bilities of the disputants, it can often be resolved only
through the mediation of a common superior.

Role incompatibility conflicts may overlap with
those arising from personal differences or information
deficiencies. The personal differences members bring to
an organization generally remain dormant until they are
triggered by an organizational catalyst, such as interde-
pendent task responsibilities. One reason members
often perceive that their assigned roles are incompatible
is that they are operating from different bases of infor-
mation. They communicate with different sets of peo-
ple, are tied into different reporting systems, and receive
instructions from different bosses.

Another major source of conflict is environment-
ally induced stress. Conflicts stemming from per-
sonal differences and role incompatibilities are greatly
exacerbated by a stressful environment. When an
organization is forced to operate on an austere budget,
its members are more likely to become embroiled in
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disputes over domain claims and resource requests.
Scarcity tends to lower trust, increase ethnocentrism,
and reduce participation in decision making. These are
ideal conditions for incubating interpersonal conflict
(Cameron, Kim, & Whetten, 1987).

When a large eastern bank announced a major
downsizing, the threat to employees’ security was so
severe that it disrupted long-time, close working
relationships. Even friendships were not immune to
the effects of the scarcity-induced stress. Long-standing
golf foursomes and car pools were disbanded because
tension among members was so high.

Another environmental condition that fosters
conflict is uncertainty. When individuals are unsure about
their status in an organization, they become very anxious
and prone to conflict. This type of “frustration conflict”
often stems from rapid, repeated change. If task assign-
ments, management philosophy, accounting procedures,
and lines of authority are changed frequently, members
find it difficult to cope with the resulting stress, and sharp,
bitter conflicts can easily erupt over seemingly trivial
problems. This type of conflict is generally intense, but it
dissipates quickly once a change becomes routinized and
individuals’ stress levels are lowered.

When a major pet-food manufacturing facility
announced that one-third of its managers would have
to support a new third shift, the feared disruption of
personal and family routines prompted many managers
to think about sending out their résumés. In addition,
the uncertainty of who was going to be required to
work at night was so great that even routine manage-
ment work was disrupted by posturing and infighting.

Before concluding this discussion of various sources
of interpersonal conflicts, it is useful to point out that the
seminal research of Geert Hofstede (1980) on cultural
values suggests how people from any given cultural back-
ground might be drawn into different types of conflict.
For example, one of the primary dimensions of cultural
values emerging from Hofstede’s research was tolerance
for uncertainty. Some cultures, such as in Japan, have a
high uncertainty avoidance, whereas other cultures, like
the United States, are much more uncertainty tolerant.
Extrapolating from these findings, if an American firm
and a Japanese firm have created a joint venture in an
industry known for highly volatile sales (e.g., short-term
memory chips), one would expect that the Japanese man-
agers would experience a higher level of uncertainty-
induced conflict than their American counterparts. In
contrast, because American culture places an extremely
high value on individualism (another of Hofstede’s key
dimensions of cultural values), one would expect that the
U.S. managers in this joint venture would experience a



MANAGING CONFLICT CHAPTER 7 383

higher level of conflict stemming from their role interde-
pendence with their Japanese counterparts.

To illustrate how various types of conflict actually
get played out in an organization and how devastating
their impact on a firm’s performance can be, let’s take a
look at the troubles encountered by First Boston, one of
the top seven investment banks dominating the New
York capital market. This venerable firm became
embroiled in conflict between two important revenue
divisions: trading and investment banking. After the
stock market crash in 1987, the investment banking divi-
sion, which accounted for the bulk of First Boston’s prof-
its in the 1980s through mergers and acquisitions, asked
that resources be diverted from trading (an unprofitable
line) to investment banking. They also asked for alloca-
tion of computer costs on the basis of usage instead of
splitting the costs in half, since investment banking did
not use computers very much. A review committee,
including the CEO (a trader by background) reviewed
the problem and finally decided to reject the investment
banking proposals. This led to the resignations of the
head of the investment division and several of the senior
staff, including seven leveraged-buyout specialists.

This interdepartmental conflict was exacerbated by
increasing frictions between competing subcultures
within the firm. In the 1950s, when First Boston began,
it was “WASPish” in composition, and its business came
chiefly through the “old-boy network.” In the 1970s, First
Boston recruited a number of innovative “whiz kids”—
mostly Jews, Italians, and Cubans. These individuals gen-
erated innovative ways to package mergers and acquisi-
tions, which are now the mainstay of the current business
in the investment area. These were less aristocratic
people, many even wearing jeans to the office. The ten-
sion between the new “high flyers” and the “old guard”
appeared to color many decisions at First Boston.

As a result of these conflicts, First Boston lost a
number of key personnel. “The quitters claim that as
the firm has grown, it has become a less pleasant place
to work in, with political infighting taking up too
much time” (“Catch a Falling Star,” 1988).

Selecting the Appropriate Conflict
Management Approach

Now that we have examined various types of conflict in
terms of their focus and sources, it is natural to shift our
attention to the common approaches for managing con-
flict of any type. As revealed in the Pre-Assessment sur-
vey, people’s responses to interpersonal confrontations
tend to fall into five categories: forcing, accommodating,
avoiding, compromising, and collaborating (Volkema &

Bergmann, 2001). These responses can be organized
along two dimensions, as shown in Figure 7.3 (Ruble &
Thomas, 1976). These five approaches to conflict reflect
different degrees of cooperativeness and assertiveness. A
cooperative response is intended to satisfy the needs of
the interacting person, whereas an assertive response
focuses on the needs of the focal person. The coopera-
tiveness dimension reflects the importance of the rela-
tionship, whereas the assertiveness dimension reflects
the importance of the issue.

The forcing response (assertive, uncooperative)
is an attempt to satisfy one’s own needs at the expense
of the needs of the other individual. This can be done
by using formal authority, physical threats, manipula-
tion ploys, or by ignoring the claims of the other party.
The blatant use of the authority of one’s office (“I’m
the boss, so we’ll do it my way”) or a related form of
intimidation is generally evidence of a lack of tolerance
or self-confidence. The use of manipulation or feigned
ignorance is a much more subtle reflection of an egois-
tic leadership style. Manipulative leaders often appear
to be democratic by proposing that conflicting propos-
als be referred to a committee for further investigation.
However, they ensure that the composition of the
committee reflects their interests and preferences so
that what appears to be a selection based on merit is
actually an authoritarian act. A related ploy some man-
agers use is to ignore a proposal that threatens their
personal interests. If the originator inquires about the
disposition of his or her memo, the manager pleads
ignorance, blames the mail clerk or new secretary, and
then suggests that the proposal be redrafted. After sev-
eral of these encounters, subordinates generally get the
message that the boss isn’t interested in their ideas.

The problem with the repeated use of this conflict
management approach is that it breeds hostility and
resentment. While observers may intellectually admire
authoritarian or manipulative leaders because they
appear to accomplish a great deal, their management
styles generally produce a backlash in the long run as
people become increasingly unwilling to absorb the
emotional costs and work to undermine the power
base of the authoritarian leader.

The accommodating approach (cooperative,
unassertive) satisfies the other party’s concerns while
neglecting one’s own. Unfortunately, as in the case of
boards of directors of failing firms who neglect their
interests and responsibilities in favor of accommodating
the wishes of management, this strategy generally results
in both parties “losing.” The difficulty with the habitual
use of the accommodating approach is that it emphasizes
preserving a friendly relationship at the expense of



critically appraising issues and protecting personal rights.
This may result in others’ taking advantage of you,
which lowers your self-esteem as you observe yourself
being used by others to accomplish their objectives while
you fail to make any progress toward your own.

The avoiding response (uncooperative, unassertive)
neglects the interests of both parties by sidestepping
the conflict or postponing a solution. This is often the
response of managers who are emotionally ill-prepared
to cope with the stress associated with confrontations,
or it might reflect recognition that a relationship is
not strong enough to absorb the fallout of an intense
conflict. The repeated use of this approach causes con-
siderable frustration for others because issues never
seem to get resolved, really tough problems are avoided
because of their high potential for conflict, and subordi-
nates engaging in conflict are reprimanded for under-
mining the harmony of the work group. Sensing a
leadership vacuum, people from all directions rush to
fill it, creating considerable confusion and animosity in
the process.

The compromising response is intermediate
between assertiveness and cooperativeness. A compromise
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is an attempt to obtain partial satisfaction for both par-
ties, in the sense that both receive the proverbial “half
loaf.” To accommodate this, both parties are asked to
make sacrifices to obtain a common gain. While this
approach has considerable practical appeal to managers,
its indiscriminate use is counterproductive. If subordi-
nates are continually told to “split the difference,” they
may conclude that their managers are more interested
in resolving disputes than solving problems. This creates
a climate of expediency that encourages game playing,
such as asking for twice as much as you need.

A common mistake made in mergers is placing
undue emphasis on “being fair to both sides” by compro-
mising on competing corporate policies and practices as
well as on which redundant staff members get laid off.
When decisions are made on the basis of “spreading the
pain evenly” or “using half of your procedures and half of
ours,” rather than on the basis of merit, then harmony
takes priority over value. Ironically, actions taken in the
name of “keeping peace in the merged families” often
end up being so illogical and impractical that the emerg-
ing union is doomed to operate under a pall of constant
internal turmoil and conflict.

COOPERATIVENESS
(attempting to satisfy the other party’s concerns)
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Figure 7.3 Two-Dimensional Model of Conflict Behavior

SOURCE: Adapted from Ruble & Thomas, 1976.
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The collaborating approach (cooperative, assertive)
is an attempt to address fully the concerns of both
parties. It is often referred to as the “problem-solving”
mode. In this mode, the intent is to find solutions to the
cause of the conflict that are satisfactory to both parties
rather than to find fault or assign blame. In this way, both
parties can feel that they have “won.” This is the only
win-win strategy among the five. The avoiding mode
results in a lose-lose outcome and the compromising,
accommodating, and forcing modes all represent win-
lose outcomes. Although the collaborative approach is
not appropriate for all situations, when used appropri-
ately, it has the most beneficial effect on the involved par-
ties. It encourages norms of collaboration and trust while
acknowledging the value of assertiveness. It encourages
individuals to focus their disputes on problems and issues
rather than on personalities. Finally, it cultivates the skills
necessary for self-governance, so that effective problem
solvers feel empowered. The collaborative approach to
problem solving and conflict resolution works best in
an environment supporting openness, directness, and

equality. In an interview with Steven Jobs after he began,
NeXT the editors of Inc. magazine quizzed the man they
heralded as the “entrepreneur of the decade” regarding
the perils of being a celebrity boss. [“It must help you in
attracting the best minds to your new computer firm, but
once they’re there, aren’t they intimidated, working for a
legend?”]

It all depends on the culture. The culture at
NeXT definitely rewards independent thought,
and we often have constructive disagreements—
at all levels. It doesn’t take a new person long
to see that people feel fine about openly dis-
agreeing with me. That doesn’t mean I can’t
disagree with them, but it does mean that the
best ideas win. Our attitude is that we want
the best. Don’t get hung up on who owns the
idea. Pick the best one, and let’s go. (Gendron
& Burlingham, 1989)

Table 7.2 shows a comparison of the five conflict
management approaches. In this table, the fundamentals

Table 7.2 A Comparison of Five Conflict Management Approaches

APPROACH OBJECTIVE POINT OF VIEW SUPPORTING RATIONALE LIKELY OUTCOME

1. Forcing Get your way. “I know what’s right. It is better to risk causing You feel vindicated 
Don’t question my a few hard feelings but other party feels 
judgment or authority.” than to abandon an issue defeated and possibly

you are committed to. humiliated.

2. Avoiding Avoid having “I’m neutral on that Disagreements are Interpersonal problems
to deal with issue.” “Let me inherently bad because don’t get resolved,
conflict. think about it.” they create tension. causing long-term

“That’s someone frustration manifested
else’s problem.” in a variety of ways.

3. Compromising Reach an “Let’s search for a Prolonged conflicts Participants become 
agreement solution we can both distract people from conditioned to seek
quickly. live with so we can get their work and engender expedient, rather than

on with our work.” bitter feelings. effective, solutions.

4. Accommodating Don’t upset “How can I help you Maintaining harmonious The other person is 
the other feel good about this relationships should likely to take advantage
person. encounter?” “My be our top priority. of you.

position isn’t so
important that it is
worth risking bad
feelings between us.”

5. Collaborating Solve the “This is my position. The positions of both The problem is most 
problem together. What is yours?” “I’m parties are equally likely to be resolved.

committed to finding important (though not Also, both parties are
the best possible necessarily equally valid). committed to the solution
solution.” “What Equal emphasis should and satisfied that they
do the facts suggest?” be placed on the quality have been treated fairly.

of the outcome and the
fairness of the decision-
making process.



of each approach are laid out, including its objective,
how that objective is reflected in terms of an expressed
point of view, and a supporting rationale. In addition, the
likely outcomes of each approach are summarized.

COMPARING CONFLICT
MANAGEMENT AND
NEGOTIATION STRATEGIES

Although we have already noted that there is not 
a one-to-one correspondence between our focus on inter-
personal confrontations and the negotiations literature,
we believe our understanding of the five conflict man-
agement approaches is enriched by the following com-
parison (Savage, Blair, & Sorenson, 1989; Smith, 1987).
Negotiation strategies are commonly categorized
according to two broad perspectives: integrative and
distributive. Stated succinctly, negotiation perspectives
serve as an overarching value, or attitude, held by adver-
saries, that bound their set of acceptable approaches for
resolving their differences and that give meaning to the
outcomes of the conflict resolution process.

Negotiators who focus on dividing up a “fixed pie”
reflect a distributive bargaining perspective, whereas
parties using an integrative perspective search for col-
laborative ways of “expanding the pie” by avoiding fixed,
incompatible positions (Bazerman & Neale, 1992;
Murnighan, 1992, 1993; Thompson, 2001). One way
to think about this distinction is that the distributive
perspective focuses on the relative, individual scores for
both sides (A versus B), whereas the integrative perspec-
tive focuses on the combined score (A � B). Hence,
distributive negotiators assume an adversarial, competi-
tive posture. They believe that one of the parties can
improve only at the other party’s expense. In contrast,
integrative bargainers use problem-solving techniques
to find “win-win” outcomes. They are interested in
finding the best solution for both parties, rather than
picking between the parties’ preferred solutions 
(de Dreu, Koole, & Steinel, 2000; Fisher & Brown, 1988).

As Table 7.3 shows, four of the five conflict man-
agement strategies are distributive in nature. One
or both parties must sacrifice something in order
for the conflict to be resolved. Compromise occurs
when both parties make sacrifices in order to find a
common ground. Compromisers are generally more
interested in finding an expedient solution than they
are in finding an integrative solution. Forcing and
accommodating demand that one party give up its
position in order for the conflict to be resolved. When
parties to a conflict avoid resolution, they do so
because they assume that the costs of resolving the
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conflict are so high that they are better off not even
attempting resolution. The “fixed pie” still exists, but
the individuals involved view attempts to divide it as
threatening, so they avoid decisions regarding the allo-
cation process altogether.

SELECTION FACTORS

A comparison of alternative approaches inevitably
leads to questions like “Which one is the best?” or
“Which one should I use in this situation?” Although,
in general, the collaborative approach produces the
fewest negative side effects, each approach has its
place. The appropriateness of a management strategy
depends on its congruence with both personal prefer-
ences and situational considerations. We will begin by
discussing the most limiting consideration: how com-
fortable do individuals feel actually using each of the
conflict management approaches or strategies?

Personal Preferences

As reflected in the “Strategies for Handling Conflict”
survey in the Skill Assessment section of this chapter, it
is important that we understand our personal prefer-
ences for managing conflict. If we don’t feel comfortable
with a particular approach, we are not likely to use it, no
matter how convinced we are that it is the best available
tool for a particular conflict situation. Although there are
numerous factors that affect our personal preferences
for how we manage conflict, three correlates of these
choices have been studied extensively: ethnic culture,
gender, and personality.

Research on conflict management styles reports
that ethnic culture is reflected in individual preferences
for the five responses we have just discussed (Seybolt
et al., 1996; Weldon & Jehn, 1995). For example, it has
been shown that individuals from Asian cultures tend to
prefer the nonconfrontational styles of accommodating
and avoiding (Rahim & Blum, 1994; Ting-Toomey et al.,
1991; Xie, Song, & Stringfellow, 1998), whereas, by

Table 7.3 Comparison Between

Negotiation and Conflict

Management Strategies

Negotiation Strategies Distributive Integrative

Conflict Management Compromising Collaborating
Strategies Forcing

Accommodating
Avoiding
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The assertive-directing personality seeks gratifica-
tion through self-assertion and directing the activities of
others with a clear sense of having earned rewards.
Individuals with this personality characteristic tend to
be self-confident, enterprising, and persuasive. It is not
surprising that the assertive-directing personality tends
to challenge the opposition by using the forcing
approach to conflict management.

The analytic-autonomizing personality seeks grati-
fication through the achievement of self-sufficiency, self-
reliance, and logical orderliness. This personality type
is cautious, practical, methodical, and principled.
Individuals with this type of personality tend to be very
cautious when encountering conflict. Initially, they
attempt to resolve the problem rationally. However, if
the conflict intensifies they will generally withdraw and
break contact.

The Advantage of Flexibility

It is important to point out that none of these correlates
of personal preferences is deterministic—they suggest
general tendencies across various groups of people, but
they do not totally determine individual choices. This is
an important distinction, because, given the variety of
causes, or forms, of conflict, one would suppose that
effective conflict management would require the use of
more than one approach or strategy.

The research on this matter is illuminating. In a
classic study on this topic, 25 executives were asked
to describe two conflict situations—one with bad
results and one with good (Phillips & Cheston, 1979).
These incidents were then categorized in terms of the
conflict management approach used. As Figure 7.4
shows, there were 23 incidents of forcing, 12 inci-
dents of problem solving, 5 incidents of compromise,
and 12 incidents of avoidance. Admittedly, this was a
very small sample of managers, but the fact that there
were almost twice as many incidents of forcing as
problem solving and nearly five times as many as com-
promising is noteworthy. It is also interesting that the
executives indicated that forcing and compromising
were equally as likely to produce good as bad results,
whereas problem solving was always linked with pos-
itive outcomes, and avoidance generally led to nega-
tive results.

It is striking that, despite the fact that forcing was
as likely to produce bad as good results, it was by far
the most commonly used conflict management mode.
Since this approach is clearly not superior in terms of
results, one wonders why these senior executives
reported a propensity for using it.

comparison, Americans and South Africans prefer the
forcing approach (Rahim & Blum, 1994; Seybolt et al.,
1996; Xie et al., 1998). In general, compromise is the
most commonly preferred approach across cultures
(Seybolt et al., 1996), possibly because compromising
may be viewed as the least costly alternative and the
approach that most quickly reaches acceptable levels of
fairness to both parties.

The research on the relationship between pre-
ferred conflict management style and gender is less
clear cut. Some studies report that males are more
likely to use the forcing response, whereas females
tend to select the compromising approach (Kilmann &
Thomas, 1977; Ruble & Schneer, 1994). In contrast,
other studies found gender to have little influence on
an individual’s preferred responses to conflict (Korabik,
Baril, & Watson, 1993). From a review of the growing
literature on conflict styles and gender, Keashly (1994)
drew five conclusions:

1. There is little evidence of gender differences
in abilities and skills related to conflict
management.

2. Evidence suggests that sex-role expectations
appear to influence behavior and perceptions
of behavior in particular conflict situations.

3. Influences and norms other than sex-role expec-
tations may affect and influence conflict and
behavior.

4. The experience and meaning of conflict may
differ for women and men.

5. There is a persistence of beliefs in gender-
linked behavior even when these behaviors are
not found in research.

In summary, there is a widely shared belief that
gender differences are correlated with conflict man-
agement style preferences, but this perception is only
modestly supported by the results of recent research.

The third correlate of personal preferences is
personality type. One line of research on this topic has
linked conflict management style with three distinct
personality profiles (Cummings, Harnett, & Stevens,
1971; Porter, 1973).

The altruistic-nurturing personality seeks gratifi-
cation through promoting harmony with others and
enhancing their welfare, with little concern for being
rewarded in return. This personality type is character-
ized by trust, optimism, idealism, and loyalty. When
altruistic-nurturing individuals encounter conflict, they
tend to press for harmony by accommodating the
demands of the other party.



A likely answer is expediency. Evidence for this
supposition is provided by a study of the preferred influ-
ence strategies of more than 300 managers in three
countries (Kipnis & Schmidt, 1983). This study reports
that when subordinates refuse or appear reluctant to
comply with a request, managers become directive.
When resistance in subordinates is encountered, man-
agers tend to fall back on their superior power and insist
on compliance. So pervasive was this pattern that the
authors of this study proposed an “Iron Law of Power:
The greater the discrepancy in power between influ-
ence and target, the greater the probability that more
directive influence strategies will be used” (p. 7).

A second prominent finding in Figure 7.4 is
that some conflict management approaches were
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never used for certain types of issues. In particular,
the managers did not report a single case of prob-
lem solving or compromising when personal
problems were the source of the conflict. These
approaches were used primarily for managing conflicts
involving incompatible goals and conflicting reward
systems between departments.

Two conclusions can be drawn from the research
on the use of different conflict management approaches.
First, no one approach is most effective for managing
every type of conflict. Second, managers are more effec-
tive in dealing with conflicts if they feel comfortable
using a variety of approaches (Savage et al., 1989).

These conclusions point out the need to understand
the conditions under which each conflict management

METHOD OF RESOLUTION

Forcing

Communication Structure Personal

1 5 61 5 5

23 incidents

CONFLICT TYPE

Problem solving

5 7

12 incidents

Compromise

3 2

5 incidents

Avoidance

Good results

1 11 5 4

12 incidents

Bad results

Figure 7.4 Outcomes of Conflict Resolution by Conflict Type and Method of Resolution

SOURCE: © 1979 by The Regents of the University of California. Reprinted from the California Management Review. Vol. 21, No. 4. By permission of The Regents.
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technique is most effective. This knowledge allows
one to match the characteristics of a conflict incident
with the management techniques best suited for those
characteristics. The salient situational circumstances to
consider are summarized in Table 7.4.

Situational Considerations

Table 7.4 identifies four important incident-specific cir-
cumstances that can be used to select the appropriate
conflict management approach. These can be stated in
the form of diagnostic questions, with accompanying
examples of high and low responses.

1. How important is the disputed issue? (High:
Extremely important; Low: Not very important)

2. How important is the relationship? (High:
Critical, ongoing, one-of-a-kind, partnership;
Low: One-time transaction, for which there
are readily available alternatives)

3. What is the relative level of power, or author-
ity, between the disputants? (High: Boss to sub-
ordinate; Equal: Peers; Low: Subordinate to
boss)

4. To what extent is time a significant constraint in
resolving the dispute? (High: Must resolve the
dispute quickly; Low: Time is not a salient factor)

The advantage of this table is that it allows you to
quickly assess a situation and decide if a particular con-
flict management approach is suitable. As noted in the
following descriptions, it is important to keep in mind
that not all of the situational considerations are equally
important for selecting a particular approach.

The forcing approach is most appropriate when
a conflict involves values or policies and one feels
compelled to defend the “correct” position; when a
superior-subordinate relationship is involved; when
maintaining a close, supportive relationship is not critical;

and when there is a sense of urgency. An example of
such a situation might be a manager insisting that a sum-
mer intern follow important company safety regulations.

The accommodating approach is most appropri-
ate when the importance of maintaining a good work-
ing relationship outweighs all other considerations.
While this could be the case regardless of your formal
relationship with the other party, it is often perceived
as being the only option for subordinates of powerful
bosses. The nature of the issues and the amount of
time available play a secondary role in determining the
choice of this strategy. Accommodation becomes espe-
cially appropriate when the issues are not vital to your
interests and the problem must be resolved quickly.

Trying to reach a compromise is most appro-
priate when the issues are complex and moderately
important, there are no simple solutions, and both par-
ties have a strong interest in different facets of the prob-
lem. The other essential situational requirement is
adequate time for negotiation. The classic case is a bar-
gaining session between representatives of manage-
ment and labor to avert a scheduled strike. While the
characteristics of the relationship between the parties
are not essential factors, experience has shown that
negotiations work best between parties with equal
power who are committed to maintaining a good long-
term relationship.

The collaborating approach is most appropriate
when the issues are critical, maintaining an ongoing
supportive relationship between peers is important,
and time constraints are not pressing. Although collab-
oration can also be an effective approach for resolving
conflicts between a superior and subordinate, it is
important to point out that when a conflict involves
peers, the collaborative mode is more appropriate than
either the forcing or accommodating approach.

The avoidance approach is most appropriate when
one’s stake in an issue is not high and there is not a
strong interpersonal reason for getting involved,
regardless of whether the conflict involves a superior,

Table 7.4 Matching the Conflict Management Approach with the Situation

CONFLICT MANAGEMENT APPROACH

SITUATIONAL CONSIDERATIONS FORCING ACCOMMODATING COMPROMISING COLLABORATING AVOIDING

Issue Importance High Low Med High Low

Relationship Importance Low High Med High Low

Relative Power High Low Equal Low-High Equal

Time Constraints Med-High Med-High Low Low Med-High



comfort level with the various possibilities—referred
to here as your personal preference. In general, per-
sonal preferences reflect personal characteristics, such
as ethnic culture, gender, and personality. However,
given that the use of multiple approaches appears to be
a requirement of effective conflict management, it is
important to stretch your “comfort zone” and become
proficient in the application of the full range of choices.
The more you feel comfortable doing this, the more
likely it is that you will seriously consider the second
key selection factor—matching your choice of conflict
management strategy with the salient situational
considerations, including issue and relationship impor-
tance, relative power, and time constraints. Finally, it is
important for parties of a dispute to discuss their
assumptions regarding the appropriate process for
resolving their differences, especially when they come
from very different backgrounds.

Resolving Interpersonal
Confrontations Using 

the Collaborative Approach

We now shift our attention from a consideration of
when to use each of the approaches to how one can
effectively implement the collaborative approach. We
have chosen to focus on this approach for our skill
development purposes for two reasons. First, as noted
throughout our discussion, collaboration is the best
overall approach. In a sense, effective managers treat
this approach as their “default option”—unless there is
a compelling reason to try something else, they will use
this strategy. It is important to underscore the point that
the collaborative approach is the appropriate “default
option” for both issue-focused and people-focused
conflicts. It seems quite natural to think of collaborating
with someone with a different point of view regarding a
troublesome issue. However, when someone is chal-
lenging your competence, motivation, complaining
about your “lack of sensitivity,” or accusing you of
being unfair, it seems like an unnatural act to collabo-
rate with “the enemy.” Instead, the natural tendency is
to either “run away” (avoid or accommodate) or to
“fight fire with fire” (force).

The second reason we are emphasizing the collab-
orative approach is that it is the hardest approach to
implement effectively, under any circumstances. In the
study by Kipnis and Schmidt (1983), discussed earlier,
most managers expressed general support for the col-
laborative approach, but when it appeared that things
were not going their way, they reverted back to a

subordinate, or peer. A severe time constraint becomes
a contributing factor because it increases the likelihood
of using avoidance, by default. While one might prefer
other strategies that have a good chance of resolving
problems without damaging relationships, such as
compromise and collaboration, these are ruled out
because of time pressure.

Now, admittedly, this is a very rational view of how
to select the appropriate approach(es) for resolving a con-
flict. You might wonder if it is realistic to believe that in
the heat of an emotional confrontation a person is likely
to step back and make this type of deliberate, systematic
assessment of the situation. Actually, it is because we
share this concern that we are placing so much emphasis
on a highly analytical approach to conflict management.
Our purpose is to prepare you to effectively manage con-
flict, which often means overcoming natural tendencies,
including allowing one’s heightened emotional state to
override the need for systematic analysis.

Although we are encouraging you to take a
thoughtful, analytical approach to resolving disputes,
that doesn’t mean you can count on the other parties
to the dispute agreeing with your analysis of the situa-
tion. For example, when conflicts involve individuals
from very different cultural traditions, it is not uncom-
mon for their lack of agreement on how to resolve
their differences, or even on how important it is to
resolve these differences, to make the prospect of
achieving a truly collaborative solution seem remote.
Given that several of our proposed diagnostic tools for
selecting appropriate conflict management approaches
also happen to represent major fault lines between cul-
tural value systems, it is important that you factor into
this decision-making process the cultural differences
between disputants. 

If parties to a conflict hold very different views
regarding time, power, ambiguity, the rule of norms, or
the importance of relationships, one can expect they
will have difficulty agreeing on the appropriate course
of action for resolving their dispute (Trompenaars,
1994). Put simply: if you don’t agree on how you are
going to reach an agreement, it doesn’t do you much
good to discuss what that agreement might look like.
Therefore, we hope that our ongoing discussion of vari-
ous sources of differences in perspectives will help you
to be sensitive to situations in which it is important to
clarify assumptions, interpretations, and expectations
early in the conflict management process.

To summarize this section, there are two key fac-
tors to take into consideration in selecting a conflict
management approach or strategy. First, your choice of
alternative approaches will be influenced by your
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directive approach. By comparison, it is a fairly simple
matter for managers to either give in or impose their
will, but resolving differences in a truly collaborative
manner is a complicated and taxing process. As a
result, when situational conditions indicate that the col-
laborative approach is most appropriate, unskilled man-
agers often opt for less challenging approaches. To
help you gain proficiency in using the collaborative
approach, the remainder of this chapter describes
behavioral guidelines for effectively resolving interper-
sonal confrontations in a collaborative manner.

A GENERAL FRAMEWORK 
FOR COLLABORATIVE 
PROBLEM SOLVING

The addition of “problem solving” to this title warrants a
brief explanation. When two disputants agree to work
toward a collaborative solution, they are basically agree-
ing to share an attitude or value. For example,
collaborating disputants would not use asymmetrical
sources of advantage (e.g., power, information,
resources, etc.) to force the other party to accept a one-
sided solution. But skill development requires more than
an attitude adjustment—we need to understand the
actual competencies required for effective conflict resolu-
tion. That is the benefit of incorporating the problem-
solving process into our discussion of the collaborative
approach. The problem-solving process provides a struc-
tured framework for an orderly, deliberate, reasoned
approach to dispute resolution that enables disputants to
make good on their commitment to work together. The
merits of this structured approach are particularly useful
when it is applied to people-focused conflicts. In these
situations, it is helpful to have a framework to organize
your thoughts and to discipline your emotions.

We will begin our discussion of the collaborative
problem-solving process by introducing a general, six-
step framework adapted from the integrative bargaining
literature discussed earlier (Stroh, Northcraft, & Neale,
2002). We will then use this broad outline to develop a
more detailed set of problem-solving guidelines.

1. Establish superordinate goals. In order to
foster a climate of collaboration, both parties
to a dispute need to focus on what they share in
common. Making more salient their shared
goals of increased productivity, lower costs,
reduced design time, or improved relations
between departments sensitizes the parties
to the merits of resolving their differences to
avoid jeopardizing their mutual goals. The

step is characterized by the general question,
“What common goals provide a context for
these discussions?”

2. Separate the people from the problem.
Having clarified the mutual benefits to be gained
by successfully resolving a conflict, it is useful to
focus attention on the real issue at hand: solving
a problem. Interpersonal confrontations are
more likely to result in mutual satisfaction if the
parties depersonalize their disagreement by sup-
pressing their personal desires for revenge or
one-upmanship. In other words, the other party
is viewed as the advocate of a point of view,
rather than as a rival. The problem solver would
say, “That is an unreasonable position” rather
than, “You are an unreasonable person.”

3. Focus on interests, not positions. Positions
are demands or assertions; interests constitute
the reasons behind the demands. Experience
shows that it is easier to establish agreement
on interests, given that they tend to be broader
and multifaceted. This step involves redefining
and broadening problems to make them more
tractable. When a variety of issues are exam-
ined, parties are better able to understand each
other’s point of view and place their own views
in perspective. A characteristic collaborative
statement is, “Help me understand why you
advocate that position.”

4. Invent options for mutual gains. This step
focuses on generating unusual, creative solu-
tions. By focusing both parties’ attention on
brainstorming alternative, mutually agreeable
solutions, the interpersonal dynamics naturally
shift from competitive to collaborative. In addi-
tion, the more options and combinations there
are to explore, the greater the probability of
finding common ground. This step can be sum-
marized as, “Now that we better understand
each other’s underlying concerns and objec-
tives, let’s brainstorm ways of satisfying both
our needs.”

5. Use objective criteria for evaluating
alternatives. No matter how collaborative
both parties may be, there are bound to be
some incompatible interests. Rather than seiz-
ing on these as opportunities for testing wills,
it is far more productive to determine what is
fair. This requires both parties to examine how
fairness should be judged. A shift in thinking
from “getting what I want” to “deciding what



makes most sense” fosters an open, reason-
able attitude. It encourages parties to avoid
overconfidence or overcommitment to their
initial position. This approach is characterized
by asking, “What is a fair way to evaluate the
merits of our arguments?”

6. Define success in terms of real gains, not
imaginary losses. If a manager seeks a 10 percent
raise and receives only 6 percent, that outcome
can be viewed as either a 6 percent improvement
or a 40 percent shortfall. The first interpretation
focuses on gains, the second on losses (in this
case, unrealized expectations). The outcome is
the same, but the manager’s satisfaction with it
varies substantially. It is important to recognize
that our satisfaction with an outcome is affected
by the standards we use to judge it. Recognizing
this, the collaborative problem solver facilitates
resolution by judging the value of proposed
solutions against reasonable standards. This per-
spective is reflected in the question, “Does this
outcome constitute a meaningful improvement
over current conditions?”

THE FOUR PHASES 
OF COLLABORATIVE 
PROBLEM SOLVING

Notice how the problem-solving approach encourages
collaboration by keeping the process focused on
shared problems and sharing solutions. These are
important themes to remember, especially when you
utilize the collaborative approach to resolve a people-
focused conflict. Because of the degree of difficulty
inherent in this undertaking, we will continue using
the people-focused conflict context in our remaining
discussion. For information on how to manage issue-
focused conflicts using various negotiation strategies,
see Murnighan (1992, 1993) and Thompson (2001).

We have organized our detailed discussion of
behavioral guidelines around the four phases of the
problem-solving process: (1) problem identification,
(2) solution generation, (3) action plan formulation
and agreement, and (4) implementation and follow-
up. In the midst of a heated exchange, the first two
phases are the most critical steps, as well as the most
difficult to implement effectively. If you are able to
achieve agreement on what the problem is and how
you intend to resolve it, the details of the agreement,
including a follow-up plan, should follow naturally. In
other words, we are placing our skill-building emphasis
where skillful implementation is most critical.
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We have also elected to identify specific problem-
solving guidelines for each role in a dispute, because by
definition, their orientations are discrepant during the
initial stages of this process. A dyadic confrontation
involves two actors, an initiator and a responder. For
example, a subordinate might complain about not being
given a fair share of opportunities to work overtime; or
the head of production might complain to the head of
sales about frequent changes in order specifications.
A dyadic conflict represents a greater challenge for
responders because they have responsibility for trans-
forming a complaint into a problem-solving discussion.
This requires considerable patience and self-confidence,
because unskilled initiators will generally begin the dis-
cussion by blaming the responder for the problem. In
this situation, an unskilled responder will naturally
become defensive and look for an opportunity to “even
the score.”

If these lose-lose dynamics persist, a mediator is
generally required to cool down the dispute, reestab-
lish constructive communication, and help the parties
reconcile their differences. The presence of a mediator
removes some pressure from the responder because an
impartial referee provides assistance in moving the
confrontation through the problem-solving phases.

The following guidelines provide a model for acting
out the initiator, responder, and mediator roles in such
a way that problem solving can occur. In our discuss-
ion of each role, we will assume that other participants
in the conflict are not behaving according to their
prescribed guidelines.

Initiator-Problem Identification

I-1 Maintain Personal Ownership of the
Problem It is important to recognize that when
you are upset and frustrated, this is your problem, not
the other person’s. You may feel that your boss or
coworker is the source of your problem, but resolving
your frustration is your immediate concern. The first
step in addressing this concern is acknowledging
accountability for your feelings. Suppose someone
enters your office with a smelly cigar without asking if
it is all right to smoke. The fact that your office is
going to stink for the rest of the day may infuriate you,
but the odor does not present a problem for your
smoking guest. One way to determine ownership of a
problem is to identify whose needs are not being met.
In this case, your need for a clean working environ-
ment is not being met, so the smelly office is your
problem.

The advantage of acknowledging ownership of a
problem when registering a complaint is that it reduces
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defensiveness (Adler, Rosenfeld, & Proctor, 2001; Alder &
Rodman, 2003). In order for you to get a problem
solved, the respondent must not feel threatened by your
initial statement of that problem. By beginning the
conversation with a request that the responder help
solve your problem, you immediately establish a
problem-solving atmosphere. For example, you might
say, “Bill, do you have a few minutes? I have a problem I
need to discuss with you.”

I-2 Succinctly Describe Your Problem in Terms
of Behaviors, Consequences, and Feelings A
useful model for remembering how to state your prob-
lem effectively has been prescribed by Gordon (2000): “I
have a problem. When you do X, Y results, and I feel Z.”
Although we don’t advocate the memorization of set for-
mulas for improving communication skills, keeping this
model in mind will help you implement three critical ele-
ments in your “problem statement.”

First, describe the specific behaviors (X) that pre-
sent a problem for you. This will help you avoid the
reflexive tendency when you are upset to give feed-
back that is evaluative and not specific. One way to do
this is to specify the expectations or standards that
have been violated. For example, a subordinate may
have missed a deadline for completing an assigned
task, your boss may gradually be taking over tasks pre-
viously delegated to you, or a colleague in the
accounting department may have repeatedly failed to
provide you with data required for an important
presentation.

Second, outline the specific, observable conse-
quences (Y) of these behaviors. Simply telling others
that their actions are causing you problems is often
sufficient stimulus for change. In fast-paced work envi-
ronments, people generally become insensitive to the
impact of their actions. They don’t intend to cause
offense, but they become so busy meeting deadlines
associated with “getting the product out the door” that
they tune out subtle negative feedback from others.
When this occurs, bringing to the attention of others
the consequences of their behaviors will often prompt
them to change.

Unfortunately, not all problems can be resolved
this simply. At times, offenders are aware of the nega-
tive consequences of their behaviors, yet they persist
in them. In such cases, this approach is still useful in
stimulating a problem-solving discussion because it
presents concerns in a nonthreatening manner.
Possibly, the responders’ behaviors are constrained by
the expectations of their boss or by the fact that the
department is currently understaffed. Responders may
not be able to change these constraints, but this

approach will encourage them to discuss them with
you so you can work on the problem together.

Third, describe the feelings (Z) you experience as a
result of the problem. It is important that the responder
understand that the behavior is not just inconvenient.
You need to explain how it is affecting you personally by
engendering feelings of frustration, anger, or insecurity.
Explain how these feelings are interfering with your
work. They may make it more difficult for you to
concentrate, to be congenial with customers, to be sup-
portive of your boss, or to be willing to make needed
personal sacrifices to meet deadlines.

We recommend using this three-step model as a
general guide. The order of the components may vary,
and you should not use the same words every time.
Obviously, it would get pretty monotonous if everyone
in a work group initiated a discussion about an inter-
personal issue with the words, “I have a problem.”
Observe how the key elements in the “XYZ” model are
used in different ways in Table 7.5.

I-3 Avoid Drawing Evaluative Conclusions
and Attributing Motives to the Respondent
When exchanges between two disputing parties
become vengeful, each side often has a different per-
spective about the justification of the other’s actions.
Typically, each party believes that it is the victim of the
other’s aggression. In international conflicts, opposing
nations often believe they are acting defensively
rather than offensively. Similarly, in smaller-scale
conflicts, each side may have distorted views of its
own hurt and the motives of the “offender” (Kim &
Smith, 1993). Therefore, in presenting your problem,
avoid the pitfalls of making accusations, drawing infer-
ences about motivations or intentions, or attributing
the responder’s undesirable behavior to personal inad-
equacies. Statements such as, “You are always inter-
rupting me,” “You haven’t been fair to me since the
day I disagreed with you in the board meeting,” and
“You never have time to listen to our problems and
suggestions because you manage your time so poorly”
are good for starting arguments but ineffective for
initiating a problem-solving process.

Another key to reducing defensiveness is to delay
proposing a solution until both parties agree on the
nature of the problem. When you become so upset
with someone’s behavior that you feel it is necessary to
initiate a complaint, it is often because the person has
seriously violated your ideal role model. For example,
you might feel that your manager should have been
less dogmatic and listened more during a goal-setting
interview. Consequently, you might express your
feelings in terms of prescriptions for how the other



person should behave and suggest a more democratic
or sensitive style.

Besides creating defensiveness, the principal dis-
advantage to initiating problem solving with a suggested
remedy is that it hinders the problem-solving process.
Before completing the problem-articulation phase, you
have immediately jumped to the solution-generation
phase, based on the assumption that you know all the
reasons for, and constraints on, the other person’s
behavior. You will jointly produce better, more accept-
able, solutions if you present your statement of the prob-
lem and discuss it thoroughly before proposing potential
solutions.

I-4 Persist Until Understood There are times
when the respondent will not clearly receive or
acknowledge even the most effectively expressed mes-
sage. Suppose, for instance, that you share the following
problem with a coworker:

Something has been bothering me, and I need
to share my concerns with you. Frankly, I’m
uncomfortable [feeling] with your heavy use of
profanity [behavior]. I don’t mind an occa-
sional “damn” or “hell,” but the other words
bother me a lot. Lately I’ve been avoiding you
[consequences], and that’s not good because
it interferes with our working relationship, so
I wanted to let you know how I feel.

When you share your feelings in this nonevaluative
way, it’s likely that the other person will understand your
position and possibly try to change behavior to suit your
needs. On the other hand, there are a number of less sat-
isfying responses that could be made to your comment:
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Listen, these days everyone talks that way.
And besides, you’ve got your faults, too, you
know! [Your coworker becomes defensive,
rationalizing and counterattacking.]

Yeah, I suppose I do swear a lot. I’ll have
to work on that someday. [Gets the general
drift of your message but fails to comprehend
how serious the problem is to you.]

Listen, if you’re still angry about my for-
getting to tell you about that meeting the other
day, you can be sure that I’m really sorry. I
won’t do it again. [Totally misunderstands.]

Speaking of avoiding, have you seen
Chris lately? I wonder if anything is wrong
with him. [Is discomfited by your frustration
and changes the subject.]

In each case, the coworker does not understand or
does not wish to acknowledge the problem. In these sit-
uations, you must repeat your concern until it has been
acknowledged as a problem to be solved. Otherwise,
the problem-solving process will terminate at this point
and nothing will change. Repeated assertions can take
the form of restating the same phrase several times or
reiterating your concern with different words or exam-
ples that you feel may improve comprehension. To
avoid introducing new concerns or shifting from a
descriptive to an evaluative mode, keep in mind the
“XYZ” formula for feedback. Persistence is most effec-
tive when it consists of “variations on a theme,” rather
than “variation in themes.”

I-5 Encourage Two-Way Discussion It is
important to establish a problem-solving climate by
inviting the respondent to express opinions and ask

Table 7.5 Examples of the “XYZ” Approach to Stating a Problem

Model:

“I have a problem. When you do X (behavior), Y results (consequences), and I feel Z.”

Examples:

I have to tell you that I get upset [feelings] when you make jokes about my bad memory in front of other people 
[behavior]. In fact, I get so angry so that I find myself bringing up your faults to get even [consequences].

I have a problem. When you say you’ll be here for our date at six and don’t show up until after seven [behavior], the 
dinner gets ruined, we’re late for the show we planned to see [consequences], and I feel hurt because it seems as
though I’m just not that important to you [feelings].

The employees want to let management know that we’ve been having a hard time lately with the short notice you’ve 
been giving when you need us to work overtime [behavior]. That probably explains some of the grumbling and lack 
of cooperation you’ve mentioned [consequences]. Anyhow, we wanted to make it clear that this policy has really 
got a lot of the workers feeling pretty resentful [feeling].

SOURCE: Adapted from Adler, 1977.
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questions. There may be a reasonable explanation for
another’s disturbing behavior; the person may have a
radically different view of the problem. The sooner this
information is introduced into the conversation, the
more likely it is that the issue will be resolved. As a
rule of thumb, the longer the initiator’s opening state-
ment, the longer it will take the two parties to work
through their problem. This is because the lengthier
the problem statement, the more likely it is to encour-
age a defensive reaction. The longer we talk, the more
worked up we get, and the more likely we are to vio-
late principles of supportive communication. As a
result, the other party begins to feel threatened, starts
mentally outlining a rebuttal or counterattack, and
stops listening empathetically to our concerns. Once
these dynamics enter the discussion, the collaborative
approach is usually discarded in favor of the accommo-
dating or forcing strategies, depending on the circum-
stances. When this occurs, it is unlikely that the actors
will be able to reach a mutually satisfactory solution to
their problem without third-party intervention.

I-6 Manage the Agenda: Approach Multiple or
Complex Problems Incrementally One way to
shorten your opening statement is to approach complex
problems incrementally. Rather than raising a series of
issues all at once, focus initially on a simple or rudimen-
tary problem. Then, as you gain greater appreciation for
the other party’s perspective and share some problem-
solving success, you can discuss more challenging issues.
This is especially important when trying to resolve a
problem with a person who is important to your work
performance but who does not have a long-standing rela-
tionship with you. The less familiar you are with the
other’s opinions and personality, as well as the situational
constraints influencing his or her behaviors, the more
you should approach a problem-solving discussion as a
fact-finding and rapport-building mission. This is best
done by focusing your introductory statement on a spe-
cific manifestation of a broader problem and presenting it
in such a way that it encourages the other party to
respond expansively. You can then use this early feed-
back to shape the remainder of your agenda. For exam-
ple, “Bill, we had difficulty getting that work order
processed on time yesterday. What seemed to be the
problem?”

Initiator-Solution Generation

I-7 Focus on Commonalities as the Basis for
Requesting a Change Once a problem is clearly
understood, the discussion should shift to the
solution-generation phase. Most disputants share at

least some personal and organizational goals, believe
in many of the same fundamental principles of man-
agement, and operate under similar constraints. These
commonalities can serve as a useful starting point
for generating solutions. The most straightforward
approach to changing another’s offensive behavior is
to make a request. The legitimacy of a request will be
enhanced if it is linked to common interests. These
might include shared values, such as treating cowork-
ers fairly and following through on commitments, or
shared constraints, such as getting reports in on time
and operating within budgetary restrictions. This
approach is particularly effective when the parties
have had difficulty getting along in the past. In these
situations, pointing out how a change in the respon-
dent’s behavior would positively affect your shared
fate will reduce defensiveness: “Jane, one of the
things we have all worked hard to build in this audit
team is mutual support. We are all pushed to the limit
getting this job completed by the third-quarter dead-
line next week, and the rest of the team members find
it difficult to accept your unwillingness to work over-
time during this emergency. Because the allocation of
next quarter’s assignments will be affected by our cur-
rent performance, would you please reconsider your
position?”

Responder-Problem Identification

Now we shall examine the problem-identification phase
from the viewpoint of the person who is supposedly the
source of the problem. In a work setting, this could be a
manager who is making unrealistic demands, a new
employee who has violated critical safety regulations, or
a coworker who is claiming credit for ideas you gener-
ated. The following guidelines for dealing with some-
one’s complaint show how to shape the initiator’s
behavior so you can have a productive problem-solving
experience.

R-1 Establish a Climate for Joint Problem
Solving by Showing Genuine Interest and
Concern When a person complains to you, do not
treat that complaint lightly. While this may seem self-
evident, it is often difficult to focus your attention on
someone else’s problems when you are in the middle
of writing an important project report or concerned
about preparing for a meeting scheduled to begin in a
few minutes. Consequently, unless the other person’s
emotional condition necessitates dealing with the
problem immediately, it is better to set up a time for
another meeting if your current time pressures will
make it difficult to concentrate.



In most cases, the initiator will be expecting you
to set the tone for the meeting. You will quickly under-
mine collaboration if you overreact or become defen-
sive. Even if you disagree with the complaint and feel
it has no foundation, you need to respond empa-
thetically to the initiator’s statement of the problem.
This is done by conveying an attitude of interest and
receptivity through your posture, tone of voice, and
facial expressions.

One of the most difficult aspects of establishing
the proper climate for your discussion is responding
appropriately to the initiator’s emotions. Sometimes
you may need to let a person blow off steam before try-
ing to address the substance of a specific complaint. In
some cases, the therapeutic effect of being able to
express negative emotions to the boss will be enough
to satisfy a subordinate. This occurs frequently in high-
pressure jobs in which tempers flare easily as a result
of the intense stress.

However, an emotional outburst can be very detri-
mental to problem solving. If an employee begins ver-
bally attacking you or someone else, and it is apparent
that the individual is more interested in getting even
than in solving an interpersonal problem, you may
need to interrupt and interject some ground rules for
collaborative problem solving. By explaining calmly to
the other person that you are willing to discuss a gen-
uine problem but that you will not tolerate personal
attacks or scapegoating, you can quickly determine the
initiator’s true intentions. In most instances, he or she
will apologize, emulate your emotional tone, and
begin formulating a useful statement of the problem.
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R-2 Seek Additional, Clarifying Information
About the Problem by Asking Questions
As shown in Figure 7.5, untrained initiators typically
present complaints that are so general and evaluative
that they aren’t useful problem statements. It is diffi-
cult to understand how you should respond to a gen-
eral, vague comment like “You never listen to me dur-
ing our meetings,” followed by an evaluative, critical
comment like “You obviously aren’t interested in
what I have to say.” In addition to not providing
detailed descriptions of your offending actions,
inflamed initiators often make attributions about your
motives and your personal strengths and weaknesses
from a few specific incidents. If the two of you are
going to transform a personal complaint into a joint
problem, you must redirect the conversation from
general and evaluative accusations to descriptions of
specific behaviors.

The problem is that when you are getting steamed
up over what you believe are unfair and unjustified accu-
sations, it is difficult to avoid fighting back. (“Oh yeah,
well I haven’t wanted to say this about you before, but
since you’ve brought up the subject . . . ”) The single
best way to keep your mind focused on transforming a
personal attack into a jointly identified problem is to limit
your responses to questions. If you stick with asking
clarifying questions you are going to get better-quality
information and you are going to demonstrate your
commitment to joint problem solving.

As shown in Figure 7.5, one of the best ways of
doing this is to ask for examples (“Can you give me an
example of what I did during a staff meeting that led

Transform Complaints . . .

From

General

Evaluative

Motives and
Reasons

Using Clarifying Questions:

“Can you give me an example?”
“What do you mean by that label/term?”
“Can you help me understand what your conclusion is based on?”
“When did this first become a problem for you?”
“How often has this occurred?”
“What specific actions have led you to believe that I’m taking sides in this issue?”
“What were some of the harmful consequences of my decision?”

To

Specific

Descriptive

Actions and
Consequences

Figure 7.5 Respondents’ Effective Use of Clarifying Questions
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you to believe I wasn’t listening to what you had to
say?”). Building on our discussion of the “XYZ” model
in the initiator’s guidelines, you might find it useful to
ask for examples of your offending actions and their
harmful consequences, including damaged feelings
(“Can you give me a specific example of my behavior
that concerns you?” “When I did that, what were the
specific consequences for your work?” “How did you
feel when that happened?”).

When a complaint is both serious and complex, it
is especially critical for you to understand it completely.
In these situations, after you have asked several clarify-
ing questions, check your level of understanding by
summarizing the initiator’s main points and asking if
your summary is correct.

Sometimes it is useful to ask for additional com-
plaints: “Are there any other problems in our relation-
ship you’d like to discuss?” If the initiator is just in a
griping mood, this is not a good time to probe further;
you don’t want to encourage this type of behavior. But
if the person is seriously concerned about improving
your relationship, if your discussion to this point has
been helpful, and if you suspect that the initiator is
holding back and not talking about the really serious
issues, you should probe deeper. Often, people begin
by complaining about a minor problem to “test the
waters.” If you blow up, the conversation is termi-
nated, and the critical issues aren’t discussed.
However, if you are responsive to a frank discussion
about problems, the more serious issues are likely to
surface.

R-3 Agree with Some Aspect of the Complaint
This is an important point that is difficult for some
people to accept because they wonder how it is possible
to agree with something they don’t believe is true. They
may also be worried about reinforcing complaining
behavior. In practice, this step is probably the best test of
whether a responder is committed to using the collabo-
rative approach to conflict management rather than the
avoiding, forcing, or accommodating approach. People
who use the forcing mode will grit their teeth while
listening to the initiator, just waiting to find a flaw they
can use to launch a counterattack. Or they will simply
respond, “I’m sorry, but that’s just the way I am. You’ll
simply have to get used to it.” Accommodators will
apologize profusely and ask for forgiveness. People who
avoid conflicts will acknowledge and agree with the
initiator’s concerns, but only in a superficial manner
because their only concern is how to terminate the awk-
ward conversation quickly.

In contrast, collaborators will demonstrate their
concerns for both cooperation and assertiveness by

looking for points in the initiator’s presentation with
which they can genuinely agree. Following the princi-
ples of supportive communication, you will find it
possible to accept the other person’s viewpoint with-
out conceding your own position. Even in the most
blatantly malicious and hostile verbal assault (which
may be more a reflection of the initiator’s insecurity
than evidence of your inadequacies), there is gener-
ally a grain of truth. A few years ago, a junior faculty
member in a business school who was being reviewed
for promotion received a very unfair appraisal from
one of his senior colleagues. Since the junior member
knew that the critic was going through a personal cri-
sis, he could have dismissed the criticism as irrelevant
and tendentious. However, one particular phrase—
“You are stuck on a narrow line of research”—kept
coming back to his mind. There was something there
that couldn’t be ignored. As a result of turning a vin-
dictive reproach into a valid suggestion, the junior fac-
ulty member made a major career decision that pro-
duced very positive outcomes. Furthermore, by
publicly giving the senior colleague credit for the sug-
gestion, he substantially strengthened the interper-
sonal relationship.

There are a number of ways you can agree with a
message without accepting all of its ramifications
(Adler et al., 2001). You can find an element of truth,
as in the incident related above. Or you can agree in
principle with the argument: “I agree that managers
should set a good example” or “I agree that it is impor-
tant for salesclerks to be at the store when it opens.” If
you can’t find anything substantive with which to
agree, you can always agree with the initiator’s percep-
tion of the situation: “Well, I can see how you would
think that. I have known people who deliberately
shirked their responsibilities.” Or you can agree with
the person’s feelings: “It is obvious that our earlier dis-
cussion greatly upset you.”

In none of these cases are you necessarily agree-
ing with the initiator’s conclusions or evaluations, nor
are you conceding your position. You are trying to
understand, to foster a problem-solving, rather than
argumentative, discussion. Generally, initiators pre-
pare for a complaint session by mentally cataloguing all
the evidence supporting their point of view. Once the
discussion begins, they introduce as much evidence as
necessary to make their argument convincing; that is,
they keep arguing until you agree. The more evidence
that is introduced, the broader the argument becomes
and the more difficult it is to begin investigating solu-
tions. Consequently, establishing a basis of agreement
is the key to culminating the problem-identification
phase of the problem-solving process.



Responder-Solution Generation

R-4 Ask for Suggestions of Acceptable Alter-
natives Once you are certain you fully understand the
initiator’s complaint, move on to the solution-generation
phase by asking the initiator for recommended solutions.
This triggers an important transition in the discussion by
shifting attention from the negative to the positive and
from the past to the future. It also communicates your
regard for the initiator’s opinions. This step is a key
element in the joint problem-solving process. Some
managers listen patiently to a subordinate’s complaint,
express appreciation for the feedback, say they will rectify
the problem, and then terminate the discussion. This
leaves the initiator guessing about the outcome of the
meeting. Will you take the complaint seriously?
Will you really change? If so, will the change resolve the
problem? It is important to eliminate this ambiguity
by agreeing on a plan of action. If the problem is par-
ticularly serious or complex, it is useful to write down
specific agreements, including assignments and dead-
lines, as well as providing for a follow-up meeting to
check progress.

Frequently, it is necessary for managers to medi-
ate a dispute (Karambayya & Brett, 1989; Kressel &
Pruitt, 1989; Stroh et al., 2002). While this may
occur for a variety of reasons, we will assume in this
discussion that the manager has been invited to
help the initiator and responder resolve their differ-
ences. While we will assume that the mediator is the
manager of both disputants, this is not a necessary

398 CHAPTER 7 MANAGING CONFLICT

condition for the guidelines we shall propose. For
example, a hairstylist in a college-town beauty salon
complained to the manager about the way the recep-
tionist was favoring other beauticians who had been
there longer. Since this allegation, if true, involved a
violation of the manager’s policy of allocating walk-in
business strictly on the basis of beautician availability,
the manager felt it necessary to investigate the com-
plaint. In doing so, she discovered considerable ani-
mosity between the two employees, stemming from
frequent disagreements regarding the amount of
work the stylist had done on a given day. The stylist
felt that the receptionist was keeping sloppy records,
while the receptionist blamed the problem on the
stylist’s forgetting to hand in her credit slip when she
finished with a customer. The problems between the
stylist and the receptionist appeared serious enough
to the participants and broad enough in scope that
the manager decided to call both parties into her
office to help them resolve their differences. The fol-
lowing guidelines are intended to help mediators
avoid the common pitfalls associated with this role,
which are shown in Table 7.6.

Mediator-Problem Identification

M-1 Acknowledge That a Conflict Exists and
Propose a Problem-Solving Approach for
Resolving It When a mediator is called in, it means
the disputants have failed as problem solvers. Therefore,

Table 7.6 Ten Ways to Fail as a Mediator

1. After you have listened to the argument for a short time, begin to nonverbally communicate your discomfort with 
the discussion (e.g., sit back, begin to fidget).

2. Communicate your agreement with one of the parties (e.g., through facial expressions, posture, chair position, 
reinforcing comments).

3. Say that you shouldn’t be talking about this kind of thing at work or where others can hear you.

4. Discourage the expression of emotion. Suggest that the discussion would better be held later after both parties 
have cooled off.

5. Suggest that both parties are wrong. Point out the problems with both points of view.

6. Suggest partway through the discussion that possibly you aren’t the person who should be helping solve 
this problem.

7. See if you can get both parties to attack you.

8. Minimize the seriousness of the problem.

9. Change the subject (e.g., ask for advice to help you solve one of your problems).

10. Express displeasure that the two parties are experiencing conflict (e.g., imply that it might undermine the 
solidarity of the work group).

SOURCE: Adapted from Morris & Sashkin, 1976.
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the first requirement of effective mediation is to estab-
lish a problem-solving framework. To that end, it is vital
that the mediator take seriously the problems between
conflicting parties. If they feel they have a serious prob-
lem, the mediator should not belittle its significance.
Remarks such as, “I’m surprised that two intelligent
people like you have not been able to work out your dis-
agreement. We have more important things to do here
than get all worked up over such petty issues” will make
both parties defensive and interfere with any serious
problem-solving efforts. While you might wish that your
subordinates could have worked out their disagreement
without bothering you, this is not the time to lecture
them on self-reliance. Inducing guilt feelings by imply-
ing personal failure during an already emotional experi-
ence tends to distract the participants from the substan-
tive issues at hand. Seldom is this conducive to problem
solving.

One early decision a mediator has to make is
whether to convene a joint problem-solving session or
meet separately with the parties first. The diagnostic
criteria shown in Table 7.7 should help you weigh the
trade-offs. First, what is the current position of the dis-
putants? Are both aware that a problem exists? Are
they equally motivated to work on solving the prob-
lem? The more similar the awareness and motivation
of the parties, the more likely it is that a joint session
will be productive. If there is a serious discrepancy in
awareness and motivation, the mediator should work

to reduce that discrepancy through one-on-one meet-
ings before bringing the disputants together.

Second, what is the current relationship between
the disputants? Does their work require them to interact
frequently? Is a good working relationship critical for
their individual job performance? What has their rela-
tionship been in the past? What is the difference in their
formal status in the organization? As we discussed
earlier, joint problem-solving sessions are most produc-
tive between individuals of equal status who are
required to work together regularly. This does not mean
that joint meetings should not be held between a super-
visor and subordinate, only that greater care needs to be
taken in preparing for such a meeting. Specifically,
if a department head becomes involved in a dispute
between a worker and a supervisor, the department
head should make sure that the worker does not feel
this meeting will serve as an excuse for two managers to
gang up on an hourly employee.

Separate fact-finding meetings with the disputants
prior to a joint meeting are particularly useful when the
parties have a history of recurring disputes, especially if
these disputes should have been resolved without a
mediator. Such a history often suggests a lack of conflict
management or problem-solving skills on the part
of the disputants, or it might stem from a broader set of
issues that are beyond their control. In these situations,
individual coaching sessions prior to a joint meeting
will increase your understanding of the root causes and

Table 7.7 Choosing a Format for Mediating Conflicts

FACTORS HOLD JOINT MEETINGS HOLD SEPARATE MEETINGS FIRST

Awareness and Motivation

• Both parties are aware of the problem. Yes No

• They are equally motivated to resolve the problem. Yes No

• They accept your legitimacy as a mediator. Yes No

Nature of the Relationship

• The parties hold equal status. Yes No

• They work together regularly. Yes No

• They have an overall good relationship. Yes No

Nature of the Problem

• This is an isolated (not a recurring) problem. Yes No

• The complaint is substantive in nature and easily verified. Yes No

• The parties agree on the root causes of the problem. Yes No

• The parties share common values and work priorities. Yes No



improve the individuals’ abilities to resolve their differ-
ences. Following up these private meetings with a joint
problem-solving session in which the mediator coaches
the disputants through the process for resolving their
conflicts can be a positive learning experience.

Third, what is the nature of the problem? Is the
complaint substantive in nature and easily verifiable? If
the problem stems from conflicting role responsibilities
and the actions of both parties in question are common
knowledge, then a joint problem-solving session can
begin on a common information and experimental base.
However, if the complaint stems from differences in
managerial style, values, personality characteristics, and
so forth, bringing the parties together immediately
following a complaint may seriously undermine the
problem-solving process. Complaints that are likely to be
interpreted as threats to the self-image of one or both par-
ties (Who am I? What do I stand for?) warrant consider-
able individual discussion before a joint meeting is called.
To avoid individuals feeling as though they are being
ambushed in a meeting, you should discuss serious per-
sonal complaints with them ahead of time, in private.

M-2 In Seeking Out the Perspective of
Both Parties, Maintain a Neutral Posture
Regarding the Disputants—If Not the Issues
Effective mediation requires impartiality. If a mediator
shows strong personal bias in favor of one party in a
joint problem-solving session, the other party may sim-
ply walk out. However, such personal bias is more
likely to emerge in private conversations with the dis-
putants. Statements such as, “I can’t believe he really
did that!” and “Everyone seems to be having trouble
working with Charlie these days” imply that the medi-
ator is taking sides, and any attempt to appear impar-
tial in a joint meeting will seem like mere window
dressing to appease the other party. No matter how
well-intentioned or justified these comments might be,
they destroy the credibility of the mediator in the long
run. In contrast, effective mediators respect both
parties’ points of view and make sure that both per-
spectives are expressed adequately.

Occasionally, it is not possible to be impartial on
issues. One person may have violated company policy,
engaged in unethical competition with a colleague, or
broken a personal agreement. In these cases, the chal-
lenge of the mediator is to separate the offense from
the offender. If a person is clearly in the wrong, the
inappropriate behavior needs to be corrected, but in
such a way that the individual doesn’t feel his or her
image and working relationships have been perma-
nently marred. This can be done most effectively when
correction occurs in private.
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M-3 Serve as a Facilitator, Not as a Judge
When parties must work closely and have a history of
chronic interpersonal problems, it is often more impor-
tant to teach problem-solving skills than to resolve a
specific dispute. This is done best when the mediator
adopts the posture of facilitator. The role of judge is to
render a verdict regarding a problem in the past, not to
teach people how to solve problems in the future.
While some disputes obviously involve right and wrong
actions, most interpersonal problems stem from differ-
ences in perspective. In these situations, it is important
that the mediator avoid being seduced into “rendering
a verdict” by comments such as, “Well, you’re the boss;
tell us which one is right,” or more subtly, “I wonder if
I did what was right?” The problem with a mediator’s
assuming the role of judge is that it sets in motion
processes antithetical to effective interpersonal problem
solving. The parties focus on persuading the mediator
of their innocence and the other party’s guilt rather
than striving to improve their working relationship
with the assistance of the mediator. The disputants
work to establish facts about what happened in the past
rather than to reach an agreement about what ought to
happen in the future. Consequently, a key aspect of
effective mediation is helping disputants explore multi-
ple alternatives in a nonjudgmental manner.

M-4 Manage the Discussion to Ensure
Fairness —Keep the Discussion Issue
Oriented, Not Personality Oriented It is
important that the mediator maintain a problem-
solving atmosphere throughout the discussion. This is
not to say that strong emotional statements don’t have
their place. People often associate effective problem
solving with a calm, highly rational discussion of the
issues and associate a personality attack with a highly
emotional outburst. However, it is important not to
confuse affect with effect. Placid, cerebral discussions
may not solve problems, and impassioned statements
don’t have to be insulting. The critical point about
process is that it should be centered on the issues and
the consequences of continued conflict on perfor-
mance. Even when behavior offensive to one of
the parties obviously stems from a personality quirk,
the discussion of the problem should be limited to the
behavior. Attributions of motives or generalizations
from specific events to personal proclivities distract
participants from the problem-solving process. It is
important that the mediator establish and maintain
these ground rules.

It is also important for a mediator to ensure that
neither party dominates the discussion. A relatively
even balance in the level of inputs improves the quality
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of the final outcome. It also increases the likelihood
that both parties will accept the final decision, because
there is a high correlation between feelings about the
problem-solving process and attitudes about the final
solution. If one party tends to dominate a discussion,
the mediator can help balance the exchange by asking
the less talkative individual direct questions: “Now
that we have heard Bill’s view of that incident, how do
you see it?” “That’s an important point, Brad, so let’s
make sure Brian agrees. How do you feel, Brian?”

Mediator-Solution Generation

M-5 Explore Options by Focusing on
Interests, Not Positions As noted earlier in this
section, positions are demands, whereas interests are the
underlying needs, values, goals, or concerns behind
the demands. Often, conflict resolution is hampered by
the perception that incompatible positions necessarily
entail irreconcilable differences. Mediation of such con-
flicts can best be accomplished by examining the inter-
ests behind the positions. It is these interests that are the
driving force behind the conflict, and these interests are
ultimately what people want satisfied.

It is the job of the mediator to discover where
interests meet and where they conflict. Interests often
remain unstated because they are unclear to the par-
ticipants. In order to flesh out each party’s interests,
ask “why” questions: “Why have they taken this posi-
tion?” “Why does this matter to them?” Understand
that there is probably no single, simple answer to these
questions. Each side may represent a number of con-
stituents, each with a special interest.

After each side has articulated its underlying inter-
ests, help the parties identify areas of agreement and
reconcilability. It is common for participants in an
intense conflict to feel that they are on opposite sides
of all issues—that they have little in common. Helping
them recognize that there are areas of agreement and
reconcilability often represents a major turning point
in resolving long-standing feuds.

M-6 Make Sure All Parties Fully Understand
and Support the Solution Agreed Upon, and
Establish Follow-Up Procedures The last two
phases of the problem-solving process are (1) agree-
ment on an action plan and (2) follow-up. These will
be discussed here within the context of the mediator’s
role, but they are equally relevant to the other roles.

A common mistake of ineffective mediators is ter-
minating discussions prematurely, on the supposition
that once a problem has been solved in principle, the
disputants can be left to work out the details on their

own. Or a mediator may assume that because one
party has recommended a solution that appears rea-
sonable and workable, the second disputant will be
willing to implement it.

To avoid these mistakes, it is important to stay
engaged in the mediation process until both parties
have agreed on a detailed plan of action. You might
consider using the familiar planning template—Who,
What, How, When, and Where—as a checklist for
making sure the plan is complete. If you suspect any
hesitancy on the part of either disputant, this needs to
be explored explicitly (“Tom, I sense that you are
somewhat less enthusiastic than Sue about this plan. Is
there something that bothers you?”).

When you are confident that both parties support
the plan, check to make sure they are aware of their
respective responsibilities and then propose a mecha-
nism for monitoring progress. For example, you might
schedule another formal meeting, or you might stop by
both individuals’ offices to get a progress report.
Without undermining the value of the agreement
you’ve obtained, it is generally a good idea to encour-
age “good faith” modifications of the proposal to
accommodate unforeseen implementation issues.
Consider using a follow-up meeting to celebrate the
successful resolution of the dispute and to discuss
“lessons learned” for future applications.

Summary

Conflict is a difficult and controversial topic. In most
cultures, it has negative connotations because it runs
counter to the notion that we should get along with
people by being kind and friendly. Although many peo-
ple intellectually understand the value of conflict, they
feel uncomfortable when confronted by it. Their dis-
comfort may result from a lack of understanding of the
conflict process as well as from a lack of training in
how to handle interpersonal confrontations effectively.
In this chapter, we have addressed these issues by
introducing both analytical and behavioral skills.

A summary model of conflict management, shown
in Figure 7.6, contains four elements: (1) diagnosing
the sources of conflict and the associated situational
considerations; (2) selecting an appropriate conflict
management strategy, based on the results of the
diagnosis combined with personal preferences; (3)
effectively implementing the strategy, in particular the
collaborative problem-solving process, which should
lead to (4) a successful resolution of the dispute. Note
that the final outcome of our model is successful
dispute resolution. Given our introductory claim that
conflict plays an important role in organizations, our
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As shown in Figure 7.6, personal preferences,
reflecting a person’s ethnic culture, gender, and personal-
ity play a key role in our conception of effective conflict
management. One’s personal comfort level with using
the various conflict management approaches is both an
enabling and a limiting factor. If we feel comfortable with
an approach, we are likely to use it effectively. Because
effective problem solvers need to feel comfortable using
a variety of tools, however, one shouldn’t pass over an
appropriate tool because its use might be discomforting.
For this reason, it is important for conflict managers to
stretch their natural “comfort zone” through skill devel-
opment activities.

That is why, as shown in the figure, we elected to
focus on the effective implementation of the specific
conflict management approach that is both the most
effective, all-purpose tool, and the most difficult to use
comfortably and skillfully—collaborative problem solv-
ing. It takes little skill to impose your authority on
another person, to withdraw from a confrontation, to
split the difference between opponents, or to abandon
your position at the slightest sign of opposition.
Therefore, the behavioral guidelines for resolving an
interpersonal confrontation involving complaints and
criticisms by using a problem-solving approach have
been described in detail.

Behavioral Guidelines

Effective conflict management involves both analytic
and behavioral elements. The analytic process involves

concluding observation is that the objective of effective
conflict management is the successful resolution of
disputes, not the elimination of conflict altogether.

The diagnostic element of our summary model
contains two important components. First, assessing
the source or type of conflict provides insights into the
“whys” behind a confrontation. Conflict can be “caused”
by a variety of circumstances. We have considered four
of these: irreconcilable personal differences, discrepan-
cies in information, role incompatibilities, and environ-
mentally induced stress. These “types” of conflict differ
in both frequency and intensity. For example, information-
based conflicts occur frequently, but they are easily
resolved because disputants have low personal stakes in
the outcome. In contrast, conflicts grounded in differ-
ences of perceptions and expectations are generally
intense and difficult to defuse.

The second important component of the diagnostic
process is assessing the relevant situational considera-
tions, so as to determine the feasible set of responses.
Important contextual factors that we considered
included the importance of the issue, the importance of
the relationship, the relative power of the disputants,
and the degree to which time was a limiting factor.

The purpose of the diagnostic phase of the model is
to wisely choose between the five conflict management
approaches: avoiding, compromising, collaborating,
forcing, and accommodating. These reflect different
degrees of assertiveness and cooperativeness, or the pri-
ority given to satisfying one’s own concerns versus the
concerns of the other party, respectively.

Type (Source)
of conflict

Situational
considerations

Personal
preferences

Conflict
management

approach

Collaborative
problem-
solving
process

Dispute
resolution

Diagnosis Selection Implementation Outcome

Figure 7.6 Summary Model of Conflict Management
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diagnosing the true causes of a conflict, as well as under-
standing the key situational considerations and personal
preferences that need to be factored into selecting the
appropriate conflict management approach. The behav-
ior element of the process involves implementing the
chosen strategy effectively to reach a successful
resolution of the dispute. Skillful implementation is
especially critical for the collaborative problem-solving
process advocated in this chapter.

Behavioral guidelines for the diagnosis and selection
aspects of conflict management include the following:

1. Collect information on the sources of conflict.
Identify the source by examining the focus of the
dispute. The four sources, or types of conflict, are
personal differences (perception and expecta-
tions), information deficiency (misinformation
and misinterpretation), role incompatibility
(goals and responsibilities), and environmental
stress (resource scarcity and uncertainty).

2. Examine relevant situational considerations,
including the importance of the issue, the
importance of the relationship, the relative
power of the disputants, and the degree to
which time is a factor.

3. Take into consideration your personal prefer-
ences for using the various conflict management
approaches. These preferences tend to reflect
important elements of your personal identity,
including ethnic culture, gender, and personality.

4. Utilize the collaborative approach for managing
conflict unless specific conditions dictate the
use of an alternative approach.

Behavioral guidelines for effectively implementing
the collaborative (problem-solving) approach to con-
flict management are summarized below. These are
organized according to three roles. Guidelines for the
problem-identification and solution-generation phases
of the problem-solving process are specified for each
role. Guidelines for the action plan and follow-up
phases are the same for all three roles.

INITIATOR

Problem Identification

1. Maintain personal ownership of the problem.
❏ Succinctly describe your problem in terms

of behaviors, consequences, and feelings.
(“When you do X, Y happens, and I feel Z.”)

❏ Stick to the facts (e.g., use a specific incident
to illustrate the expectations or standards
violated).

❏ Avoid drawing evaluative conclusions and
attributing motives to the respondent.

2. Persist until understood; encourage two-way
discussion.
❏ Restate your concerns or give additional

examples.
❏ Avoid introducing additional issues or letting

frustration sour your emotional tone.
❏ Invite the respondent to ask questions and

express another perspective.

3. Manage the agenda carefully.
❏ Approach multiple problems incrementally,

proceeding from simple to complex, easy to
difficult, concrete to abstract.

❏ Don’t become fixated on a single issue. If
you reach an impasse, expand the discussion
to increase the likelihood of an integrative
outcome.

Solution Generation

4. Make a request.
❏ Focus on those things you share in

common (principles, goals, constraints) as
the basis for recommending preferred
alternatives.

RESPONDER

Problem Identification

1. Establish a climate for joint problem solving.
❏ Show genuine concern and interest. Respond

empathetically, even if you disagree with the
complaint.

❏ Respond appropriately to the initiator’s emo-
tions. If necessary, let the person “blow off
steam” before addressing the complaint.

2. Seek additional information about the problem.
❏ Ask questions that channel the initiator’s

statements from general to specific and from
evaluative to descriptive.

3. Agree with some aspect of the complaint.
❏ Signal your willingness to consider making

changes by agreeing with facts, perceptions,
feelings, or principles.

Solution Generation

4. Ask for suggestions and recommendations.
❏ To avoid debating the merits of a single

suggestion, brainstorm multiple alternatives.



MEDIATOR

Problem Identification

1. Acknowledge that a conflict exists.
❏ Select the most appropriate setting (one-

on-one conference versus group meeting)
for coaching and fact-finding.

❏ Propose a problem-solving approach for
resolving the dispute.

2. Maintain a neutral posture.
❏ Assume the role of facilitator, not judge.

Do not belittle the problem or berate the
disputants for their inability to resolve
their differences.

❏ Be impartial toward disputants and issues
(provided policy has not been violated).

❏ If correction is necessary, do it in private.
3. Manage the discussion to ensure fairness.

❏ Focus discussion on the conflict’s impact on
performance and the detrimental effect of
continued conflict.

❏ Keep the discussion issue oriented, not per-
sonality oriented.

❏ Do not allow one party to dominate the dis-
cussion. Ask directed questions to maintain
balance.
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Solution Generation

4. Explore options by focusing on the interests
behind stated positions.
❏ Explore the “whys” behind disputants’

arguments or demands.
❏ Help disputants see commonalities among

their goals, values, and principles.
❏ Use commonalities to generate multiple

alternatives.
❏ Maintain a nonjudgmental manner.

ALL ROLES

Action Plan and Follow-Up

1. Ensure that all parties support the agreed-upon
plan.
❏ Make sure the plan is adequately detailed 

(Who, What, How, When, and Where).
❏ Verify understanding of, and commitment

to, each specific action.
2. Establish a mechanism for follow-up.

❏ Create benchmarks for measuring progress
and ensuring accountability.

❏ Encourage flexibility in adjusting the plan to
meet emerging circumstances.
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SKILL ANALYSIS

CASE INVOLVING INTERPERSONAL 
CONFLICT

Educational Pension Investments

Educational Pension Investments (EPI), located in New York, invests pension funds for
educational institutions. In 1988, it employed approximately 75 people, 25 of whom were
responsible for actual investment activities. The company managed about $1.2 billion of
assets and derived an income of about $2.5 million.

The firm was incorporated in 1960 by a group of academic professionals who wanted
to control the destiny of their retirement years. They solicited pension funds under the
assumption that their investments would be consistent and safe. Through their nearly
three decades in the business, they have weathered rapid social and technological
change as well as economic volatility. Through it all, they have resisted opportunities to
“make it big” and instead stayed with less profitable but relatively secure investments.

Dan Richardson has an MBA from Wharton and is one of the original founders of
EPI. He started out working in the research department and has worked in every
department since then. The other partners, comfortable with Dan’s conservative yet
flexible nature, elected him to the position of CEO in the spring of 1975. After that,
Dan became known as “the great equalizer.” He worked hard to make sure that all
the partners were included in decisions and that strong relations were maintained.
Over the years, he became the confidant of the other seniors and the mentor of the
next generation. He took pride in his “people skills,” and EPI’s employees looked to
Dan for leadership and direction.

Dan’s management philosophy is built on the concept of loyalty—loyalty to the
organization, loyalty to its members, and loyalty to friends. As he is fond of saying,
“My dad was a small town banker. He told me, ‘Look out for the other guys and they’ll
look out for you.’ Sounds corny, I know, but I firmly believe in this philosophy.”

Dan, bolstered by the support of the other founding members of EPI, continued
the practice of consistent and safe investing. This meant maintaining low-risk invest-
ment portfolios with moderate income. However, EPI’s growth increasingly has not kept
pace with other investment opportunities. As a result, Dan has reluctantly begun to
consider the merits of a more aggressive investment approach. This consideration was
further strengthened by the expressions of several of the younger analysts who were
beginning to refer to EPI as “stodgy.” Some of them were leaving EPI for positions in
more aggressive firms.

One evening, Dan talked about his concern with his racquetball partner and
longtime friend, Mike Roth. Mike also happened to be an investment broker. After
receiving his MBA from the University of Illinois, Mike went to work for a brokerage
firm in New York, beginning his career in the research department. His accomplish-
ments in research brought him recognition throughout the firm. Everyone respected
him for his knowledge, his work ethic, and his uncanny ability to predict trends. Mike
knew what to do and when to do it. After only two years on the job, he was promoted
to the position of portfolio manager. However, he left that firm for greener pastures
and had spent the last few years moving from firm to firm.
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When Mike heard Dan’s concerns about EPI’s image and need for an aggressive
approach, he suggested to his friend that what EPI needed was some fresh blood,
someone who could infuse enthusiasm into the organization—someone like him. He
told Dan, “I can help you get things moving. In fact, I’ve been developing some concepts
that would be perfect for EPI.”

Dan brought up the idea of hiring Mike at the next staff meeting, but the idea was
met with caution and skepticism. “Sure, he’s had a brilliant career on paper,” said one
senior partner. “But he’s never stayed in one place long enough to really validate his
success. Look at his résumé. During the past seven years, he’s been with four different
firms, in four different positions.”

“That’s true,” said Dan, “but his references all check out. In fact, he’s been
described as a rising star, aggressive, productive. He’s just what we need to help us
explore new opportunities.”

“He may have been described as a comer, but I don’t feel comfortable with his
apparent inability to settle down,” said another. “He doesn’t seem very loyal or com-
mitted to anyone or anything.”

Another partner added, “A friend of mine worked with Mike a while back and said
that while he is definitely good, he’s a real maverick—in terms of both investment
philosophy and lifestyle. Is that what we really want at EPI?”

Throughout the discussion, Dan defended Mike’s work record. He repeatedly
pointed out Mike’s impressive performance. He deflected concerns about Mike’s reputa-
tion by saying that he was a loyal and trusted friend. Largely on Dan’s recommendation,
the other partners agreed, although somewhat reluctantly, to hire Mike. When Dan
offered Mike the job, he promised Mike the freedom and flexibility to operate a segment
of the fund as he desired.

Mike took the job and performed his responsibilities at EPI in a superior manner.
Indeed, he was largely responsible for increasing the managed assets of the company
by 150 percent. However, a price was paid for this increase. From the day he moved
in, junior analysts enjoyed working with him very much. They liked his fresh, new
approach, and were encouraged by the spectacular results. This caused jealousy
among the other partners, who thought Mike was pushing too hard to change the
tried-and-true traditions of the firm. It was not uncommon for sharp disagreements
to erupt in staff meetings, with one or another partner coming close to storming out
of the room. Throughout this time, Dan tried to soothe ruffled feathers and maintain
an atmosphere of trust and loyalty.

Mike seemed oblivious to all the turmoil he was causing. He was optimistic about
potential growth opportunities. He believed that computer chips, biotechnology, and
laser engineering were the “waves of the future.” Because of this belief, he wanted to
direct the focus of his portfolio toward these emerging technologies. “Investments in
small firm stocks in these industries, coupled with an aggressive market timing strat-
egy, should yield a 50 percent increase in performance.” He rallied support for this
idea not only among the younger members of EPI, but also with the pension fund
managers who invested with EPI. Mike championed his position and denigrated the
merits of the traditional philosophy. “We should compromise on safety and achieve
some real growth while we can,” Mike argued. “If we don’t, we’ll lose the investors’
confidence and ultimately lose them.”

Most of the senior partners disagreed with Mike, stating that the majority of their
investors emphasized security above all else. They also disagreed with the projected
profits, stating that “We could go from 8 to 12 percent return on investment (ROI);
then again, we could drop to 4 percent. A lot depends on whose data you use.” They
reminded Mike, “The fundamental approach of the corporation is to provide safe and
moderate-income mutual funds for academic pension funds to invest in. That’s the
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philosophy we used to solicit the investments originally, and that’s the approach we
are obligated to maintain.”

Many months passed, and dissension among the managers grew. Mike’s frustration
over the lack of support among the senior partners began to undermine the day-to-day
operations of EPI. He began to criticize detractors in discussions with younger EPI
employees. In addition, he assigned research department employees tasks related to
technological investments, distracting them from investigating more traditional alterna-
tives. He gradually implemented his ideas within his portfolio, which accounted for
approximately 35 percent of EPI’s revenues. This disrupted the operations of other
managers in EPI because the performance of their funds relied on the timely input of the
researchers and other support staff. The other managers bristled when the research
staff began tracking the ROI of the various investments on a chart prominently
displayed on the conference room wall.

Amidst a rapidly spreading undercurrent of tension, one of the founding partners,
Tom Watson, approached Dan one day. Conservative in his ways, Watson was the partner
who walks the office and always has time to stop and chat. He began the conversation.

“Dan, I speak for most of the senior staff when I say that we are very troubled by
Mike’s approach. We’ve expressed ourselves well enough for Mike to understand, but
his actions defy everything we’ve said. He’s a catastrophe just waiting to happen.”

“I can understand your concern, Tom,” replied Dan. “I’m troubled, too. We have
an opportunity to attract new business with some of Mike’s new ideas. And the
younger staff love working on his projects. But he has stirred up a lot of turmoil.”

Tom agreed. “The real issue is that EPI is no longer presenting a unified image.
Mike is willfully defying the stated objectives of our organization. And some of our
oldest clients don’t like that.”

“That’s true, Tom. On the other hand, some of our newer clients are really
encouraged by Mike’s approach—and his track record is extremely impressive.”

“Come on, Dan. You and I both know that many experts feel the market is over-
heating. Mike’s paper profits could quickly be incinerated if the budget and trade
deficits don’t turn around. We can’t stake the reputation of the firm on a few high-flying
technology stocks. Dan, the other senior partners agree. Mike must either conform to
the philosophy and management practices of this organization or else resign.”

Reflecting on the situation, Dan realized he faced the most difficult challenge of
his career. He felt a strong personal investment in helping Mike succeed. Not only had
he hired Mike over the objections of several colleagues; he had personally helped him
“learn the ropes” at EPI. Beyond that, Dan was haunted by his promise to Mike that
he would have the freedom and flexibility to perform the requirements of the position
as he pleased. However, this flexibility had clearly caused problems within EPI.

Finally, bowing to the pressure of his peers, Dan called Mike in for a meeting,
hoping to find some basis for compromise.

DAN: I gather you know the kinds of concerns the senior partners have
expressed regarding your approach.

MIKE: I guess you’ve talked with Tom. Well, we did have a small disagreement
earlier this week.

DAN: The way Tom tells it, you’re willfully defying corporate objectives and being
insubordinate.

MIKE: Well, it’s just like Watson to see progressive change as an attempt to take
away his power.

DAN: It’s not quite that simple, Mike. When we founded EPI, we all agreed that a
conservative stance was best. And right now, with the economic indicators looking
soft, many experts agree that it may still be the best alternative.
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MIKE: Dan, what are you going to rely on—predictions or performance? These
concerns are just smokescreens to deflect attention away from the sub-par records of
other portfolio managers. Old views need to be challenged and ultimately discarded.
How else are we going to progress and keep up with our competitors?

DAN: I agree we need to change, Mike—but gradually. You have great ideas and
terrific instincts, but you can’t change a 30-year-old firm overnight. You can help me
promote change, but you’re pushing so fast, others are digging in their heels. The
rate of change is just as important as the direction.

MIKE: You’re telling me. And at this rate, it doesn’t make much difference which
direction we’re headed in.

DAN: Come on, Mike. Don’t be so cynical. If you’d just stop rubbing people’s
noses in your performance record and try to see things from their perspective, we
could calm things down around here. Then maybe we could start building consensus.

Mike’s emotions betray his impatience with the pace of the organization; he becomes
agitated.

MIKE: I’ve always admired your judgment, and I value your friendship, but I hon-
estly think you’re kidding yourself. You seem to think you can get this firm to look like
it’s progressive—shrugging off its stodgy image—without taking any risks or ruffling
any feathers. Are you interested in appearance or substance? If you want appear-
ance, then hire a good PR person. If you want substance, then back me up and we’ll
rewrite the record book. Get off the fence, Dan, before your butt’s full of slivers.

DAN: Mike, it simply isn’t that easy. I’m not EPI, I’m simply its caretaker. You
know we make decisions around here by consensus; that’s the backbone of this orga-
nization. To move ahead, the confidence of the others has to be won, especially the
confidence of the seniors. Frankly, your reputation as a maverick makes it hard to fos-
ter confidence in, and loyalty to, your plans.

MIKE: You knew my style when you hired me. Remember how you made it a
point to promise me flexibility and autonomy? I’m not getting that any more, Dan. All
I’m getting is grief, even though I’m running circles around your conservative cronies.

DAN: Well, that may be true. But your flamboyance . . .
MIKE: Oh, yeah. The sports car, the singles lifestyle, the messy office. But, again,

that’s appearance, Dan, not substance. Performance is what counts. That’s what got
me this far, and that’s my ticket out. You know I could walk into any firm in town and
write my own plan.

DAN: Well, there’s no reason to be hasty.
MIKE: Do you honestly believe this can be salvaged? I think not. Maybe it’s

time for me to be moving on. Isn’t that why you called me in here anyway?

Dan, feeling uncomfortable, breaks eye contact and shifts his gaze to the New York
skyline. After a long pause, he continues, still gazing out of the window.

DAN: I don’t know, Mike. I feel I’ve failed. My grand experiment in change has
polarized the office; we’ve got two armies at war out there. On the other hand, you
really have done a good job here. EPI will no doubt lose a good part of its customer
base if you leave. You have a loyal following, with both customers and staff. If you go,
so do they—along with our shot at changing our image.

MIKE: It’s just like you, Dan, to take this problem personally. Blast it, you take
everything personally. Even when I beat you at racquetball. Your heart’s in the right
place—you just can’t ever seem to make the cutthroat hit. You know and I know that
EPI needs a change in image. But it doesn’t appear to be ready for it yet. And I’m cer-
tainly not willing to move slowly.
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DAN: Yeah. Maybe. It’s just hard to give up . . . [long pause]. Well, why don’t we
talk more about this after the reception tonight? Come on over and see Joanie and
the kids. Besides, I’m dying to show off my new boat.

MIKE: What you see in sailing is beyond me. It’s a waste of time, lazily drifting on
gentle breezes.

DAN: Save it for later, “Speed King.” I’ve got to get ready for tonight.

Discussion Questions
1. What are the sources of conflict in this case?
2. What approaches to conflict management are used by the actors in this situation?

How effective was each?
3. Based on the behavioral guidelines for the collaborative approach, how could Dan

have managed this conflict more effectively?
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EXERCISE FOR DIAGNOSING 
SOURCES OF CONFLICT

SSS Software Management Problems
In order to manage conflict between others effectively, it is important to be aware of early
warning signs. It is also important to understand the underlying causes of disagreements.
Conflict that is unmanaged, or managed ineffectively, interferes with work-group perfor-
mance. A key to managing conflict effectively is recognizing it in its early stages and
understanding its roots.

Assignment
Read the memos, faxes, voice mail, and e-mail messages that follow. As you examine each
of these documents, look for evidence of organizational conflicts. Identify the two con-
flicts that you think are most significant for you to address in your role as Chris Perillo.
Begin your analysis of these conflicts by identifying their likely sources or causes. Use
Figure 7.2 as a diagnostic tool for identifying the type of conflict, based on its source and
focus. Prepare to present your analysis, along with supporting evidence from the memos.
Also, share your ideas regarding how this analysis of the causes of conflict would influ-
ence your approach to resolving the conflict.

SSS Software In-Basket Memos, E-mails, Faxes, and Voice Mails

ITEM 1 – E-MAIL

TO: All Employees
FROM: Roger Steiner, Chief Executive Officer
DATE: October 15

I am pleased to announce that Chris Perillo has been appointed as Vice President of
Operations for Health and Financial Services. Chris will immediately assume responsi-
bility for all operations previously managed by Michael Grant. Chris will have end-to-end
responsibility for the design, development, integration, and maintenance of custom soft-
ware for the health and finance/banking industries. This responsibility includes all techni-
cal, financial, and staffing issues. Chris will also manage our program of software
support and integration for the recently announced merger of three large health mainte-
nance organizations (HMOs). Chris will be responsible for our recently announced
project with a consortium of banks and financial firms operating in Tanzania. This project
represents an exciting opportunity for us, and Chris’s background seems ideally suited
to the task.

Chris comes to this position with an undergraduate degree in Computer Science from the
California Institute of Technology and an MBA from the University of Virginia. Chris began as
a member of our technical/professional staff six years ago and has most recently served for
three years as a group manager supporting domestic and international projects for our air-
lines industry group, including our recent work for the European Airbus consortium.

I am sure you all join me in offering congratulations to Chris for this promotion.

SKILL PRACTICE
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ITEM 2 – E-MAIL

TO: All Managers
FROM: Hal Harris, Vice President, Community and Public Relations
DATE: October 15

For your information, the following article appeared on the front page of the business
section of Thursday’s Los Angeles Times.

In a move that may create problems for SSS Software, Michael Grant and Janice Ramos
have left SSS Software and moved to Universal Business Solutions Inc. Industry ana-
lysts see the move as another victory for Universal Business Solutions Inc. in their bat-
tle with SSS Software for share of the growing software development and integration
business. Both Grant and Ramos had been with SSS Software for over seven years.
Grant was most recently Vice President of Operations for all SSS Software’s work in two
industries: health and hospitals, and finance and banking. Ramos brings to Universal
Business Solutions Inc. her special expertise in the growing area of international soft-
ware development and integration.

Hillary Collins, an industry analyst with Merrill Lynch, said “the loss of key staff to a com-
petitor can often create serious problems for a firm such as SSS Software. Grant and
Ramos have an insider’s understanding of SSS Software’s strategic and technical limita-
tions. It will be interesting to see if they can exploit this knowledge to the advantage of
Universal Business Solutions Inc.”

ITEM 3 – E-MAIL

TO: Chris Perillo
FROM: Paula Sprague, Executive Assistant to Roger Steiner
DATE: October 15

Chris, I know that in your former position as a group manager in the Airline Services
Division, you probably have met most of the group managers in the Health and Financial
Services Division, but I thought you might like some more personal information about
them. These people will be your direct reports on the management team.

Group #1: Bob Miller, 55-year-old white male, married (Anna) with two children and three
grandchildren. Active in local Republican politics. Well regarded as a “hands-off” manager
heading a high-performing team. Plays golf regularly with Mark Mclntyre, John Small,
and a couple of VPs from other divisions.

Group #2: Wanda Manners, 38-year-old white female, single with one school-age child.
A fitness “nut” and has run in several marathons. Some experience in Germany and
Japan. Considered a hard-driving manager with a constant focus on the task at hand.
Will be the first person to show up every morning.

Group #3: William Chen, 31-year-old male of Chinese descent, married (Harriet), two
young children from his first marriage. Enjoys tennis and is quite good at it. A rising star in
the company, he is highly respected by his peers as a “man of action” and a good friend.

Group #4: Leo Jones, 36-year-old white male, married (Janet) with an infant daughter.
Recently returned from paternity leave. Has traveled extensively on projects since he
speaks three languages. Has liked hockey ever since the time he spent in Montreal.
Considered a strong manager who gets the most out of his people.

Group #5: Mark Mclntyre, 45-year-old white male, married (Mary Theresa) to an execu-
tive in the banking industry. No children. A lot of experience in Germany and Eastern
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Europe. Has been writing a mystery novel. Has always been a good “team player,” but
several members of his technical staff are not well respected and he hasn’t addressed
the problem.

Group #6: John Small, 38-year-old white male, recently divorced. Three children living
with his wife. A gregarious individual who likes sports. He spent a lot of time in Mexico
and Central America before he came to SSS Software. Recently has been doing mostly
contract work with the federal government. An average manager, has had some trouble
keeping his people on schedule.

Group #7: This position vacant since Janice Ramos left. Roger thinks we ought to fill this
position quickly. Get in touch with me if you want information on any in-house candidates
for any position.

Group #8: Marcus Harper, 42-year-old African American male, married (Tamara) with two
teenage children. Recently won an award in a local photography contest. Considered a
strong manager who gets along with peers and works long hours.

Customer Services: Armand Marke, 38-year-old male, divorced. A basketball fan.
Originally from Armenia. Previously a group manager. Worked hard to establish the
Technical Services Phone Line, but now has pretty much left it alone.

Office Administrator: Michelle Harrison, 41-year-old white female, single. Grew up on a
ranch and still rides horses whenever she can. A strict administrator.

There are a number of good folks here, but they don’t function well as a management
team. I think Michael played favorites, especially with Janice and Leo. There are a few
cliques in this group, and I’m not sure how effectively Michael dealt with them. I expect
you will find it a challenge to build a cohesive team.

ITEM 4 – E-MAIL

TO: Chris Perillo
FROM: Wanda Manners, Group 2 Manager
DATE: October 15

CONFIDENTIAL AND RESTRICTED

Although I know you are new to your job, I feel it is important that I let you know about
some information I just obtained concerning the development work we recently
completed for First National Investment. Our project involved the development of asset
management software for managing their international funds. This was a very complex
project due to the volatile exchange rates and the forecasting tools we needed to develop.

As part of this project, we had to integrate the software and reports with all their exist-
ing systems and reporting mechanisms. To do this, we were given access to all of their
existing software (much of which was developed by Universal Business Solutions Inc.).
Of course, we signed an agreement acknowledging that the software to which we were
given access was proprietary and that our access was solely for the purpose of our sys-
tem integration work associated with the project.

Unfortunately, I have learned that some parts of the software we developed actually 
“borrow” heavily from complex application programs developed for First National
Investment by Universal Business Solutions Inc. It seems obvious to me that one or more
of the software developers from Group 5 (that is, Mark Mclntyre’s group) inappropriately
“borrowed” algorithms developed by Universal Business Solutions Inc. I am sure that
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doing so saved us significant development time on some aspects of the project. It seems
very unlikely that First National Investment or Universal Business Solutions Inc. will ever
become aware of this issue.

Finally, First National Investment is successfully using the software we developed and is
thrilled with the work we did. We brought the project in on time and under budget. You
probably know that they have invited us to bid on several other substantial projects.

I’m sorry to bring this delicate matter to your attention, but I thought you should know
about it.

ITEM 5A – E-MAIL

TO: Chris Perillo
FROM: Paula Sprague, Executive Assistant to Roger Steiner
DATE: October 15
RE: Letter from C.A.R.E. Services (copies attached)

Roger asked me to work on this C.A.R.E. project and obviously wants some fast action.
A lot of the staff are already booked solid for the next couple of weeks. I knew that Elise
Soto and Chu Hung Woo have the expertise to do this system and when I checked with
them, they were relatively free. I had them pencil in the next two weeks and wanted to
let you know. Hopefully, it will take a “hot potato” out of your hands.

ITEM 5B – Copy of Fax

C.A.R.E.
Child and Adolescent Rehabilitative and Educational Services

A United Way Member Agency
200 Main Street

Los Angeles, California 90230
DATE: October 11
Roger Steiner, CEO
SSS Software
13 Miller Way
Los Angeles, California 90224

Dear Roger,

This letter is a follow-up to our conversation after last night’s board meeting. I appreciated
your comments during the board meeting about the need for sophisticated computer
systems in nonprofit organizations and I especially appreciate your generous offer of help
to have SSS Software provide assistance to deal with the immediate problem with our
accounting system. Since the board voted to fire the computer consultant, I am very
worried about getting our reports done in time to meet the state funding cycle.

Thanks again for your offer of help during this crisis.

Sincerely yours,

Janice Polocizwic

Janice Polocizwic
Executive Director
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ITEM 5C – COPY OF A LETTER

SSS SOFTWARE
13 Miller Way
Los Angeles, CA 90224

DATE: October 12

Janice Polocizwic
Executive Director, C.A.R.E. Services
200 Main Street
Los Angeles, California 90230

Dear Janice,

I received your fax of October 11. I have asked Paula Sprague, my executive assistant, to
line up people to work on your accounting system as soon as possible. You can expect
to hear from her shortly.

Sincerely,

Roger Steiner

Roger Steiner
cc: Paula Sprague, Executive Assistant

ITEM 6 – E-MAIL

TO: Michael Grant
FROM: Harry Withers, Group 6 Technical Staff
DATE: October 12

PERSONAL AND CONFIDENTIAL

Our team is having difficulty meeting the submission deadline of November 5 for the
Halstrom project. Kim, Fred, Peter, Kyoto, Susan, Mala, and I have been working on the
project for several weeks, but we are experiencing some problems and may need addi-
tional time. I hesitate to write this letter, but the main problem is that our group manager,
John Small, is involved in a relationship with Mala. Mala gets John’s support for her ideas
and brings them to the team as required components of the project. Needless to say, this
has posed some problems for the group. Mala’s background is especially valuable for
this project, but Kim and Fred, who have both worked very hard on the project, do not
want to work with her. In addition, one member of the team has been unavailable
recently because of child-care needs. Commitment to the project and team morale have
plummeted. However, we’ll do our best to get the project finished as soon as possible.
Mala will be on vacation the next two weeks, so I’m expecting that some of us can com-
plete it in her absence.

ITEM 7 – VOICE MAIL MESSAGE

Hello, Michael. This is Jim Bishop of United Hospitals. I wanted to talk with you about
the quality assurance project that you are working on for us. When Jose Martinez first
started talking with us, I was impressed with his friendliness and expertise. But
recently, he doesn’t seem to be getting much accomplished and has seemed distant
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and on-edge in conversations. Today, I asked him about the schedule and he seemed
very defensive and not entirely in control of his emotions. I am quite concerned about
our project. Please give me a call.

ITEM 8 – VOICE MAIL MESSAGE

Hi, Michael. This is Armand. I wanted to talk with you about some issues with the
Technical Services Phone Line. I’ve recently received some complaint letters from
Phone Line customers whose complaints have included long delays while waiting for a
technician to answer the phone, technicians who are not knowledgeable enough to
solve problems, and, on occasion, rude service. Needless to say, I’m quite concerned
about these complaints.

I believe that the overall quality of the Phone Line staff is very good, but we continue to
be understaffed, even with the recent hires. The new technicians look strong, but are
working on the help-line before being fully trained. Antolina, our best tech, often brings
her child to work, which is adding to the craziness around here.

I think you should know that we’re feeling a lot of stress here. I’ll talk with you soon.

ITEM 9 – VOICE MAIL MESSAGE

Hi, Chris, it’s Pat. Congratulations on your promotion. They definitely picked the right per-
son. It’s great news—for me, too. You’ve been a terrific mentor so far, so I’m expecting
to learn a lot from you in your new position. How about lunch next week?

ITEM 10 – VOICE MAIL MESSAGE

Chris, this is Bob Miller. Just thought you’d like to know that John’s joke during our plan-
ning meeting has disturbed a few of the women in my group. Frankly, I think the thing’s
being blown out of proportion, especially since we all know this is a good place for both
men and women to work. Give me a call if you want to chat about this.

ITEM 11 – VOICE MAIL MESSAGE

Hello. This is Lorraine Adams from Westside Hospital. I read in today’s Los Angeles
Times that you will be taking over from Michael Grant. We haven’t met yet, but your divi-
sion has recently finished two large million-dollar projects for Westside. Michael Grant
and I had some discussion about a small conversion of a piece of existing software to be
compatible with the new systems. The original vendor had said that they would do the
work, but they have been stalling, and I need to move quickly. Can you see if Harris
Wilson, Chu Hung Woo, and Elise Soto are available to do this work as soon as possible?
They were on the original project and work well with our people.

Um . . . (long pause) I guess I should tell you that I got a call from Michael offering to do
this work. But I think I should stick with SSS Software. Give me a call.
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ITEM 12 – VOICE MAIL MESSAGE

Hi, Chris, this is Roosevelt Moore calling. I’m a member of your technical/professional
staff. I used to report to Janice Ramos, but since she left the firm, I thought I’d bring my
concerns directly to you. I’d like to arrange some time to talk with you about my experi-
ences since returning from six weeks of paternity leave. Some of my major responsibil-
ities have been turned over to others. I seem to be out of the loop and wonder if my
career is at risk. Also, I am afraid that I won’t be supported or seriously considered for
the opening created by Janice’s departure. Frankly, I feel like I’m being screwed for tak-
ing my leave. I’d like to talk with you this week.

ITEM 13 – E-MAIL

TO: Michael Grant
FROM: Jose Martinez, Group 1 Technical Staff
DATE: October 12

I would like to set up a meeting with you as soon as possible. I suspect that you will get
a call from Jim Bishop of United Hospitals and want to be sure that you hear my side of
the story first. I have been working on a customized system design for quality assurance
for them using a variation of the J-3 product we developed several years ago. They had
a number of special requirements and some quirks in their accounting systems, so I
have had to put in especially long hours. I’ve worked hard to meet their demands, but
they keep changing the ground rules. I keep thinking, this is just another J-3 I’m working
on, but they have been interfering with an elegant design I have developed. It seems I’m
not getting anywhere on this project. Earlier today, I had a difficult discussion with their
Controller. He asked for another major change. I’ve been fighting their deadline and think
I am just stretched too thin on this project. Then Jim Bishop asked me if the system was
running yet. I was worn out from dealing with the Controller, and I made a sarcastic
comment to Jim Bishop. He gave me a funny look and just walked out of the room.

I would like to talk with you about this situation at your earliest convenience.

ITEM 14 – E-MAIL

TO: Chris Perillo
FROM: John Small, Group 6 Manager
DATE: October 15

Welcome aboard, Chris. I look forward to meeting with you. I just wanted to put a bug
in your ear about finding a replacement for Janice Ramos. One of my technical staff,
Mala Abendano, has the ability and drive to make an excellent group manager. I have
encouraged her to apply for the position. I’d be happy to talk with you further about this,
at your convenience.

ITEM 15 – E-MAIL

TO: Chris Perillo
FROM: Paula Sprague, Executive Assistant to Roger Steiner
DATE: October 15
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Roger asked me to let you know about the large contract we have gotten in Tanzania. It
means that a team of four managers will be making a short trip to determine current
needs. They will assign their technical staff the tasks of developing a system and software
here over the next six months, and then the managers and possibly some team members
will be spending about 10 months on site in Tanzania to handle the implementation. Roger
thought you might want to hold an initial meeting with some of your managers to check on
their interest and willingness to take this sort of assignment. Roger would appreciate an
e-mail of your thoughts about the issues to be discussed at this meeting, additional con-
siderations about sending people to Tanzania, and about how you will put together an
effective team to work on this project. The October 15 memo I sent to you will provide you
with some information you’ll need to start making these decisions.

ITEM 16 – E-MAIL

TO: Chris Perillo
FROM: Sharon Shapiro, VP of Human Resources
DATE: October 15
RE: Upcoming meeting

I want to update you on the rippling effect of John Small’s sexual joke at last week’s
planning meeting. Quite a few women have been very upset and have met informally to
talk about it. They have decided to call a meeting of all people concerned about this kind
of behavior throughout the firm. I plan to attend, so I’ll keep you posted.

ITEM 17 – E-MAIL

TO: All SSS Software Managers
FROM: Sharon Shapiro, VP of Human Resources
DATE: October 15
RE: Promotions and External Hires

Year-to-Date (January through September) Promotions and External Hires

Race Sex
African Native

Level White American Asian Hispanic American M F Total

Hires into 0 0 0 0 0 0 0 0
Executive Level (0%) (0%) (0%) (0%) (0%) (0%) (0%)

Promotions to 0 0 0 0 0 0 0 0
Executive Level (0%) (0%) (0%) (0%) (0%) (0%) (0%)

Hires into 2 1 0 0 0 2 1 3
Management
Level (67%) (33%) (0%) (0%) (0%) (67%) (33%)

Promotions to 7 0 1 0 0 7 1 8
Management
Level (88%) (0%) (12%) (0%) (0%) (88%) (12%)

Hires into 10 6 10 2 0 14 14 28
Technical/
Professional 
Level (36%) (21%) (36%) (7%) (0%) (50%) (50%)



Race Sex
African Native

Level White American Asian Hispanic American M F Total

Promotions to 0 0 0 0 0 0 0 0
Technical/
Professional 
Level (0%) (0%) (0%) (0%) (0%) (0%) (0%)

Hires into Non- 4 10 2 4 0 6 14 20
Management
Level (20%) (50%) (10%) (20%) (0%) (30%) (70%)

Promotions 
to Non-
Management
Level NA NA NA NA NA NA NA NA

SSS Software Employee (EEO) Classification Report as of June 30

Race Sex
African Native
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EXERCISES FOR SELECTING 
AN APPROPRIATE 

CONFLICT MANAGEMENT STRATEGY

Not all conflicts are alike; therefore, they cannot all be managed in exactly the same way.
Effective managers are able to assess accurately the true causes of conflict and to match
each type of conflict with an appropriate management strategy.

Level White American Asian Hispanic American M F Total

Executive 11 0 1 0 0 11 1 12
Level (92%) (0%) (8%) (0%) (0%) (92%) (8%)

Management 43 2 2 1 0 38 10 48
Level (90%) (4%) (4%) (2%) (0%) (79%) (21%)

Technical/ 58 20 37 14 1 80 50 130
Professional 
Level (45%) (15%) (28%) (11%) (1%) (62%) (38%)

Non- 29 22 4 4 1 12 48 60
Management
Level (48%) (37%) (7%) (7%) (2%) (20%) (80%)

Total 141 44 44 19 2 141 109 250
(56%) (18%) (18%) (8%) (1%) (56%) (44%)

NOTE: The SSS Software exercise is used with permission. Copyright © 1995 by Susan Schor, Joseph Seltzer, and James Smither.
All rights reserved.
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Assignment
For each of the following brief scenarios, select the most appropriate conflict management
strategy. Refer to Table 4 for assistance in matching situational factors with strategies.

Bradley’s Barn

You have decided to take your family out to the local steakhouse, Bradley’s Barn, to
celebrate your son’s birthday. You are a single parent, so getting home from work in time to
prepare a nice dinner is very difficult. On entering the restaurant, you ask the hostess to seat
you in the nonsmoking section because your daughter, Shauna, is allergic to tobacco smoke.
On your way to your seat, you notice that the restaurant seems crowded for a Monday
night.

After you and your children are seated and have placed your orders, your conversation turns
to family plans for the approaching holiday. Interspersed in the general conversation is a light
banter with your son about whether or not he is too old to wear “the crown” during dinner—a
family tradition on birthdays.

Suddenly you become aware that your daughter is sneezing and her eyes are beginning to
water. You look around and notice a lively group of businesspeople seated at the table behind you;
they are all smoking. Your impression is that they are celebrating some type of special occasion.
Looking back at Shauna, you realize that something has to be done quickly. You ask your son to
escort Shauna outside while you rush to the front of the restaurant and find the hostess.

Discussion Questions
1. What are the salient situational factors?
2. What is the most appropriate conflict management strategy?

Avocado Computers

When the head of Avocado Computers ran into production problems with his automated pro-
duction facility, he hired you away from a competitor. It meant a significant increase in pay and
the opportunity to manage a state-of-the-art production facility. What’s more, there were very
few other female production managers in Silicon Valley. Now you’ve been on the job a year,
and it’s been exciting to see your staff start working together as a team to solve problems,
improve quality, and finally get the plant up to capacity. In general, Bill, the owner, has also
been a plus. He is energetic, fair, and a proven industry leader. You feel fortunate to be in a cov-
eted position, in a “star” firm, in a growth industry.

However, there is one distraction that bugs you. Bill is a real stickler about cleanliness,
order, and appearance. He wants the robots all painted the same color, the components within
the computer laid out perfectly on a grid, the workers wearing clean smocks, and the floor
“clean enough to eat off.” You are troubled by this compulsion. “Sure,” you think, “it might
impress potential corporate clients when they tour the production facility, but is it really that
important? After all, who’s ever going to look at the inside of their computer? Why should cus-
tomers care about the color of the robot that built their computers? And who, for Pete’s sake,
would ever want to have a picnic in a factory?”

Today is your first yearly performance appraisal interview with Bill. In preparation for the
meeting, he has sent you a memo outlining “Areas of Strength” and “Areas of Concern.” You
look with pride at the number of items listed in the first column. It’s obvious that Bill likes
your work. But you are a bit miffed at the single item of concern: “Needs to maintain a cleaner
facility, including employee appearance.” You mull over this “demerit” in your mind,
wrestling with how to respond in your interview.
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EXERCISES FOR RESOLVING 
INTERPERSONAL DISPUTES

The heart of conflict management is resolving intense, emotionally charged confrontations.
We have discussed guidelines for utilizing the collaborative (problem-solving) approach to
conflict management in these situations. Assuming that the collaborative approach is
appropriate for a particular situation, the general guidelines can be used by an initiator, a
responder, or a mediator.

Assignment
Following are three situations involving interpersonal conflict and disagreement. After you
have finished reading the assigned roles, review the appropriate behavioral guidelines. Do
not read any of the role descriptions except those assigned to you.

In the first exercise (Freida Mae Jones), students assigned to play Freida Mae will prac-
tice applying the guidelines for the initiator’s role. In the second exercise (Can Larry Fit In?),
students assigned to play the role of Larry’s boss, Melissa, will practice the guidelines for
the respondent’s role. In the third exercise (Meeting at Hartford Manufacturing Company),
students assigned to play the role of Lynn Smith will practice the guidelines for resolving
conflicts among subordinates. For each exercise an observer will be assigned to give
students playing the roles of Freida Mae, Melissa, or Lynn feedback on their performance,
using the Observer’s Feedback Form at the end of the chapter as their guide.

Discussion Questions
1. What are the salient situational factors?
2. What is the most appropriate conflict management strategy?

Phelps, Inc.

You are Philip Manual, the head of sales for an office products firm, Phelps, Inc. Your person-
nel sell primarily to small businesses in the Los Angeles metropolitan area. Phelps is doing
about average for this rapidly growing market. The firm’s new president, Jose Ortega, is
putting a lot of pressure on you to increase sales. You feel that a major obstacle is the firm’s
policy on extending credit. Celeste, the head of the credit office, insists that all new customers
fill out an extensive credit application. Credit risks must be low; credit terms and collection
procedures are tough. You can appreciate her point of view, but you feel it is unrealistic. Your
competitors are much more lenient in their credit examinations; they extend credit to higher
risks; their credit terms are more favorable; and they are more lenient in collecting overdue
payments. Your sales personnel frequently complain that they aren’t “playing on a level field”
with their competition. When you brought this concern to Jose, he said he wanted you and
Celeste to work things out. His instructions didn’t give many clues to his priorities on this
matter. “Sure, we need to increase sales, but the small business failure in this area is the high-
est in the country, so we have to be careful we don’t make bad credit decisions.”

You decide it’s time to have a serious discussion with Celeste. A lot is at stake.

Discussion Questions
1. What are the salient situational factors?
2. What is the most appropriate conflict management strategy?
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Freida Mae Jones
Freida Mae Jones, Assistant Manager, Branch Operations

Freida Mae Jones was born in her grandmother’s Georgia farmhouse on June 1, 1949. She
was the sixth of George and Ella Jones’s 10 children. Mr. and Mrs. Jones moved to New York
City when Freida was four because they felt the educational and career opportunities for their
children would be better in the North. With the help of some cousins, they settled in a five-
room apartment in the Bronx. George worked as a janitor at Lincoln Memorial Hospital, and
Ella was a part-time housekeeper in a nearby neighborhood. George and Ella were
conservative, strict parents. They kept a close watch on their children’s activities and
demanded they be home by a certain hour. The Joneses believed that because they were
African American, the children would have to perform and behave better than their peers to
be successful. They believed their children’s education would be the most important factor in
their success as adults.

Freida entered Memorial High School, a racially integrated public school, in September
1963. Seventy percent of the student body was Caucasian, 20 percent African American, and
10 percent Hispanic. About 60 percent of the graduates went on to college, of which 4 percent
were African American, Hispanic, and male. In her senior year, Freida was the top student in
her class. Following school regulations, Freida met with her guidance counselor to discuss plans
upon graduation. The counselor advised her to consider training in a “practical” field such as
housekeeping, cooking, or sewing, so that she could find a job.

George and Ella Jones were furious when Freida told them what the counselor had
advised. Ella said, “Don’t they see what they are doing? Freida is the top-rated student in her
whole class and they are telling her to become a manual worker. She showed she has a fine
mind and can work better than any of her classmates and still she is told not to become any-
body in this world. It’s really not any different in the North than back home in Georgia, except
that they don’t try to hide it down South. They want her to throw away her fine mind because
she is an African American girl and not a white boy. I’m going to go up to her school tomor-
row and talk to the principal.”

As a result of Mrs. Jones’s visit to the principal, Freida was assisted in applying to 10 Eastern
colleges, each of which offered her full scholarships. In September 1966, Freida entered Werbley
College, an exclusive private women’s college in Massachusetts. In 1970, Freida graduated
summa cum laude in history. She decided to return to New York to teach grade school in the
city’s public school system. Freida was unable to obtain a full-time position, so she substituted.
She also enrolled as a part-time student in Columbia University’s Graduate School of Education.
In 1975, she had attained her master of arts degree in teaching from Columbia but could not find
a permanent teaching job. New York City was laying off teachers and had instituted a hiring
freeze because of the city’s financial problems.

Feeling frustrated about her future as a teacher, Freida decided to get an MBA. She thought
there was more opportunity in business than in education. Churchill Business School, a small,
prestigious school located in upstate New York, accepted Freida into its MBA program.

Freida completed her MBA in 1977 and accepted an entry-level position at the
Industrialist World Bank of Boston in a fast-track management development program. The
three-year program introduced her to all facets of bank operations, from telling to loan training
and operations management. She was rotated to branch offices throughout New England.
After completing the program, she became an assistant manager for branch operations in the
West Springfield branch office.

During her second year in the program, Freida had met James Walker, an African American
doctoral student in Business Administration at the University of Massachusetts. Her assignment
to West Springfield precipitated their decision to get married. They originally anticipated
they would marry when James finished his doctorate and could move to Boston. Instead, they
decided he would pursue a job in the Springfield-Hartford area.
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Freida was not only the first African American but also the first woman to hold an
executive position in the West Springfield branch office. Throughout the training program
Freida felt somewhat uneasy although she did very well. There were six other African
American in the program, five men and one woman, and she found support and comfort
in sharing her feelings with them. The group spent much of their free time together. Freida
had hoped she would be located near one or more of the group when she went out into
the “real world.” She felt though she was able to share her feelings about work with James,
he did not have as full an appreciation or understanding as her coworkers. However, the
nearest group member was located 100 miles away.

Freida’s boss in Springfield was Stan Luboda, a 55-year-old native New Englander. Freida
felt he treated her differently than he did the other trainees. He always tried to help her and
took a lot of time (too much, according to Freida) explaining things to her. Freida felt he was
treating her like a child and not like an intelligent and able professional.

“I’m really getting frustrated and angry about what is happening at the bank,” Freida
said to her husband. “The people don’t even realize it, but their prejudice comes through
all the time. I feel as if I have to fight constantly just to start off even. Luboda gives Paul
Cohen more responsibility than me and we both started at the same time with the same
amount of training. He’s meeting customers alone and Luboda has accompanied me to
each meeting I’ve had with a customer.”

“I run into the same thing at school,” said James. “The people don’t even know they
are doing it. The other day I met with a professor on my dissertation committee. I’ve
known and worked with him for more than three years. He said he wanted to talk with
me about a memo he had received. I asked him what it was about and he said the
records office wanted to know about my absence during the spring semester. He said
I had to sign some forms. He had me confused with Martin Jordan, another African
American student. Then he realized it wasn’t me, but Jordan he wanted. All I could think
was that we all must look alike to him. I was angry. Maybe it was an honest mistake on
his part, but whenever something like that happens, and it happens often, it gets me
really angry.”

“Something like that happened to me,” said Freida. “I was using the copy machine,
and Luboda’s secretary was talking to someone in the hall. She had just gotten a haircut
and was saying her hair was now like Freida’s—short and kinky—and that she would
have to talk to me about how to take care of it. Luckily, my back was to her. I bit my lip
and went on with my business. Maybe she was trying to be cute, because I know she saw
me standing there, but comments like that are not cute, they are racist.”

“I don’t know what to do,” said James. “I try to keep things in perspective. Unless peo-
ple interfere with my progress, I try to let it slide. I only have so much energy and it doesn’t
make sense to waste it on people who don’t matter. But that doesn’t make it any easier to
function in a racist environment. People don’t realize that they are being racist. But a lot of
times their expectations of African American people or women, or whatever, are different
because of skin color or gender. They expect you to be different, although if you were to ask
them they would say that they don’t. In fact, they would be highly offended if you implied
that they were racist or sexist. They don’t see themselves that way.”

“Luboda is interfering with my progress,” said Freida. “The kinds of experiences I
have now will have a direct effect on my career advancement. If decisions are being made
because I am African American or a woman, then they are racially and sexually biased.
It’s the same kind of attitude that the guidance counselor had when I was in high school,
although not as blatant.” In September 1980, Freida decided to speak to Luboda about his
treatment of her. She met with him in his office. “Mr. Luboda, there is something I would
like to discuss with you, and I feel a little uncomfortable because I’m not sure how you
will respond to what I am going to say.”
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Stan Luboda, Manager, Branch Operations
Stan Luboda is a 55-year-old native New Englander who has managed the Springfield
branch for more than a decade and has extensive ties to a tightly knit western
Massachusetts community. Stan feels he is liberal and open-minded, and is proud that he
recruited Freida Mae Jones, one of only two African American females in the Industrialist
World Bank of Boston management development program. Stan feels his working
relationship with all of his assistant branch managers is cordial and working smoothly. He
has structured the work so that each assistant branch manager is specialized in one part
of the business.

He has assigned Paul Cohen to some established accounts as well as having him
work on securing new customers, while he has Freida Mae Jones managing the important
processing department and supervising a staff of clerical and accounting personnel. While
having lunch with Garland Smith, his boss who was visiting from the Boston head office,
the subject of why Stan had assigned Cohen the more visible customer contact assign-
ments while assigning Jones to the backroom operations role came up.

“Look Garland, you know I’m not a naive person, and I’m very open-minded, which
is why I’m so pleased to have Freida Mae on my staff,” said Luboda. “You know the way
the world works. There are some things that need to be taken more slowly than others.
There are some assignments for which Cohen has been given more responsibility, and
there are some assignments for which Jones is given more responsibility than Cohen.”

“Don’t you think Cohen’s career will advance more quickly than Jones’s because of
the assignments that he gets?” Smith replied.

“That is not true,” said Luboda. “Jones’s career will not be hurt because she is getting dif-
ferent responsibilities than Cohen. They both need the different kinds of experiences they are
getting. And you have to face the reality of the banking business. We are in a conservative
business. When we speak to customers, we need to gain their confidence, and we put the best
people for the job in the positions to achieve that end. If we don’t get their confidence, they
can go down the street to our competitors and do business with them. Their services are no
different than ours. It’s a competitive business in which you need every edge you have. It’s
going to take time for people to change some of their attitudes about whom they borrow
money from or where they put their money. I can’t change the way people feel. I am running
a business, but believe me, I won’t make any decisions that are detrimental to the bank.”

SOURCE: Copyright © Dr. Martin R. Moser, Associate Professor of Management, 
University of Massachusetts Lowell, Lowell, MA 01854. martin_moser@uml.edu.

Can Larry Fit In?
Melissa, Office Manager

You are the manager of an auditing team sent to Bangkok, Thailand, to represent a major
international accounting firm headquartered in New York. You and Larry, one of your
auditors, were sent to Bangkok to set up an auditing operation. Larry is about seven years
older than you and has five more years seniority in the firm. Your relationship has become
very strained since you were recently designated as the office manager. You feel you were
given the promotion because you have established an excellent working relationship with
the Thai staff as well as a broad range of international clients. In contrast, Larry has told
other members of the staff that your promotion simply reflects the firm’s heavy emphasis
on affirmative action. He has tried to isolate you from the all-male accounting staff by
focusing discussions on sports, local night spots, and so forth.
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You are sitting in your office reading some complicated new reporting procedures
that have just arrived from the home office. Your concentration is suddenly interrupted by
a loud knock on your door. Without waiting for an invitation to enter, Larry bursts into
your office. He is obviously very upset, and it is not difficult for you to surmise why he is
in such a nasty mood.

You recently posted the audit assignments for the coming month, and you scheduled
Larry for a job you knew he wouldn’t like. Larry is one of your senior auditors, and the
company norm is that they get the choice assignments. This particular job will require
him to spend two weeks away from Bangkok in a remote town, working with a company
whose records are notoriously messy.

Unfortunately, you have had to assign several of these less desirable audits to Larry
recently because you are short of personnel. But that’s not the only reason. You have
received several complaints from the junior staff (all Thais) recently that Larry treats them
in a condescending manner. They feel he is always looking for an opportunity to boss
them around, as if he were their supervisor instead of an experienced, supportive mentor.
As a result, your whole operation works more smoothly when you can send Larry out of
town on a solo project for several days. It keeps him from coming into your office and
telling you how to do your job, and the morale of the rest of the auditing staff is signifi-
cantly higher.

Larry slams the door and proceeds to express his anger over this assignment.

Larry, Senior Auditor
You are really ticked off! Melissa is deliberately trying to undermine your status in the office.
She knows that the company norm is that senior auditors get the better jobs. You’ve paid
your dues, and now you expect to be treated with respect. And this isn’t the first time this has
happened. Since she was made the office manager, she has tried to keep you out of the office
as much as possible. It’s as if she doesn’t want her rival for leadership of the office around.
When you were asked to go to Bangkok, you assumed that you would be made the office
manager because of your seniority in the firm. You are certain that the decision to pick
Melissa is yet another indication of reverse discrimination against white males.

In staff meetings, Melissa has talked about the need to be sensitive to the feelings of
the office staff as well as the clients in this multicultural setting. “Where does she come
off preaching about sensitivity! What about my feelings, for heaven’s sake?” you wonder.
This is nothing more than a straightforward power play. She is probably feeling insecure
about being the only female accountant in the office and being promoted over someone
with more experience. “Sending me out of town,” you decide, “is a clear case of ‘out of
sight, out of mind.’”

Well, it’s not going to happen that easily. You are not going to roll over and let her
treat you unfairly. It’s time for a showdown. If she doesn’t agree to change this assignment
and apologize for the way she’s been treating you, you’re going to register a formal com-
plaint with her boss in the New York office. You are prepared to submit your resignation
if the situation doesn’t improve.

Meeting at Hartford Manufacturing Company
Hartford Manufacturing Company is the largest subsidiary of Connecticut Industries. Since
the end of World War I, when it was formed, Hartford Manufacturing has become an indus-
trial leader in the Northeast. Its sales currently average approximately $25 million a year,
with an annual growth of approximately six percent. There are more than 850 employees in
production, sales and marketing, accounting, engineering, and management.



MANAGING CONFLICT CHAPTER 7 425

Lynn Smith is general manager. He has held his position for a little over two years
and is well respected by his subordinates. He has the reputation of being firm but fair.
Lynn’s training in college was in engineering, so he is technically minded, and he fre-
quently likes to walk around the production area to see for himself how things are going.
He has also been known to roll up his sleeves and help work on a problem on the shop
floor. He is not opposed to rubbing shoulders with even the lowest-level employees. On
the other hand, he tries to run a tight company, and employees pretty well stick to their
assigned tasks. He holds high expectations for performance, especially from individuals
in management positions.

Richard Hooton is the director of production at Hartford Manufacturing. He has been
with the company since he was 19 years old, when he worked on the dock. He has
worked himself up through the ranks and now, at age 54, is the oldest of the management
personnel. Hooton has his own ideas of how things should be run in production, and he
is reluctant to tolerate any intervention from anyone, even Lynn Smith. Because he has
been with the company so long, he feels he knows it better than anyone else, and he
believes he has had a hand in making it the success that it is. His main goal is to keep pro-
duction running smoothly and efficiently.

Barbara Price is the director of sales and marketing. She joined the company about
18 months ago, after completing her MBA at Dartmouth. Before going back to school for
a graduate degree, she held the position of assistant manager of marketing at Connecticut
Industries. Price is a very conscientious employee and is anxious to make a name for her-
self. Her major objective, which she has never hesitated to make public, is to be a general
manager some day. Sales at Hartford Manufacturing have increased in the past year to
near-record levels under her guidance.

Chuck Kasper is the regional sales director for the New York region. He reports
directly to Barbara Price. The New York region represents the largest market for Hartford
Manufacturing, and Chuck is considered the most competent salesperson in the com-
pany. He has built personal relationships with several major clients in his region, and
it appears that some sales occur as much because of Chuck Kasper as because of the prod-
ucts of Hartford Manufacturing. Chuck has been with the company for 12 years, all of
them in sales.

This is Friday afternoon, and tomorrow Lynn Smith leaves for Copenhagen at noon
to attend an important meeting with potential overseas investors. He will be gone for two
weeks. Before he leaves, there are several items in his in-basket that must receive atten-
tion. He calls a meeting with Richard Hooton and Barbara Price in his office. Just before
the meeting begins, Chuck Kasper calls and asks if he may join the meeting for a few min-
utes, since he is in town and has something important to discuss that involves both Lynn
Smith and Richard Hooton. Smith gives permission for him to join the meeting, since
there may not be another chance to meet with Kasper before the trip. The meeting con-
venes, therefore, with Smith, Hooton, Price, and Kasper all in the room.

Assignment
Groups of four individuals should be formed. Each person should take the role of one of
the characters in the management staff of Hartford Manufacturing Company. A fifth
person should be assigned to serve as an observer to provide feedback at the end of
the meeting, using the Observer’s Feedback Form at the end of the chapter as a guide.
The letters described in the case that were received by Lynn Smith are shown in
Figures 7.7, 7.8, and 7.9. Only the person playing the role of Lynn Smith should read
the letters, and no one should read the instructions for another staff member’s role. (The
letters will be introduced by Lynn Smith during the meeting.)
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Lynn Smith, General Manager
Three letters arrived today, and you judge them to be sufficiently important to require your
attention before you leave on your trip. Each letter represents a problem that requires imme-
diate action, and you need commitments from key staff members to resolve these problems.
You are concerned about this meeting because these individuals don’t work as well together as
you’d like.

For example, Richard Hooton is very difficult to pin down. He always seems suspicious of
the motives of others and has a reputation for not making tough decisions. You sometimes won-
der how a person could become the head of production in a major manufacturing firm by avoid-
ing controversial issues and blaming others for the results.

T. J. Koppel, Inc.
General Accountants

8381 Spring Street

Hartford, Connecticut 06127

February 10, 2001

Respectfully,

T. J. Koppel

Mr. Lynn Smith
General Manager
Hartford Manufacturing Company
7450 Central Avenue
Hartford, CT 06118

Dear Mr. Smith:

As you requested last month, we have now completed our financial
audit of Hartford Manufacturing Company. We find accounting
procedures and fiscal control to be very satisfactory. A more
detailed report of these matters is attached. However, we did
discover during our perusal of company records that the production
department has consistently incurred cost overruns during the past
two quarters. Cost per unit of production is approximately 5 percent
over budget. While this is not a serious problem given the financial
solvency of your company, we thought it wise to bring it to your
attention.

TJK: srw

Figure 7.7
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ZODIAK INDUSTRIES
6377 Atlantic Avenue

Boston, Massachusetts 02112

February 8, 2001

Sincerely yours,

Miles Andrew
Chief of Purchasing

Mr. Lynn Smith
General Manager
Hartford Manufacturing Company
7450 Central Avenue
Hartford, CT 06118

Dear Mr. Smith:

We have been purchasing your products since 1975, and we have been very 
satisfied with our relations with your sales personnel. However, we have had 
a problem of late that requires your attention. Your sales representative for 
the Boston region, Sam St. Clair, has appeared at our company the last three 
times looking and smelling like he was under the influence of alcohol. Not 
only that, but our last order was mistakenly recorded, so we received the 
wrong quantities of products. I’m sure you don’t make it a practice to put 
your company’s reputation in the hands of someone like Sam St. Clair, so I 
suggest you get someone else to cover this region. We cannot tolerate, and 
I’m sure other companies in Boston cannot tolerate, this kind of relationship. 
While we judge your products to be excellent, we will be forced to find other 
sources if some action is not taken.

:ms

Figure 7.8

In contrast, Barbara Price is very straightforward. You always know exactly where
she stands. The problem is that sometimes she doesn’t take enough time to study a problem
before making a decision. She tends to be impulsive and anxious to make a decision, whether
it’s the right one or not. Her general approach to resolving disagreements between depart-
ments is to seek expedient compromises. You are particularly disturbed by her approach to the
sales incentive problem. You felt strongly that something needed to be done to increase sales
during the winter months. You reluctantly agreed to the incentive program because you didn’t
want to dampen her initiative. But you aren’t convinced this is the right answer, because,
frankly, you’re not yet sure what the real problem is.

Chuck Kasper is your typical, aggressive, “take no prisoners” sales manager. He is hard-
charging and uncompromising. He is great in the field because he gets the job done, but he



428 CHAPTER 7 MANAGING CONFLICT

Figure 7.9

sometimes ruffles the feathers of the corporate staff with his uncompromising, “black-and-white”
style. He is also fiercely loyal to his sales staff, so you’re sure he’ll take the complaint about Sam
St. Clair hard.

In contrast to the styles of these others, you have tried to use an integrating approach to prob-
lem solving: focusing on the facts, treating everyone’s inputs equally, and keeping conversations
about controversial topics problem-focused. One of your goals since taking over this position two
years ago is to foster a “team” approach within your staff.

[Note : For more information about how you might approach the issues raised by these let-
ters in your staff meeting, review the collaborating approach in Table 7.2 as well as the media-
tor’s behavioral guidelines at the end of the Skill Learning section of this chapter.]

Richard Hooton, Director of Production
The only times you have had major problems in production were when the young know-it-alls

fresh from college have come in and tried to change things. With their scientific management

HARTFORD MANUFACTURING COMPANY

7450 Central Avenue

Hartford, Connecticut 06118

“A subsidiary of CONNECTICUT INDUSTRIES”

Lynn Smith, General Manager
Barbara Price, General Supervisor, Sales and Marketing
February 11, 2007

Memorandum

TO:
FROM:
DATE:

Mr. Smith:

In response to your concerns, we have instituted several incentive
programs among our sales force to increase sales during these
traditionally slow months. We have set up competition among regions,
with the salespeople in the top region being honored in the company
newsletter and given engraved plaques. We have instituted a
“vacation in Hawaii” award for the top salesperson in the company.
And we have instituted cash bonuses for any salesperson who gets a
new customer order. However, in the last month these incentives have
been in operation, sales have not increased at all. In fact, in two
regions they have decreased by an average of 5 percent.

What do you suggest now? We have advertised the incentives as
lasting through this quarter, but they seem to be doing no good. Not
only that, but we cannot afford to provide the incentives within our
current budget, and unless sales increase, we will be in the red.

Regretfully, I recommend dropping the program.
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concepts coupled with fuzzy-headed human relations training, they have more often
made a mess of things than helped to improve matters. The best production methods have been
practiced for years in the company, and you have yet to see anyone who could improve on
your system.

On the other hand, you have respect for Lynn Smith as the general manager. Because he
has experience and the right kind of training, and is involved in the production part of the orga-
nization, he often has given you good advice and has shown special interest. He mostly lets you
do what you feel is best, however, and he seldom dictates specific methods for doing things.

Your general approach to problems is to avoid controversy. You feel uncomfortable when
production is made the scapegoat for problems in the company. Because this is a manufacturing
business, it seems as if everyone tries to pin the blame for problems on the production depart-
ment. You’ve felt for years that the firm was getting away from what it does best: mass produc-
ing a few standard products. Instead, the trend has been for marketing and sales to push for more
and more products, shorter lead times, and greater customization capability. These actions have
increased costs and caused significant production delays as well as higher rejection rates.

[Note : During the upcoming meeting, you should adopt the avoidance approach shown
in Table 7.2. Defend your turf, place blame on others, defer taking a stand, and avoid taking
responsibility for making a controversial decision.]

Barbara Price, Director of Sales and Marketing
You are anxious to impress Lynn Smith because you have your eye on a position that is open-
ing up at the end of the year in the parent company, Connecticut Industries. It would mean a
promotion for you. A positive recommendation from Lynn Smith would carry a lot of weight
in the selection process. Given that both Hartford Manufacturing and Connecticut Industries
are largely male dominated, you are pleased with your career advancement so far, and you are
hoping to keep it up.

One current concern is Lynn Smith’s suggestion some time ago that you look into the
problem of slow sales during the winter months. You implemented an incentive plan that was
highly recommended by an industry analyst at a recent trade conference. It consists of three
separate incentive programs: (1) competition among regions in which the salesperson in the
top region would have his or her picture in the company newsletter and receive an engraved
plaque, (2) a vacation in Hawaii for the top salesperson in the company, and (3) cash bonuses
for salespeople who obtained new customer orders. Unfortunately, these incentives haven’t
worked. Not only have sales not increased for the company as a whole, but sales for two
regions are down an average of five percent. You have told the sales force that the incentives
will last through this quarter, but if sales don’t improve, your budget will be in the red. You
haven’t budgeted for the prizes, since you expected the increased sales to more than offset the
cost of the incentives.

Obviously, this was a bad idea—it isn’t working—and it should be dropped immediately.
You are a bit embarrassed about this aborted project. But it is better to cut your losses and try
something else rather than continue to support an obvious loser.

In general, you are very confident and self-assured. You feel that the best way to get work
done is through negotiation and compromise. What’s important is making a decision quickly
and efficiently. Maybe everyone doesn’t get exactly what he or she wants, but at least they can
get on with their work. There are no black and whites in this business—only “grays” that can
be traded off to keep the management process from bogging down with “paralysis by analysis.”
You are impatient over delays caused by intensive studies and investigations of detail. You agree
with Tom Peters: action is the hallmark of successful managers.

[Note : During this meeting, use the compromise approach shown in Table 7.2. Do what-
ever is necessary to help the group make a quick decision so you can get on with the pressing
demands of your work.]
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Chuck Kasper, Regional Sales Director
You don’t get back to company headquarters often because your customer contacts take
up most of your time. You regularly work 50 to 60 hours a week, and you are proud of
the job you do. You also feel a special obligation to your customers to provide them with
the best product available in the timeliest fashion. This sense of obligation comes not only
from your commitment to the company but also from your personal relationships with
many of the customers.

Lately, you have been receiving more and more complaints about late deliveries of
Hartford Manufacturing’s products to your customers. The time between their ordering
and delivery is increasing, and some customers have been greatly inconvenienced by the
delays. You have made a formal inquiry of production to find out what the problem is.
They replied that they are producing as efficiently as possible, and they see nothing wrong
with past practices. Richard Hooton’s assistant even suggested that this was just another
example of the sales force’s unrealistic expectations.

Not only will sales be negatively affected if these delays continue, but your reputa-
tion with your customers will be damaged. You have promised them that the problem
will be quickly solved and that products will begin arriving on time. Since Richard
Hooton is so rigid, however, you are almost certain that it will do no good to talk with
him. His subordinate probably got his negative attitude from Hooton.

In general, Hooton is a 1960s production worker who is being pulled by the rest of the
firm into the new age. Competition is different, technology is different, and management is
different, but Richard is reluctant to change. You need shorter lead times, a wider range of
products, and the capacity to do some customized work. Sure, this makes production’s
work harder, but other firms are providing these services with the use of just-in-time man-
agement processes, robots, and so forth.

Instead of getting down to the real problems, the home office, in their typical high-
handed fashion, announced an incentives plan. This implies that the problem is in the
field, not the factory. It made some of your people angry to think they were being pressed
to increase their efforts when they weren’t receiving the backup support in Hartford to
get the job done. Sure, they liked the prizes, but the way the plan was presented made
them feel as if they weren’t working hard enough. This isn’t the first time you have ques-
tioned the judgment of Barbara, your boss. She certainly is intelligent and hard-working,
but she doesn’t seem very interested in what’s going on out in the field. Furthermore, she
doesn’t seem very receptive to “bad news” about sales and customer complaints.

[Note : During this meeting, use the forcing approach to conflict management and
negotiations shown in Table 7.2. However, don’t overplay your part, because you are the
senior regional sales manager, and if Barbara continues to move up fast in the organiza-
tion, you may be in line for her position.]
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SKILL APPLICATION

ACTIVITIES FOR IMPROVING 
MANAGING CONFLICT SKILLS

Suggested Assignments

1. Select a specific conflict with which you are very familiar. Using the framework for
identifying the sources of conflict discussed in this chapter, analyze this situation
carefully. It might be useful to compare your perceptions of the situation with those
of informed observers. What type of conflict is this? Why did it occur? Why is it
continuing? Next, using the guidelines for selecting an appropriate conflict man-
agement strategy, identify the general approach that would be most appropriate for
this situation. Consider both the personal preferences of the parties involved and
the relevant situational factors. Is this the approach that the parties have been
using? If not, attempt to introduce a different perspective into the relationship and
explain why you feel it would be more productive. If the parties have been using
this approach, discuss with them why it has not been successful thus far. Share
information on specific behavioral guidelines or negotiation tactics that might
increase the effectiveness of their efforts.

2. Select three individuals whom you know who are from diverse cultural back-
grounds and have experience working in American companies. Discuss with
them the sources (especially the personal differences) of previous conflicts they
have experienced at work. Ask them about their preferences in dealing with con-
flict situations. What strategies do they prefer to use? How do they generally
attempt to resolve disputes? What relevant situational factors influence the way
they manage conflict situations with individuals from other cultures and with
individuals of their own cultures? With the help of these three persons, identify
specific behavioral guidelines for managing conflict more effectively with other
persons from their respective cultures.

3. Identify a situation in which another individual is doing something that needs to
be corrected. Using the respondent’s guidelines for collaborative problem solving,
construct a plan for discussing your concerns with this person. Include specific
language designed to state your case assertively without causing a defensive reac-
tion. Role-play this interaction with a friend and incorporate any suggestions for
improvement. Make your presentation to the individual and report on your
results. What was the reaction? Were you successful in balancing assertiveness
with support and responsibility? Based on this experience, identify other situa-
tions you feel need to be changed and follow a similar procedure.
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4. Volunteer to serve as a mediator to resolve a conflict between two individuals or
groups. Using the guidelines for implementing the collaborative approach to media-
tion, outline a plan of action prior to your intervention. Be sure to consider carefully
whether or not private meetings with the parties prior to your mediation session are
appropriate. Report on the situation and your plan. How did you feel? Which
specific actions worked well? What was the outcome? What would you do differ-
ently? Based on this experience, revise your plan for use in related situations.

5. Identify a difficult situation involving negotiations. This might involve trans-
actions at work, at home, or in the community. Review the guidelines for integra-
tive bargaining and identify the specific tactics you plan to use. Write down
specific questions and responses to likely initiatives from the other party. In
particular, anticipate how you might handle the possibility of the other party’s
using a distributive negotiation strategy. Schedule a negotiation meeting with the
party involved and implement your plan. Following the session, debrief the expe-
rience with a coworker or friend. What did you learn? How successful were you?
What would you do differently? Based on this experience, modify your plan and
prepare to implement it in related situations.

Application Plan and Evaluation

The intent of this exercise is to help you apply this cluster of skills in a real-life, out-of-class set-
ting. Now that you have become familiar with the behavioral guidelines that form the basis
of effective skill performance, you will improve most by trying out those guidelines in an
everyday context. Unlike a classroom activity, in which feedback is immediate and others can
assist you with their evaluations, this skill application activity is one you must accomplish and
evaluate on your own. There are two parts to this activity. Part 1 helps prepare you to apply
the skill. Part 2 helps you evaluate and improve on your experience. Be sure to write down
answers to each item. Don’t short-circuit the process by skipping steps.

Part 1. Planning
1. Write down the two or three aspects of this skill that are most important to you.

These may be areas of weakness, areas you most want to improve, or areas that
are most salient to a problem you face right now. Identify the specific aspects of
this skill that you want to apply.

2. Now identify the setting or the situation in which you will apply this skill.
Establish a plan for performance by actually writing down a description of the
situation. Who else will be involved? When will you do it? Where will it be done?

Circumstances:
Who else?
When?
Where?
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3. Identify the specific behaviors you will engage in to apply this skill. Operationalize
your skill performance.

4. What are the indicators of successful performance? How will you know you have
been effective? What will indicate you have performed competently?

Part 2. Evaluation
5. After you have completed your implementation, record the results. What happened?

How successful were you? What was the effect on others?

6. How can you improve? What modifications can you make next time? What
will you do differently in a similar situation in the future?

7. Looking back on your whole skill practice and application experience, what have
you learned? What has been surprising? In what ways might this experience help
you in the long term?
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SCORING KEYS AND
COMPARISON DATA

Managing Interpersonal Conflict 

Scoring Key

SKILL AREA ITEM ASSESSMENT

PRE- POST-

Initiating a complaint 1 ___________ ___________

2 ___________ ___________

3 ___________ ___________

4 ___________ ___________

5 ___________ ___________

6 ___________ ___________

7 ___________ ___________

8 ___________ ___________

Responding to a criticism 9 ___________ ___________

10 ___________ ___________

11 ___________ ___________

12 ___________ ___________

13 ___________ ___________

14 ___________ ___________

15 ___________ ___________

16 ___________ ___________

Mediating a conflict 17 ___________ ___________

18 ___________ ___________

19 ___________ ___________

20 ___________ ___________

21 ___________ ___________

22 ___________ ___________

23 ___________ ___________

24 ___________ ___________

Total Score ___________ ___________
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Comparison Data (N = 5,000 Students)

Compare your scores to three comparison standards:
1. The maximum possible score = 144.
2. The scores of other students in your class.
3. Norm group data from more than 5,000 practicing managers and business school students.

Pre-Test Post-Test

113.20 = mean = 122.59
122 or above = top quartile = 133 or above
114–121 = second quartile = 123–132
105–113 = third quartile = 115–122
104 and below = bottom quartile = 114 or below

Strategies for Handling Conflict 

Scoring Key

FORCING ACCOMMODATING COMPROMISING

ITEM SCORE ITEM SCORE ITEM SCORE

1 ________ 2 ________ 3 ________
6 ________ 7 ________ 8 ________

11 ________ 12 ________ 13 ________
16 ________ 17 ________ 18 ________
Total ________ Total ________ Total ________

AVOIDING INTEGRATING

ITEM SCORE ITEM SCORE

4 ________ 5 ________
9 ________ 10 ________

14 ________ 15 ________
19 ________ 20 ________

Total ________ Total ________

Primary conflict management strategy (highest score): ________
Secondary conflict management strategy (next-highest score): ________



SKILL PRACTICE 
Exercises for Resolving Interpersonal Disputes

Observer’s Feedback Form

RATING

1 = Low
5 = High

Initiator

_________ Maintained personal ownership of the problem, including feelings

_________ Avoided making accusations or attributing motives; stuck to the facts

_________ Succinctly described the problem (behaviors, outcomes, feelings)

_________  Specified expectations or standards violated

_________  Persisted until understood

_________  Encouraged two-way interaction

_________ Approached multiple issues incrementally (proceeded from simple to complex,
easy to hard)

_________ Appealed to what the disputants had in common (goals, principles, 
constraints)

_________  Made a specific request for change

Respondent

_________  Established a climate for joint problem solving

_________  Showed genuine concern and interest

_________  Responded appropriately to the initiator’s emotions

_________ Avoided becoming defensive or overreacting

_________ Sought additional information about the problem (shifted general to spe-
cific, evaluative to descriptive)

_________ Focused on one issue at a time, gradually broadened the scope of the
discussion, searched for integrative solution

_________ Agreed with some aspect of the complaint (facts, perceptions, feelings, or
principles)

_________ Asked for suggestions for making changes

_________ Proposed a specific plan of action

Mediator

_________ Acknowledged that a conflict exists; treated the conflict and disputants 
seriously
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_________ Broke down complex issues, separated the critical from the peripheral;
began with a relatively easy problem

_________ Helped disputants avoid entrenched positions by exploring underlying 
interests

_________ Remained neutral (facilitator, not judge) and impartial toward issues 
and disputants

_________ Kept the interaction issue oriented (e.g., pointed out the effect of the
conflict on performance)

_________ Made sure that neither party dominated conversation, asked questions 
to maintain balance

_________ Kept conflict in perspective by emphasizing areas of agreement

_________ Helped generate multiple alternatives, drawn from common goals, values, 
or principles

_________ Made sure that both parties were satisfied and committed to the proposed
resolution

Comments:



Group Skills

8 EMPOWERING AND DELEGATING

Empowering others
Delegating
Sharing power

9 BUILDING EFFECTIVE TEAMS AND TEAMWORK

Diagnosing team development
Building teamwork
Fostering effective team leadership

10 LEADING POSITIVE CHANGE

Creating positive deviance
Leading positive change
Mobilizing the capabilities of others

C H A P T E R S

Part III
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Empowering
and
Delegating

SKILL
DEVELOPMENT

OBJECTIVES

■ EMPOWER OTHERS

■ EMPOWER YOURSELF

■ DELEGATE EFFECTIVELY

SKILL ASSESSMENT
■ Effective Empowerment and Delegation
■ Personal Empowerment Assessment

SKILL LEARNING
■ Empowering and Delegating
■ A Management Dilemma Involving Empowerment
■ The Meaning of Empowerment
■ Historical Roots of Empowerment
■ Dimensions of Empowerment
■ How to Develop Empowerment
■ Inhibitors to Empowerment
■ Delegating Work
■ International Caveats
■ Summary
■ Behavioral Guidelines

SKILL ANALYSIS
■ Minding the Store
■ Changing the Portfolio

SKILL PRACTICE

■ Executive Development Associates
■ Empowering Ourselves
■ Deciding to Delegate

SKILL APPLICATION

■ Suggested Assignments
■ Application Plan and Evaluation

SCORING KEYS AND
COMPARISON DATA
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SKILL ASSESSMENT

DIAGNOSTIC SURVEYS FOR EMPOWERING
AND DELEGATING

EFFECTIVE EMPOWERMENT AND DELEGATION

Step 1: Before you read the material in this chapter, please respond to the following
statements by writing a number from the rating scale below in the left-hand column (Pre-
Assessment). Your answers should reflect your attitudes and behaviors as they are now,
not as you would like them to be. Be honest. This instrument is designed to help you dis-
cover your level of competency in empowering and delegating so you can tailor your
learning to your specific needs. When you have completed the survey, use the scoring key
at the end of the chapter to identify the skill areas discussed in this chapter that are most
important for you to master.

Step 2: After you have completed the reading and the exercises in this chapter and, ideally,
as many as you can of the Skill Application assignments at the end of this chapter, cover up
your first set of answers. Then respond to the same statements again, this time in the right-
hand column (Post-Assessment). When you have completed the survey, use the scoring key
at the end of the chapter to measure your progress. If your score remains low in specific skill
areas, use the behavioral guidelines at the end of the Skill Learning section to guide further
practice.

Rating Scale

1 Strongly disagree
2 Disagree
3 Slightly disagree
4 Slightly agree
5 Agree
6 Strongly agree

Assessment

Pre- Post-

In situations in which I have an opportunity to engage others in accomplishing work:

______ ______ 1. I help people develop personal mastery in their work by involving them first in less
complex tasks, and then in more difficult tasks.

______ ______ 2. I help people feel competent in their work by recognizing and celebrating their small
successes.

______ ______ 3. I serve as an example of successful task accomplishment.

______ ______ 4. I identify other successful people who can serve as role models.

______ ______ 5. I frequently praise, encourage, and express approval of other people.

______ ______ 6. I provide regular feedback and needed support to other people.

______ ______ 7. I try to foster friendships and informal interaction.

______ ______ 8. I highlight the important impact that a person’s work will have on others and on goals.

______ ______ 9. I try to provide all the information that people need to accomplish their tasks.
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______ ______ 10. As I become aware of it, I pass along relevant information to people on a continuous
basis.

______ ______ 11. I ensure that people have the necessary resources (equipment, space, and time) to
succeed.

______ ______ 12. I help people get access to needed resources that I may not have available personally.

______ ______ 13. I help people become involved in teams in order to increase their participation.

______ ______ 14. I encourage teams to make decisions and implement their own recommendations.

______ ______ 15. I foster confidence by being fair and equitable in my decisions.

______ ______ 16. I exhibit caring and personal concern for each person with whom I have dealings.

When delegating work to others:

______ ______ 17. I specify clearly the results I desire.

______ ______ 18. I specify clearly the level of initiative I want others to take (e.g., wait for directions,
do part of the task and then report, do the whole task and then report, etc.).

______ ______ 19. I allow participation by those accepting assignments regarding when and how work
will be done.

______ ______ 20. I make certain that the amount of authority I give matches the amount of responsi-
bility I expect for producing results.

______ ______ 21. I work within existing organizational structures when delegating assignments, and I
never bypass someone without informing him or her.

______ ______ 22. I identify constraints and limitations that people will face but also provide needed support.

______ ______ 23. I maintain accountability for results, not for methods used.

______ ______ 24. I delegate consistently—not just when I’m overloaded.

______ ______ 25. I avoid upward delegation by asking people to recommend solutions, rather than
merely asking for advice or answers, when a problem is encountered.

______ ______ 26. I make clear the consequences of success and failure.

PERSONAL EMPOWERMENT ASSESSMENT

This instrument helps identify the extent to which you are empowered in your own
work. You should respond to the items based on your own job, or, if you are in school, the
work you do as a student. The items listed below describe different orientations people
can have with respect to their work roles. Using the following scale, indicate the extent
to which you believe each is true of you:

Rating Scale

1 Very strongly disagree
2 Strongly disagree
3 Disagree
4 Neutral
5 Agree
6 Strongly agree
7 Very strongly agree

Assessment

______ 1. The work that I do is very important to me.

______ 2. I am confident about my ability to do my work.

______ 3. I have significant autonomy in determining how I do my job.
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______ 4. I have significant impact on what happens in my work unit.

______ 5. I trust my coworkers to be completely honest with me.

______ 6. My work activities are personally meaningful to me.

______ 7. My work is within the scope of my competence and capabilities.

______ 8. I can decide how to go about doing my own work.

______ 9. I have a great deal of control over what happens in my work unit.

______ 10. I trust my coworkers to share important information with me.

______ 11. I care about what I do in my work.

______ 12. I am confident in my capabilities to successfully perform my work.

______ 13. I have considerable opportunity for independence and freedom in how I do my work.

______ 14. I have significant influence over what happens in my work unit.

______ 15. I trust my coworkers to keep the promises they make.

______ 16. The work I do has special meaning and importance to me.

______ 17. I have mastered the skills necessary to do my work.

______ 18. I have a chance to use personal initiative in carrying out my work.

______ 19. My opinion counts in my work unit’s decision making.

______ 20. I believe that my coworkers care about my well-being.
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SKILL LEARNING

Empowering and Delegating

Many management books are oriented toward helping
managers know how to control others’ behavior. They
focus on how managers can increase employees’ perfor-
mance, engender conformity, or motivate employees to
achieve certain objectives. This book, too, includes skills
that will help you motivate people to do what you want
them to do (see the chapter on Motivating Others) or
achieve power and influence over them (see the Gaining
Power and Influence chapter). The present chapter, how-
ever, focuses on a skill called empowerment and on a
special form of empowerment called delegation.

Empowerment is based on a set of assumptions that
are in contrast to those normally made by managers.
Empowerment means providing freedom for people to
do successfully what they want to do, rather than getting
them to do what you want them to do. Managers who
empower people remove controls, constraints, and
boundaries for them instead of motivating, directing, or
stimulating their behavior. Rather than being a “push”
strategy, in which managers induce employees to
respond in desirable ways through incentives and influ-
ence techniques, empowerment is a “pull” strategy. It
focuses on ways that managers can design a work situa-
tion so that it energizes and provides intrinsic encourage-
ment to employees. In the context of such a strategy,
workers accomplish tasks because they are intrinsically
attracted by them, not because of an extrinsic reward
system or influence technique.

Empowering others, however, can lead to dilem-
mas. On the one hand, evidence shows that empow-
ered employees are more productive, more satisfied,
and more innovative, and that they create higher-quality
products and services than unempowered employees
(Greenberger & Stasser, 1991; Kanter, 1983; Sashkin,
1982, 1984; Spreitzer, 1992). Organizations are more
effective when an empowered workforce exists (Conger
& Kanungo, 1988; Gecas, 1989; Thomas & Velthouse,
1990). On the other hand, empowerment means giving
up control and letting others make decisions, set goals,
accomplish results, and receive rewards. It means that
other people probably will get credit for success.
Managers with high needs for power and control (see
McClelland, 1975) face a challenge when they are
expected to sacrifice their needs for someone else’s gain.
They may ask themselves: “Why should others get

the goodies when I am in charge? Why should I allow
others to exercise power, and even facilitate their
acquiring more power, when I naturally want to receive
rewards and recognition myself?”

The answer is that although empowering others is
neither easy nor natural (we aren’t born knowing how to
do it), it need not require a great amount of self-sacrifice.
You don’t need to sacrifice desired rewards, recognition,
or effectiveness in order to be a skillful empowering
manager. On the contrary, through real empowerment,
managers actually multiply their own effectiveness. They
and their organizations become more effective than they
could have been otherwise. Nevertheless, for most man-
agers, empowerment is a skill that must be developed
and practiced, because despite the high visibility of the
concept of empowerment in popular literature, its actual
practice is all too rare in modern management.

Evidence for this assertion comes from a national
survey by the Louis Harris organization, reported in
Business Week for January 18, 1993. According to this
survey, feelings of powerlessness and alienation among
workers rose sharply through the 1990s and, accord-
ing to more recent Harris polls, have not reversed
themselves in the twenty-first century (Harris Poll,
2002). The percentage of workers answering “yes” to
the questions in Table 8.1 illustrates this trend.

In this chapter, we begin by discussing the core
dimensions of empowerment and, in particular, how to
effectively accomplish empowerment. In the second part
of this section, we discuss a special situation in which
empowerment is essential: the delegation of responsibil-
ity. We conclude with a summary model of empower-
ment and delegation and a list of behavioral guidelines
for successfully empowering and delegating to others.

A Management Dilemma 
Involving Empowerment

One of the most well-researched findings in organization
and management science over the last four decades has
shown that when environments are predictable and sta-
ble, organizations can function as routine, controlled,
mechanistic units. Under such conditions, workers can
be expected to follow rules and procedures and to engage
in standardized, formalized behavior. Managers can main-
tain control and issue top-down mandates regarding the
strategy and direction to be pursued by the organization.



However, the modern business environment is often
described using terms such as hyperturbulence, complex-
ity, speed, competition, and revolutionary change.
Under such conditions, prescriptions for organiza-
tional and management effectiveness call for a flexible,
autonomous, entrepreneurial workforce (DeGraff &
Lawrence, 2002; Drucker, 1988; Quinn, 2005), rather
than one that relies on management for direction 
and control. Less-centralized decision making, less top-
down direction, and less-autocratic leadership are all
prescribed as prerequisites for high-performing modern
organizations.

When environments are unstable and unpredictable
—when they change a lot or in unpredictable ways—
organizations must be more flexible and organic.
Workers are expected to be adaptable and self-managing.
Managers must involve others in decision making
and facilitate broad participation and accountability
(Eisenhart & Galunic, 1993; Lawrence & Lorsch, 1967).
The workers flexibility must match the flexibility of the
environment (Ashby, 1956).

Our own research has shown, however, that instead
of becoming adaptable, flexible, autonomous, and self-
managing, individuals in rapidly changing, complex envi-
ronments tend to behave in opposite ways than they
should in order to succeed. Both managers and employ-
ees tend to become less flexible, less adaptable, less
autonomous, less self-managing, and more stable, more
rigid, and more defensive when they face turbulence and
change (Cameron, Whetten, & Kim, 1987; Cameron,
Kim, & Whetten, 1987; Cameron, 1998).

In our research on how organizations are managed
when they face decline, turbulence, downsizing, and
change, we have identified 12 negative attributes or
attitudes, which we label the dirty dozen. Table 8.2
summarizes these negative attitudes.

THE DIRTY DOZEN

Among the dirty dozen attributes is a “threat-rigidity”
response (Staw, Sandelands, & Dutton, 1981; Weick,

444 CHAPTER 8 EMPOWERING AND DELEGATING

1993), in which people become conservative when
faced with uncertainty. They hunker down and become
self-protective and increasingly rely on old, first-learned
habits and past behaviors. In reaction to a perceived
threat, they do that which they know how to do best or
that which has worked best in the past. Despite new
circumstances in which old behaviors may not be effec-
tive, there is an escalating commitment to habitual
behavior. People consider fewer options, look for infor-
mation that confirms their previous biases, and become
more narrow-minded in their perspectives.

In addition, less communication occurs among
workers. When individuals in organizations are
divulging information, they become vulnerable by
putting their personal expertise or untested ideas at
risk. This sense of vulnerability magnifies the feeling of
uncertainty brought about by changing conditions.
Under such circumstances, people are less likely to
become contributing team members and to try out
new, innovative ideas. Fear and conflict increase,
while trust, morale, and productivity decrease. A
“mean mood” is typical of most interactions, as loyalty
and commitment to the organization erode. The ten-
dency in such circumstances is for most important
decisions to be made at the top of the organizational
hierarchy because managers at the top feel an increas-
ing need to be in control and to be closer to decisions.
On the other hand, people at lower organizational lev-
els become hesitant to make decisions without getting
approval from a superior.

How can we ever expect a workforce in the mod-
ern, changing environment to develop the prescribed
characteristics for effectiveness—that is, to be adapt-
able, flexible, autonomous, and self-managing? If
people become more rigid and resistant in uncertain
times rather than more independent and flexible, how
can we ever foster effective performance?

The answer to these questions is to use empower-
ment. If managers are skilled at empowering workers,
the inertia that drives organizations toward dysfunc-
tional dirty dozen attitudes is counteracted. Workers

Table 8.1 Powerlessness and Alienation Survey

QUESTION 1972 1985 1992

What I think doesn’t count very much anymore. 50% 62% 62%

Most people with power take advantage of people like myself. 43% 65% 71%

The people in charge don’t really care what happens to me. 46% 65% 71%

I’m left out of things going on around me. 25% 48% 48%
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become more effective, even in the face of trying
times. Empowerment is a key to unlocking the poten-
tial of a successful workforce in an era of chaotic
change and escalating competitive conditions.

But what is empowerment? What does it mean to
be an empowered worker? What is the set of manage-
ment skills associated with empowerment?

The Meaning of Empowerment

To empower means to enable; it means to help people
develop a sense of self-confidence; it means to help peo-
ple overcome feelings of powerlessness or helplessness;
it means to energize people to take action; it means to
mobilize intrinsic motivation to accomplish a task.
Empowered people not only possess the wherewithal to
accomplish something, but they also think of them-
selves differently than they did before they were
empowered.

Empowerment is different from merely giving
power to someone. Like empowerment, power con-
notes the ability to get things done. But power and
empowerment are not the same things. Table 8.3 con-
trasts the concepts of power and empowerment so as to
highlight their differences. People may have power and

also be empowered. However, although one can give
someone else power, one must accept empowerment
for oneself. You cannot empower me; you can only cre-
ate the circumstances in which I can empower myself.

As explained in the chapter on Gaining Power
and Influence, the acquisition of power is based on
several personal factors and certain position attributes.
In each case, other people need to acknowledge your
power, follow your lead, and acquiesce to your influ-
ence in order for you to have power. The underlying
source of your power is other people. For example,
you may have power because you have more resources
or political support than someone else. Thus, you can
reward others and have reward power. Alternatively,
you may have the ability to penalize or sanction others
as a result of your strength or support so you have
sanctioning power. Your title or position may give you
power over others, thus giving you traditional power.
You may possess more knowledge or information than
others, giving you expertise power. Or, you may be
personally attractive or charismatic, thus having
referent power. French and Raven (1960) identified
these five factors as being the primary bases of power.
Regardless of whether these are the five factors or
whether there are others, each can be conveyed to

Table 8.2 The Dirty Dozen: Outcomes of Stress in Organizations

ATTRIBUTE EXPLANATION

Centralization Decision making is pulled toward the top of the organization. Less power is shared.

Threat-rigidity response Conservative, self-protective behaviors predominate. Old habits are relied upon. 
Change is resisted.

Loss of innovativeness Trial and error learning stops. Low tolerance for risk and creativity occurs.

Decreasing morale In-fighting and a mean mood permeate the organization. It isn’t fun.

Politicized environment Special interest groups organize and become vocal. Everything is negotiated.

Loss of trust Leaders lose the confidence of subordinates. Distrust predominates among employees.

Increased conflict Infighting and competition occur. Self-centeredness predominates over the good 
of the organization.

Restricted communication Only good news is passed upward. Information is not widely shared and is held 
close to the vest.

Lack of teamwork Individualism and disconnectedness inhibit teamwork. Lack of coordination occurs.

Loss of loyalty Commitment to the organization and to the leader erodes. Focus is on 
defending oneself.

Scapegoating leaders Leadership anemia occurs as leaders are criticized, priorities become less clear,
and a siege mentality occurs.

Short-term perspective A crisis mentality is adopted. Long-term planning and flexibility are avoided.

SOURCE: Adapted from: Cameron et al., 1987.



another person. Each depends on others acknowledg-
ing it. Each can be delegated to someone else.

In the case of empowerment, however, people
can be empowered even if no one acknowledges their
personal attributes or positions. Victor Frankl, Nelson
Mandela, and Mahatma Gandhi are examples of indi-
viduals who, despite the absence of the attributes of
power, maintained complete empowerment in dismal
circumstances (i.e., in prison and in bigoted environ-
ments). This is because the source of empowerment is
internal. Its source is within the individual, not as a
result of social acceptance, political support, or title.
One accepts empowerment for oneself.

In addition, if I become more powerful, that gener-
ally means you become less powerful. If I have the
power to get someone to do what I want, but that dif-
fers from what you want, my power and your power
come into conflict. That’s why, ultimately, relatively few
people have power. Power gets concentrated among a
few in most organizations. Furthermore, power strug-
gles are almost universal in organizations and even
small groups. Who gets enough power to have his or her
way is a common problem, and it almost always leads
toward conflict. Power games become a clash of wills or
a battle to see who will win and reign supreme. On the
other hand, every person can be empowered without
affecting any other person’s position or stature. It merely
leads to each of us being enabled to accomplish what
we choose. Empowerment, in fact, is more likely to lead
to cooperation and collaboration than to conflict.

Historical Roots of Empowerment

The word empowerment came into vogue in the
1980s and 1990s but has since taken on the image of
a faddish and even outdated concept (Abrahamson,
1996; Block, 1987). In our own consulting and execu-
tive education teaching, many managers will respond
when introducing the concept of empowerment, “We
already tried that.” Or “That’s a 1990s term, isn’t it?”
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Because the concept of empowerment was so widely
used in so many different contexts, it tended to
become almost any management practice relating
to employee involvement. Empowerment became
associated with everything from team-building to
entrepreneurship to flexible benefits. The word became
so overused that its precise meaning became obscured.
It may be helpful, therefore, to provide a brief back-
ground of the roots of empowerment because it is by
no means a new concept. This should help us avoid
confusing empowerment with other related manage-
ment behaviors.

Empowerment has roots in the disciplines of
psychology, sociology, and theology dating back for
centuries. In the field of psychology, Adler (1927)
developed the concept of mastery motivation, empha-
sizing the striving that people have for competence in
dealing with their world. Similar concepts introduced
several decades ago include effectance motivation, an
intrinsic motivation to make things happen (White,
1959); psychological reactance, which refers to
seeking freedom from constraints (Brehm, 1966);
competence motivation, a striving to encounter and
master challenges (Harter, 1978); and personal causa-
tion, a drive to experience free agency (DeCharms,
1979). In each of these studies, the root concepts are
similar to the notion of empowerment discussed in this
chapter; that is, the inclination of people to experience
self-control, self-importance, and self-liberation.

In sociology, notions of empowerment have been
fundamental to most rights movements (e.g., Civil
Rights, Women’s Rights, Gay Rights) (see Bookman &
Morgan, 1988; Solomon, 1976), in which people
campaign for freedom and control of their own cir-
cumstances. Moreover, much of the writing attacking
societal problems through social change has centered
fundamentally on the empowerment of groups of
people (Alinsky, 1971; Marx, 1844). That is, people
seek social change in order to increase their access to
an empowered condition.

Table 8.3 The Difference Between Power and Empowerment

POWER EMPOWERMENT

External source Internal source

Ultimately, few people have it Ultimately, everyone can have it

The capacity to have others do what you want The capacity to have others do what they want

To get more implies taking it away from someone else To get more does not affect how much others have

Leads to competition Leads to cooperation
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In theology, issues of free will versus determinism,
self-will versus submissiveness, predestination versus
faith and works, and humanism versus positivism have
been hotly debated for centuries. At their root, they
are all variations on a theme of empowerment versus
helplessness. The more recent literature on “liberation
theology” (Friere & Faundez, 1989) emphasizes the
empowerment of individuals to take charge of their
own destinies, rather than relying solely and com-
pletely on the dictates of an all-controlling, supernat-
ural force. This does not mean that people who believe
in a Supreme Being cannot feel empowered; rather,
empowered people couple a sense of self-mastery and
self-determination with their faith in God.

Empowerment is not a new concept. It has
appeared in various forms throughout modern manage-
ment literature. In the 1950s, for example, management
literature was filled with prescriptions that managers
should be friendly to employees (human relations); in
the 1960s, that managers should be sensitive to the
needs and motivations of people (sensitivity training); in
the 1970s, that managers should ask employees for help
(employee involvement); in the 1980s, that managers
should form teams and hold meetings (quality circles),
and in the 1990s, that employees should become entre-
preneurial and flexible. All of these emphases were asso-
ciated with the notion of empowerment. Despite the
continuing emphasis on various versions of employee
involvement and empowerment, however, the ability to
empower employees is still not common in most man-
agers’ repertoire of skills. Empowerment is more rarely
seen than prescribed (Quinn & Spreitzer, 1997).

Dimensions of Empowerment

In one of the best empirical studies of empowerment
Spreitzer (1992) identified four dimensions of empow-
erment. We have added one dimension to her model,
based on the research of Mishra (1992). In this section,
we explain these five key dimensions of empow-
erment. In order for managers to empower others
successfully, they must engender these five qualities in
those they intend to empower. Skillful empowerment
means producing (1) a sense of self-efficacy, (2) a sense
of self-determination, (3) a sense of personal conse-
quence, (4) a sense of meaning, and (5) a sense of trust
(see Table 8.4). When these five dimensions of empow-
erment are present, empirical evidence is clear: individ-
uals perform better and organizations perform better
than normal.

When managers are able to foster these five attri-
butes in others, they create a condition that is highly

empowering, or that makes it easy for others to become
empowered. No one can force another to be empow-
ered, of course, but fostering an environment where
these five factors are present makes it likely that people
will accept empowerment for themselves. Empowered
people can not only more effectively accomplish tasks,
but also think differently about themselves. They are
more confident, they feel more freedom, they feel more
important, and they feel more comfortable in their
work and work setting.

After explaining these five dimensions, we provide
guidelines for engendering each one.

SELF-EFFICACY

When people are empowered, they have a sense of
self-efficacy, or the feeling that they possess the capa-
bility and competence to perform a task successfully.
Empowered people not only feel competent, they feel
confident that they can perform adequately. They are
more self-assured. They feel a sense of personal mastery
and believe they can learn and grow to meet new chal-
lenges (see Bandura, 1989; Bennis & Nanus, 1985;
Conger & Kanungo, 1988; Gecas, 1989; Zimmerman,
1990). Some writers believe that this is the most impor-
tant element in empowerment because having a sense
of self-efficacy determines whether people will try and
persist in attempting to accomplish a difficult task.

The strength of people’s conviction in their
own effectiveness is likely to affect whether
they would even try to cope with given
situations. . . . They get involved in activities
and behave assuredly when they judge them-
selves capable of handling situations that
would otherwise be intimidating. . . . Efficacy
expectations determine how much effort
people will expend and how long they will

Table 8.4 Five Core Dimensions 

of Empowerment

DIMENSION EXPLANATION

Self-efficacy A sense of personal 
competence

Self-determination A sense of personal choice

Personal consequence A sense of having impact

Meaning A sense of value in activity

Trust A sense of security



persist in the face of obstacles and aversive
experiences. (Bandura, 1977, pp. 193–194)

Our colleague Roger Goddard and his associates
found that a sense of efficacy among students in a
classroom—what he referred to as “collective efficacy”—
is a more powerful predictor of success in school
than any other single factor (Goddard, Hoy, & Hoy, 2002).
That is, when students believe in themselves, when they
have confidence that they can succeed and when they
have faith that a successful outcome will occur, they are
significantly higher performers in their academic work.
Their grades are higher, their test scores are higher in
math and reading, and their absenteeism and tardiness
are lower. Collective efficacy is a more important fac-
tor in determining these outcomes than race; gen-
der; socioeconomic status; attending a large or small,
inner-city or suburban school; or ethnic makeup of
the class.

A great deal of additional research has been done on
the consequences of self-efficacy and its opposite, power-
lessness, in relation to physical and psychological health.
For example, self-efficacy has been found to be a signifi-
cant factor in overcoming phobias and anxieties
(Bandura, 1986), alcohol and drug abuse (Seeman &
Anderson, 1983), eating disorders (Schneider & Agras,
1985), smoking addiction (DiClemente, 1985), depres-
sion (Seligman, 1975), as well as increasing tolerance for
pain (Neufeld & Thomas, 1977). Recovery from illness
and injury, as well as coping with job loss or disruptions,
is more effective and more rapid among people who
have developed a strong sense of self-efficacy, because
they are more physically and psychologically resilient
and are better able to change negative behaviors (Gecas,
Seff, & Ray, 1988; Schwalbe & Gecas, 1988).

Bandura (1977) suggested that three conditions
are necessary for people to feel a sense of self-efficacy:
(1) a belief that they have the ability to perform a task,
(2) a belief that they are capable of putting forth the
necessary effort, and (3) a belief that no outside obsta-
cles will prevent them from accomplishing the task.
In other words, people feel empowered when they
develop a sense of self-efficacy by having a basic level
of competence and capability, a willingness to put forth
effort to accomplish a task, and the absence of over-
whelming inhibitors to success. We will suggest ways
later for enhancing self-efficacy.

SELF-DETERMINATION

Empowered people also have a sense of self-
determination. Whereas self-efficacy refers to a sense
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of competence, self-determination refers to feelings of
having a choice. “To be self-determining means to expe-
rience a sense of choice in initiating and regulating one’s
own actions” (Deci, Connell, & Ryan, 1989, p. 580).
People feel self-determined when they can voluntarily
and intentionally involve themselves in tasks, rather
than being forced or prohibited from involvement. Their
actions are a consequence of personal freedom and
autonomy. Empowered individuals have alternatives
and a sense of freedom; therefore, they develop a sense
of responsibility for and ownership of their activities
(Rappoport, Swift, & Hess, 1984; Rose & Black, 1985;
Staples, 1990; Zimmerman, 1990). They see them-
selves as proactive self-starters. They are able to take
initiative on their own accord, make independent
decisions, and try out new ideas (Conger & Kanungo,
1988; Thomas & Valthouse, 1990; Vogt & Murrell,
1990). Rather than feeling that their actions are pre-
determined, externally controlled, or inevitable, they
experience themselves as the locus of control. In any
task or situation, a sense of self-determination can be
engendered and enhanced, so people do not have to
have high internal locus of control scores to feel a sense
of empowerment.

Research shows that a strong sense of self-
determination is associated with less alienation in the
work environment (Maddux, 2002), more work satis-
faction (Organ & Green, 1974), higher levels of work
performance (Anderson, Hellreigel, & Slocum, 1977),
more entrepreneurial and innovative activity (Hammer
& Vardi, 1981), high levels of job involvement (Runyon,
1973), and less job strain (Gemmill & Heisler, 1972).
In medical research, recovery from severe illness has
been found to be associated with having the patient
“reject the traditional passive role and insist on
being an active participant in his own therapy” (Gecas,
1989, p. 298). People who are helped to feel that they
can have personal impact on what happens to them,
even with regard to the effects of disease, are more
likely to experience positive outcomes than those who
lack this feeling.

Self-determination is associated most directly with
having choices about the methods used to accomplish
a task, the amount of effort to be expended, the pace
of the work, and the time frame in which it is to be
accomplished. Empowered individuals have a feeling
of ownership for tasks because they can determine
how tasks are accomplished, when they are accom-
plished, and how quickly they are completed. Having a
choice is the critical component of self-determination.
Later we will offer specific suggestions for fostering
self-determination.
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PERSONAL CONSEQUENCE

Empowered people have a sense that when they act,
they can produce a result. Think of an assembly line
job where a worker screws a nut on a bolt, but if he
makes an error, someone down the line will correct it.
Such a person will have little sense that he can have
any effect on the outcome of the product or that his
efforts have an effect on the end product. He will feel
little personal control over the outcome. On the other
hand, people with a sense of personal consequence
believe that expending effort produce a result.
Personal consequence is “an individual’s beliefs at a
given point in time in his or her ability to effect a
change in a desired direction” (Greenberger, Stasser,
Cummings, & Dunham, 1989, p. 165). It is the con-
viction that through one’s own actions, a person can
influence what happens. A sense of personal conse-
quence, then, refers to a perception of impact.

Empowered individuals do not believe that obsta-
cles in the external environment control their actions;
rather, they believe that those obstacles can be con-
trolled. They have a feeling of active control—which
allows them to bring their environment into alignment
with their wishes—as opposed to passive control—in
which their wishes are brought into alignment with envi-
ronmental demands (see Greenberger & Stasser, 1991;
Rappoport et al., 1984; Rothbaum, Weisz, & Snyder,
1982; Thomas & Velthouse, 1990; Zimmerman &
Rappoport, 1988). Instead of being reactive to what they
see around them, people with a sense of personal conse-
quence try to maintain command over what they see.
For individuals to feel empowered, they must not only
feel that what they do produces an effect, but that they
can produce the effect themselves. That is, they must
feel that they are in control of producing the conse-
quence in order for that consequence to be associated
with a sense of empowerment.

Having a sense of personal consequence is related
to internal locus of control discussed in the chapter on
Self-Awareness. (You completed that instrument ear-
lier in the book.) Unlike internal locus of control, how-
ever, a sense of personal consequence can be devel-
oped in association with a particular task. Managers
can help other people develop this sense of having con-
trol over their work outcomes. Internal locus of con-
trol is a more fundamental and difficult-to-change per-
sonality attribute. This is, most people have developed
an orientation toward internal or external locus of con-
trol, which characterizes their general approach to life.
In helping people succeed in specific tasks, however,
those who successfully empower others help them

develop a sense that they can produce a desired result.
Some ideas for how to foster a sense of consequence
are discussed later.

Research on personal control suggests that people
are intrinsically motivated to seek personal control
(White, 1959). They fight to maintain a sense of con-
trol of themselves and their situations. Prisoners of war,
for example, have been known to do strange things
such as refusing to eat certain foods, not walking in a
certain place, or developing secret communication
codes, in order to maintain a sense of personal control.
A certain amount of personal control is necessary for
people to maintain psychological and physical well-
being. When people lose personal control, we usually
label them as insane and psychopathic.

Even small losses of personal control can be harm-
ful physically and emotionally. For example, loss of
control has been found to lead to depression, stress,
anxiety, low morale, loss of productivity, burnout,
learned helplessness, and even increased death rates
(see Greenberger & Stasser, 1991; Langer, 1983).
Having a sense of personal control, then, appears nec-
essary for health as well as for empowerment. On the
other hand, even the most empowered people are not
able to control totally everything that happens to
them. No one is in complete control of the outcomes
in his or her life. Nevertheless, empowerment helps
people increase the number of personal outcomes that
they can control. Often, this is as much a matter of
identifying areas in which personal consequence is
possible as it is of manipulating or changing the exter-
nal environment to increase control over it.

MEANING

Empowered people have a sense of meaning. They
value the purpose or goals of the activity in which they
are engaged. Their own ideals and standards are per-
ceived as consistent with what they are doing. The
activity “counts” in their own value system. Not only do
they feel that they can produce a result, but empowered
individuals believe in and care about what they pro-
duce. They invest psychic or spiritual energy in the
activity, and they feel a sense of personal significance
from their involvement. They experience personal con-
nectedness and personal integrity as a result of engaging
in the activity (Bennis & Nanus, 1985; Block, 1987;
Conger & Kanungo, 1988; Manz & Sims, 1989).
Meaningfulness, then, refers to a perception of value.

Activities infused with meaning create a sense of
purpose, passion, or mission for people. They provide a
source of energy and enthusiasm, rather than draining



energy and enthusiasm from people. Merely getting
paid, helping an organization earn money, or just
doing a job does not create a sense of meaning for most
people. Something more fundamental, more personal,
and more value-laden must be linked to the activity. It
must be associated with something more human.
Almost all people want to feel that they are spending
their time on something that will produce lasting ben-
efit, that will make the world a better place, or that is
associated with a personal value.

Acquiring personal benefit from an activity does
not guarantee meaning. For example, service to others
may bring no personal reward, yet it may be far more
meaningful than work that produces a hefty paycheck.
Involvement in activities without meaning, on the other
hand, creates dissonance and annoyance, and produces
a sense of disengagement from the work. People
become bored or exhausted. Other incentives—such as
rules, supervision, or extra pay—are required to get
people to invest in the work. Unfortunately, these extra
incentives are costly to organizations and represent non-
value-added expenses that constrain organizational effi-
ciency and effectiveness. It costs companies a lot of
money to require work that has little or no meaning to
workers. Self-estrangement results from lack of mean-
ing; vigor and stimulation result from meaningful work
(see Brief & Nord, 1990; Hackman & Oldham, 1980;
Kahn, 1990; Thomas & Velthouse, 1990).

Research on meaningfulness in work has found
that when individuals engage in work that they feel is
meaningful, they are more committed to it and more
involved in it. They have a higher concentration of
energy and are more persistent in pursuing desired goals
than when a sense of meaningfulness is low. People feel
more excitement and passion for their work and have a
greater sense of personal significance and self-worth
because of their association with activities that are
meaningful. Individuals empowered with a sense of
meaningfulness also have been found to be more innov-
ative, upwardly influential, and personally effective than
those with low meaningfulness scores (Bramucci, 1977;
Deci & Ryan, 1987; Pratt & Ashforth, 2003; Spreitzer,
1992; Vogt & Murrell, 1990; Wrzesniewski, 2003).

TRUST

Finally, empowered people have a sense of trust. They
are confident that they will be treated fairly and equi-
tably. They maintain an assurance that even if they are
in subordinate positions, the ultimate outcome of their
actions will be justice and goodness as opposed to harm
or damage. Usually, this means they have confidence
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that those holding authority or power positions will not
harm or injure them, and that they will be treated
impartially. However, even in circumstances in which
individuals holding power positions do not demonstrate
integrity and fairness, empowered people still maintain
a sense of assurance. Trust means, in other words, hav-
ing a sense of personal security. Trust also implies that
individuals place themselves in a position of vulnerabil-
ity (Zand, 1972), and have faith that, ultimately, no
harm will come to them as a result of that trust (Barber,
1983; Deutsch, 1973; Luhmann, 1979; Mishra, 1992).

How can a person maintain trust and a sense of
security even when caught in a circumstance that
seems unfair, inequitable, or even dangerous? In his
attempts to gain independence for India, for example,
Gandhi determined that he would burn the passes that
the British government required be carried by all
native Indians but not by British citizens. Gandhi
called a meeting and publicly announced his intent to
resist this law by burning the passes of each of his
Indian supporters. In a now-famous incident, after
Gandhi burned several of the passes, the British police
intervened by clubbing him with nightsticks. Despite
the beating, Gandhi continued to burn passes. Where
is the trust or sense of security in this case? How can
Gandhi be empowered in the process of being beaten
by the police? In what did Gandhi have trust? Was
Gandhi empowered or not? Gandhi’s sense of security
came not from the British authorities but from his faith
in the principles that he espoused. His sense of security
was associated with his belief that doing the right thing
always leads, ultimately, to the right consequence.

Research on trust has found that trusting individu-
als are more apt to replace superficiality and facades
with directness and intimacy; they are more apt to
be open, honest, and congruent rather than deceptive
or shallow. They are more search-oriented and self-
determining, more self-assured and willing to learn.
They have a larger capacity for interdependent relation-
ships, and they display a greater degree of cooperation
and risk-taking in groups than do those with low trust.
Trusting people are more willing to try to get along
with others and to be a contributing part of a team.
They are also more self-disclosing, more honest in their
own communication, and more able to listen carefully
to others. They have less resistance to change and are
better able to cope with unexpected traumas than
are those with low levels of trust. Individuals who trust
others are more likely to be trustworthy themselves
and to maintain high personal ethical standards (see
Gibb & Gibb, 1969; Golembiewski & McConkie, 1975;
Mishra, 1992).
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Because “trusting environments allow individuals
to unfold and flourish” (Golembiewski & McConkie,
1975, p. 134), empowerment is closely tied to a sense
of trust. Having a feeling that the behavior of others is
consistent and reliable, that information can be held in
confidence, and that promises will be kept all are a part
of developing a sense of empowerment in people.
Trusting others allows people to act in a confident and
straightforward manner, without wasting energy on self-
protection, trying to uncover hidden agendas, or playing
politics. In brief, a sense of trust empowers people to
feel secure.

REVIEW OF EMPOWERMENT
DIMENSIONS

The main point of our discussion thus far is to make the
point that fostering the five attributes of empowerment
in individuals—self-efficacy (a sense of competence),
self-determination (a sense of choice), personal conse-
quence (a sense of impact), meaning (a sense of value),
and trust (a sense of security)—produces very positive
outcomes. Research findings associated with each of the
five dimensions of empowerment indicate that both per-
sonal and organizational advantages result when people
feel empowered. Negative consequences occur, on the
other hand, when people experience the opposite of
empowerment, such as powerlessness, helplessness,
and alienation. Helping people feel a certain way about
themselves and their work helps them to be more effec-
tive in the behaviors they display.

Some authors have gone so far as to claim that
helping others develop this feeling of empowerment is
at the very root of managerial effectiveness. Without it,
they claim, neither managers nor organizations can be
successful in the long term (Bennis & Nanus, 1985;
Block, 1987; Conger, 1989; Kanter, 1983; Quinn &
Spreitzer, 1997). As a psychological state, however,
empowerment is never under the complete control of
a manager. Individuals can refuse to feel empowered.
In fact, some cynical students (but few practicing man-
agers) have stated that empowering people is naïve
since many people will not accept empowerment and
will try to get along as a “free rider.” Many people,
they say, are not inclined to want empowerment.

This Theory X–like assumption is neither consis-
tent with our own experience with thousands of prac-
ticing managers nor with the empirical research.
People who don’t want to get involved or who reject
opportunities for empowerment—free-riders—exist in
teams or classes, for example, when they do not value
the outcome that has been assigned (absence of a

sense of value), they believe that someone else will
produce the result without their input (absence of a
sense of personal consequence), or they don’t believe
that they have anything to contribute (absence of self-
efficacy). When the five dimensions of empowerment
are present, on the other hand, almost all people will
become actively engaged. Research by Hackman and
Oldham (1980) found that more than 80 percent of
workers have high “growth need strength,” or a desire
to grow and contribute in their jobs. Providing oppor-
tunities for empowerment to people helps respond to
this inherent need for growth and contribution.

A sense of empowerment can be influenced signif-
icantly by the conditions in which people find them-
selves. For that reason, the next section of this chapter
discusses specific actions managers can take to facilitate
empowerment in others.

How to Develop Empowerment

People are most in need of empowerment when they
are faced with situations they perceive to be threaten-
ing, unclear, overly controlled, coercive, or isolating;
when they experience inappropriate feelings of depen-
dency or inadequacy; when they feel stifled in their
ability to do what they would like to do; when they are
uncertain about how to behave; when they feel that
some negative consequence is imminent; and when
they feel unrewarded and unappreciated.

Ironically, most large organizations engender these
kinds of feelings in people, because, as Block (1987)
noted, bureaucracy encourages dependency and sub-
mission. Rules, routines, and traditions define what can
be done, stifling and supplanting initiative and discre-
tion. In such circumstances, the formal organization—
not the individual—is the recipient of empowerment.
Therefore, in large organizations, empowerment is espe-
cially needed.

But empowerment is also key in environments
outside of vast bureaucracies. For example, studies
demonstrate positive effects of empowerment on child
development, learning in school, coping with personal
stress, and changing personal habits (see Ozer &
Bandura, 1990).

Despite the applicability of empowerment in
many different contexts including school and family
life, our discussion considers ways in which managers
can empower those with whom they work. We focus
on empowerment mainly as a management skill, even
though people in other roles, such as parents, teachers,
coaches, tutors, and friends, can also benefit by devel-
oping the skills of empowerment.



Research by Kanter (1983), Hackman and Oldham
(1980), Bandura (1986), Quinn and Spreitzer (1997),
Wrzesniewski (2003), and others has produced at least
nine specific prescriptions for fostering empowerment;
that is, producing a sense of competence, choice, impact,
value, and security. These include: (1) articulating a clear
vision and goals, (2) fostering personal mastery experi-
ences, (3) modeling, (4) providing support, (5) creating
emotional arousal, (6) providing necessary information,
(7) providing necessary resources, (8) connecting to
outcomes, and (9) creating confidence. Each of these
prescriptions is discussed below. Figure 8.1 illus-
trates their relationships to the five core dimensions
of empowerment.

Some of these prescriptions are similar to the guide-
lines found in the chapters on Building Relationships by
Communicating Supportively, Gaining Power and
Influence, and Motivating Others. Because a completely
separate and unique set of managerial skills does not
exist for communicating with, influencing, and motivat-
ing others, some commonality and overlap is inevitable.
On the other hand, the context of empowerment sheds
a different light on some of the guidelines you have read
about before.
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ARTICULATING A CLEAR VISION 
AND GOALS

Creating an environment in which individuals can feel
empowered requires that they be guided by a clearly
articulated vision of where the organization is going and
how they can contribute as individuals. We all desire to
know the purpose of the activities in which we engage,
what the ultimate objective is, and how we fit into that
objective. The worst circumstance we can experience is
one with a total lack of direction, where people do
whatever comes to mind, or where no common objec-
tive or goal is evident. This is the classical condition—
labeled anomie—that leads to anarchy, chaos, and even
death (Durkheim, 1963). To avoid such chaotic condi-
tions, a clear vision and an established set of goals must
be articulated so that behavior remains congruent with
organizational purposes.

Cameron and Quinn (2006); Martin, Feldman,
Hatch, and Sitkin (1983); and others have reported
that several studies confirm that the most effective
way to articulate a vision in a clear and energizing way
is by using word pictures, stories, metaphors, and real-
life examples. That is, individuals are more likely to

Figure 8.1 Relationships Between Dimensions and Prescriptions for Empowerment
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understand a vision if it has both right brain (intuitive,
pictorial, story-based) as well as left brain (logical, rea-
sonable, performance-based) elements associated with
it. Not only do people understand communication
more clearly when it contains stories and examples as
well as descriptions, but they develop more of a sense
of self-determination (“I can see the alternatives avail-
able”), a sense of personal consequence (“I can see
how I can influence the outcomes”), and a sense of
meaning (“I can see why this is so important”).

Empowerment is also enhanced as specific behav-
ioral goals are identified that help guide individuals’
behavior as they work on their tasks. Goals specify
desired outcomes as well as accountability. Locke and
Latham (1990) identified the attributes of the most
effective goals, and the acronym SMART goals best
summarizes these attributes.

❏ Specific goals—those that are identifiable,
behavioral, and observable.

❏ Measurable goals—those that have outcome
criteria associated with them, that can be
assessed objectively, and where the degree of
successful accomplishment can be determined.
One can evaluate the accomplishment of mea-
surable goals.

❏ Aligned goals—those that are congruent with
the overall purposes and vision of the organiza-
tion. Their accomplishment contributes to the
broader good.

❏ Realistic goals—realistic goals, those that are not
so far above the capacity of the individual that
they become discouraging at best and considered
nonsense at worst. Realistic does not mean easily
achieved, because research is clear that difficult
goals—stretch goals—are better motivators of
behavior and predict higher levels of accomplish-
ment than do easy goals (Locke & Latham, 1990).

❏ Time-bound goals—that is, a time for accom-
plishing the goals is specified. Goals that have
no ending point are not effective; a deadline for
achievement is clear.

The point is: individuals are empowered as they are
provided a clear vision of the future and some specific,
behavioral goals that help clarify how they can get there.

FOSTERING PERSONAL
MASTERY EXPERIENCES

Bandura (1986) found that the single most important
thing a manager can do to empower other people is to

help them experience personal mastery over some
challenge or problem. By successfully accomplishing a
task, defeating an opponent, or resolving a problem,
people develop a sense of mastery. Personal mastery
can be fostered by providing people with the opportu-
nity to accomplish successively more difficult tasks
that eventually lead to the accomplishment of desir-
able goals. The key is to start with easy tasks and then
progress by small steps to more difficult tasks until the
person experiences a sense of mastery over an entire
complex of problems.

Managers can help others feel increasingly
empowered by helping them develop an awareness
that they can succeed. One way to do this is by break-
ing apart large tasks and giving workers only one part
at a time. The manager watches for small successes
achieved by workers and then highlights and cele-
brates them. Jobs can be expanded incrementally so
that tasks become broader and more complex as work-
ers master the basic elements. Other people are given
further problem-solving responsibility as they succeed
in resolving rudimentary difficulties. Managers can
also provide opportunities for people to direct or lead
others in a project, task force, or committee.

When managers adopt a small-wins strategy,
individuals get opportunities to succeed in small ways,
even though an overall challenge may be formidable
(Weick, 1984). Small wins can occur when large prob-
lems are divided up into limited units that can be
attacked individually. Small wins may seem insignificant
by themselves, but they generate a sense of movement,
progress, and success. The recognition and celebration
of small wins generate momentum that leads people to
feel empowered and capable.

Lee Iacocca used this strategy to turn around a
failing Chrysler Corporation in the early 1980s. An
analysis of his speeches to the top management team
at Chrysler over a period of five years reveals that even
though Chrysler was losing money, costs were too
high, and quality was a major problem, Iacocca contin-
ued to celebrate small successes. (A transcript of these
speeches is contained in the Skill Analysis section of
the chapter on Leading Positive Change.) For example,
he regularly announced that a certain amount of
money was saved, a particular improvement was pro-
duced, a certain executive was hired away from the
competition, or a compliment was received from a
Wall Street analyst, even though the firm was losing
a billion dollars a year. A great deal of emphasis was
placed on succeeding at small things, all of which were
aimed at eventually toppling the much larger challenge
of company survival. In this case, continual small wins
led to a big achievement.



MODELING

Another way to empower people is to model or
demonstrate the correct behavior that they are to per-
form. Observing someone else succeed at challenging
activities, Bandura (1977) found, provides a forceful
impetus for others to believe that they, too, can suc-
ceed. It helps people presume that a task is do-able,
that a job is within their capabilities, and that success
is possible.

The manager may serve as the role model by
demonstrating desired behaviors. On the other hand,
it may not be possible for a manager to model desired
behaviors personally for every single person with
whom he or she interacts. The manager may not see
an employee often enough to show him or her how to
accomplish work or to frequently demonstrate success.
Alternatively, however, managers may be able to draw
people’s attention to other individuals who have been
successful in similar circumstances. They might make
it possible for people to associate with senior or visible
role models who could serve as examples, and they
could provide opportunities for workers to be coached
by these successful people. They can partner their
people with mentors who can discuss their own past
experiences that were similar to those of the person
being mentored.

In other words, empowering people involves mak-
ing available examples of past success. This is consis-
tent with the learning model upon which this book is
based. The Skill Analysis step of the learning model
exemplifies appropriate and inappropriate behavior
engaged in by others. It provides a model of people
who have succeeded in accomplishing the desired skill.
This modeling function helps foster a sense of empow-
erment in individuals who are trying to develop and
improve management skills by showing ways in which
such skills can be showcased successfully.

Think of what happens when a barrier is broken.
In track and field athletics, for example, once John
Thomas broke the seven-foot high jump mark and
Roger Bannister broke the four-minute mile record, a
host of other athletes quickly exceeded that standard.
But before the first person broke those barriers, they
were considered insurmountable. It took someone to
demonstrate that the standard could be exceeded in
order for others to experience the empowerment nec-
essary to replicate the accomplishment themselves.

PROVIDING SUPPORT

A fourth technique for helping others experience
empowerment is providing them with social and
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emotional support. If people are to feel empowered,
managers should praise them, encourage them,
express approval of them, back them, and reassure
them. Kanter (1983) and Bandura (1986) each found
that a crucial part of empowerment is having respon-
sive and supportive managers. Managers seeking to
empower others should find ways to praise others’ per-
formance regularly. They can write letters or notes to
workers, to members of their unit, or even to their
family indicating that the person’s good work has been
noticed. They can provide feedback to people about
their abilities and competencies. They can arrange for
opportunities for individuals to receive social support
from others by becoming part of a team or social unit.
They can express confidence in people by monitoring
them less closely or by allowing longer time intervals
to elapse before requiring them to report results.
Managers can hold regular ceremonies where individ-
uals’ achievements are recognized. It may simply be a
matter of listening to people and trying to understand
their feelings and points of view.

Managers can empower others, then, by engen-
dering a feeling that they are accepted, that they are a
valued asset, and that they are an integral part of the
overall organizational mission or objective. This sup-
port can come from either the manager or colleagues.

Cameron, Freeman, and Mishra (1991), for exam-
ple, described a variety of support activities undertaken
by a highly effective manager who was forced to lay off
workers due to a corporate downsizing mandate.
Understandably, the layoffs resulted in undermined
employee trust, increased skepticism, and an escalated
sense of powerlessness. Because the announcement
came down from the parent company, workers felt that
they had lost the ability to control their own destinies.
In short, they felt unempowered. Following the layoff,
the manager held personal meetings with each remain-
ing employee to reaffirm his or her value to the organi-
zation. People were told in a straightforward manner
that they were considered valuable human resources,
not human liabilities, to the company. A special “Build
with Pride” week was held in which outsiders—the
press, government officials, family members, school
classes—were invited to tour the facility and provide
feedback (which, by the way, consistently took the form
of praise) to the employees for the products and services
they were producing. An impromptu hot dog roast was
held one lunch hour to recognize and celebrate the
extra-mile efforts of one group of employees in the facil-
ity. People were assured that counseling, training, and
assistance would be provided when job assignments
changed or positions were merged as a result of the
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downsizing. In general, this notable manager attempted
to re-empower his workforce by providing social and
emotional support in a variety of ways. He helped pro-
vide the assistance people needed to cope with the
uncertainty resulting from this uncontrollable event.
Predictably, both organizational and individual perfor-
mance results did not deteriorate after downsizing.
Instead, contrary to what happens in most organizations
that downsize, performance actually improved.

EMOTIONAL AROUSAL

Emotional arousal means replacing negative emotions
such as fear, anxiety, or crabbiness with positive emo-
tions such as excitement, passion, or anticipation. To
empower people, managers help make the work envi-
ronment fun and attractive. They ensure that the
purpose behind the work is clear. They ensure that peo-
ple’s right brain (the side that controls emotions and pas-
sions) is involved in the work as well as their left brain
(the side that controls logic and analysis). They provide
positive energy to people. Bandura (1977) found that the
absence of positive emotional arousal makes it difficult, if
not impossible, for individuals to feel empowered. Baker,
Cross, and Wooten (2003), on the other hand, found
that positively energizing people enhances performance
markedly and is even more important than providing
people with powerful positions or special information in
their work. Positive energy is easy to detect in people.
When we interact with some people they seem to give
us life and vigor. Other people seem to be life-depleting
or negatively energizing. Emotional arousal is associated
with being a positive energy source for people.

The visible celebrations of employee accomplish-
ments and motivational events in marketing firms such
as Mary Kay Cosmetics, Shaklee Products, and Amway
are well known. However, emotional arousal doesn’t
simply mean tooting horns, increasing the decibel
levels, listening to speeches, or superficially creating
excitement. Instead, emotional arousal occurs more
likely when what individuals are doing is connected to
values they hold dear. To feel a sense of empowerment,
workers must see how what they are doing every day is
associated with their basic beliefs. Employees can get
more excited, for example, about working for the bet-
terment of humankind, for the improvement of the
quality of people’s lives, and for personal growth and
development, than they can for a 10 percent return to
institutional investors. This is not to say that revenue
for stockholders is unimportant. But emotional arousal
is associated more with personal values than with orga-
nizational profitability.

Managers can also increase workers’ sense of
empowerment by holding periodic social gatherings to
foster friendships among coworkers. In their official
communications, they can occasionally include a joke
or lighthearted message to relieve tension. They can
use superlatives in providing feedback or describing
successes (e.g., say “terrific” instead of “good”; “awe-
some” instead of “acceptable”). They can make sure
that employees are clear about how their work will
affect the company’s customers. They can help identify
external threats or challenges that need to be met.

Successful emotional arousal is often associated
with athletic teams. Chuck Coonradt (1985) observed
that “people are willing to pay for the privilege of
working harder than they will work when they are
paid.” That is, individuals will actually pay money in
order to work at a more demanding level than the
level at which they work when they are receiving a
salary. Here is one example:

In the frozen food business, people are hired to
work in refrigerated warehouses in terrible
working conditions at near-zero temperatures.
But the unions and OSHA have done much
to make conditions bearable. Companies are
required to provide insulated clothing and
boots. They are required to provide hot drinks
within so many feet of cold work areas.
Workers must have a ten-minute break every
hour. It’s tough to get people to work in those
kinds of conditions. Yet, whenever a winter
snowstorm passes over . . . the mountains, fol-
lowed by clearing skies and plunging tempera-
tures, there is a sudden jump in employee
absenteeism, particularly among young work-
ers. Instead of staying home to avoid the freez-
ing temperatures, they migrate up the local
canyons to test the new and famous powder
snow. . . . Equipped with hundreds of dollars of
equipment, they gladly take a reduction in pay
for the day off and a chance to buy a $40 pass
to spend the day outside in subfreezing tem-
peratures. There are no hot-drink vending
machines on the slopes, nor does anyone
demand a ten-minute break every hour.
(Coonradt, 1985, p. 1)

Thus, people actually end up working harder, in
worse conditions—and paying for the privilege—than
when they are at work getting paid. Why is this so?
Why does recreation produce such energy, such com-
mitment, and such a sense of empowerment?



Part of the explanation relates to the emotional
arousal that results from several characteristics of sports.
For example, all recreation has a clear goal (e.g., win-
ning, exceeding a personal best). Without a clearly
defined goal, no one gets excited. That goal is always
pitted against a standard that people care about (e.g.,
winning the NCAA championship, bowling a 300
game). In recreation, the scorekeeping and feedback
systems are objective, self-administered, and continu-
ous. In a basketball game, for example, everyone knows
that a free throw always counts one point, that the win-
ner is the team that makes the most baskets, and that
there is never a time when everyone can’t find out the
exact score of the game. One reason why people get so
excited watching athletic events is because of the score-
keeping and feedback systems. In recreation, the out-of-
bounds is clearly identified. Everyone knows the conse-
quence of kicking a soccer ball over the end line, of
hitting a ball to the left side of third base, or of stepping
over the end of the takeoff board in the long jump. They
are all out-of-bounds, and everyone knows that out-of-
bounds behavior stops action.

Managers can help empower people through emo-
tional arousal, not just by being a cheerleader, delivering
charismatic speeches, and keeping the work climate
fun, but also by capitalizing on some of the principles of
recreation that create excitement: clear goals; objective,
self-administered, and continuous scorekeeping and
feedback; and clearly defined out-of-bounds behavior.

PROVIDING INFORMATION

Kanter (1983) identified information as one of the
most crucial managerial “power tools.” Acquiring
information, particularly information that is viewed as
central or strategic in an organization, can be used to
build a power base and to make oneself indispensable
and influential in that organization. On the other
hand, when managers provide their people with more,
rather than less information, those people gain a sense
of empowerment and are more likely to work produc-
tively, successfully, and in harmony with the manager’s
wishes. The manager actually enhances his or her
power base by involving others in the pursuit of desir-
able outcomes. With more information, people tend to
experience more self-determination, personal control,
and trust. The resulting sense of empowerment
enhances the probability that subordinates will not
resist the manager, defend against his or her power, or
work at protecting themselves. Rather, they are likely
to collaborate with the empowering manager.

Therefore, a manager who wishes to increase an
employee’s sense of empowerment will make sure that
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the employee is given all task-relevant information
needed to carry out an assignment. The empowering
manager will make available, on an ongoing basis, perti-
nent technical information and data collected by others.

Such a manager keeps workers informed about
what is happening in other areas of the organization
that might affect what the worker is doing. Managers
will keep employees informed of policy-making meet-
ings and senior-level discussions related to their area of
responsibility. Workers can be given access to sources
closest to the information they need: for example,
senior level people in the organization, customers, or
the market research staff. Historical or “context” infor-
mation can be shared in order to give the worker as
broad a background as possible. Managers should
make certain that employees have information about
the effects of their own behavior on others and on the
organization’s goals.

To be sure, it is possible to overload people with
information and to create anxiety and burnout
with too much data. But our experience has been
that most people suffer from too little information
instead of too much. Furthermore, if the information is
relevant in this context, overload is less likely to occur.
Spreitzer (1992) found, for example, that people who
received relevant information about costs, customers,
and strategy felt significantly more empowered than
those who did not. Block (1987) argued:

Sharing as much information as possible is the
opposite of the military notion that only those
who “need to know” should be informed. Our
goal is to let people know our plans, ideas,
and changes as soon as possible. . . . If we are
trying to create the mindset that everyone is
responsible for the success of this business,
then our people need complete information.
(p. 90)

Our own research further confirms the importance
of providing information to enhance empowerment
(Cameron, Freeman, & Mishra, 1993). In one study, for
example, we interviewed CEOs of large, well-known
companies every six months to assess organizational
changes and strategies they were using to cope with
declining revenues. In one firm, not much progress was
being made in improving the financial outlook. The
CEO was very careful to share information on financial,
productivity, cost, and climate indicators in the com-
pany only with his senior management team. No one
else in the firm had access to that information. A
change of CEO, however, led to a dramatic change
in information-sharing policy. The new CEO began to
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provide information to every single employee in the
firm who desired it. No data were treated as the sole
possession of senior management. The sweepers had
the same access as the vice presidents. The resulting
empowerment that employees experienced led to
dramatic results. Employee-initiated improvements
increased markedly, morale and commitment surged,
and the resulting financial turnaround made the CEO
look like a genius. He attributed his success to his will-
ingness to empower employees by sharing the informa-
tion they needed to know to improve.

PROVIDING RESOURCES

In addition to providing information, empowerment is
also fostered by providing people with other kinds of
resources that help them accomplish their tasks. In this
sense, managers who empower others act more like
blocking backs on a football team than quarterbacks.
They are less directors and commanders than they are
resource providers (creating time to throw a pass or
make a handoff) and obstacle eliminators (blocking on-
rushing defensive linemen). One of the primary mis-
sions of empowering managers, then, is to help others
accomplish their objectives.

Managers attempting to enhance other people’s
empowerment by providing them with needed
resources will ensure that they receive adequate
and ongoing training and development experiences.
Sufficient technical and administrative support will be
provided to ensure success. Managers will give their
people space, time, or equipment that may not be read-
ily available otherwise. They will ensure that these
people have access to communication or interpersonal
networks that will make their jobs easier. Individuals
can also be given discretion to spend money or commit
resources to activities that they consider important.

It is unrealistic, of course, to assume that everyone
can have everything he or she desires. Very few suc-
cessful organizations have excess resources to be dis-
tributed at will. On the other hand, the most important
resources that empowering managers can provide are
those that help people achieve control over their own
work and lives; that is, foster a sense of self-efficacy
and self-determination. When individuals feel that they
have what they need to be successful and that
they have the freedom to pursue what they want to
accomplish, performance is significantly higher than
when these types of resources are not available
(Spreitzer, 1992). One of the best examples of using
resources to empower comes from Carl Sewell, one of
the most successful car salesmen in the United States,

who described his approach to empowerment through
providing resources:

Not many people get to see our service repair
shop—our insurance company wants to keep
traffic there to a minimum—but those who do
always comment on its cleanliness. And, in
fact, it’s immaculate. Why? Because, while
customers rarely see it, our technicians do.
They live and work there every day. Where
would you like to spend your day—in a place
that’s dirty or one that’s spotless? But it’s more
than just aesthetics. If we make the techni-
cians’ work environment more professional,
more pleasant, more efficient, if we provide
them with the very best equipment and tools,
we’re going to be able to hire the best techni-
cians. . . . All this gives them another reason
for working for us instead of our competition.
(Sewell, 1990, p. 53)

One reason Carl Sewell has been so dramatically
successful is that he provides each individual with every-
thing necessary to accomplish desired goals. This is true
whether Sewell is dealing with mechanics or top sales-
persons, and whether his company is selling Cadillacs
and Lexuses or Hyundais and Geos. It is not only need-
to-have resources that Sewell provides, but also some
nice-to-have resources. The point is: “Resources lead to
empowerment.”

CONNECTING TO OUTCOMES

One of the important lessons learned by U.S. manufac-
turing companies as a result of the Japanese entrance
into the North American automobile and consumer
electronics industries is that workers experience more
empowerment when they can see the outcomes of
their work. It was often a surprise to U.S. companies,
for example, that their Japanese counterparts regularly
visited customers in their homes or place of business,
regularly observed how the products that the workers
produced were used, and regularly received feedback
directly from end users. This connection to the ulti-
mate customer helped workers feel more empowered
as well as provided a valuable source of improvement
ideas. The importance of connecting workers with cus-
tomers was confirmed, as mentioned in the chapter on
Motivating Others, by Hackman and Oldham’s (1980)
research on job design and job enrichment. These
investigators found that people are motivated at work
when they can interact with ultimate customers in
order to see the effects of their work.



A related idea is to provide employees with the
authority to resolve problems on the spot. Studies at
IBM, Ford Motor Company, Carl Sewell’s auto dealer-
ships, and other companies indicated that allowing
employees to address customer concerns at the time
the complaint was registered positively affected both
employee and customer. When employees were given
discretion to resolve a problem, respond immediately to
a customer’s complaint, fix the error instantly, or com-
mit a certain level of company resources in pursuing
customer satisfaction, not only was customer satisfac-
tion dramatically increased (an average improvement of
300 percent), but workers felt far more empowered as
well. Employees were given the necessary authority to
go along with their responsibility for customer satisfac-
tion, and they were provided with an opportunity to
affect outcomes directly.

Hackman, Oldham, Janson, and Purdy (1975)
suggested that another of the highly effective ways
to enhance employee motivation and satisfaction is to
create task identity, that is, the opportunity to accom-
plish a whole task. Individuals become frustrated and
lack a sense of empowerment when they work on only
part of a task, never see the end result of their work, and
are blocked from observing the impact that their job cre-
ates. One of us has a colleague who quit a very lucrative
job in a prestigious Wall Street firm because he became
frustrated with his inability to see the results of his
work. He was regularly given assignments to accom-
plish the first few steps in a complicated job and then
had to hand the work off to a senior executive who
completed the work and received most of the recogni-
tion. Not only was this colleague denied deserved
rewards, but more important to him, he was unable to
feel that he had completed a whole job. Task identity
and the resulting sense of empowerment were com-
pletely lacking.

Having task identity implies that individuals can
plan, implement, and evaluate the success of their
efforts. The effects of what is accomplished can be
assessed as well as the outcome. To feel empowered,
in other words, I want to know whether I successfully
completed my assigned job as well as whether that job
made any difference to the overall success of my work
unit. The more clear that connection is, the more I will
feel empowered.

In sum, clarifying the connections between indi-
viduals’ work and their outcomes and effects fosters
empowerment by helping others develop a sense of
self-efficacy (they feel more capable and competent)
and a sense of personal consequence (a sense of having
personal impact).
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CREATING CONFIDENCE

One additional technique to be mentioned here—
among many others—for engendering empowerment
is to create a sense of confidence among workers in
the trustworthiness of the manager. Rather than being
on guard and suspicious, workers are secure in their
feeling that the manager and the organization are hon-
orable. This confidence helps drive out uncertainty,
insecurity, and ambiguity in the relationships between
employees and the manager.

There are at least two reasons why individuals feel
more empowered as they develop greater confidence in
their manager. First, the wasteful, unproductive behav-
iors associated with mistrust and suspicion are avoided.
When people distrust one another, they don’t listen,
they don’t communicate clearly, they don’t try hard,
and they don’t collaborate. On the other hand, when
trust exists, individuals are free to experiment, to learn,
and to contribute without fear of retribution. Second,
individuals who are admirable and honorable always
create positive energy for others and make them feel
more capable. Not without reason do universities trum-
pet the number of Nobel Prize winners on their facul-
ties, the past Heisman trophy winners on their football
teams, the number of outstanding faculty members in
their business schools, and the notable achievements
of their best students. Although other members of the
university may have nothing to do with the achieve-
ments being publicized, they gain an enhanced self-
image and a sense of empowerment because they are
affiliated with the same organization. For the same rea-
sons, creating confidence in a manager helps employ-
ees develop a sense of empowerment.

In creating such a sense of confidence and trust-
worthiness, five factors are especially important:
(1) reliability, (2) fairness, (3) caring, (4) openness,
and (5) competence. Managers create confidence, and
thereby engender empowerment in others, as they dis-
play these five characteristics which are associated
with being honorable.

❏ Reliability. Managers who wish their people to
develop confidence in them need to exhibit reli-
ability. Managers’ behavior must be consistent,
dependable, and stable. Their actions are con-
gruent with their words and attitudes.

❏ Fairness. Good managers also need to be fair
and must not take wrongful advantage of any-
one. They are equitable in their actions.
Workers are clear about the criteria used by the
manager in making judgments as well as how
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the manager applies those criteria. Managers
must make clear the standards by which work-
ers will be judged and ensure that those stan-
dards are applied in an unbiased way.

❏ Caring. Managers must show a sense of per-
sonal concern for others and help each one feel
important to the manager. Managers validate
the points of view of other people and avoid
denigrating them as individuals. When correc-
tion is needed, caring managers focus on the
mistake or the behavior, not on the individual’s
personal characteristics.

❏ Openness. Confidence-building managers are
open in their relationships. No harmful secrets
exist, and relevant information is shared
openly and honestly with employees. This does
not suggest that a manager cannot keep confi-
dences. But it does mean that other people
should not have to worry about hidden agen-
das that could negatively affect them because
their manager is straightforward and honest.

❏ Competence. People should be made aware of
the manager’s competence. They need to be
assured that the manager has the necessary abil-
ity, experience, and knowledge to perform tasks
and to solve problems. Without flaunting their
expertise, skillful managers inspire a feeling on
the part of employees that their confidence in
the expertise and proficiency of their leader is
not misplaced.

The power of creating confidence in others is illus-
trated by several CEOs who were interviewed regard-
ing their keys to successful organizational change. Each
CEO had managed a downsizing or redesign of his
organization and was attempting to maintain a healthy,
productive workforce in the midst of turmoil. The key
role of trust and confidence in management is hard to
miss (see Cameron et al., 1993; Mishra, 1992).

If they don’t believe what I’m telling them, if
they think it’s all a bunch of bull, don’t expect
them to go out there and work a little harder.
They won’t work a little different. They’re not
going to be receptive to change unless they
understand and trust the things that we’re
talking about are true. I think trust is the
biggest single issue.

I had a boss one time who said, “What
you do speaks so much louder than what you
say.” I’ve always stuck that in the back of my
mind. I believe that. The people watch very

closely what you do. And, boy, you cannot
underestimate that.

What’s most important in my organiza-
tion is this: being truthful. Don’t b.s. anyone.
Tell them what it is. Right or wrong or differ-
ent. Tell them the truth.

My people are all 150 percent dedicated to
helping one another. Because not one of them
can do it alone, they need each other badly. But
here comes the openness and trust. You have to
talk about those things. I don’t think you can go
in and accomplish things without talking about
what the barriers are going to be in trying to
make a change or set a new direction.

Successful managers create confidence in them-
selves among their colleagues. They are authentic,
honorable, and trustworthy.

REVIEW OF 
EMPOWERMENT PRINCIPLES

Table 8.5 summarizes the list of actions that we have
discussed on the previous pages in relation to the nine
prescriptions for empowerment. It provides a list of
things managers can do to empower other people. Not
all of these suggestions are relevant in every circum-
stance or with every person, of course, but developing
the skill of empowerment at least partly depends on
knowing what alternatives are available to empower
people, as well as knowing how to implement them.
This list is not comprehensive; other activities may be
equally effective in empowering people. But the nine
prescriptions and the suggestions associated with each
of them represent actions that you will want to prac-
tice as you try to improve your competence in the skill
of empowerment. The Skill Practice section of this
chapter provides an opportunity for you to do this.

Research suggests that empowered individuals are
most inclined to empower others. For that reason, we
included an Assessment instrument at the beginning of
this chapter that measures the extent to which you expe-
rience empowerment in your own work. Your scores
on the instrument entitled Personal Empowerment
Assessment indicate how much your own work is
empowering for you in terms of self-efficacy, self-
determination, personal control, meaning, and trust.
Knowing what provides a sense of empowerment for you
can be helpful as you consider ways in which you, in
turn, can empower others. The other instrument
that you completed in the Skill Assessment section
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Table 8.5 Practical Suggestions for Empowering Others

Articulate a Clear Vision and Goals

• Create a picture of a desired future.

• Use word pictures and emotional language to describe the vision.

• Identify specific actions and strategies that will lead to the vision.

• Establish SMART goals.

• Associate the vision and goals with personal values.

Foster Personal Mastery Experiences

• Break apart large tasks and assign one part at a time.

• Assign simple tasks before difficult tasks.

• Highlight and celebrate small wins.

• Incrementally expand job responsibilities.

• Give increasingly more responsibility to solve problems.

Model Successful Behaviors

• Demonstrate successful task accomplishment.

• Point out other people who have succeeded.

• Facilitate interaction with other role models.

• Find a coach.

• Establish a mentor relationship.

Provide Support

• Praise, encourage, express approval for, and reassure.

• Send letters or notes of praise to family members or coworkers.

• Regularly provide feedback.

• Foster informal social activities to build cohesion.

• Supervise less closely and provide time-slack.

• Hold recognition ceremonies.

Arouse Positive Emotions

• Foster activities to encourage friendship formation.

• Periodically send light-hearted messages.

• Use superlatives in giving feedback.

• Highlight compatibility between important personal values and organizational goals.

• Clarify impact on the ultimate customer.

• Foster attributes of recreation in work: clear goals, effective scorekeeping and feedback systems, and 
out-of-bounds behavior.

Provide Information

• Provide all task-relevant information.

• Continuously provide technical information and objective data.

• Pass along relevant cross-unit and cross-functional information.

• Provide access to information or people with senior responsibility.
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Table 8.5 Practical Suggestions for Empowering Others

• Provide access to information from its source.

• Clarify effects of actions on customers.

Provide Resources

• Provide training and development experiences.

• Provide technical and administrative support.

• Provide needed time, space, or equipment.

• Ensure access to relevant information networks.

• Provide more discretion to commit resources.

Connect to Outcomes

• Provide a chance to interact directly with those receiving the service or output.

• Provide authority to resolve problems on the spot.

• Provide immediate, unfiltered, direct feedback on results.

• Create task identity, or the opportunity to accomplish a complete task.

• Clarify and measure effects as well as direct outcomes.

Create Confidence

• Exhibit reliability and consistency.

• Exhibit fairness and equity.

• Exhibit caring and personal concern.

• Exhibit openness and honesty.

• Exhibit competence and expertise.

(Effective Empowerment and Delegation) identified the
extent to which you behave in ways that empower peo-
ple with whom you work and the extent to which you
delegate work effectively. How much you actually
engage in the behaviors discussed above is assessed, as
well as the extent to which you are an effective delegator.

Inhibitors to Empowerment

If the data are clear that empowering people produces
superior results, and if techniques for enhancing
empowerment are clear, why then is empowerment in
organizations so rare? Why do a majority of people feel
that they are alienated from their work, unengaged,
and flourishing (Cameron, Dutton, & Quinn, 2003)? In
his book on managerial empowerment, Peter Block
(1987) noted that empowerment is very difficult to
accomplish:

Many, increasingly aware of the price we pay for
too many controls, have had the belief that if

some of these controls were removed, a tremen-
dous amount of positive energy in service of the
organization would be released. While in many
cases this has happened, too often our attempts
at giving people more responsibility have been
unwelcome and met with persistent reluctance.
Many managers have tried repeatedly to open
the door of participation to their people, only to
find them reluctant to walk through it. [In a
study of managers who were offered total
responsibility for their work areas], about 20 per-
cent of the managers took the responsibility and
ran with it, about 50 percent of the managers
cautiously tested the sincerity of the offer and
then over a period of six months began to make
their own decisions. The frustrating part of the
effort was that the other 30 percent absolutely
refused to take the reins. They clutched tightly
to their dependency and continued to complain
that top management did not really mean it,
they were not given enough people or resources



to really do their job, and the unique character-
istics of their particular location made efforts
at participative management unreasonable.
(p. 154)

As Block noted, many managers and employees are
reluctant to accept empowerment, but they are even
more reluctant to offer empowerment. One reason for
this is the personal attitudes of managers. Several man-
agement surveys, for example, have examined the rea-
sons managers have for not being willing to empower
their employees (Byham, 1988; Newman & Warren,
1977; Preston & Zimmerer, 1978). These reasons can be
organized into three broad categories.

ATTITUDES ABOUT
SUBORDINATES

Managers who avoid empowering others often believe
their subordinates are not competent enough to accom-
plish the work, aren’t interested in taking on more
responsibility, are already overloaded and unable to
accept more responsibility, would require too much time
to train, or shouldn’t be involved in tasks or responsibili-
ties typically performed by the boss. They feel that the
problem of nonempowerment lies with the employees,
not with themselves. This is typical of the classic distinc-
tion between Theory X managers and Theory Y man-
agers first pointed out by Douglas McGregor (1960),
which was discussed in the chapter on Motivating
Others. Most managers, McGregor claimed, are charac-
terized by these kinds of assumptions—that is, that
workers try to avoid work and cannot be trusted to take
initiative to perform work on their own. The rationale is:
I’m willing to empower my people, but they just won’t
accept the responsibility. On the other hand, as pointed
out above, these assumptions are far more typical of
managers who use them as an excuse to avoid empow-
ering than they are of people in general. A vast majority
of people seek empowerment.

PERSONAL INSECURITIES

Some managers fear they will lose the recognition and
rewards associated with successful task accomplish-
ment if they empower others. They are unwilling to
share their expertise or “trade secrets” for fear of los-
ing power or position. They have an intolerance for
ambiguity, which leads them to feel that they person-
ally must know all the details about projects assigned
to them. They prefer working on tasks by themselves
rather than getting others involved, or they are unwill-
ing to absorb the costs associated with subordinates
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making mistakes. The rationale is: I’m willing to
empower people, but when I do, they either mess
things up or try to grab all the glory. Unfortunately,
when people try to be the heroes, obtain all the glory
for themselves, or avoid involving other people, they
almost never accomplish what they could have by cap-
italizing on the expertise and energy of others. The
empirical data are abundant showing that empowered
teams do better than even the most competent indi-
vidual (see the chapter on Building Effective Teams
and Teamwork).

NEED FOR CONTROL

Nonempowering managers also often have a high need
to be in charge and to direct and govern what is going
on. They presume that an absence of clear direction
and goals from the boss and a slackening of controls
will lead to confusion, frustration, and failure on the
part of employees. They feel that direction from
the top is mandatory. Moreover, they often see short-
lived, disappointing results from pep talks, work
teams, suggestion systems, job enrichment programs,
and other fix-it activities (“We tried that, and it didn’t
work”). The rationale is: I’m willing to empower peo-
ple, but they require clear directions and a clear set of
guidelines; otherwise, the lack of instructions leads to
confusion. Whereas it is true that clear goals and spe-
cific directions enhance performance, self-established
goals are always more motivating than those pre-
scribed by someone else. Thus, people will perform
better if they are empowered to establish their own
goals rather than to have the manager superimpose
them as a prerequisite to success.

The rationale associated with each of these
inhibitors may be partially true, of course, but they
nevertheless inhibit managers from achieving the suc-
cess associated with skillful empowerment. Even if
managers demonstrate the willingness and courage to
empower others, success still requires skillful imple-
mentation. Incompetent empowerment, in fact, can
undermine rather than enhance the effectiveness of
an organization and its employees. For example,
such incompetent empowerment as giving employees
freedom without clear directions or resources has been
found to lead to psychological casualties among indi-
viduals, as manifested by increased depression (Alloy,
Peterson, Abrahamson, & Seligman, 1984), height-
ened stress (Averill, 1973), decreased performance
and job satisfaction (Greenberger et al., 1989), low-
ered alertness, and even increased mortality (Langer &
Rodin, 1976). Of course, these negative conse-
quences are not solely associated with incompetent



empowerment. They have been noted, nevertheless,
in situations in which attempted empowerment was
ineffective and unskillful.

For example, when managers associated empower-
ment with behaviors such as “simply letting go,” refusing
to clarify expectations, abdicating responsibility, having
an absence of ground rules, or giving inflexible or incon-
sistent directions—none of which are consistent with
skillful empowerment—the results were not only unsuc-
cessful, but even harmful. Because of the negative
psychological and physiological consequences for work-
ers resulting from nonempowerment or from incompe-
tent empowerment, Sashkin (1984) labeled skillful
empowerment “an ethical imperative” for managers.

Delegating Work

The situation in which empowerment is most needed is
when other people must become involved in accom-
plishing work. Obviously, if a person is doing a task
alone, knowing how to empower others is largely irrele-
vant. On the other hand, it is impossible for a manager
to perform all the work needed to carry out an organiza-
tion’s mission, so work and the responsibility to carry it
out must be delegated to others. All managers, there-
fore, are required to empower their employees if they
are to accomplish the tasks of the organization. Without
delegation and the empowerment that must accompany
it, no organization and no manager can enjoy long-term
success. Delegation involves the assignment of work to
other people, and it is an activity inherently associated
with all managerial positions.

In this section, we discuss the nature of delegation
as well as ways in which delegation can be most effec-
tively empowered. Delegation normally refers to the
assignment of a task. It is work-focused. Empowerment,
on the other hand, may involve nonwork activities,
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emotions, and relationships. It involves the way people
think about themselves. We have previously discussed
ways in which managers can affect people’s sense
of being empowered. We will now discuss ways in
which managers can get work accomplished effectively
through empowered delegation.

We begin by pointing out that although delegation
is commonly practiced by managers, it is by no means
always competently performed. In fact, one of the
grand masters of management, Lester Urwick (1944,
p. 51), claimed that the “lack of courage to delegate
properly, and of knowledge of how to do it, is one of
the most general causes of failures in organizations.”
Moreover, as pointed out by Leana (1987), researchers
have paid little attention to delegation, and less is
known about the relationships between delegation
and management effectiveness than many other com-
mon management skills (Locke & Schweiger, 1979).

ADVANTAGES OF 
EMPOWERED DELEGATION

Learning to become a competent delegator who can
simultaneously empower others has several important
advantages for managers. It obviously helps managers
accomplish more work than they could accomplish
otherwise and can be used as a time-management tool
to free up discretionary time. On the other hand, if del-
egation occurs only when managers are overloaded,
those receiving the delegated tasks may feel resentful
and sense that they are being treated only as objects
to meet the managers’ ends. In such cases, they will
experience a sense of disempowerment. However,
skillful use of empowered delegation can provide sig-
nificant benefits to organizations, managers, and indi-
viduals receiving assigned tasks. Table 8.6 summarizes
these advantages.

Table 8.6 Advantages of Delegation

ADVANTAGE EXPLANATION

Time Increases the discretionary time of the manager

Development Develops knowledge and capabilities of delegates

Trust Demonstrates trust and confidence in delegates

Commitment Enhances commitment of delegates

Information Improves decision making with better information

Efficiency Enhances efficiency and timeliness of decisions

Coordination Fosters work integration by manager coordination



Empowered delegation can help develop subordi-
nates’ capabilities and knowledge so that their effective-
ness is increased. It can be a technique to encourage
personal mastery experiences. Delegation can also be
used to demonstrate trust and confidence in the person
receiving the assignment. Mishra (1992) and Gambetta
(1988) summarized research showing that individuals
who felt trusted by their managers were significantly
more effective than those who didn’t feel that way.
Empowered delegation can be used to enhance the
commitment of individuals receiving work. Beginning
with the classic study of participation by Coch and
French (1948), research has consistently demonstrated
a positive relationship between having an opportunity to
participate in work and subsequent satisfaction, produc-
tivity, commitment, acceptance of change, and desire
for more work.

Empowered delegation can also be used to
improve the quality of decision making by bringing
to bear more information, closer to the source of the
problem, than the manager has alone. Delegating tasks
to those who have direct access to relevant informa-
tion can enhance efficiency (i.e., require less time and
fewer resources) as well as effectiveness (i.e., result in
a better decision).

Finally, empowered delegation can increase the
coordination and integration of work by funneling
information and final accountability through a single
source. Empowering managers, in other words, can
ensure that no cross-purposes occur in delegation and
that different tasks are not producing contradictory
effects. Competently administered, empowered dele-
gation can produce all five dimensions of empower-
ment: a sense of competence, choice, impact, value,
and security.

On the other hand, when delegation is ineffec-
tively performed, several negative consequences can
result that not only inhibit empowerment but also sub-
vert the ability to get work accomplished at all.
For example, instead of freeing up time, ineffective
delegation may require even more time to supervise,
evaluate, correct, and arbitrate disagreements among
employees. Employees may find themselves spending
a longer time to accomplish a task because of lack of
know-how, experience, or information. Stress levels
and interpersonal conflict may increase when tasks,
accountability, or expectations are unclear. Managers
may find themselves out of touch with what is really
going on with employees, may lose control, and may
find goals being pursued that are incompatible with
the rest of the organization. Chaos, rather than coordi-
nation, can result. Subordinates may also begin to
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expect that they should be involved in all decisions
and that any decision the manager makes alone is
autocratic and unfair.

In this section, we identify ways in which the posi-
tive outcomes of delegation can be cultivated and the
potential negative outcomes of poor delegation avoided.
Empowerment and delegation must be linked in the
accomplishment of work. We will present guidelines for
deciding when to delegate, to whom to delegate, and,
finally, how to delegate.

DECIDING WHEN TO DELEGATE

Empowered delegating involves deciding, first of all,
when to delegate tasks to others and when to perform
them oneself. When should subordinates be assigned
to design and perform work or make decisions? To
determine when delegation is most appropriate, man-
agers should ask five basic questions (Vroom & Yetton,
1973; Vroom & Jago, 1974). Research indicates that
when delegation occurs based on these questions, suc-
cessful results are almost four times more likely than
when these questions are not considered. These ques-
tions are equally applicable whether assigned work is
to be delegated to a team or to a single subordinate.

1. Do subordinates have the necessary (or supe-
rior) information or expertise? In many cases,
subordinates may actually be better qualified
than their managers to make decisions and per-
form tasks because they are more familiar with
customer preferences, hidden costs, work
processes, and so forth, due to being closer to
actual day-to-day operations.

2. Is the commitment of subordinates critical to
successful implementation? Participation in
the decision-making process increases commit-
ment to the final decision. When employees
have some latitude in performing a task (i.e.,
what work they do, and how and when they
do it), they generally must be involved in the
decision-making process to ensure their coop-
eration. Whereas participation usually will
increase the time required to make a decision,
it will substantially decrease the time required
to implement it.

3. Will subordinates’ capabilities be expanded by
this assignment? Delegation can quickly get a
bad name in a work team if it is viewed
as a mechanism used by the boss to get rid of
undesirable tasks. Therefore, delegation should
be consistent, not just when overloads occur.
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It should reflect an overall management philos-
ophy emphasizing employee development.
Enhancing the abilities and interests of subor-
dinates should be a central motive in delegat-
ing tasks.

4. Do subordinates share with management and
each other common values and perspectives?
If subordinates do not share a similar point of
view with one another and with their manager,
unacceptable solutions, inappropriate means,
and outright errors may be perpetuated. In
turn, this produces a need for closer super-
vision and frequent monitoring. Articulating a
clear mission and objective for subordinates
is crucial. In particular, managers must be clear
about why the work is to be done. Coonradt
(1985) found that important people are always
told why, but less important people are merely
told what, how, or when. Telling subordinates
why the work is meaningful creates a common
perspective.

5. Is there sufficient time to do an effective job of
delegating? It takes time to save time. To avoid
misunderstanding, managers must spend suffi-
cient time explaining the task and discussing
acceptable procedures and options. Time must
be available for adequate training, for questions
and answers, and for opportunities to check on
progress.

Empowered delegation depends on a positive
answer to each of the preceding questions. If any of
these conditions is not present when delegation is
being considered, the probability is greater that it will
not be effective. More time will be required, lower
quality will result, more frustration will be experi-
enced, and less empowerment will occur. However, a
negative answer to any of the preceding questions
does not necessarily mean that effective delegation is
forever precluded because managers can change situa-
tions so that subordinates get more information,
develop common perspectives, have adequate time to
receive delegation, and so forth.

DECIDING TO WHOM TO DELEGATE

Having decided to delegate a task, managers must then
consider whether to involve only a single individual or a
team of subordinates. If the decision is made to form a
team, it is also important to decide how much authority
to give the members of the team. For example, man-
agers should determine if the team will only investigate

the problem and explore alternatives or if it will make
the final decision. Managers must also outline whether
or not they will participate in the team’s deliberations.
Figure 8.2 presents a model for helping managers
decide who should receive delegated tasks—individuals
or teams—and whether the manager should be an
active participant in a team if it is formed.

Figure 8.2 is constructed as a “tree diagram” that
allows a manager to ask questions and, as a result of
the answer to each question, move along a path until a
final alternative is selected (Huber, 1980; Vroom &
Jago, 1974). Here is how it works:

If you were a manager determining whether to
involve others in accomplishing a task or making a deci-
sion, you should look over the considerations below
the question, “Should I involve others in the task or the
decision?” If you decide that subordinates do not pos-
sess relevant information or skills, that their acceptance
is not important, that no personal development can
occur for members of the team, that time is tight, or
that conflicts will arise among subordinates, you should
answer “no” to this question. The tree then prescribes
that you perform the task or make the decision your-
self. However, if you answer “yes” to this question, you
then move on to the next question: “Should I direct my
subordinates to form a team?” Look over the five con-
siderations below that question and then continue
through the model. Any of the considerations below a
question can result in a “no” answer. The most partici-
pative and empowering alternative is to delegate work
to a team and then participate as an equal member of
the team. The least empowering response, of course, is
to do the work yourself.

DECIDING HOW TO 
DELEGATE EFFECTIVELY

When a decision has been made to delegate a task, and
the appropriate recipients of the delegation have been
identified, empowered delegation has just begun.
Positive outcomes of empowered delegation are con-
tingent upon managers following 10 proven principles
throughout the process.

1. Begin with the end in mind. Managers must
articulate clearly the desired results intended
from the delegated task. Being clear about
what is to be accomplished and why it is
important is a necessary prerequisite for
empowered delegation. In fact, unless people
know why a task is important and what is to be
achieved by performing it, they are unlikely to



act at all. No voluntary action ever persists
unless these two elements are present. We
don’t stick with work, school, assignments, or
other activities unless we have an idea of the
purposes and intended outcomes involved. At
a minimum, recipients of delegation will infer
or fabricate a purpose or desired outcome, or
the task will not be performed at all. To ensure
that the ends desired by a manager are likewise
perceived as desirable by others, the manager
should point out the personal benefits to be
achieved, the connection of task accomplish-
ment to the organization’s mission, or the
important values represented by the task (e.g.,
service, learning, growth).
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2. Delegate completely. In addition to the
desired ends, managers must clearly specify
the constraints under which the tasks will be
performed. Every organization has rules and
procedures, resource constraints, or bound-
aries that limit the kind of action that can be
taken. These should be clarified when the task
is delegated. In particular, managers must be
clear about deadlines and the time frame for
reporting back. When should the task be com-
pleted, who should receive the report, and to
whom is accountability being assigned? No
empowerment can occur without employees
knowing what these boundaries are. Managers
also must specify precisely the level of initiative

1. Should I
    involve others?

2. Should I direct
    my subordinates
    to form a group?

3. Should I
    delegate
    decision-making
    authority to
    the group?

    Involve others
    when

1. They possess
    relevant
    information
    or skills.

2. Their accep-
    tance and
    understanding
    are important.

3. Personal
    development
    can result.

4. Time is not a
    crucial factor.

5. Conflicts won't
    arise.

    Form a team
    when

1. Interaction will
    clarify or
    structure
    the problem.

2. Interaction will
    increase
    motivation.

3. Disagreements
    may lead to
    better solutions.

4. Dysfunctional
    conflicts won't
    arise.

5. Time is not a
    crucial factor.

    Delegate to the
    team when

1. The team will
    perform
    competently
    and your time
    will be saved.

2. Motivation
    among team
    members will
    increase.

3. Sufficient
    information
    and talent
    exist among
    team members.

    Participate in the
    team when

1. No one else
    could provide
    leadership in
    the team.

2. The team needs
    information
    possessed only
    by you.

3. Your presence
    would not
    disrupt the free
    flow of ideas,
    information,
    or feelings.

4. Your time 
    would be spent
    productively
    in the team.

4. Should I
    participate
    in the group?

Make the
decision

by yourself

Consult with
others

but make a
decision by

yourself

Consult with
the team

but make a
decision

by yourself

Let the team
decide

Questions

Appropriate

Alternative

Considerations

Self

Managing

Team

YES

NO

YES

NO

YES

NO

YES

NO

-

Figure 8.2 A Model for Deciding When to Delegate to an Individual or to a Team
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expected. No other oversight in the delegation
process causes more confusion than the failure
to delineate expectations regarding the level of
initiative expected or permitted. At least five
levels of initiative are possible, each of which
may vary in terms of the amount of empower-
ment available to subordinates. These initiative
levels differ in terms of the amount of control
permitted over the timing and content of the
delegated task. The five alternatives are:
❏ Wait to be told what to do. Take action only

after specific directions are given. This is the
least empowering form of delegation
because it permits no initiative on the part
of the subordinate. There is no control over
timing, that is, when the task is to be
accomplished, or content, that is, what is to
be done.

❏ Ask what to do. Some discretion is provided
to subordinates in that they have some
control over the timing of the task, but not
its content. Subordinates may formulate
ideas for approaching the task, but because
no action can be taken until the manager
gives approval, empowerment is highly
constrained.

❏ Recommend, then take action. This alterna-
tive is more empowering because subordi-
nates are given some freedom over both the
timing and the content of the delegated task.
However, at least three different types of
recommendations are possible, each with a
different level of empowerment. One is for
subordinates to simply gather information,
present it to the manager, and let him or her
decide what needs to be done. Another is for
subordinates to determine alternative courses
of action for each part of the task, leaving the
manager to choose which course will be fol-
lowed. Still another possibility is to outline a
course of action for accomplishing the entire
task and have the whole package approved at
once. Progressively more empowerment is
associated with each of these three recom-
mendation types.

❏ Act, then report results immediately. Subor-
dinates are given the freedom to act on their
own initiative, but they are required to
report to the manager immediately upon
completion to ensure that their actions are
correct and compatible with other organiza-
tional work. Subordinates may be permitted

to perform only one part of a task at a time,
reporting the results of each individual step.
Or, they may be given the discretion to per-
form the entire task, reporting only when
the final result has been accomplished. The
latter alternative, of course, is the most
empowering. But it may not be possible
unless subordinates possess the necessary
ability, information, experience, or maturity.

❏ Initiate action, and report only routinely.
Subordinates receive complete control over
timing and over content of the tasks
assigned. Reporting occurs only in a routine
fashion to maintain coordination. With suf-
ficient ability, information, experience, and
maturity among subordinates, this level of
initiative is not only the most empowering
but also the likeliest to produce high satis-
faction and motivation among subordinates
(Hackman & Oldham, 1980).

The important point for managers to
remember is that they must be very clear
about which of these levels of initiative they
expect of their subordinates.

3. Allow participation in the delegation of assign-
ments. Subordinates are more likely to accept
delegated tasks willingly, perform them compe-
tently, and experience empowerment when
they help decide what tasks are to be delegated
to them and when. Often, managers cannot
give subordinates complete choice about such
matters, but providing opportunities to decide
when tasks will be completed, how account-
ability will be determined, when work will
begin, or what methods and resources will be
used in task accomplishment increases employ-
ees’ empowerment. Such participation should
not be manipulative; that is, opportunities for
participation should not be provided merely to
convince subordinates of decisions already
made. Rather, managers should promote partic-
ipation when task requirements allow it and
when acceptance and personal development
can result.

Bernard (1938) formulated an “acceptance
theory of authority” in which he proposed that
people will accept and fulfill assignments only if
four conditions are met. First, subordinates
must understand what they are being asked to
do. Second, subordinates must perceive that
the assignment is consistent with the purpose
of the organization. Third, subordinates must



believe that the assignment is compatible with
their own interests. Fourth, subordinates must
be able to perform the assignment.

Bernard’s theory underscores the impor-
tance of two-way communication during the
delegation process. Not only should subordi-
nates be encouraged to ask questions and seek
information regarding delegated assignments,
but they should also feel free to express ideas
about the parameters of the work to be dele-
gated. Expecting subordinates to seek answers
to questions or providing guidance on every
aspect of the delegated assignment can perpetu-
ate overdependence if the manager answers
every detailed question or provides continual
advice. On the other hand, managers who
remain available for consultation and idea inter-
change, foster two-way communication, and
encourage a climate of openness and sharing
make the delegation process empowering.

4. Establish parity between authority and responsi-
bility. The oldest and most general rule of thumb
in delegation is to match the amount of respon-
sibility given with the amount of authority
provided. Commonly, managers assign responsi-
bility for work to subordinates without furnish-
ing a corresponding amount of discretion to
make decisions and authority to implement
those decisions. If subordinates are to be success-
ful, they must have as much authority as they
need to accomplish the tasks assigned to them.
An important part of developing a sense of self-
determination and a sense of personal control—
both critical dimensions of empowerment—is
ensuring this match. Of course, managers also
must take care not to delegate more authority
than responsibility, thereby giving subordinates
more authority, discretion, resources, or informa-
tion than they can use. Such a mismatch leads to
lack of accountability, potential abuses of power,
and confusion on the part of subordinates. For
example, without the necessary responsibility,
providing a child with a loaded gun, or a $50 bill
in a candy shop, could result in actions that
would not lead to desirable outcomes.

Although managers cannot delegate ulti-
mate accountability for delegated tasks, they
can delegate prime accountability. This means
that “the buck stops,” eventually, at the man-
ager’s desk. Final blame for failure cannot be
given away. This is ultimate accountability. On
the other hand, managers can delegate prime
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accountability, which means that subordinates
can be given responsibility for producing
desired short-term results. Their accountability
is to the manager who delegated to them.
Giving subordinates prime accountability is an
important part of empowered delegation.

5. Work within the organizational structure.
Another general rule of empowered delegation
is to delegate to the lowest organizational level
at which a job can be done. The people who
are closest to the actual work being performed
or the decision being made should be involved.
They are usually the ones with the largest,
most accurate fund of information. By defini-
tion, this increases efficiency (lower labor and
information collection costs), and it frequently
increases effectiveness (better understanding
of problems). Whereas managers have a
broader overall view of problems, the detailed
knowledge needed to accomplish many tasks is
most likely to reside with those who are lower
in the organizational hierarchy.

In delegating a task down more than one
level in an organization, it is important that the
organizational chain of command be followed.
In other words, delegation must occur through
subordinates, not around them. If a senior
manager circumvents the formal hierarchy,
bypassing a manager to communicate directly
with that manager’s subordinate, the man-
ager becomes unempowered. The subordinate
now becomes accountable to the senior man-
ager, not the manager with direct responsibility
for the subordinate. The entire accountability
system is thus destroyed. Following the chain
of command by involving those at affected lev-
els of the hierarchy in delegation is important
for empowered delegation.

All individuals affected by a decision must
be informed that it has been delegated. This
applies to cross-functional coordination as well
as hierarchical coordination. If a subordinate
has been delegated responsibility, others who
may have needed information, who may influ-
ence the results, or who may implement the
recommendations must be notified of the dele-
gation. If delegation occurs but no one knows
about it, authority is essentially nullified.

6. Provide adequate support for delegated tasks.
When authority is delegated to subordinates,
managers must provide as much support to
them as possible. As discussed earlier, this
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involves making public announcements and
presenting clearly stated expectations. It also
means continuously providing relevant infor-
mation and resources to help subordinates
accomplish tasks. Reports, recent news clip-
pings, customer data, articles, and even ran-
dom thoughts that pertain to the delegated
task should be passed on as they become avail-
able. This support not only aids task accom-
plishment but also communicates interest and
concern for subordinates. Managers should
help subordinates learn where to acquire
needed resources, since the manager alone
cannot be the sole source of all the support that
subordinates will need.

Agreeing on the limits of resource use is
also important. Since unlimited access to
resources is never possible, managers must be
clear about the limit beyond which no further
resources can be used. Formulating a budget or
establishing a set of specifications is a common
way to specify limits.

Another form of support that managers
can provide is to bestow credit—but not
blame—publicly. Even though prime account-
ability has been delegated, pointing out mis-
takes or faults in front of others embarrasses
workers, creates defensiveness, fosters the
impression that the manager is trying to pass
the buck and get rid of final accountability, and
guarantees that workers will be less willing to
initiate action on their own in the future.
Correcting mistakes, critiquing work, and pro-
viding negative feedback on task performance
of subordinates should be done in private,
where the probability of problem solving and
training can be enhanced.

7. Focus accountability on results. Once tasks are
delegated and authority is provided, managers
generally should avoid closely monitoring the
way in which subordinates accomplish tasks.
Excessive supervision of methods destroys the
five dimensions of empowerment: self-efficacy,
self-determination, personal control, meaning-
fulness, and trust. Successful accomplishment
of a task, after all, rather than use of the man-
ager’s preferred procedures, is the primary goal
of delegation. To be sure, harmful or unethical
means for accomplishing tasks cannot be toler-
ated, nor can methods be used that obstruct
other employees or subvert organizational
rules. For the most part, though, managers

should focus primarily on results achieved by
subordinates, rather than on the techniques
used to achieve those results.

In order for accountability to be main-
tained, there must be agreement on acceptable
levels of performance. Managers must clearly
specify what level of performance is expected,
what constitutes unacceptable performance,
and what requirements are associated with the
result. Without such specifications, it becomes
difficult for managers not to worry about
means as well as ends. By allowing subordi-
nates to exercise initiative regarding how to
tackle a task, their sense of empowerment is
enhanced, and innovation and originality are
more likely as well.

8. Delegate consistently. The time for managers to
delegate is before they have to. Sometimes, when
managers have time to do work themselves, they
do just that, even though that work could and
should be delegated. Two problems result. First,
delegation becomes simply a method for relieving
the manager’s workload and stress. A primary rea-
son for delegation—empowering subordinates—
is forgotten. Employees begin to feel that they are
merely “pressure valves” for managers rather
than valued team members. Secondly, when
delegation occurs only under pressure, there is no
time for training, providing needed information,
or engaging in two-way discussions. Clarity of
task assignments may be impaired. Workers’
mistakes and failures increase, and managers
are tempted to perform tasks alone, in order
to ensure quality. When managers delay dele-
gating until they are overloaded, they create
pressure on themselves to perform delegatable
tasks personally, thereby increasing their own
overload.

Another key to consistent delegation is for
managers to delegate both pleasant and unpleas-
ant tasks. Sometimes managers keep for them-
selves the tasks they like to perform and pass
less-desirable work along to subordinates. It
is easy to see the detrimental consequences
this has on morale, motivation, and perfor-
mance. When individuals feel that they are
being used only to perform “dirty work,” fol-
low-through on delegated tasks is less likely.
On the other hand, managers must not be
afraid to share difficult or unpleasant tasks with
subordinates. Playing the role of martyr by
refusing to involve others in disagreeable tasks



or drudgery creates unrealistic expectations for
employees and isolates managers. Consistency
of delegation, then, means that managers dele-
gate tasks continuously, not just when over-
worked, and that they delegate both pleasant
and unpleasant tasks.

9. Avoid upward delegation. Although it is cru-
cial for subordinates to participate in the dele-
gation process in order to become empowered,
managers must conscientiously resist all so-
called upward delegation, in which subordi-
nates seek to shift responsibility for delegated
tasks back onto the shoulders of the superior
who did the initial delegating. Managers who
fail to forestall upward delegation will find
their time being tied up doing subordinates’
work rather than their own.

Suppose a worker comes to a manager
after delegation has occurred and says, “We
have a problem. This assignment just isn’t turn-
ing out very well. What do you suggest I do?”
If the manager replies, “Gee, I’m not sure. Let
me think about it, and I’ll get back to you,” the
original delegated task has now been shifted
from the employee back to the manager. Note
that the manager has promised to report to the
employee, that is, to maintain prime account-
ability, and the employee is now in a position
to follow up on the manager’s commitment,
that is, supervising the manager. Thus, the sub-
ordinate has become the manager, and the
manager the subordinate. Managers, in the
hope of being helpful to, and supportive of
their subordinates, often get caught in the trap
of upward delegation.

One way to avoid upward delegation is to
insist that workers always take the initiative for
developing their own solutions. Instead of pro-
mising the subordinate a report on the manager’s
deliberations, a more appropriate response would
have been, “What do you recommend?” “What
alternatives do you think we should consider?”
“What have you done so far?” “What do you
think would be a good first step?” Rather than
sharing problems and asking for advice, subordi-
nates should be required to share proposed solu-
tions or to ask permission to implement them.
Managers should refuse to solve delegated tasks.
That is why specifying the expected level of ini-
tiative (see Rule 2) is so important. Not only does
this avoid upward delegation, but it also helps
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managers train employees to become competent
problem solvers and to avoid working on tasks
for which someone else has prime account-
ability. Yielding to upward delegation does not
empower subordinates but, rather, makes them
more dependent.

10. Clarify consequences. Subordinates should be
made aware of the consequences of the tasks
being delegated to them. They are more likely
to accept delegation and be motivated to take
initiative if it is clear what the rewards for
success will be, what the opportunities might
be, what the impact on the ultimate customer
or the organization’s mission may be, and so
on. In particular, managers should help employ-
ees understand the connection between suc-
cessful performance and financial rewards,
opportunities for advancement, learning and
developmental opportunities, informal recogni-
tion, and so forth. Most specific delegated
assignments do not result in a direct payoff
from the formal reward system, of course. But
associating some desirable consequence—as
minor as a pat on the back or a congratulatory
mention in a staff meeting or as major as a
financial bonus or incentive—enhances suc-
cessful delegation.

Clarifying consequences also can help
ensure an understanding that delegation not
only implies task accomplishment, but enhance-
ment of interpersonal relationships as well.
Relationships with others in the organization,
on the team, or with the manager individually
should be strengthened as a result of task
accomplishment. Accomplishing assignments in
the course of damaging or destroying relation-
ships creates more long-term costs than any
organization can bear. Therefore, a desirable
consequence of any delegation experience is the
enhancement of interpersonal relationships and
a strengthening of the organization.

REVIEW OF 
DELEGATION PRINCIPLES

The 10 principles summarizing how to delegate, pre-
ceded by the five criteria for determining when to
delegate, and the four questions for identifying to
whom to delegate, provide guidelines for ensuring not
only that subordinates will experience a sense of
empowerment but that other positive consequences
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will result as well. In particular, research results clearly
show that empowered delegation leads to the follow-
ing consequences:

❏ Delegated tasks are readily accepted by
subordinates.

❏ Delegated tasks are successfully completed.
❏ Morale and motivation remain high.
❏ Workers’ problem-solving abilities are increased.
❏ Managers have more discretionary time.
❏ Interpersonal relationships are strengthened.
❏ Organizational coordination and efficiency are

enhanced.

Figure 8.3 summarizes the relationships among
these principles.

International Caveats

Empowerment and empowered delegation are some-
times misinterpreted as a soft approach to management,

an abrogation of responsibility by leaders, an invitation
to the inmates to run the asylum, and a prescription for
chaos. Strong leadership, visionary managers, and
take-charge bosses are usually the ones we read about
in the newspapers and business magazines. A great
deal of attention is given to people who “take com-
mand of the situation” and “stay out front of the
troops.” With such a definition, empowerment is not a
popular alternative in many cultures where, for exam-
ple, an emphasis on universalism, individualism,
specificity, and ascription are dominant. (Recall from
Chapter 1 that the Trompenaars [1996, 1998] model
differentiates cultures on the basis of seven dimen-
sions: universalism versus particularism, individualism
versus communitarianism, neutrality versus affectivity,
specificity versus diffuseness, achievement versus
ascription, internal versus external control, and past,
present, or future time orientation.)

Empowerment is sometimes viewed as contrary to
some of these values in that maintaining consistency
with rules and procedures (universalism) rather than
encouraging experimentation and team innovation may

      Deciding When

Subordinates have
needed information.
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Subordinates'
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expanded.
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shared.
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alone.
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         Deciding How

Begin with the end in
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Match authority with
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results.
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Clarify consequences.

       Effective Outcomes of Delegation

Readily acceptable assignments.

High morale and motivation.
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Successful task completion.

Deciding to Whom

(Alternatives)

Figure 8.3 Relationships Among Principles of Effective Delegation



seem to make empowerment less desirable. Focusing on
individual performance (individualism) rather than team
or collective effort may be viewed as contrary to
empowerment. Involving only a limited amount of the
self in the work setting or task assignment (specificity)
rather than engaging multiple roles and in-depth rela-
tionships with individuals with whom one is working
also may be interpreted as inconsistent with empower-
ment and empowered delegation. A focus on ascribed
status, title, and traditional position (ascription) rather
than a blurring of hierarchical lines and focusing on
merit or contribution also appears to contradict the aims
of empowerment. Hence, empowerment may seem to
be a concept that is more acceptable in cultures with a
strong orientation toward particularism, collectivity, dif-
fuseness, and achievement orientation.

On the other hand, the principles of empower-
ment and empowered delegation that we have dis-
cussed in this chapter are applicable across most, if not
all, cultures. It is a misconception to believe that these
principles do not work effectively in Eastern cultures
as well as Western cultures, in Western Europe as well
as South America, in Africa as well as the Polynesian
Islands. Principles of empowerment are relevant to old
and young, male and female, foreign and domestic.
This is because the five principles of empowerment are
connected to fundamental human needs that tran-
scend national or ethnic cultures. Virtually everyone
has needs for, and performs better when they are
exposed to, an environment in which they: (1) feel
capable, confident, and competent, (2) experience
freedom, discretion, and choice, (3) believe they can
make a difference, have an impact, and achieve a
desired result, (4) sense meaning, value, and a higher
purpose in their activities, and (5) trust that they will
not be harmed or abused, but honored and respected.
In other words, the keys to effective empowerment
are also keys to effective human performance at a
very fundamental level. Strong leaders are not lone
rangers so much as they are savvy individuals who
know how to mobilize those they lead and manage.
Therefore, whereas individual differences must cer-
tainly be taken into account, and the pace at which
empowerment and empowered delegation can be fully
implemented may vary with the circumstances, these
principles of empowerment are essential to effective
managerial performance.

Summary

Empowerment means helping to develop in others a
sense of self-efficacy, self-determinism, personal control,
meaning, and trust. The current business environment
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is not particularly compatible with the principles of
managerial empowerment. Because of the turbulent,
complex, competitive circumstances that many orga-
nizations face, managers frequently experience a ten-
dency to be less, rather than more, empowering. When
managers feel threatened, they become rigid and seek
more control over other people, not less. However,
without empowered employees, organizations cannot
succeed in the long run. Learning how to be a compe-
tent empowering manager is therefore a critical skill for
individuals who probably will face a predilection not to
practice empowerment.

Nine prescriptions that managers can use to
empower others were discussed. We also offered a
series of principles and criteria for ensuring empowered
delegation, which results in better acceptance of dele-
gated tasks by subordinates, enhanced motivation and
morale, improved coordination and efficiency, better
development of subordinates, increased discretionary
time, strengthened relationships, and successful task
performance. Producing a sense of empowerment in
others and delegating in a way that empowers subordi-
nates also brings desirable outcomes for organizations
as well as employees. Empowered employees are more
productive, psychologically and physically healthy,
proactive and innovative, persistent in work, trustwor-
thy, interpersonally effective, intrinsically motivated,
and have higher morale and commitment than employ-
ees who are not empowered. Figure 8.4 illustrates
the relationships among the various elements of
empowerment and delegation.

Behavioral Guidelines

As you practice empowering others and carry out
empowered delegating, you will want to use the fol-
lowing guidelines as cues. To ensure empowerment in
others, follow these guidelines

1. Foster self-efficacy or a sense of competence by
fostering personal mastery experiences and
pointing out successful role models.

2. Foster self-determination or a sense of personal
choice by providing alternatives and informa-
tion to people.

3. Foster personal consequence or a sense of per-
sonal impact by allowing people to see the
effects of their work on end users or on those
affected by the results.

4. Foster meaningfulness or a sense of value by
clarifying vision and values and connecting to
something of inherent value.
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5. Foster trust or a sense of security by providing
support and creating confidence, primarily by
being consistent, honest, open, and fair.

6. Delegate work effectively by using the guide-
lines provided in the chapter to determine to

• Mastery experiences
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• Support

• Emotional arousal

• Information

• Resources

• Connect to outcomes

• Confidence

• Deciding when to
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• Deciding to whom to
  delegate

• Deciding how to
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• Task acceptance

• Motivation and morale
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• Subordinate
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• Discretionary time
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• Successful
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whom the work should be delegated and
when it should be delegated.



474 CHAPTER 8 EMPOWERING AND DELEGATING

SKILL ANALYSIS

CASES INVOLVING EMPOWERMENT 
AND DELEGATION

Minding the Store

On January 1, Ruth Cummings was formally named branch manager for the Saks Fifth
Avenue store in a suburb of Denver. Her boss, Ken Hoffman, gave her this assignment on
her first day: “Ruth, I’m putting you in charge of this store. Your job will be to run it so
that it becomes one of the best stores in the system. I have a lot of confidence in you, so
don’t let me down.”

One of the first things Ruth did was to hire an administrative assistant to handle
inventories. Because this was such an important part of the job, she agreed to pay her
assistant slightly more than the top retail clerks were making. She felt that having an
administrative assistant would free her to handle marketing, sales, and personnel
matters—areas she felt were crucial if the store was to be a success.

Within the week, however, she received a call from Hoffman: “Say, Ruth, I heard
that you hired an administrative assistant to handle inventories. Don’t you think that is
a bit risky? Besides, I think paying an assistant more than your top sales clerk is dam-
aging to morale in the store. I wish you had cleared this with me before you made the
move. It sets a bad precedent for the other stores, and it makes me look like I don’t
know what is going on in the branches.”

Three weeks later, Ruth appeared on a local noontime talk show to discuss new
trends in fashion. She had worked hard to make contact with the hosts of the show,
and she felt that public exposure like this would increase the visibility of her store.
Although the TV spot lasted only 10 minutes, she was pleased with her performance
and with the chance to get public exposure.

Later that night at home, she received another phone call from Hoffman: “Don’t
you know the policy of Saks? Any TV appearances made on behalf of the store are to
be cleared through the main office. Normally, we like to have representatives from the
main store appear on these kinds of shows because they can do a better job of plug-
ging our merchandise. It’s too bad that you didn’t notify someone of your intentions.
This could be very embarrassing for me.”

Just before Easter, Ruth was approached in the store by one of the sales clerks.
A customer had asked to charge approximately $3,000 worth of china as a gift for
his wife. He had been a customer of the store for several years and Ruth had seen
him on several occasions, but store rules indicated that no charge could be made for
more than $1,000 for any reason. She told the customer that she was not authorized
to okay a charge of that amount, but that if he would visit the main store in Denver,
maybe arrangements could be made.

Later in the day, an irate Hoffman called again: “What in the world are you think-
ing about, Ruth? Today we had a customer come into the main store and say that you
wouldn’t make a sale to him because the charge was too much. Do you know how long
he has been a customer of ours? Do you know how much he spends in the store every
year? I certainly hope we have not lost him as a customer because of your blunder. This
makes me very upset. You’ve just got to learn to use your head.”
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Ruth thought about the conversation for several days and finally decided that
she needed to see Ken Hoffman. She called his secretary to schedule an appointment
for the following day.

Discussion Questions
1. What guidelines related to empowerment were violated by Ken Hoffman? By Ruth

Cummings?
2. What guidelines related to delegation were violated by Ken Hoffman? By Ruth

Cummings?
3. What should Ruth Cummings and Ken Hoffman discuss in their meeting? Identify

specific agenda items that should be raised.
4. What are the questions that Ruth should ask Ken to help her acquire the necessary

elements of empowerment? What questions should Ken ask Ruth to be better able
to ensure her success?

5. If you were an outside consultant attending the meeting, what advice would you
give Ken? What advice would you give Ruth?

Changing the Portfolio

You are head of a staff unit reporting to the vice president of finance. He has asked
you to provide a report on the firm’s current portfolio, including recommendations for
changes in the current selection criteria. Doubts have been raised about the effi-
ciency of the existing system given the current market conditions, and there is con-
siderable dissatisfaction with prevailing rates of return.

You plan to write the report, but at the moment you are perplexed about the
approach to take. Your own specialty is the bond market, and it is clear to you that
detailed knowledge of the equity market, which you lack, would greatly enhance the
value of the report. Fortunately, four members of your staff are specialists in different
segments of the equity market. Together, they possess a vast amount of knowledge
about the intricacies of investment. However, they seldom agree on the best way to
achieve anything when it comes to investment philosophy and strategy.

You have six weeks before the report is due. You have already begun to familiar-
ize yourself with the firm’s current portfolio and have been provided by management
with a specific set of constraints that any portfolio must satisfy. Your immediate prob-
lem is to come up with some alternatives to the firm’s present practices and to select
the most promising for detailed analysis in your report.

Discussion Questions
1. Should this decision be made by you alone? Why or why not?
2. If you answered the question, “Should I involve others?” affirmatively, which

alternative in Figure 8.2 should be used in making a decision? Justify your choice.
3. What are the most important considerations in deciding whom to involve in this

task?
4. If others are to become involved, how much empowerment should they have?

What would you do specifically to achieve the appropriate level of empowerment?
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EXERCISES FOR EMPOWERMENT

Executive Development Associates
Assume that you are Mary Ann O’Connell, General Manager at Executive Development
Associates. Your firm provides outplacement, training and development, career planning, and
head-hunting services for a large number of Fortune 500 companies. You have been at the
corporate board meeting for the last three days in the Rocky Mountains, and you relied on
your secretary to screen out all but the most important or urgent messages. You slipped into
the office on the way home from the airport Monday evening, just to check your electronic
messages and your mail. Aside from a host of phone calls to return, here is the collection
of messages that your secretary retrieved from your e-mail file and mail box.

Assignment
1. For each message, outline specifically the plan you will implement to empower

others effectively to solve these problems. Determine who should be involved,
what level of initiative should be taken, what actions you can take to ensure
empowerment, how accountability should be maintained, and so on.

2. Write out the actions you’d take in response to each item. A worksheet has been
provided on the next page to remind you of what you should consider as you
record your responses.

3. After you have completed your own responses to each item, form a team of fellow
students and share your plans. Provide feedback to one another on what is espe-
cially good, what could be improved, and what could be added to each person’s
action plan. In particular, what principles of empowerment are included, which
are omitted, and which are contradicted?

SKILL PRACTICE
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Solving Problems Through Empowerment Worksheet
For each message, write out your plan of action. This plan should include answers to the
questions listed below. Not every question is relevant to each message, but most are, and
they can guide your action plan. After you have formed your own responses, form a team
of fellow students and share these plans in turn. Provide feedback to one another on
what is especially good, what could be improved, and what could be added to each
action plan.

1. Who should be involved in resolving this issue? Will you form a team?

2. What kinds of personal mastery experiences can be provided for whomever you
involve? Can you model successful behavior?

3. What kinds of support, information, and resources can be provided?

4. How will you create emotional arousal and create confidence in others?

5. What are the main considerations in deciding if you should delegate each task?

6. If you opt for delegation, what will you do to:

Begin with the end in mind?
Delegate completely?
Allow participation?
Match authority with responsibility?
Work within the structure?
Provide support?
Maintain accountability?
Ensure consistency of delegation?
Avoid upward delegation?
Clarify consequences?
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INTEROFFICE MEMORANDUM

Data Processing Center

DATE: 15 June
TO: Mary Ann O’Connell,

General Manager
FROM: Roosevelt Monroe,

for the Data Processing Staff

After looking over last quarter’s audit, it is clear that the number of complaints our group
is receiving from individuals throughout the company is escalating. The problem is an
obvious one to us. It is, simply, that several incompatible software systems have evolved
over the last several years in various departments, and it is becoming increasingly difficult
to coordinate across units. As you know, some data have to be retyped two or three
times into different systems because of these incompatibilities.

The trouble is, our own employees, not to mention our customers, are becoming
increasingly impatient with our slow turnaround time. They focus squarely on our group
as the bottleneck. We think the rising complaint numbers in the quarterly audit are mis-
leading, however, and they divert us from the real cause of the problem.

We’re writing this memo to you to collectively urge you to address this issue as soon as
possible. At a minimum, it should be discussed at our upcoming staff meeting on
Tuesday. So far, the data processing staff is taking the blame for not getting data
processed fast enough, yet it is really the fault of the system, not our unit.

We’ll look forward to hearing from you on Tuesday.

INTEROFFICE MEMORANDUM

Human Resources Department
DATE: 15 June
TO: Mary Ann
FROM: Lucy

I was excited by your speech at the senior management meeting last week in which you
established a new challenge for all senior executives. With the new competitive envi-
ronment that we face, the vision that you articulated for our future is both exciting and
challenging and, I think, an important step forward. It really makes clear the key success
factors that should drive our business.

In particular, I think your directive for all senior executives to disseminate the vision
throughout the organization to their own subordinates is a good way to get the mes-
sage delivered. However, you made a statement in your speech that has me troubled.
You said, “We used to pay you on the basis of new accounts generated, quarterly
earnings, customer satisfaction ratings, and new product designs. Our new barome-
ter is going to be how you’re doing in disseminating the vision throughout your own
units.”

Frankly, I’m perplexed as to how we’ll ever measure this directive. As the one who has
to administer the appraisal and compensation systems, I’m not sure what criteria we’ll

MEMO

MEMO
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look for or what indicators we’ll use to determine success. I’m afraid that we’ll create
dissatisfaction if we don’t have something specific outlined. Our people, especially
those who may not perform, will think it is purely arbitrary. Do you really mean to have
us change the appraisal and compensation systems to include this new criterion? How
do you propose we measure effective performance? What would you like me to do to
support your statement? Did you mean to make the statement that you did?

This is rather urgent because I have a staff meeting Tuesday afternoon, and I
promised to have a response by then. I’ve already stalled until I had a chance to talk
to you.

COPY OF A LETTER

Midwest State University

24 May 

Dear Ms. O’Connell:

I am happy to be joining Executive Development Associates after several years at
Midwest State University. As you know, leaving Midwest State has been quite trau-
matic for me, and that is what motivated me to make a request of you. I’m convinced
that the reason I didn’t receive tenure at Midwest State is because the expectations
were never clear about what my responsibilities were and what the criteria were for
success.

I know your company is very professional and employees are pretty much on their
own, but I’m feeling a need to get some specific performance requirements outlined
for me. I’m sure that I can be a good addition to your company, but I want to be clear
about what your expectations are.

I have set a meeting with you on Tuesday through your secretary. Would you please
outline a specific set of responsibilities and expectations for my job as instructor in the
training and development department? If possible, I’d like it in writing to avoid any
misunderstanding. Regardless, I’ll look forward to talking to you Tuesday.

Thank you for your consideration.

Sincerely,

Lester Frost

INTEROFFICE MEMORANDUM

Training and Development

DATE: Monday, A.M.
TO: Mary Ann
FROM: Pam
RE: Tom Kinnir’s Jury Duty

MEMO
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I know you’re just getting back, but we’ve got an emergency on our hands.

I was just notified this morning by Tom that he has been selected for jury duty and
that (can you believe it) he is being sequestered! Holy cow, Mary Ann, this couldn’t
come at a worse time. As our expert on activity-based costing, Tom is the only guy
we have who can teach the topic. So what’s the trouble, you say? The trouble is that
we have over 100 corporate trainers showing up here for a seminar on Friday, and the
seminar isn’t prepared yet. Tom said that he has some notes and a few transparen-
cies on his desk, but he had planned to spend this entire week designing and prepar-
ing it. Not only don’t any of us know the topic very well, but we’re not even sure what
information we need, what data still needs to be gathered, who’s got what, and how
we go about filling in. Help! We’re counting on this seminar to make budget this quar-
ter, and we’re feeling a little ticked off at Tom for waiting until the last minute. What
do we do next?

By the way, how were the Rocky Mountains???

INTEROFFICE MEMORANDUM

Outplacement Department

DATE: Monday, A.M.
TO: Mary Ann O’Connell
FROM: Aneil Mishra
RE: Pending Plant Closure

You may have missed the news over the weekend. It was announced in the paper that
Detroit Manufacturing has filed for Chapter 11 protection and that they’re closing their
Toledo plant. That means about 4,000 people will be out of work.

If we want the business, we’ve got to get moving right away. They will be looking at
proposals from outplacement firms next week. We’ve got to get our proposal
together, identify staff, determine a budget, and prepare a presentation in the next day
or two.

Sound’s like a great opportunity. I’ll stop by tomorrow when you get back.

Empowering Ourselves
In this exercise, your task is to identify ways in which the empowerment of members of
the graduating students this year in your own institution can be enhanced. You should
use the principles of empowerment in the chapter to identify specific ways in which the
empowerment of this group of people can be increased. What can be done, practically
speaking, to effect empowerment?

Make certain that you don’t merely identify what others could do, what the admin-
istration could implement, or what hypothetically could occur. Rather, identify very prac-
tical and realistic factors that could empower this graduating class. What could they do as
a group? What could you do? What personal responsibility could they take for their own
empowerment?

MEMO
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Do not treat this exercise as hypothetical or fantasy. Actually identify behaviors that
you can implement that will enhance empowerment. Use the suggestions in the text as
well as others that you add to those lists.

Things That Can Be Done to Enhance the 
Empowerment of the Graduating Class

Self-Efficacy (personal competence)

Self-Determination (personal choice)

Personal Consequence (personal impact)

Meaningfulness (personal value)

Trust (personal security)

Now form a team with three or four colleagues. Share your ideas with the group. For
each dimension of empowerment, identify the most powerful ideas you hear from the
team members. Add at least one new idea to your list. Also, identify when and how you’ll
actually implement your list. Use your team to help specify actual behaviors that you can
implement.

Deciding to Delegate
Delegation is one of the most deceiving management skills because it seems so easy to
accomplish. Just tell someone what to do, and they’ll do it, right? Unfortunately, highly
competent delegators are rare, and this exercise is designed to help you determine when
and how to delegate more effectively. To accomplish this exercise you’ll need to use the
framework in Figure 8.2.

For each of the two scenarios that follow, ask the following questions:

❏ Should I involve others or make the decision by myself?
❏ If I involve others, should I direct them to form a team, or should I consult them

individually and make the decision by myself?
❏ If I form a team, should I delegate decision-making authority to the team, or

should I consult with the team but make the decision by myself?
❏ If I delegate to the team, should I participate in the team, or should I let the

team decide?

After you have made a decision about how to handle each of these two scenarios,
form a team of colleagues. Share your decision and your rationale with the team. Reach a
consensus regarding the most appropriate strategy to use in each of these two cases. For
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comparison purposes, an analysis by experts for the Emergency Request case is contained
at the end of the chapter. It is provided only to enhance your team discussion. No com-
parative analysis is provided for the Biological Warfare case.

An Emergency Request
You are a general plant supervisor and seven product lines involving four of your eight
foremen must be disrupted to satisfy an emergency request from an important client. You
naturally wish to minimize the disruption. No additional personnel are available, and
time limits to complete the new project are restrictive. The plant is new and is the only
industrial plant in an economically depressed area dominated by farming. You can count
on everyone pulling his or her own weight. The wages in the plant are substantially above
farm wages, and the workers’ jobs depend on the profitability of this plant—the first new
industrial development in the area in 15 years. Your subordinates are relatively inexperi-
enced, and you have been supervising them more closely than you might if the plant had
been in a well-established industrial area and your subordinates were more experienced.
The changes involve only standard procedures and are routine for someone of your expe-
rience. Effective supervision poses no problems. Your problem is how to reschedule the
work to meet this emergency within the time limit with minimum disruption of the exist-
ing product lines. Your experience in such matters should enable you to figure out a way
of meeting the request that will minimize the disruption of existing product lines.

Biological Warfare
You are the executive vice president of a small pharmaceutical manufacturer. You have
the opportunity to bid on a contract for the Defense Department pertaining to biological
warfare. The contract is outside the mainstream of your business; however, it could make
economic sense, since you do have unused capacity in one of your plants, and the manu-
facturing processes are not dissimilar. You have written the document to accompany the
bid and now have the problem of determining the dollar value of the quotation you think
will win the job for your company. If the bid is too high, you will undoubtedly lose to one
of your competitors. If it is too low, you could lose money on the program. There are many
factors to consider in making this decision, including the cost of the new raw materials
and the additional administrative burden of relationships with a new client, not to speak
of factors that are likely to influence the bids of your competitors, such as how much they
need this particular contract. You have been busy assembling the necessary data to make
this decision, but there remain several unknowns, one of which involves the manager of
the plant in which the new products will be manufactured. Of all your subordinates, only
he can estimate the costs of adapting the present equipment to its new purpose, and his
cooperation and support will be necessary if the specifications of the contract are to be
met. However, in an initial discussion with him when you first learned of the possibility of
the contract, he seemed adamantly opposed to the idea. His experience has not particu-
larly equipped him to evaluate projects like this one, so you were not overly influenced by
his opinions. From the nature of his arguments, you inferred that his opposition was ideo-
logical rather than economic. You recall that he was once involved in a local peace orga-
nization and was one of the most vocal opponents in the company to the Vietnam and the
Persian Gulf Wars.
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SKILL APPLICATION

ACTIVITIES FOR EMPOWERMENT 
AND DELEGATION

Suggested Assignments

1. Teach someone else (your spouse, a colleague, your boss) how to empower others
and delegate effectively. Include the principles in Table 8.5 in your discussion.
Use your own examples and illustrations.

2. Interview a manager about his or her empowerment practices. Try to determine
what is especially effective, what doesn’t work, what comes off as condescending,
and what motivates people to perform. Identify the extent to which the manager
knows and uses the principles discussed in the Skill Learning section of this chapter.

3. Think of a situation you now face with which you would like some help. It may
be a task you want to accomplish, a tough decision you need to make, or a team
you want to form. Make sure you think of something that requires the involve-
ment of other people. Write down specific things you can do to empower other
people to help you. How can you help them do what they want to do, while
simultaneously having them do what you want them to do?

4. Schedule a meeting with a manager who is not very good at empowerment.
(Finding such a person shouldn’t be difficult, because most leaders tend to be
more authoritarian and bureaucratic than empowering.) As a student who has
learned about and practiced empowerment and delegation, share what you
have learned and offer suggestions that could help this manager improve.

Application Plan and Evaluation

The intent of this exercise is to help you apply this cluster of skills in a real-life, out-of-class set-
ting. Now that you have become familiar with the behavioral guidelines that form the basis
of effective skill performance, you will improve most by trying out those guidelines in an
everyday context. Unlike a classroom activity, in which feedback is immediate and others can
assist you with their evaluations, this skill application activity is one you must accomplish and
evaluate on your own. There are two parts to this activity. Part 1 helps prepare you to apply
the skill. Part 2 helps you evaluate and improve on your experience. Be sure to write down
answers to each item. Don’t short-circuit the process by skipping steps.
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Part 1. Planning
1. Write down the two or three aspects of this skill that are most important to you.

These may be areas of weakness, areas you most want to improve, or areas that
are most salient to a problem you face right now. Identify the specific aspects of
this skill that you want to apply.

2. Now identify the setting or the situation in which you will apply this skill.
Establish a plan for performance by actually writing down a description of the
situation. Who else will be involved? When will you do it? Where will it be
done?

Circumstances:
Who else?
When?
Where?

3. Identify the specific behaviors in which you will engage to apply this skill.
Operationalize your skill performance.

4. What are the indicators of successful performance? How will you know you
have been effective? What will indicate you have performed competently?

Part 2. Evaluation
5. After you have completed your implementation, record the results. What hap-

pened? How successful were you? What was the effect on others?

6. How can you improve? What modifications can you make next time? What
will you do differently in a similar situation in the future?

7. Looking back on your whole skill practice and application experience, what
have you learned? What has been surprising? In what ways might this experi-
ence help you in the long term?
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SCORING KEYS AND
COMPARISON DATA

Effective Empowerment and Delegation 

Scoring Key

SKILL AREA ITEMS ASSESSMENT

PRE- POST-

Personal mastery experiences 1, 2 ______ ______
Modeling 3, 4 ______ ______
Providing support 5, 6 ______ ______
Arousing positive emotions 7, 8 ______ ______
Providing information 9, 10 ______ ______
Providing resources 11, 12 ______ ______
Organizing teams 13, 14 ______ ______
Creating confidence 15, 16 ______ ______
Delegating work 17–26 ______ ______

Total Score ______ ______

Comparison Data (N = 5,000 Students)

Compare your scores to three standards:
1. The maximum possible score = 156.
2. The scores of other students in the class.
3. Norm data from more than 5,000 business school students.

Pre-Test Post-Test
129.54 = mean = 138.03
139 or above = top quartile = 149 or above
130–138 = second quartile = 140–148
121–129 = third quartile = 129–139
120 or below = bottom quartile = 128 or below

Personal Empowerment

Scoring Key

SKILL AREA ITEMS MEAN (TOTAL ÷ 4)

Self-efficacy (competence) 2, 7, 12, 17 _________
Self-determination (choice) 3, 8, 13, 18 _________
Personal consequence (impact) 4, 9, 14, 19 _________
Meaningfulness (value) 1, 6, 11, 16 _________
Trust (security) 5, 10, 15, 20 _________
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Comparison Data (N = 4500 students)

TOP THIRD SECOND BOTTOM

SKILL AREA MEAN QUARTILE QUARTILE QUARTILE QUARTILE

Self-efficacy 6.14 6.75 or above 6.25–6.74 5.75–6.24 5.74 or below
(competence)
Self-determination 5.87 6.50 or above 6.00–6.49 5.25–5.99 5.24 or below
(choice)
Personal control 5.61 6.50 or above 5.75–6.49 5.00–5.74 4.99 or below
(impact)
Meaningfulness 5.90 6.75 or above 6.00–6.74 5.50–5.99 5.49 or below
(value)
Trust 5.50 6.25 or above 5.75–6.24 5.00–5.74 4.99 or below
(security)

SKILL PRACTICE 
Deciding to Delegate: Analysis of “An Emergency Request”

QUESTION: ANALYSIS:

Is it a group or individual problem? Group because the task affects 
subordinates.

Is there a quality requirement? Yes, because one way is better than 
another.

Does the manager have needed Yes; the manager has experience.
information?
Is the problem structured or Structured, because routine changes 
unstructured? are required.
Do subordinates have to accept the No, because they have no discretion 
decision? in implementation.
Are subordinates likely to accept the Yes, because close supervision is 
decision? accepted.
Does everyone share a common goal? Yes; all want the firm to be profitable.
Is conflict among subordinates likely? No, since there is no investment in 

a prior alternative.
Do subordinates have needed information? No; subordinates are inexperienced.

Choice: Make an individual decision if time is the important factor. If training of subordi-
nates is the important factor, form a team and participate in the team’s discussions.



SKILL PRACTICE
Analysis of “Biological Warfare”

QUESTION: ANALYSIS:

Is it a group or individual problem? Group because the task affects many
employees.

Is there a quality requirement? Yes, because one bid may clearly be 
better than another.

Does the manager have needed information? No; the manager must obtain 
information from others.

Is the problem structured or unstructured? Structured, because standard routines 
are involved.

Do subordinates have to accept the Yes, because they will have discretion 
decision? in implementation.
Are subordinates likely to accept the Yes, probably, because of the benefit 
decision? to the firm.
Does everyone share a common goal? No; whereas all want the firm to be 

profitable, some are ideologically 
opposed to this kind of business.

Is conflict among subordinates likely? Yes, since ideological factors may 
become relevant.

Do subordinates have needed information? No; subordinates are inexperienced.

Choice: Make a decision by yourself, without sharing the problem with subordinates, after
having obtained the necessary information. You may or may not share the problem with
subordinates to discuss alternatives, but regardless, the decision should be yours alone.
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Building
Effective
Teams and
Teamwork

SKILL
DEVELOPMENT

OBJECTIVES

■ DIAGNOSE AND FACILITATE
TEAM DEVELOPMENT

■ BUILD HIGH-PERFORMANCE
TEAMS

■ FACILITATE TEAM LEADERSHIP

■ FOSTER EFFECTIVE TEAM
MEMBERSHIP

SKILL ASSESSMENT
■ Team Development Behaviors
■ Diagnosing the Need for Team Building

SKILL LEARNING
■ Developing Teams and Teamwork
■ The Advantages of Teams
■ Team Development
■ Leading Teams
■ Team Membership
■ Summary
■ Behavioral Guidelines

SKILL ANALYSIS
■ The Tallahassee Democrat’s ELITE Team
■ The Cash Register Incident

SKILL PRACTICE
■ Team Diagnosis and Team Development Exercise
■ Winning the War on Talent
■ Team Performance Exercise

SKILL APPLICATION
■ Suggested Assignments
■ Application Plan and Evaluation

SCORING KEYS AND
COMPARISON DATA
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SKILL ASSESSMENT

DIAGNOSTIC SURVEYS FOR BUILDING
EFFECTIVE TEAMS

TEAM DEVELOPMENT BEHAVIORS

Step 1: Before you read the material in this chapter, please respond to the following
statements by writing a number from the rating scale below in the left-hand column (Pre-
Assessment). Your answers should reflect your attitudes and behavior as they are now,
not as you would like them to be. Be honest. This instrument is designed to help you dis-
cover your level of competency in building effective teams so you can tailor your learning
to your specific needs. When you have completed the survey, use the scoring key at the
end of the chapter to identify the skill areas discussed in this chapter that are most impor-
tant for you to master.

Step 2: After you have completed the reading and the exercises in this chapter and, ide-
ally, as many as you can of the Skill Application assignments at the end of this chapter,
cover up your first set of answers. Then respond to the same statements again, this time
in the right-hand column (Post-Assessment). When you have completed the survey, use
the scoring key at the end of the chapter to measure your progress. If your score remains
low in specific skill areas, use the behavioral guidelines at the end of the Skill Learning
section to guide further practice.

Rating Scale

1 Strongly disagree
2 Disagree
3 Slightly disagree
4 Slightly agree
5 Agree
6 Strongly agree

Assessment

Pre- Post-

When I am in the role of leader in a team:

______ ______ 1. I know how to establish credibility and influence among team members.

______ ______ 2. I behave congruently with my stated values and I demonstrate a high degree of
integrity.

______ ______ 3. I am clear and consistent about what I want to achieve.

______ ______ 4. I create positive energy by being optimistic and complimentary of others.

______ ______ 5. I build a common base of agreement in the team before moving forward with task
accomplishment.

______ ______ 6. I encourage and coach team members to help them improve.

______ ______ 7. I share information with team members and encourage participation.

______ ______ 8. I articulate a clear, motivating vision of what the team can achieve, along with specific
short-term goals.
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When I am in the role of team member:

______ ______ 9. I know a variety of ways to facilitate task accomplishment in the team.

______ ______ 10. I know a variety of ways to help build strong relationships and cohesion among team
members.

______ ______ 11. I confront and help to overcome negative, dysfunctional, or blocking behaviors by
others.

______ ______ 12. I shift roles from facilitating task accomplishment to helping build trusting relation-
ships among members, depending on what the team needs to move forward.

When I desire to make my team perform well, regardless of whether I am a leader or member:

______ ______ 13. I am knowledgeable about the different stages of team development experienced by
most teams.

______ ______ 14. I help establish clear expectations and purpose as well as help team members feel
comfortable with one another at the outset of a team.

______ ______ 15. I encourage team members to become as committed to the success of the team as to
their own personal success.

______ ______ 16. I help team members become committed to the team’s vision and goals.

______ ______ 17. I help the team avoid groupthink by making sure that sufficient diversity of opinions
are expressed in the team.

______ ______ 18. I can diagnose and capitalize on my team’s core competencies, or unique strengths.

______ ______ 19. I encourage the team to continuously improve as well as to seek for dramatic 
innovations.

______ ______ 20. I encourage exceptionally high standards of performance and outcomes that far
exceed expectations.

DIAGNOSING THE NEED FOR TEAM BUILDING

Teamwork has been found to dramatically affect organizational performance. Some man-
agers have credited teams with helping them to achieve incredible results. On the other
hand, teams don’t work all the time in all organizations. Therefore, managers must decide
when teams should be organized. To determine the extent to which teams should be built
in your organization, complete the instrument below.

Think of an organization in which you participate (or will participate) that produces
a product or service. Answer these questions with that organization in mind. Write a
number from a scale of 1 to 5 in the blank at the left; 1 indicates that there is little evi-
dence; 5 indicates there is a lot of evidence. Comparison data is provided at the end of the
chapter.

1. Output has declined or is lower than desired.

2. Complaints, grievances, or low morale are present or are increasing.

3. Conflicts or hostility between members is present or is increasing.

4. Some people are confused about assignments, or their relationships with other people
are unclear.

5. Lack of clear goals and lack of commitment to goals exist.

6. Apathy or lack of interest and involvement by members is in evidence.

7. Insufficient innovation, risk taking, imagination, or initiative exists.



492 CHAPTER 9 BUILDING EFFECTIVE TEAMS AND TEAMWORK

8. Ineffective and inefficient meetings are common.

9. Working relationships across levels and units are unsatisfactory.

10. Lack of coordination among functions is apparent.

11. Poor communication exists; people are afraid to speak up; listening isn’t occurring;
and information isn’t being shared.

12. Lack of trust exists among members and between members and senior leaders.

13. Decisions are made that some members don’t understand, or with which they don’t
agree.

14. People feel that good work is not rewarded or that rewards are unfairly administered.

15. People are not encouraged to work together for the good of the organization.

16. Customers and suppliers are not part of organizational decision making.

17. People work too slowly and there is too much redundancy in the work being done.

18. Issues and challenges that require the input of more than one person are being faced.

19. People must coordinate their activities in order for the work to be accomplished.

20. Difficult challenges that no single person can resolve or diagnose are being faced.

SOURCE: Adapted from Diagnosing the Need for Team Building, William G. Dyer. (1987) Team Building: Issues

and Alternatives. Reading, MA: Addison Wesley. Reprinted with permission of Addison Wesley.
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SKILL LEARNING

Developing Teams and Teamwork

Near the home of one of the authors of this book,
scores of Canada geese spend the winter. They fly over
the house to the nature pond nearby almost every
morning. What is distinctive about these flights is that
the geese always fly in a V pattern. The reason for this
pattern is that the flapping wings of the geese in front
create an updraft for the geese that follow. This V pat-
tern increases the range of the geese collectively by
71 percent compared to flying alone. On long flights,
after the lead goose has flown at the front of the V for
a while, it drops back to take a place in the V where
the flying is easier. Another goose then takes over the
lead position, where the flying is most strenuous. If a
goose begins to fly out of formation, it is not long
before it returns to the V because of the resistance it
experiences when not supported by the wing flapping
of the other geese.

Another noticeable feature of these geese is the
loud honking that occurs when they fly. Canada geese
never fly quietly. One can always tell when they are in
the air because of the noise. The reason for the honking
is not random, however. It occurs among geese in the
rear of the formation in order to encourage the lead
goose. The leader doesn’t honk—just those who are
supporting and urging on the leader. If a goose is shot,
becomes ill, or falls out of formation, two geese break
ranks and follow the wounded or ill goose to the ground.
There they remain, nurturing their companion, until it is
either well enough to return to the flock or it dies.

This remarkable phenomenon serves as an apt
metaphor for our chapter on teamwork. The lessons
garnered from the flying V formation help highlight
important attributes of effective teams and skillful
teamwork. For example:

❏ Effective teams have interdependent members.
Like geese, the productivity and efficiency of an
entire unit is determined by the coordinated,
interactive efforts of all its members.

❏ Effective teams help members be more effi-
cient working together than alone. Like geese,
effective teams outperform even the best indi-
vidual’s performance.

❏ Effective teams function so well that they
create their own magnetism. Like geese,
team members desire to affiliate with a team
because of the advantages they receive from
membership.

❏ Effective teams do not always have the same
leader. As with geese, leadership responsibility
often rotates and is shared broadly as teams
develop over time.

❏ In effective teams, members care for and nur-
ture one another. No member is devalued or
unappreciated. All are treated as an integral
part of the team.

❏ Effective teams have members who cheer for
and bolster the leader, and vice versa. Mutual
encouragement is given and received by each
member.

❏ Effective teams have a high level of trust among
members. Members demonstrate integrity and
are interested in others’ success as well as their
own.

Because any metaphor can be carried to extremes,
we don’t wish to overemphasize the similarities
between Canada geese and work teams. On the other
hand, these seven attributes of effective teams do serve
as the nucleus of this chapter. They will help us iden-
tify ways for you to improve your abilities to lead a
team, to be an effective team member, and to foster
effective team processes. Our intent is to identify
proven techniques and skills that will help you func-
tion more effectively in team settings.

One important reason for this emphasis on teams
is that participation in teams is fun for most people.
There is something inherently attractive about being
engaged in teamwork. Consider, for example, the two
advertisements that appeared next to one another in a
metropolitan newspaper, both seeking to fill the same
type of position. They are reproduced in Figure 9.1.
While neither advertisement is negative or inappropri-
ate, they are noticeably different. Which job would
you rather take? Which firm would you rather work
for? For most of us, the team-focused job seems much
more desirable. This chapter focuses on helping you to
flourish in these kinds of team settings.
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Our Team Needs One Good

Multiskilled Maintenance Associate

American Automotive Manufacturing
P.O. Box 616

Ft. Wayne, Indiana 48606
Include phone number. We respond to all

applicants.

Maintenance Technician/Welder

National Motors Corporation
5169 Blane Hill Center

Springfield, Illinois 62707

Our Team is down one good player. Join our 
group of multiskilled Maintenance Associates 
who work together to support our assembly 
teams at American Automotive Manufacturing.

We are looking for a versatile person with skills 
in one or more of the following:  ability to set 
up and operate various welding machinery, 
knowledge in electric arc and M.I.G. welding, 
willingness to work on detailed projects for 
extended time periods, and general overall 
knowledge of the automobile manufacturing 
process. Willingness to learn all maintenance 
skills a must. You must be a real team player, 
have excellent interpersonal skills, and be 
motivated to work in a highly participative 
environment.

Send qualifications to:

Leading automotive manufacturer looking for 
Maintenance Technician/Welder. Position 
requires the ability to set up and operate 
various welding machinery and a general 
knowledge of the automobile production 
process. Vocational school graduates or 3–5 
years of on-the-job experience required. 
Competitive salary, full benefits, and tuition 
reimbursement offered.

Interviews Monday, May 6, at the Holiday Inn 
South, 3000 Semple Road, 9:00 A.M. to 7:00 P.M.

Please bring pay stub as proof of last
employment.

AMM

NMC

Figure 9.1 A Team-Oriented and a Traditional Advertisement for a Position

The Advantages of Teams

Whether one is a manager, a subordinate, a student, or
a homemaker, it is almost impossible to avoid being a
member of a team. Some form of teamwork permeates
most people’s daily lives. Most of us are members of
discussion groups, friendship groups, neighborhood
groups, sports teams, or even families in which tasks
are accomplished and interpersonal interaction occurs.
Teams, in other words, are simply groups of people
who are interdependent in the tasks they perform,
affect one another’s behavior through interaction, and
see themselves as a unique entity. What we discuss in
this chapter is applicable to team activity in most kinds
of settings, although we focus mainly on teams and
teamwork in employing organizations rather than in
homes, classrooms, or in the world of sports. The prin-
ciples of effective team performance, team leadership,
and team participation we address here, however, are
virtually the same across all these kinds of teams.

For example, empowered teams, autonomous work
groups, semiautonomous teams, self-managing teams,

self-determining teams, crews, platoons, cross-functional
teams, top management teams, quality circles, proj-
ect teams, task forces, virtual teams, emergency response
teams, and committees are all examples of the various
manifestations of teams and teamwork that appear in the
scholarly literature, and research has been conducted
on each of these forms of teams. Our focus is on helping
you develop skills that are relevant in most or all
these kinds of situations, whether as a team leader or a
team member.

Developing team skills is important because of the
tremendous explosion in the use of teams in work orga-
nizations over the last decade. For example, 79 percent
of Fortune 1000 companies reported that they used
self-managing work teams, and 91 percent reported
that employee work groups were being utilized
(Lawler, 1998; Lawler, Mohrman, & Ledford, 1995).
More than two thirds of college students participate in
an organized team, and almost no one can graduate
from a business school anymore without participating
in a team project or a group activity. Teams are ubiqui-
tous in both work life and at school. Possessing the
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❏ Dana Corporation’s Minneapolis valve plant
trimmed customer lead time from six months
to six weeks.

❏ General Mills plants became 40 percent more
productive than plants operating without
teams.

❏ A garment-making plant increased its pro-
ductivity 14 percent by adopting a team-based
production system.

Table 9.1 reports the positive relationships
between employee involvement in teams and several
dimensions of organizational and worker effectiveness.
Lawler, Mohrman, and Ledford (1995) found that
among firms that were actively using teams, both
organizational and individual effectiveness were above
average and improving in virtually all categories of per-
formance. In firms without teams or in which teams
were infrequently used, effectiveness was average or
low in all categories.

Of course, a variety of factors can affect the per-
formance and usefulness of teams. Teams are not
inherently effective just because they exist. A Sports
Illustrated cover story, for example, labeled the Los
Angeles Clippers NBA basketball team the worst team
in the history of professional sports from inception
to the year 2000 (Lidz, 2000)—evidence that just
because a group of talented people get together does
not mean that an effective team can be created.
Hackman (1993) identified a set of common inhibitors
to effective team performance, including reward-
ing and recognizing individuals instead of the team,
not maintaining stability of membership over time, not
providing team members with autonomy, not fostering
interdependence among team members, and failing to
orient all team members. In contradiction to Peters’
comments about the universal utility of teams,
Verespei (1990) observed:

All too often corporate chieftains read the suc-
cess stories and ordain their companies to
adopt work teams—NOW. Work teams don’t
always work and may even be the wrong solu-
tion to the situation in question.

The instrument, called “Diagnosing the Need for
Team Building” in the Skill Assessment section of this
chapter, helps identify the extent to which the work
teams in which you are involved are performing effec-
tively, and the extent to which they need team building.
Often, teams can take too long to make decisions, they
can drive out effective action by becoming too insular,
and they can create confusion, conflict, and frustration

ability to lead and manage teams and teamwork, in
other words, has become a commonplace requirement
in most organizations. In one survey, the most desired
skill of new employees was found to be the ability to
work in a team (Wellins, Byham, & Wilson, 1991).

One noted management consultant, Tom Peters
(1987), even asserted:

Are there any limits to the use of teams? Can we
find places or circumstances where a team
structure doesn’t make sense? Answer: No, as
far as I can determine. That’s unequivocal, and
meant to be. Some situations may seem to lend
themselves more to team-based management
than others. Nonetheless, I observe that the
power of the team is so great that it is often wise
to violate apparent common sense and force a
team structure on almost anything. (p. 306)

One reason for the escalation in the desirability of
teamwork is that increasing amounts of data show
improvements in productivity, quality, and morale when
teams are utilized. Many companies have attributed
their improvements in performance directly to the insti-
tution of teams in the workplace (Cohen & Bailey, 1997;
Guzzo & Dickson, 1996; Hamilton, Nickerson, &
Owan, 2003; Katzenbach & Smith, 1993; Senge, 1991).
For example, by using teams in their organizations:

❏ Shenandoah Life Insurance Company in
Roanoke, Virginia, saved $200,000 annually
because of reduced staffing needs, while
increasing its volume 33 percent.

❏ Westinghouse Furniture Systems increased
productivity 74 percent in three years.

❏ AAL increased productivity by 20 percent, cut
personnel by 10 percent, and handled 10 percent
more transactions.

❏ Federal Express cut service errors by 13 percent.
❏ Carrier reduced unit turnaround time from

two weeks to two days.
❏ Volvo’s Kalamar facility reduced defects by

90 percent.
❏ General Electric’s Salisbury, North Carolina,

plant increased productivity by 250 percent
compared to other GE plants producing the
same product.

❏ Corning cellular ceramics plant decreased defect
rates from 1,800 parts per million to 9 parts per
million.

❏ AT&T’s Richmond operator service increased
service quality by 12 percent.
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Table 9.1 Impact of Involvement in Teams on Organizations and Workers

PERFORMANCE CRITERIA PERCENT INDICATING IMPROVEMENT

Changed management style to more participatory 78

Improved organizational processes and procedures 75

Improved management decision making 69

Increased employee trust in management 66

Improved implementation of technology 60

Elimination of layers of management supervision 50

Improved safety and health 48

Improved union-management relations 47

PERFORMANCE CRITERIA PERCENT INDICATING POSITIVE IMPACT

Quality of products and services 70

Customer service 67

Worker satisfaction 66

Employee quality of work life 63

Productivity 61

Competitiveness 50

Profitability 45

Absenteeism 23

Turnover 22

(N = 439 of the Fortune 1000 firms)

SOURCE: Impact of involvement in teams on organizations and workers, Lawler, E. E., Mohman, S. A., & Ledford, G. E. (1992). Creating high
performance organizations: Practices and results of employee involvement and total quality in Fortune 1000 companies. Reprinted with permission of
John Wiley & Sons, Inc.

for their members. All of us have been irritated by being
members of an inefficient team, a team dominated by a
single person, a team with slothful members, or a team
in which standards are compromised in order to get
agreement from everyone. The common adage that “a
camel is a horse designed by a team” illustrates one of
the many potential liabilities of a team.

On the other hand, a great deal of research has
been conducted to identify the factors associated with
high performance in teams. Factors such as team com-
position (e.g., heterogeneity of members, size of the
team, familiarity among team members), team motiva-
tion (e.g., team potency, team goals, team feedback),
team type (e.g., virtual teams, cockpit crews, quality cir-
cles) and team structure (e.g., team member autonomy,
team norms, team decision-making processes) have
been studied to determine how best to form and lead
teams (see comprehensive reviews by Cohen & Bailey,
1997; Guzzo & Dickson, 1996; Hackman, 2003).

Several thousand studies of groups and teams have
appeared in just the last decade. Self-managing work
teams, problem-solving teams, therapy groups, task
forces, interpersonal growth groups, student project
teams, and many other kinds of teams have been stud-
ied extensively. Studies have ranged from teams meet-
ing for just one session to teams whose longevity
extends over several years. Membership in teams has
varied widely, ranging from children to aged people, top
executives to line workers, students to instructors, vol-
unteers to prison inmates, professional athletes to play-
ground toddlers. The analyses have included a variety
of predictors of performance such as team-member
roles, unconscious cognitive processes, group dynamics,
problem-solving strategies, communication patterns,
leadership actions, interpersonal needs, decision-making
quality, innovativeness, and productivity (e.g., Ancona &
Caldwell, 1992; Gladstein, 1984; Senge, 1991; Wellins
et al., 1991).
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We will not spend time in this chapter reviewing
the extensive literature associated with teams, nor the
multitude of factors that have been associated with team
performance. Instead, we focus on a few key skills that
will help you lead and participate effectively in most
kinds of teams. We particularly focus here on teams that
are faced with a task to accomplish. This may be a work
team at your job, a project team composed of fellow
students, an ad hoc team discussing an issue, or a self-
managing team in a service organization. Regardless of
the form of the team, you will want to improve your
skills in helping the team become a high-performing
unit. We will concentrate first on helping you under-
stand the development of teams and how to diagnose
the key issues present in each of four stages of team
development. Then we focus on helping you improve
your capability to lead teams in these various stages, and
to become a more effective member of a team.

AN EXAMPLE OF 
AN EFFECTIVE TEAM

To illustrate some of the principles we discuss in this
chapter, we briefly describe one of the most effective
team efforts we know about. It is the team formed to
plan and conduct the logistical support for the United
States’ engagement in the 1990 Persian Gulf War
(Desert Storm)—the original conflict motivated by
Iraq’s threatened invasion of Kuwait. General Gus
Pagonis was the designated leader of this team, which
was organized as a result of the first President George
Bush’s announcement that the United States would
send troops to Saudi Arabia in order to confront the
Iraqi aggression into Kuwait.

The tasks Pagonis faced were daunting. He was
charged with building a team that could transport more
than half a million people and their personal belongings
to the other side of the world, on short notice. But
transporting the people was only part of the challenge.
Supporting them once they arrived, moving them into
position for a surprise attack, supporting their battle
plans, and then getting them and their equipment back
home in record time were even greater challenges.

More than 122 million meals had to be planned,
moved, and served—approximately the number eaten
by all the residents of Wyoming and Vermont in three
months. Fuel (1.3 billion gallons) had to be pumped—
about the same amount used in Montana, North
Dakota, and Idaho in a year—in order to support sol-
diers driving 52 million miles. Tanks, planes, ammuni-
tion, carpenters, cashiers, morticians, social workers,

doctors, and a host of support personnel had to be trans-
ported, coordinated, fed, and housed. More than 500
new traffic signs had to be constructed and installed in
order to help individuals speaking several different lan-
guages navigate the relatively featureless terrain of Saudi
Arabia. Five hundred tons of mail had to be sorted and
processed each day. More than 70,000 contracts with
suppliers had to be negotiated and executed. All green-
colored equipment—more than 12,000 tracked vehi-
cles and 117,000 wheeled vehicles—had to be repainted
desert brown and then repainted green when shipped
home. Soldiers had to be trained to fit in with an unfa-
miliar culture that was intolerant of typical soldier-
relaxation activity. Supplies had to be distributed at a
moment’s notice to several different locations, some of
them behind enemy lines, in the heat of battle. Traffic
control was monumental, as evidenced by one key
checkpoint near the front where 18 vehicles per minute
passed, seven days a week, 24 hours a day, for six
weeks. More than 60,000 enemy prisoners of war had
to be transported, cared for, and detained.

Because the war ended far sooner than predicted,
an even more daunting challenge presented itself—
getting all those supplies and personnel back home.
Most of the equipment, ammunition, and food had to
be brought back home because it had been unpacked
but was mostly unused. That required thorough
scrubbing to remove microorganisms or pests and
reshrinkwrapping a huge amount of supplies. Since
large, bulk containers had been broken up into smaller
units during the war, it took twice as long to gather
and ship materials out of Saudi Arabia as it did to ship
them in. Yet, personnel were eager to return home at
the end of the campaign, so the pressure for speed was
at least as great as at the outset of the war. In short,
Pagonis’ team faced a set of tasks that had never before
been accomplished on that scale, and they were to do
it in a time frame that would have been laughable if it
weren’t factual.

The team building and teamwork skills used to
accomplish these tasks was detailed in Pagonis’ 1993
book, Moving Mountains. Pagonis was awarded a third
star during Desert Storm as a result of his outstanding
leadership in the field of battle. He helped plan and exe-
cute the famous “end run” that took the Iraqi army com-
pletely by surprise. Most observers now agree that it was
the success of the logistics team that really won the
Persian Gulf War for the United States in 1991 and saved
tens of thousands, if not hundreds of thousands, of lives.
We use excerpts from his description of this team’s func-
tioning to illustrate principles of effective team building
and team leadership in the sections that follow.
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Table 9.2 Four Stages of Team Development

STAGE EXPLANATION

Forming The team is faced with the need to become acquainted with its members, its purpose, and its boundaries.
Relationships must be formed and trust established. Clarity of direction is needed from team leaders.

Norming The team is faced with creating cohesion and unity, differentiating roles, identifying expectations for
members, and enhancing commitment. Providing supportive feedback and fostering commitment to a
vision are needed from team leaders.

Storming The team is faced with disagreements, counterdependence, and the need to manage conflict. Challenges
include violations of team norms and expectations and overcoming groupthink. Focusing on process
improvement, recognizing team achievement, and fostering win/win relationships are needed from team
leaders.

Performing The team is faced with the need for continuous improvement, innovation, speed, and capitalizing on core
competencies. Sponsoring team members’ new ideas, orchestrating their implementation, and fostering
extraordinary performance are needed from the team leaders.

Team Development

Regardless of whether you play the role of team leader
or team member, in order to function effectively in a
team it is important that you understand that all teams
progress through stages of development. These stages
cause the dynamics within the team to change, the
relationships among team members to shift, and effec-
tive leader behaviors to be modified. In this section we
outline the four major stages that teams pass through
from early stages of development—when a team is still
struggling to become a coherent entity—to a more
mature stage of development—when the team has
become a highly effective, smoothly functioning unit.
The skill we want you to develop is to be able to diag-
nose the stage of your team’s development so that you
will know what kinds of behaviors will most effec-
tively enhance your team’s performance.

Evidence of predictable patterns of team develop-
ment has been available since the early part of this
century (Dewey, 1933; Freud, 1921). In fact, despite
the variety in composition, purpose, and longevity of
the teams investigated in a large array of studies, the
stages of group and team development have been strik-
ingly similar (Cameron & Whetten, 1984; Hackman,
2003; Quinn & Cameron, 1983). The research shows
that teams tend to develop through four separate,
sequential stages. These stages were first labeled by
Tuckman (1965) as forming, norming, storming,
and performing. Because of their rhyme and parsi-
mony, these labels are still widely used today.
(Tuckman’s second and third stages are reversed in this
chapter based on the research of Greiner, 1972, and
Cameron & Whetten, 1981.)

Table 9.2 summarizes the four main stages of
team development. In order for teams to be effective
and for team members to benefit most from team
membership, teams must progress through the first
three stages of development to achieve Stage 4. In
each separate stage, unique challenges and issues pre-
dominate, and it is by successfully diagnosing and
managing these issues and challenges that a team
matures and becomes more effective. For each of the
four stages, we first identify major team member issues
and questions, then we identify the management
responses that help the team effectively transcend that
stage of development.

THE FORMING STAGE

When team members first come together, they are
much like an audience at the outset of a concert. They
are not a team but an aggregation of individuals shar-
ing a common setting. Something must happen for
them to feel that they are a cohesive unit. When you
meet with a group of people for the first time, for
example, chances are that you do not feel integrated
with the group right away. Several questions are prob-
ably on your mind, such as:

❏ Who are these other people?
❏ What is expected of me?
❏ Who is going to lead?
❏ What is supposed to happen?

The questions uppermost in the minds of partici-
pants in a new team have to do with establishing a
sense of security and direction, getting oriented, and
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becoming comfortable with the new situation.
Sometimes, new team members can articulate these
questions, while at other times they are little more
than general feelings of discomfort or disconnected-
ness. Uncertainty and ambiguity tend to predominate
as individuals seek some type of understanding and
structure. Because there is no shared history with the
team, there is no unity among members. Thus, the typ-
ical interpersonal relationships that predominate in
this stage are:

❏ Silence
❏ Self-consciousness
❏ Dependence
❏ Superficiality

Even though some individuals may enter a team sit-
uation with great enthusiasm and anticipation, they are
usually hesitant to demonstrate their emotions to others
until they begin to feel at ease. Moreover, without
knowing the rules and boundaries, it feels risky to speak
out or to even ask questions. Seldom are new members
willing to actively query a leader when a team first
meets together, even though uncertainty prevails. When
a leader asks questions of team members, rarely does
someone jump at the chance to give an answer. When
answers are given, they are likely to be brief. Little inter-
action occurs among team members themselves, most
communication is targeted at the team leader or person
in charge, and each individual is generally thinking
more of himself or herself than of the team. Interactions
tend to be formal and guarded. Congruent behaviors are
masked in the interest of self-protection.

Individuals cannot begin to feel like a team until
they become familiar with the rules and boundaries of
their setting. They don’t know whom to trust, who
will take initiative, what constitutes normal behavior,
or what kinds of interactions are appropriate. They are
not yet a real team but only a collection of individuals.
Therefore, the task of the team in this stage is less
focused on producing an output than on developing
the team itself. Helping team members become com-
fortable with one another takes precedence over task
accomplishment. A team faces the following kinds of
task issues in its first stage of development:

❏ Orienting members and getting questions
answered

❏ Establishing trust
❏ Establishing relationships with the leader(s)
❏ Establishing clarity of purpose, norms, proce-

dures, and expectations

This stage may be brief, but it is not a time to rely
on free and open discussion and consensus decision
making to accomplish an outcome. Direction, clarity,
and structure are needed instead. The first task is to
ensure that all team members know one another and
that their questions are answered. Because relatively
little participation may occur during this stage, the
temptation may be to rush ahead or to short-circuit
introductions and instructions. However, teams tend
to flounder later if the challenges of this stage are not
adequately managed.

In the case of the Persian Gulf logistics team, the
first critical task was to make certain that objectives,
rules and regulations, time frames, and resources were
clearly laid out. Each member of the team had to
become comfortable with his or her team membership:

The team got down to work with a redoubled
sense of urgency. They were soon fully famil-
iar with the plan that had been roughed out.
We quickly got to a joint understanding of
what I took to be our role in the theater.
Our session . . . was very successful, mainly
because from the outset we had a well-
defined structure for invention. We worked
toward several clearly expressed goals, and
there was an imposed time limit to keep us on
track. And finally, our various experiences
were complementary. We needed each other
and we knew it. (Pagonis, 1993, pp. 82–83)

THE NORMING STAGE

Once team members have become oriented, achieved
clarity about the team’s goals, and accepted their
place in the team, the main challenge of the team is to
create a cohesive unit or a “sense of team.” Norms,
rules, and expectations are clarified in the first stage,
but an underlying team culture and informal relation-
ships among members must also be developed. The
need to move the team from a group of individuals
sharing a common goal to a highly cohesive unit is the
motivation that leads the team to a new stage of
development—the norming stage. The more team
members interact with one another, the more they
develop common behaviors and perspectives. They
experience a certain amount of pressure to conform to
the expectations of other team members, so the team
begins to develop a character and culture of its own.
We all have experienced strong peer pressure, the
clearest example of the dynamics in this stage of team
development. A new cohesive team culture affects the
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amount of work done by the team, its style of com-
municating, approaches to problem solving, and even
team member dress.

The major focus of team members, in other
words, shifts from overcoming uncertainty in the
forming stage to developing the norms of a unified
group. Typical questions in team members’ minds dur-
ing this stage include:

❏ What are the norms and values of the team?
❏ How can I best get along with everyone else?
❏ How can I show my support to others?
❏ How can I fit in?

During the norming stage, team members become
contented with team membership and begin to value
the team’s goals more than their own personal goals.
Individual needs are met through the team’s accom-
plishments. The team, rather than the leader or a single
person, takes responsibility for solving problems, con-
fronting and correcting mistakes, and ensuring success.
Agreement and a willingness to go along characterize
the climate of the team. Individuals experience feelings
of loyalty to the team, and the interpersonal relation-
ships that most characterize team members include:

❏ Cooperativeness
❏ Conformity to standards and expectations
❏ Heightened interpersonal attraction
❏ Ignoring disagreements

This norming stage is a time when effective teams
encourage relationship-building roles. Participation by
all team members is encouraged, and the team takes
responsibility for ensuring that it:

❏ Maintains unity and cohesion
❏ Facilitates participation and empowerment
❏ Shows support to team members
❏ Provides feedback on team and team member

performance

A major problem may arise in this stage of develop-
ment, however, especially if the team refuses to move
on. That problem is an increasing inability to engender
diversity and varied perspectives in the team. Whereas
team members may feel extremely satisfied with their
tightly bonded unit, the team risks a danger of develop-
ing groupthink (Janis, 1972). Groupthink occurs when
the cohesiveness and inertia developed in a team drives
out good decision making and problem solving. The
preservation of the team takes precedence over accurate
decisions or high-quality task accomplishment. Not

enough differentiation and challenge to the team’s
mind-set occurs.

Irv Janis (1972) conducted research in which he
chronicled several high-performing teams that in one
instance performed in a stellar fashion, but performed
disastrously in another instance. His classic example
was the cabinet of President John F. Kennedy. This
team worked through what is often considered one of
the best sets of decisions ever made in handling the
Cuban Missile Crisis, in which the former Soviet
Union was inhibited from placing warhead missiles in
Cuba by means of a high-stakes confrontation by
Kennedy and his cabinet. This was also the same team,
however, that earlier had made the disastrous deci-
sions related to the Bay of Pigs fiasco, in which a
planned overthrow of Fidel Castro’s government in
Cuba became a logistical nightmare, a confluence of
indecision, and an embarrassing defeat for the same
subsequently high-functioning team.

What was the difference? Why did the same team
do so well in one circumstance and so poorly in
another? Janis’ answer is groupthink. Groupthink typi-
cally occurs when the following attributes develop in
teams that are stuck in the norming stage.

❏ Illusion of invulnerability. Members feel
assured that the team’s past success will con-
tinue. (“Because of our track record, we can-
not fail.”)

❏ Shared stereotypes. Members dismiss discon-
firming information by discrediting its source.
(“These people just don’t understand these
things.”)

❏ Rationalization. Members rationalize away
threats to an emerging consensus. (“This is the
reason they don’t agree with us.”)

❏ Illusion of morality. Members believe that
they, as moral individuals, are not likely to
make wrong decisions. (“This team would
never knowingly make a bad decision or do
anything immoral.”)

❏ Self-censorship. Members keep silent about
misgivings and try to minimize doubts. (“I
must be wrong if others think that way.”)

❏ Direct pressure. Sanctions are imposed on
members who explore deviant viewpoints. (“If
you don’t agree, why don’t you leave the
team?”)

❏ Mind guarding. Members protect the team
from being exposed to disturbing ideas.
(“Don’t listen to them. We need to keep the
rabble rousers at bay.”)
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❏ Illusion of unanimity. Members conclude that
the team must have reached a consensus since
the most vocal members are in agreement.
(“If Dave and Melissa agree, there must be
a consensus.”)

The problem with groupthink is that it leads
teams to commit more errors than normal. For exam-
ple, consider the following commonly observed sce-
nario. Not wanting to make a serious judgment error, a
leader convenes a meeting of his or her team. In the
process of discussing an issue, the leader expresses a
preference for one option. Other team members,
wanting to appear supportive, present arguments
justifying the decision. One or two members tenta-
tively suggest alternatives, but they are strongly over-
ruled by the majority. The decision is carried out with
even greater conviction than normal because every-
one is in agreement, but the consequences are dis-
astrous. How did this happen? While the leader
brought the team together to avoid making a bad deci-
sion, the presence of groupthink actually made a bad
decision more likely. Without the social support pro-
vided by the team, the leader may have been more
cautious in implementing a personally preferred but
uncertain decision.

To manage this tendency to develop groupthink,
the team must move through the norming stage into
the storming stage. The team must develop attributes
that will foster diversity, heterogeneity, and even con-
flict in the team’s processes. In particular, Janis makes
the following suggestions for addressing groupthink:

❏ Critical evaluators. At least one team member
should be assigned to perform the role of critic
or evaluator of the team’s decisions.

❏ Open discussion. The team leader should not
express an opinion at the outset of the team
meeting but should encourage open discussion
of differing perspectives by team members.

❏ Subgroups. Multiple subgroups in the team may
be formed to develop independent proposals.

❏ Outside experts. Invite outside experts to lis-
ten to the rationale for the team’s decision and
critique it.

❏ Devil’s advocate. Assign at least one team
member to play devil’s advocate during the dis-
cussion if it seems that too much homogeneity
exists in the team’s discussion.

❏ Second-chance meetings. Sleep on the team’s
decision and revisit it afresh the next day. The
expression of team members’ second thoughts
should be encouraged.

In other words, teams in the norming stage
become cohesive and highly integrated entities, and
this may create a tendency to preserve high involve-
ment and good feeling at the expense of all else.
Having a cohesive family feeling is necessary to pull
the separate members together and to create a singular
identity. However, it can prove disastrous if important
information is filtered out, contrary points of view are
squelched, or nonconformity in any form is punished.
Effective teams must also move on to the next stage,
the storming stage of development.

THE STORMING STAGE

Whereas the comfortable climate that team members
develop in the norming stage can lead to an excessive
amount of agreement and homogeneity, it also can
lead to the opposite phenomenon. That is, once team
members begin to feel comfortable with the team, they
often begin to explore different roles. Some may tend
toward task facilitation, for example, while others may
tend toward relationship building. This differentiation
of team members’ roles invariably leads the team into
a stage of potential conflict and counterdependence—
a storming stage.

Playing different roles causes team members to
develop different perspectives and to develop ideas that
challenge the leadership and direction of the team.
Virtually every effective team goes through a stage in
which team members question the legitimacy of the
team’s direction, the leader, the roles of other team
members, the opinions or decisions of others, and the
task objectives. Up to now, the team was largely charac-
terized by harmony and consensus. Individual differ-
ences were suppressed in order to create a sense of
team. However, such a condition will not last forever
without team members becoming uncomfortable about
losing their individual identity, subjugating their feel-
ings, or stifling differing perspectives. The team’s long-
term success, therefore, will depend on how well it
manages the storming stage of development. Typical
questions that arise in team members’ minds during this
stage are:

❏ How will we handle dissension?
❏ How can we make decisions amidst disagreement?
❏ How will we communicate negative information?
❏ Do I want to maintain my membership in the

team?

An old Middle Eastern proverb states: “All sun-
shine makes a desert.” Similarly, team development
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implies that some struggles must occur, some discom-
fort must be experienced, and some obstacles must be
overcome for the team to prosper. The team must
learn to deal with adversity—especially that produced
by its own members. Tendencies toward groupthink
must be attacked head-on. If team members are more
interested in keeping peace than in solving problems
and accomplishing tasks, the team will never become
effective. No one wants to remain in a team that will
not allow for individuality and uniqueness and that
wants to maintain harmony more than it wants to
accomplish its goals. Consequently, harmony is some-
times sacrificed as the team attacks problems and
accomplishes objectives.

Of course, team members do not cease to care
about one another, and they remain committed to the
team and its success. But they do begin to take sides
on issues, to find that they are more compatible with
some team members than others, and to align them-
selves with certain points of view. This leads to:

❏ Coalitions or cliques being formed
❏ Competition among team members
❏ Disagreement with the leader
❏ Challenging others’ points of view

During Desert Storm, for example, a relatively
rigid military command hierarchy—along with the
urgency of the mission to be performed—inhibited
large deviations from established norms and rules, but
small aberrations began to emerge as Pagonis’ team
developed. Logistics team members painted personal
logos on some tanks and trucks, insider code names
were given to people and locations as a bit of sarcasm,
and challenges to top-brass mandates became more
common in briefing rooms. This testing of norms and
boundaries is sometimes merely an expression of a
need for individuality, while in other instances it is
a product of strong feelings that the team can be
improved. The main task issues to be addressed by the
team in this stage include:

❏ Managing conflict
❏ Legitimizing productive expressions of individuality
❏ Turning counterdependence into interdependence
❏ Fostering consensus-building processes

Conflict, coalition formation, and counterdepen-
dence create conditions that may lead to the norms
and values of the team being questioned. Rather than
being stifled or resisted, however, effective teams

encourage members to turn those challenges into con-
structive suggestions for improvement. It is important
for team members to feel that they can legitimately
express their personal uniqueness and idiosyncrasies,
so long as they are not destructive to the overall team.
It is clear from research on teams that when they face
difficult or complex problems, teams are more effec-
tive if membership is heterogeneous than if all team
members act, believe, and see things the same way
(Campion, Medsker, & Higgs, 1993; Hackman, 2003).
Diversity is productive in fostering creativity, individu-
ality, and solutions to difficult problems (Cox, 1994). It
has been said that “teams make complex problems
simple.” The trouble is, “teams also make simple prob-
lems complex,” so diversity and heterogeneity are not
universally appropriate. The first two stages of team
development, in fact, are purposeful in minimizing
diversity and heterogeneity. In this stage, however,
maintaining flexibility in the team implies that toler-
ance for individuality is acceptable and that changes
and improvements are promoted. General Pagonis’
philosophy about the way to manage differences was
to encourage their expression:

The key is to be open to different experiences
and perspectives. If you can’t tolerate differ-
ent kinds of people, you’re not likely to learn
from different kinds of perspectives. Effective
leaders encourage contrary opinions, an
important source of vitality. This is especially
true in the military where good ideas come in
an incredible variety of packages. (Pagonis,
1993, p. 24)

In the storming stage of development, tensions
arise between forces pushing the team toward cohe-
sion and forces pushing it toward differentiation. At
the same time strong bonds of team unity have been
fostered, individuals begin differentiating themselves
from one another and adopting unique roles in the
team. They become complementary. This complemen-
tarity of roles may actually foster team cohesion and
productivity rather than conflict, however, if the team:

❏ Identifies an external enemy (rather than one
another) as a target for competition

❏ Reinforces team commitment with recognition
of team-level performance

❏ Maintains visibility of vision and superordinate
goals

❏ Turns students into teachers by having team
members teach the group’s values and vision
to others
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Pagonis’ logistics team illustrates the value of the
first three suggestions above—identifying an external
enemy, team-level recognition, and vision.

In the presence of the enemy, our strength was
flexibility, both as individuals and as a group.
Organizations must be flexible enough to
adjust and conform when their environments
change. But the flexibility can degenerate
into chaos in the absence of well-established
goals. . . . Once everyone in the organization
understands the goals of the organization, then
each person sets out several objectives by
which to attain those goals within his or her
own sphere of activity. . . . When it works,
cooperation and collegiality are enhanced, and
in-fighting and suboptimization are minimized.
(Pagonis, 1993, p. 83)

The fourth suggestion above is illustrated well by
a process used effectively by Xerox Corporation to
address stiff competition from external competitors—
mainly Canon. Figure 9.2 illustrates a process imple-
mented by Xerox where students were turned into
teachers in order to ensure that a common vision and
common processes were implemented throughout the
company. To ensure that all units and all managers

Family Group 1

Family Group 2

Family Group 3

Learn

Learn

Each person is exposed to information four times:

Learn Apply

Apply

Apply

Measure

Measure

Measure

Teach

Teach

Teach

• When they get trained
• When they apply it
• When they teach it
• When they measure someone else’s application

Figure 9.2 The Xerox Dissemination Process

were working in harmony, the company divided itself
into hierarchical family teams. A four-step process was
then implemented:

1. Learn. Core principles, vision, and values were
taught and discussed.

2. Apply. Action plans were formed and an
improvement agenda was implemented.

3. Teach. The principles and successful experiences
were taught to the next-lower family team.

4. Inspect. The performance and action plans of
this lower family team were measured and
monitored.

Teams were exposed to the desired information
four times: when they learned it, when they applied it,
when they taught it, and when they inspected it. More
importantly, because team members were engaged in
teaching others, their commitment to the team, even
in light of differentiated roles, was enhanced.

THE PERFORMING STAGE

The performing stage of development represents highly
effective and efficient team functioning. Because the
team has worked through the issues embedded in each
of the previous stages of development, it is able to work
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Table 9.3 Some Attributes of High-Performing Teams

• Performance outcomes

High-performing teams do things. They produce something; they don’t just discuss it. Without 
accomplishment, teams dissolve and become ineffective over time.

• Specific, shared purpose and vision

The more specific the purpose, the more commitment, trust, and coordination can occur. Individuals don’t 
work for themselves; they work for one another in pursuit of the shared purpose. The shared purpose can 
also be the same as a motivating vision of what the team should achieve.

• Mutual, internal accountability

The sense of internal accountability is far greater than any accountability imposed by a boss or outsider. 
Self-evaluation and accountability characterize a high-performing team.

• Blurring of formal distinctions

Team members do whatever is needed to contribute to the task, regardless of previous positions or titles. 
Team membership and team roles are more predominant than outside status.

• Coordinated, shared work roles

Individuals always work in coordination with others on the team. The desired output is a single group 
product, not a set of individual products.

• Inefficiency leading to efficiency

Because teams allow for lots of participation and sharing, mutual influence about purpose, and blurring of roles, 
they may initially be inefficient. As the team develops, because they come to know one another so well and can 
anticipate each other’s moves, they become much more efficient than single people working alone.

• Extraordinarily high quality

Teams produce outcomes above and beyond current standards of performance. They surprise and delight 
their various constituencies with quality levels not expected and never before obtained. An intolerance of 
mediocrity exists, so standards of performance are very high.

• Creative continuous improvement

Large-scale innovations as well as never-ending small improvements characterize the team’s processes 
and activities. Dissatisfaction with the status quo leads to a constant flow of new ideas, experimentation, 
and a quest for progress.

• High credibility and trust

Team members trust one another implicitly, defend members who are not present, and form interdependent 
relationships with one another. Personal integrity and honesty characterize team activities and team 
member interactions.

• Clarity of core competence

The unique talents and strategic advantages of the team and its members are clear. The ways in which these 
competencies can be utilized to further the team’s objectives are well understood. Extraneous activities and 
deflections from the team’s core mission are given low priority.

SOURCE: Adapted from Hackman, 1990, 2003; Katzenbach & Smith, 1993; Lawler, 1998, 2003.

at a high level of performance. The team has overcome
issues of skepticism, uncertainty, nonparticipativeness,
dependence, and self-centeredness typical of the first, or
forming stage of development. It has developed a clear
mission, personal commitment to the team, a high
degree of loyalty and morale, and has overcome tenden-
cies toward groupthink that can occur in the norming

stage. It has fostered differentiation and variety while
also overcoming tendencies toward counterdepen-
dence, conflict, polarization, and disharmony typical of
the storming stage. It now has the potential to develop
the attributes of a high-performing team.

A listing of attributes of high-performance teams is
provided in Table 9.3, based on research summarized
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in Cohen and Bailey (1997), Guzzo and Dickson
(1996), Hackman (1990; 2003), Katzenbach and
Smith (1993), Parker (1996), and Yeatts and Hyten
(1998). These attributes are those that produce the
benefits enumerated earlier in the chapter (e.g., pro-
ductivity improvements, quality achievements, speed,
and cost reductions). By and large, teams produce
the dramatic successes in organizations reported in the
best-practice literature only if they reach the perform-
ing stage of development.

The team in the performing stage is not, of course,
free of challenges. The common issues that tend to
dominate members of high-performing teams are:

❏ How can we help our members thrive?
❏ How can we foster continuous improvement

and creativity?
❏ How can we build on our core competence?
❏ How can we maintain a high level of energy in

the team?

Team members’ questions in this stage change
from being static to being dynamic. They shift in focus
from merely accomplishing objectives to fostering
change and improvement and achieving extraordinar-
ily positive performance. Continuous improvement
replaces accomplishment as an objective. Up to this
point, the team has been trying to manage and resolve
issues that lead to three key outcomes: (1) accomplish-
ing tasks or objectives, (2) coordinating and integrating
team members’ roles, and (3) assuring the personal
well-being of all team members. It can now turn its
attention to achieving a level of performance above the
ordinary. The interpersonal relationships of team mem-
bers are characterized by:

❏ High mutual trust
❏ Unconditional commitment to the team
❏ Mutual training and development
❏ Entrepreneurship

Team members in this stage exhibit a sense of
shared responsibility and concern for one another as
they carry out their work. Their relationships are not
limited merely to accomplishing a task together, but
also extend to ensuring that each team member is
learning, developing, and flourishing. Coaching and
assisting one another is common. In General Pagonis’
high-performing team, for example, team members
were continuously teaching one another and help-
ing the team and its individual members become more
competent.

I arranged to take a day or two away from
headquarters with a group of key people
from the command [the team]. We use this
brief respite from our everyday activities to
take a long look at what our organization is
doing. These sessions . . . gave us a chance to
work as a group, in a focused way. . . . From
Day One, I held large, open classes where we
discussed scenarios and potential solutions.
I would pose a question to the group: “O.K.,
you have a ship that docked at Ad Dammam
this morning. It’s ready to be unloaded, and
the onboard crane breaks. What’s our
response?” Collectively, the group would work
toward one of several solutions. . . . These
group sessions served several useful purposes
at once. Obviously, they brought potential
challenges into the open so we could bet-
ter prepare for them. . . . Equally impor-
tant, they promoted collaborative discussion
across ranks and disciplines. (Pagonis, 1993,
pp. 101, 177)

In addition to multifaceted relationships and
unconditional commitment to one another, high-
performing team members also take responsibility indi-
vidually for continuously improving the team and its
processes. Experimentation, trial-and-error learning,
freewheeling discussions of new possibilities, and per-
sonal responsibility by everyone for upgrading perfor-
mance is typical. The team adopts a set of behaviors
that help to foster and perpetuate this stage of develop-
ment, including:

❏ Capitalizing on core competence
❏ Fostering innovation and continuous

improvement
❏ Enhancing flourishing relationships
❏ Encouraging positive deviance

The most effective teams in this stage develop the
capacity to perform beyond the norm. They achieve
outcomes that are extraordinary. They extend the
boundaries of what is possible. They become positively
deviant. After having moved through the first three
stages of development in the Persian Gulf War, for
example, General Pagonis’ logistics team moved into a
stage characterized by activities that extended beyond
the norm. On one occasion, for example, Pagonis
directed two team members to generate a solution to
the problem of how to provide combat troops with
decent meals on the front lines.
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Imagine that you’ve been at some remote and
desolate desert site for weeks, or even months,
consuming dehydrated or vacuum-packed
military rations. One day, unannounced, an
odd-looking vehicle with the word “Wolf-
mobile” painted on it comes driving into your
camp. The side panels open up, and a smiling
crew inside offers to cook you a hamburger to
order. “Side of fries? How about a Coke?”
Morale shot up everywhere the Wolfmobiles
pulled in—a little bit of home in the desert.
(Pagonis, 1993, p. 129)

This incident illustrates the major opportunity
associated in the fourth stage of development—to help
team members expand their focus from merely accom-
plishing their work and maintaining good interper-
sonal relationships to upgrading and elevating the
team’s performance. This level of performance unlocks
positive energy and makes it impossible to ever return
to a lower level of performance again.

An example of the power of high-performing
teams and their effects of members is a story told by
our friend Bob Quinn (2005) in which an upper-level
executive in a major manufacturing organization was
expressing frustration with his company. “The trouble
with my firm,” lamented the executive, “is that they
cannot stand excellence.” He illustrated his frustration
by recounting the following incident.

One day in his plant, a major problem occurred on
the assembly line, and the line had to be shut down and
repaired. The issue was serious and required personnel
from multiple shifts to come to the plant to work on the
problem. As a gesture of goodwill on his part, this exec-
utive purchased lunch—pizza, hot dogs, and soft
drinks—for these employees who were going the extra
mile for the company. They completed the task at the
highest levels of quality and in record time. Sometime
later, a representative from the finance department
entered the office of this executive, slapped a piece of
paper down on the desk, and exclaimed, “We can’t pay
this bill for the food. You know that it is against corpo-
rate policy to purchase food for employees from your
budget. This bill will not be reimbursed.” Of course, no
one could fault the finance department representative—
he was simply doing his job and reinforcing the rules.
Flabbergasted, however, the executive responded:
“Look, I cannot do the same things we have always
done and expect different results. I have to break rules
once in a while in the service of achieving excellence or
extraordinary performance. Buying lunch made all the
difference to these employees. It’s what accounted for
our success.”

“This incident just proves,” stated the executive,
“that my firm cannot stand excellence. They cannot tol-
erate being extraordinary.” Our friend Bob offered this
executive some advice. He simply proposed that the
executive give up and conform to the rules and expecta-
tions. Stop trying to achieve extraordinary levels of suc-
cess. The executive’s reply was telling, however, and
illustrates the power of high-performing teams in this
fourth stage of development. His reply was: “I can’t quit
trying. Once I have experience excellence, normal per-
formance is just not good enough anymore. I can’t stand
still and not to strive for extraordinary results.”

Teams in this fourth stage of development are not
all outstanding, of course, and unfortunately, are quite
rare, yet their power and influence on team members
is transformational. Once a person experiences this
kind of excellence, team performance stuck in the first
three stages of development will never be satisfactory
again. Some of the prescriptions for achieving these
levels of extraordinary success are highlighted in the
sections below as we discuss skills involved in leading
teams and in being an effective member of teams.

Leading Teams

In highly effective teams, members’ behavior is inter-
dependent, and personal goals are subservient to the
accomplishment of the team goal. A commitment to
and desire for team membership is present. Even
though individuals may be formally designated as a
team, if they act so as to bring exclusive credit to them-
selves, to accomplish their own objectives instead of
the team’s objective, or to maintain independence from
others, they are not truly a team, regardless of the
name of the group. A key challenge, then, is to find
ways to create the elements of a highly effective
team—interdependence, efficiency, magnetism, shared
responsibility, positive energy, mutual encouragement,
and trust—when individuals may have had no prior
commitment to one another or to a common task.

One important factor in creating effective teams,
of course, is the role of the leader. As pointed out by
Hackman (2003), however, it is not the style of the
leader that makes a difference. Multiple leadership
styles can be effective, and no one style has particular
advantages over others. Rather, it is the skills and capa-
bilities of the leader, or the tools and techniques put
into practice that account for effective versus ineffec-
tive team performance. We highlight two especially
critical aspects of team leadership here. Not only
are these two aspects of team leadership observable
in General Pagonis, but they have emerged in the
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scholarly literature as critical factors in leading almost
any kind of team (Edmonson, 1999; Hackman, 1990).
The first is developing credibility and influence among
team members. The second is establishing a motivat-
ing vision and goals for the team.

DEVELOPING CREDIBILITY

Effective leaders have the respect and commitment of
team members. That is, they develop credibility (Kouzes
& Posner, 1987). Establishing credibility and the capacity
to influence team members are the first key challenges
faced by leaders of teams. Except in rare circumstances
(e.g., in a crisis), leading a team by command or direct
control is much less effective than leading through influ-
ence and indirect control (Druskat & Wheeler, 2000;
Hackman, 1987). Consequently, we focus on ways that
you can be effective by working with team members
rather than working on team members. Giving direc-
tions, articulating goals, or trying to motivate team mem-
bers are all wasted efforts if you have not established
credibility and respect. General Pagonis described this
leadership challenge in the following way:

I have found, time and time again in commands
around the world, that my troops are more
invested in their work and better motivated
when they understand and buy into the ulti-
mate goals of the operation. Reason counts for
far more than rank, when it comes to motiva-
tion. And motivation is the root of all organiza-
tional progress. Over the years I have developed
a very distinctive leadership style. Gus Pagonis’
command style, like everyone else’s, is unique.
This meant that I had choices to make. Would I
rather have the world’s best port operation offi-
cer, if he was someone who didn’t already know

my style? Or would I rather have the world’s
second best port operation officer who knew
my style intimately and was comfortable with it?
The answer was obvious; we couldn’t waste
time fighting our own systems. Equally impor-
tant, we couldn’t afford the time that would be
wasted as a new person tried to impress me, or
get on my good side. We needed an instant
body of leaders, strengthened by a united front.
We needed to know that we could depend on
one another unconditionally. We needed the
confidence that the mission, and not personal
advancement, would always be paramount
in the mind of each participant. (Pagonis, 1993,
p. 78, 84)

In earlier chapters we identified ways to enhance a
manager’s influence (Chapter 5) and trust (Chapter 8),
which are components of credibility. In this chapter we
highlight additional behaviors you can use to help
establish leadership credibility in a team. Team mem-
bers, of course, will not follow a person whom they
don’t trust, who is hypocritical or dishonest, or whose
motives appear to be personal aggrandizement instead
of the welfare of the team. In fact, Posner and Kouzes
(1987) identified credibility as the single most impor-
tant requirement for leadership effectiveness. Once
credibility has been established, then goals for the team
can be articulated and the team can move toward high
performance. The seven behaviors summarized in
Table 9.4 are keys to building and maintaining credibil-
ity and influence among team members. Whereas they
are simple and straightforward, much scholarly evi-
dence exists that support their efficacy (see Cialdini,
1995; Druskat & Wheeler, 2000; Hackman, 2003;
Katzenbach & Smith, 1993; Kramer, 1999; Manz &
Sims, 1987; Turner, 2000).

Table 9.4 Ways to Build Team Leader Credibility

Team leaders build credibility with their team members by:

• Demonstrating integrity, representing authenticity, and displaying congruence.

• Being clear and consistent about what they want to achieve.

• Creating positive energy by being optimistic and complimentary.

• Building a base of agreement among team members before moving on, with a focus on task accomplishment.

• Managing agreement and disagreement among team members by using one-sided and two-sided arguments 
appropriately—one-sided in situations when all team members agree, two-sided when consensus is not preexisting.

• Encouraging and coaching team members to help them improve.

• Sharing information about the team itself, providing perspective from external sources, and encouraging participation.
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1. Demonstrate integrity. Chief among the behav-
iors that create leadership credibility is the
demonstration of integrity. Integrity means that
you do what you say, you behave congruently
with your values, and you are believable in
what you espouse. Some people call this “walk-
ing the talk” or “talking the walk.” Credibility
is dependent on having team members believe
that the leader is trustworthy, that hidden agen-
das or unspoken motives are absent, and that
the leader demonstrates justice and fairness.
Individuals who appear to say one thing and do
another, who are not honest in their feedback,
or who do not follow through with promises
are perceived to lack integrity and are ineffec-
tive as leaders of teams.

2. Be clear and consistent. Expressing certainty
about what you want and where you are
going, without being dogmatic or stubborn,
helps produce confidence on the part of others.
Being wishy-washy or inconsistent in your
viewpoints inhibits credibility. The electorate
in most countries throughout the world rate
their politicians as very low in credibility
because most candidates appear to be inconsis-
tent in their statements, changing perspectives
depending on the audience (Cialdini, 1995).
Credible people, on the other hand, can be
trusted to be consistent and predictable. A pas-
sionate point of view, it is said, is worth 50 IQ
points. That’s because being clear about what
you want reduces uncertainty, fosters clarity,
and creates consistency that leads to trust of
the part of team members. Articulating and
reinforcing an unwavering and persistent point
of view is much more effective than changing
opinions or preferences depending on whether
or not others agree with you.

3. Create positive energy. Stay optimistic and
complimentary. Most teams do not perform
effectively when there is a climate of criticism,
cynicism, or negativity. Criticizing team mem-
bers, past leaders, others outside the team, or
even being critical of the circumstances in
which the team finds itself are usually not
effective ways to help a team perform well.
Individuals and teams perform better when
positive energy exists—optimism, compli-
ments, celebrations of success, and recognition
of progress. This does not mean being unrealis-
tic or a “Pollyanna.” Instead, it means that
when you are seen as a source of positive

energy and enthusiasm, you have more credi-
bility and influence among team members.
People are more attracted to positive than neg-
ative forces for the same reason they are more
likely to say “yes” to a request if they have said
“yes” to previous requests (Cialdini, 1995).
Team members are more likely to be agreeable
and committed to your agenda if you, as the
leader, are agreeable and optimistic.

4. Use commonality and reciprocity. If you
express views in the team that are held in com-
mon with team members, they are more likely
to agree with your later statements. If you
want to foster team change, or move the team
toward an outcome that appears to be risky or
uncomfortable, begin by expressing views with
which other team members agree. It can be as
simple as “I know you all have very busy
schedules.” Or, “We have a lot of diversity of
opinion in our team on this issue.” These kinds
of statements work because of the principle of
reciprocity. Team members have a tendency to
agree with you more if they have received
something from you in advance, even if that is
merely your agreement with their point of
view. After you have expressed agreement
with them, you can then lead them toward
goals or targets that may stretch them or that
may be uncomfortable or uncertain. Your cred-
ibility will have been established if your initial
statements are seen as consistent with the
values and perspectives of other team mem-
bers. This is also a fundamental strategy in
effective negotiations.

5. Manage agreement and disagreement. When
team members initially agree with you, you are
more effective if you use a one-sided argument.
That is, present only one point of view and
support it with evidence. When team members
tend to disagree with you at the outset, use
two-sided arguments. That is, first present both
sides of the case and then show how your own
point of view is superior to the contrary per-
spective. Keep in mind that when team mem-
bers agree with you, the first statements you
make tend to hold more weight and are
remembered the longest. When they disagree
with you, the last statements made tend to
carry the most weight.

6. Encourage and coach. Providing encourage-
ment to team members has been found to be
among the most powerful predictors of effective
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team leadership. Encouragement means to help
others develop courage—to tackle uncertainty,
to achieve beyond their current performance,
to disrupt the status quo. Encouraging team
members not only involves compliments and
supportive statements, it also involves coaching
and assistance. Coaching, as pointed out in
Chapter 4, means helping to show the way,
providing information or advice, and assisting
team members with task requirements. It
doesn’t mean that the team leader becomes con-
trolling or takes over. It means that coaches help
others perform well while not being actively
involved themselves. Effective encouragement,
then, is more than cheerleading. It involves giv-
ing both positively reinforcing comments and
helpful advice or direction.

7. Share information. Credible team leaders are
knowledgeable, mainly about the preferences
and talents that reside in the team and about
the task facing the team. Building credibility
means coming to understand the perspectives
of team members as well as a sense of their tal-
ents and resources. Coming to know your
team members well is crucial for successful
leadership. One way to do this is to use the
principle of “frequent checking.” This merely
involves asking questions and checking with
team members regularly to determine levels of
agreement, obstacles, dissatisfactions, needs,
and interpersonal or team issues. Credibility is
also built by having knowledge about the tasks
and the external environment facing the team.
This kind of knowledge can be achieved by
playing the roles of “ambassador” and “scout”
for the team, representing the team to out-
siders, and obtaining information from exter-
nal sources. Importantly, however, credibility
grows as knowledge is shared. Being the
source from which others can acquire needed
information builds credibility and influence, so
sharing is crucial. Of course, no leader can be
an expert on all topics relevant to the team,
but effective leaders continually increase and
expand their storehouse of knowledge about
the team and its environment.

As stated by General Pagonis:

Keeping [team members] abreast of your
actions, as well as the rationale behind
those actions, puts everybody on an equal
information footing. I believe that information

is power, but only if it is shared. . . . Very early
on I had gotten in the habit of sneaking John
Carr into these briefing sessions with CINC
[General Schwarzkopf and others] by having
Carr flip my slides in and out of the overhead
projector. That way, he stayed as smart and as
current about the CINC’s plans as I did.
(Pagonis, 1993, p. 88, 131)

ESTABLISH SMART GOALS 
AND EVEREST GOALS

Once team members have confidence in the leader, it is
then possible for that leader to identify goals that
the team can achieve and levels of performance to
which team members can aspire. Katzenbach and Smith
(1993), in an outstanding study of high-performing
teams, reinforced this point of view:

The best teams invest a tremendous amount
of time and effort exploring, shaping, and
agreeing on a goal that belongs to them col-
lectively and individually. . . . With enough
time and sincere attention, one or more
broad, meaningful aspirations invariably arise
that motivate teams to provide a fundamental
reason for their extra effort. (p. 50)

There are two kinds of goals that characterize
high-performing teams, and leaders must identify and
espouse both kinds. The first are called SMART goals
and the second are called Everest goals. The purpose
for establishing clear goals is so that every person on
the team can give a similar answer to the question:
What are we trying to achieve? Leaders who clearly
articulate the desired outcomes for and with the team
are more likely to experience high performance from
the team. Goal-directed performance, in fact, always
exceeds performance disassociated with goals (Locke,
1990). Figure 9.3 illustrates this point.

It shows that when people are given no goals
(“Here is your task. Go do it.”), their performance
tends to be low, even though most people will perform
at a minimum level even when they are not certain of
the standard that they should achieve. However, being
provided with an easy goal (“The average is 10 per day,
but you can shoot for 4.”) leads to even lower perfor-
mance. People tend to work toward the standard that
has been established, and when it is easy, they slack off.
Establishing general goals (“Do your best.”) result in
improved performance over easy goals, but identifying
difficult goals (“The average is 10 per day, but you
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should shoot for 12.”) produces far higher levels of
performance. The kinds of goals that produce the high-
est levels of performance, however are difficult goals
that possess five characteristics. The acronym SMART
identifies these attributes. SMART goals are:

❏ Specific—The goal is clear, and precise targets
and standards are identified.

❏ Measurable—The goal can be assessed and
quantified. The extent to which the goal has
been achieved is obvious.

❏ Aligned—The goal is supportive of and consis-
tent with the goals of the broader organization.
People are not pursuing their own objectives
independent of their team.

❏ Realistic—While being difficult and causing per-
formance to stretch, the goal is not foolhardy or
a fantasy.

❏ Time-bound—An end point is identified or a
completion date established so that goal
achievement is not open-ended.

Consider the difference between goal statements
such as “We will be the best in our industry,” com-
pared to a goal statement that is SMART: “We will
achieve a 5 percent improvement in the on-time deliv-
ery of our products by the end of the quarter.” The lat-
ter provides a more motivating goal in that it is spe-
cific, measurable, aligned with key outcomes, realistic,
and time-bound. It gives people something they can
easily understand and shoot for. It is important to keep
in mind, however, that articulating motivating goals
and identifying the methods to achieve them are dif-
ferent. The former specifies the target. The latter spec-
ifies the means for achieving the target. The former is

Figure 9.3 The Effect of Goals on Performance

crucial to successful team leadership. The latter is
often lethal. Pagonis’ team illustrates this well:

I never tell a subordinate how to carry out a
specific goal. Dictating terms to a subordinate
undermines innovation, decreases the subordi-
nate’s willingness to take responsibility for his
or her actions, increases the potential for sub-
optimization of resources, and increases the
chances that the command will be dysfunc-
tional if circumstances change dramatically.
Our first month in the theater only under-
scored my sense that our [team] would have to
be incredibly elastic. (Pagonis, 1993, p. 119)

The second type of goal that effective team leaders
articulate is called an Everest goal. An Everest goal
goes beyond normal goal setting. It represents an ulti-
mate achievement, an extraordinary accomplishment,
or a beyond-the-norm outcome. Achieving it requires
everything one can give. Like setting your sights on
getting to the summit of Mount Everest, an Everest
goal is clear and compelling: serves as a unifying focal
point; builds team spirit; engages people; and creates
positive energy and excitement. An Everest goal is
stimulating because it connects to a profound passion.
People get it right away, with little explanation. An
Everest goal is visionary, not just tactical or strategic,
and it leaves people better for having engaged in its
pursuit. It requires extraordinary effort to achieve, and
maybe a little luck.

Examples of Everest goals include Henry Ford’s
goal of democratizing the automobile industry so that
his workers could afford to purchase cars in the 1920s;
Masaru Ibuka’s goal of helping Sony to become the
company that overcame the image of poor Japanese

SOURCE: University of Michigan, Positive Organizational Scholarship: Kim Cameron.
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quality in the 1960s and 1970s; Steven Jobs’ goal of
one person, one computer throughout the world in the
1980s; or Sam Walton’s goal in the 1990s of having
Wal-Mart become the first trillion-dollar company.

Team leaders can identify stretch targets, of
course, such as: “We will be #1 or #2 in our industry,”
or “We will be the world’s best software team,” or
“We will achieve 100 percent customer satisfaction.”
These are very difficult goals to achieve and certainly
extend beyond the norm. However, Everest goals have
a very important attribute that supplements these
goal statements. This attribute is illustrated by the fol-
lowing quotation from a climber who finally made it to
the top of Mount Everest after three failed attempts:

I realized something on that night in the dark
on Everest. What I realized was that real win-
ning had nothing to do with beating someone
else, or crossing the finish line first, or stand-
ing on top. Winning wasn’t anything external
at all. It was an internal satisfaction, a deep
inner sense of pride and joy. Success can only
be measured within ourselves, by ourselves. It
has nothing to do with other people’s percep-
tion of our achievements. It has everything to
do with our own perceptions of our efforts . . .
Success isn’t standing on the podium, or hear-
ing the cheers of others, or standing on the
summit at all. It’s giving it your all. . . . I think
that in anything in life, if you give it everything
you possibly can, you really do succeed. . . .
Our business in life is not to get ahead of
others but to get ahead of ourselves, to break
our own records, to outstrip our yesterday
by our today, to do our work with more force
than ever before. We took comfort in the
words of Gandhi: ‘Full effort is full victory’. . .

I have come to understand that for me
this notion of success is upside down. In fact,
a traditional end—the summit, an Olympic
gold medal, or wealth—only serves as a navi-
gational tool, a marker to give the process
direction. The end for me is a greater depth
and breadth of character. I measure this in
terms of greater integrity, better business and
communication skills, and a higher personal
motivation to become stronger. More simply,
my aim is to become as internally knowledge-
able and as externally aware as possible. The
process, the experience, the struggle, the
hard-won lessons, these are ends in them-
selves. (Clarke & Hobson, 2005, pp. 168, 169)

Everest goals are not merely stretch targets, but
they possess the ability to elevate human performance
far beyond the norm. People achieve what they could
not previously have thought possible. They thrive
personally in ways that would not have been feasible
otherwise. Typical Everest goals:

❏ Capture deep inner commitment of people
because they are tied to something about
which they care deeply

❏ Require supreme effort and a passionate
commitment

❏ Depend on complete honesty and authenticity,
since achieving them cannot be accomplished
by trying to be something artificial or false

❏ Motivate learning and wisdom, allowing peo-
ple to learn new things about themselves and
their capabilities in the pursuit of the goal

❏ Enhance positive human relationships—it is
impossible to achieve an Everest goal alone, so
they require support and interdependence
with others

❏ Lead people beyond probabilities into the realm
of possibilities, so that previously unconsidered
levels of accomplishment become realistic

Identifying such a goal, of course, is neither auto-
matic nor easy. Such goals don’t just roll off the tips of
our tongues. Most people identify few of these in a life-
time. These goals are often connected to: (1) produc-
ing a human benefit for others, (2) a core personal
value, (3) producing an impact that extends beyond
the immediate, even over a lifetime, (4) virtues such as
love, faith, integrity, compassion, hope, or (5) produc-
ing a ripple effect, so that the achievement is repro-
duced over and over again. Establishing Everest goals
requires that you get in touch with your personal val-
ues, your core mission or purpose in life, and that
which provides you profound meaning. Everest goals
help you reach those ultimate aspirations.

In summary, being an effective leader of a team
requires two key skills: (1) developing credibility
among team members and (2) articulating SMART
goals and Everest goals for the team. Whereas these
are obviously not the only skills that effective team
leaders possess, without these two core capabilities, it
is unlikely that the teams you lead will be successful.

INTERNATIONAL CAVEATS

We have pointed out throughout the book that individ-
uals in different cultures exhibit differences in values
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and orientations (Trompenaars, 1996, 1998). Diagnos-
ing, understanding, and capitalizing on individual dif-
ferences, we repeat, is a crucial skill of competent
managers. The seven value orientations identified by
Trompenaars provide a useful tool for identifying those
individual differences. That is, you can understand dif-
ferences among people by assessing them on the extent
to which they emphasize one value orientation over its
opposite: universalism versus particularism, individu-
alism versus communitarianism, neutrality versus
affectivity, specificity versus diffuseness, achievement
versus ascription, internal versus external control, and
past, present, or future time orientation. The first chap-
ter in this book provides a more detailed explanation of
these value dimensions.

Individual differences may require that some
modification be made in these team leadership behav-
iors. For example, if you are leading a team with mem-
bers from cultures that tend to have a collectivist (e.g.,
Mexico, Japan, France, Philippines) as opposed to an
individualist orientation, team members will expect to
be involved in the creation and articulation of the
goals. They will be less comfortable with the goals
coming from a single leader, regardless of his or her
credibility and influence. Consequently, the Everest
goal and its accompanying SMART goals should be
designed with active participation of team members.
Similarly, team members from countries where a
neutral (e.g., Korea, China, Japan, New Zealand) as
opposed to an affective culture predominates, may be
less energized by language filled with superlatives and
passion. Their orientation toward task accomplish-
ment and factual data may mute their responses to
emotional language. Consequently, being sensitive
to the wording of your Everest goal statement will help
make it more motivating.

On the other hand, the differences in cultural val-
ues among different nationalities are not so great as to
negate the overall effectiveness of the two key skills
mentioned above—building credibility and articulat-
ing two types of goals. The data from thousands
of managers worldwide supports the effectiveness of
these two key skills for team leaders, regardless
of national differences (see Trompenaars & Hampden-
Turner, 1998). You may need to be sensitive to the
potential need to modify your behaviors based on
the composition of your team, but team composition
will not have as strong an influence on team effective-
ness as the leadership skills you display. (For one
review of team composition influences, see Guzzo &
Dickson, 1996.)

Team Membership

Most of the time, most of us will not serve as the
leader of the teams in which we participate. Whereas
you will want to prepare for the leadership roles you
will play in the future, the vast majority of the time
you will be an active member of a team, working for
the common good of the group, rather than the person
in charge. You will be valuable to your team because of
the contributions you make in nonleadership roles.
Fortunately, you can be at least as effective as a mem-
ber of a team as you can be as the team’s leader in hav-
ing an effect on its performance. One of the most
amazing statements made by General Pagonis as he
reviewed the outcomes of Desert Storm related to the
performance of his team, even when he was not
the active leader:

I meet with skepticism, even disbelief, when
I tell people that I didn’t issue a single order
during the ground war. This is only slightly a
stretch of the truth. Yes, people sought and
got guidance. But the people in my command
knew exactly what they were supposed to do
in almost every conceivable circumstance.
They had been trained and encouraged to
think on their feet. I felt they could even
deal with the inconceivable. (Pagonis, 1993,
p. 148)

Team members were not only guided by an over-
arching goal and a clear understanding of what they
were to accomplish, but they had become an extraor-
dinarily high-performing team because of the roles
played by team members. Pagonis described it this
way: “Truth be told, we spent less of our time as logis-
ticians, and more of our time as managers, fixers, fire-
fighters, father confessors, and cheerleaders. There
was simply nobody else around to play those roles”
(p. 87). In this section, we point out two main skills
associated with team membership—playing advanta-
geous roles, and providing helpful feedback to others.
Once again, these skills are not complicated, but they
have been found to be highly effective in helping team
members foster team success (see Parker, 1996).

ADVANTAGEOUS ROLES

Work teams face two main challenges: accomplishing
the task that has been assigned and building unity and
collaboration among the team members. As a member
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of a team you can enhance or inhibit those two
challenges at least as much as you can as the team
leader. All of us have experienced teams that just
seemed to click, that were able to get results quickly
and effectively, and were fun to be in. Those dynamics
don’t happen by chance but depend on certain key
roles played by team members.

A great deal of research has been done on the
power of group pressure and the influence of team
members on one another. The classic Solomon Asch
experiments (1951) were among the first to highlight
the influence of team members on one another. The
Asch experiments showed, for example, that when
other team members verbalized agreement with a state-
ment that was obviously false—say, “The federal gov-
ernment controls the stock market”—the person being
observed also tended to verbalize agreement with the

Table 9.5 Task-Facilitating Roles

ROLE EXAMPLES

Direction giving “This is the way we were instructed to approach our task.”

“Everyone write down your ideas, then share them.”

Information seeking “What did you mean by that?”

“Does anyone else have more information about this?”

Information giving “Here are some relevant data.”

“I want to share some information that may be helpful.”

Elaborating “Building on your idea, here is an additional alternative.”

“An example of what you just said is . . . ”

Urging “We have only 10 minutes left, so we need to move more quickly.”

“We can’t quit now. We’re close to finalizing our proposal.”

Monitoring “You maintain accountability for the first recommendation, and I’ll handle the second.”

“Here are some criteria we can use to judge our success.”

Process analyzing “It seems as if the energy level in the team is beginning to decline.”

“I’ve noticed that the females are participating less than the males in our team.”

Reality testing “Let’s see if this is really practical.”

“Do you think this is workable given our resources?”

Enforcing “We’re beginning to wander in our comments; let’s stay on task.”

“Since we agreed not to interrupt one another, I suggest we stick to our pact.”

Summarizing “It seems to me that these are the conclusions we have reached.”

“In summary, you have made three points . . . ”

obviously false statement. Team members’ behavior dra-
matically influenced the behaviors of one another. Most
teams don’t operate on the basis of blatant pressure tac-
tics, of course, but team performance can be markedly
enhanced by having team members play certain roles
that facilitate task accomplishment and group cohesion.

Two main types of roles exist that enhance
team performance: task-facilitating roles and
relationship-building roles (Schein, 1976). It is dif-
ficult for team members to emphasize both types of
roles equally, and most people tend to contribute in
one area more than the other. That is, some team
members tend to be more task-focused whereas others
tend to be more relationship-focused. Task-facilitating
roles are those that help the team accomplish its out-
comes or objectives. Table 9.5 identifies the most com-
mon task-facilitating roles. They include:
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❏ Direction giving. Identifying ways to proceed or
alternatives to pursue and clarifying goals and
objectives.

❏ Information seeking. Asking questions, analyz-
ing knowledge gaps, requesting opinions,
beliefs, and perspectives.

❏ Information giving. Providing data, offer-
ing facts and judgments, and highlighting
conclusions.

❏ Elaborating. Building on the ideas expressed by
others; providing examples and illustrations.

❏ Urging. Imploring team members to stay on
task and to achieve team goals.

❏ Monitoring. Checking on progress, developing
measures of success and helping to maintain
accountability for results.

❏ Process analyzing. Analyzing processes and
procedures used by the team in order to
improve efficiency and timeliness.

❏ Reality testing. Exploring whether ideas pre-
sented are practical or workable; grounding
comments in reality.

❏ Enforcing. Helping to reinforce team rules,
reinforcing standards, and maintaining agreed-
upon procedures.

❏ Summarizing. Combining ideas and summing
up points made in the team; helping members
understand the conclusions that have been
reached.

Performing task-facilitating roles helps the team
work more efficiently and effectively in achieving its
objectives. Without having at least one team member
displaying task-facilitating behaviors, teams tend to
take longer to achieve their objectives and have diffi-
culty staying focused. In your role as a team member,
you will find it useful to sometimes play the role of
task facilitator. Sometimes keeping the team “on task”
is the most important thing you can do. These roles are
especially important when: progress toward goal
accomplishment is slow, when the team is being
deflected from its task, when time pressures exist,
when the assignment is complex or ambiguous and it
is not clear how to proceed, or when no one else is
helping the team move toward task accomplishment.
One doesn’t have to be a task master to be an effective
facilitator of outcomes. In fact, just recognizing that
the team is in need of task facilitation is a big part of
being an effective team member. In most effective
teams, you will find several members performing these
task-facilitation roles.

In addition to task accomplishment, high-performing
teams also have a certain amount of interpersonal
cohesion and collaboration. An overwhelming amount of
evidence exists to suggest that high-performing teams are
cohesive, interdependent, and have positive affect among
team members (Cohen & Bailey, 1997; Druskat & Wolff,
1999; Gully, Divine, & Whitney, 1995; Mullen & Copper,
1994; Parker, 1996). Relationship-building roles are those
that emphasize the interpersonal aspects of the team.
They focus on assisting team members to feel good about
one another, enjoy the team’s work, and maintain a
tension-free climate. These roles are especially important
when disagreement is prevalent, tension is high, or team
members are not contributing to the team’s performance.
Table 9.6 identifies the most common relationship-
building roles:

❏ Supporting. Praising the ideas of others, show-
ing friendliness, and pointing out others’
contributions.

❏ Harmonizing. Mediating differences between
others, and finding a common ground in dis-
putes and conflicting points of view.

❏ Tension relieving. Using jokes and humor to
reduce tension and put others at ease.

❏ Confronting. Challenging unproductive or dis-
ruptive behaviors; helping to ensure proper
behavior in the team.

❏ Energizing. Motivating others toward greater
effort; exuding enthusiasm.

❏ Developing. Assisting others to learn, grow,
and achieve; orienting and coaching members
of the team.

❏ Consensus building. Helping build solidarity
among team members, encouraging agree-
ment, and helping interactions to be smooth.

❏ Empathizing. Reflecting group feelings and
expressing empathy and support for team
members.

All of us have been on a team, or in a class, when a
fellow participant was funny, actively engaging with oth-
ers, or especially supportive of others on the team or in
the class. The chemistry of the group just seems to
improve under such conditions. It becomes easier
to work and more enjoyable to be a team member. A
certain amount of magnetism and positive energy exists.
People tend to take more responsibility, collaborate
more readily, and try harder to find consensual
outcomes. These are the results that are intended by
performing relationship-building roles. They are not
designed to deflect attention away from the task,
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Table 9.6 Relationship-Building Roles

ROLE EXAMPLES

Supporting “Your ideas are terrific!”

“I really appreciate your honesty and openness. It’s refreshing.”

Harmonizing “I hear the two of you saying essentially the same thing.”

“The disagreements being expressed don’t seem to be all that crucial.”

Tension relieving “Hey folks, let’s lighten up!”

“This reminds me of the new conference table we bought. It sleeps 12.”

Confronting “How does your comment address the topic we are discussing?”

“You are not taking as much responsibility as the other team members.”

Energizing “Your insights are terrific!”

“This team is the most enjoyable group I’ve been in for a long time.”

Developing “How can I help you?”

“Let me give you some assistance with that.”

Consensus building “It seems like we’re all saying pretty much the same thing.”

“Can we all at least agree on point number 1, even if we disagree on the rest?”

Empathizing “I know how you feel.”

“This must be a very sensitive topic for you given your personal experience.”

but they assist the team in working more effectively
together.

Without both task-facilitating and relationship-
building roles, teams struggle to perform effectively.
Some members must ensure that the team accom-
plishes its tasks, while others must ensure that mem-
bers remain bonded together interpersonally. These
are usually not the same individuals, and at certain
points in time, different roles may become more domi-
nant than others. The key is to have a balance between
task-oriented roles and relationship-building roles dis-
played in the team. The downfall of many teams is that
they become unidimensional—for example, they
emphasize task accomplishment exclusively—and do
not give equal attention to both types of roles.

Of course, each role can also have a downside if
performed ineffectively or in inappropriate circum-
stances. For example, elaborating may be disruptive if
the team is trying to reach a quick decision; tension
relieving may be annoying if the team is trying to be
serious; enforcing may create resistance when the
team is already experiencing high levels of pressure;
consensus building may mask real differences of opin-
ion and tension among team members. However, it is
even more likely that team members will display other
unproductive roles rather than inappropriately play

task or relationship roles. Unproductive roles inhibit
the team or its members from achieving what they
could have achieved, and they destroy morale and
cohesion. They are called blocking roles. We point
out a few of them here because, as you analyze the
teams to which you belong, you may recognize these
roles being performed and be able to confront them.
Among the common blocking roles are:

❏ Dominating. Excessive talking, interrupting, or
cutting others off.

❏ Overanalyzing. Splitting hairs and examining
every detail excessively.

❏ Stalling. Not allowing the group to reach a
decision or finalize a task by sidetracking the
discussion, being unwilling to agree, repeating
old arguments, and so on.

❏ Remaining passive. Not being willing to
engage in the team’s task. Staying on the fringe
or refusing to interact with other team
members. Expecting others to do the team’s
work.

❏ Overgeneralizing. Blowing something out of
proportion and drawing unfounded conclusions.

❏ Faultfinding. Being unwilling to see the merits
of others’ ideas or criticizing others excessively.
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❏ Premature decision making. Making decisions
before goals are stated, information is shared,
alternatives are discussed, or problems are
defined.

❏ Presenting opinions as facts. Failing to exam-
ine the legitimacy of proposals and labeling
personal opinions as truth.

❏ Rejecting. Rejecting ideas based on the person
who stated them rather than on their merits.

❏ Pulling rank. Using status, expertise, or title to
get ideas accepted rather than discussing and
examining their value.

❏ Resisting. Blocking all attempts to change, to
improve, or to make progress. Being disagree-
able and negative about virtually all sugges-
tions from other team members.

❏ Deflecting. Not staying focused on the topic of
the team’s discussion. Changing the subject of
discussion or making comments that deflect
attention away from the main points.

Each of these blocking roles has the potential to
inhibit a team from efficiently and effectively accom-
plishing its task by crushing morale, destroying consen-
sus, creating conflict, hampering progress, and making
ill-informed decisions. Effective team members recognize
when blocking roles are displayed, confront and isolate
dysfunctional members, and provide feedback to those
who are inhibiting effective team performance. Knowing
the most effective ways in which that feedback can be
delivered is the second key skill of team members.

PROVIDING FEEDBACK

It is not easy to provide feedback to someone who is
behaving inappropriately or disruptively. Whereas it is

Table 9.7 Rules for Effective Team Feedback

EFFECTIVE FEEDBACK INEFFECTIVE FEEDBACK

Focus on behaviors Focus on the person

Focus on observations Focus on inferences

Focus on descriptions Focus on evaluations

Focus on a specific situation or incident Focus on abstract or general situations

Focus on the here-and-now Focus on the past

Focus on sharing ideas and information Focus on giving advice

Give feedback that is valuable to the receiver Give feedback that provides an emotional
release

Give feedback at an appropriate time and place Give feedback when it is convenient for you

much easier to provide positive feedback or give
compliments, helping others correct their negative
behavior or pointing out the dysfunctions of blocking
roles is difficult. Most of us are afraid of offending oth-
ers, of making the problem worse, or of creating con-
flict that may destroy team unity. (The chapter on
building positive relationships by supportively commu-
nicating addressed this issue in detail.) While no set
of behaviors are guaranteed to be effective in every
situation or with every individual, of course, certain
principles for providing feedback—usually negative
feedback—have been found to be especially effective
(Dew, 1998; Hayes, 1997; Yeatts & Hyten, 1998).
They are summarized in Table 9.7.

❏ Focus feedback on behavior rather than per-
sons. Individuals can control and change their
behavior. They cannot change their personali-
ties or physical characteristics. For example,
“Your comments are not on the topic” is more
effective than “You are completely naïve.”

❏ Focus feedback on observations rather than
inferences and on descriptions rather than judg-
ments. Facts and objective evidence are more
trustworthy and acceptable than opinions and
conjectures. For example, “The data don’t sup-
port your point” is more effective than “You just
don’t get it, do you?”

❏ Focus feedback on behavior related to a specific
situation, preferably to the “here-and-now,”
rather than on abstract or past behavior. It will
merely frustrate people if they cannot pinpoint a
specific incident or behavior to which you are
referring. Similarly, people cannot change some-
thing that has already happened and is “water
under the bridge.” For example, “You have yet
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to agree with anyone’s comments” is more effec-
tive than “You have always been a problem in
this team.”

❏ Focus feedback on sharing ideas and informa-
tion rather than giving advice. Explore alterna-
tives together. Unless requested, avoid giving
direct instructions and demands. Instead, help
recipients identify changes and improvements
themselves. For example, “How do you sug-
gest we can break this logjam and move for-
ward?” is more effective than “This is what we
must do now.”

❏ Focus feedback on the amount of information
that the recipient can use, rather than on the
amount you might like to give. Information
overload causes people to stop listening. Not
enough information leads to frustration and
misunderstanding. For example, “You seem to
have reached a conclusion before all the facts
have been presented” is more effective than
“Here are some data you should consider, and
here are some more, and here are some more,
and here are some more.”

❏ Focus feedback on the value it may have to the
receiver, not on the emotional release it pro-
vides for you. Feedback should be for the good
of the recipient, not merely for you to let off
steam. For example, “I must say that your
excessive talking is very troublesome to me and
not helpful to the group” is more effective than
“You are being a jerk and are a big cause of our
team’s difficulty in making any progress.”

❏ Focus feedback on time and place so that per-
sonal data can be shared at appropriate times.
The more specific feedback is, or the more it
can be anchored in a specific context, the more
helpful it can be. For example, “During a break
I would like to chat with you about some-
thing” is more effective than “You think your
title gives you the right to force the rest of us to
agree with you, but it’s just making us angry.”

INTERNATIONAL CAVEATS

These team member skills may require some modifica-
tion in different international settings or with teams
comprised of international members (Trompenaars &
Hampen-Turner, 1998). Whereas the team member
skills discussed above have been found to be effective
in a global context, it is naïve to expect that everyone
will react the same way to team member roles.

For example, in cultures that emphasize affectivity
(e.g., Iran, Spain, France, Italy, Mexico), personal con-
frontations and emotional displays are more acceptable
than in cultures that are more neutral (e.g., Korea,
China, Singapore, Japan), where personal references
are more offensive. Humor and displaying enthusiastic
behavior is also more acceptable in affective cultures
than neutral cultures. Similarly, status differences are
likely to play a more dominant role in ascription-
oriented cultures (e.g., Czech Republic, Egypt, Spain,
Korea), than in achievement-oriented cultures (e.g.,
United States, Norway, Canada, Australia, United
Kingdom), in which knowledge and skills tend to be
more important. Appealing to data and facts in the
latter cultures will carry more weight than in the
former cultures. Some misunderstanding may also
arise, for example, in cultures emphasizing different
time frames. Whereas some cultures emphasize just-
in-time, short-term time frames (e.g., United States),
others emphasize long-term future time frames (e.g.,
Japan). The story is told of the Japanese proposal to
purchase Yosemite National Park in California. The
first thing the Japanese submitted was a 250-year busi-
ness plan. The reaction of the California authorities
was, “Wow, that’s 1,000 quarterly reports.” The urgency
to move a team forward toward task accomplishment,
in other words, may be seen differently by different
cultural groups. Some cultures (e.g., Japan) are more
comfortable spending substantial amounts of time on
relationship-building activities before moving toward
task accomplishment.

Summary

All of us are members of multiple teams—at work, at
home, and in the community. Teams are becoming
increasingly prevalent in the workplace and in the
classroom because they have been shown to be power-
ful tools to improve the performance of individuals and
organizations. Consequently, it is important to become
proficient in leading and participating in teams. It is
obvious that merely putting people together and giving
them an assigned task does not make them into a
team. Students often complain about an excessive
amount of teamwork in business schools, but most of
it is less real teamwork than a repetitive experience of
aggregating people together and assigning them a task.
In this chapter we have reviewed three types of team
skills: diagnosing and facilitating team development,
leading a team, and being an effective team member.
Figure 9.4 illustrates the relationship of these three key
skills to high performing team performance. These
three skills are ones that you have no doubt engaged in
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before, but to be a skillful manager, you will need to
hone your ability to perform each of these skill activi-
ties competently.

Behavioral Guidelines

1. Learn to diagnose the stage in which your
team is operating in order to help facilitate
team development and perform your role
appropriately. Know the key characteristics of
the forming, norming, storming, and perform-
ing stages of development.

2. Provide structure and clarity in the forming
stage, support and encouragement in the
norming stage, independence and exploration
in the storming stage, and foster innovation
and positive deviance in the performing stage.

3. When leading a team, first develop credibility as a
prerequisite to having team members follow you.

Figure 9.4 Management Skills for High-Performing Teams

4. Based on your established credibility, establish
two types of goals for and with your team:
SMART goals and Everest goals.

5. As a team member, facilitate task performance
in your team by encouraging the performance of
different roles listed in Table 9.5.

6. As a team member, facilitate the development
of good relationships in your team by encour-
aging the performance of different roles listed
in Table 9.6.

7. When encountering team members who block
the team’s performance with disruptive behav-
iors, confront the behavior directly and/or iso-
late the disruptive member.

8. Provide effective feedback to unhelpful team
members that has characteristics listed in
Table 9.7.

• Desired outcomes

• Shared purpose

• Accountability

• Blurred distinctions

• Coordinated roles

• Efficiency and participation

• High quality

• Creative continuous
  improvement

• Credibility and trust

• Core competence

• Develop credibility

• Articulate a vision

• Play task-facilitation roles

• Play relationship-building roles

• Provide feedback

• Diagnose stage development

• Foster team development
  and high performance

Leading Teams

Team Membership

Team Development

High-Performing Teams
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SKILL ANALYSIS

CASES INVOLVING BUILDING 
EFFECTIVE TEAMS

The Tallahassee Democrat ’s ELITE Team

Katzenbach and Smith (1993, pp. 67–72), as part of their extensive research on teams,
observed the formation of a team at the Tallahassee Democrat, the only major newspaper
left in Tallahassee, Florida. Here is their description of how the team, which called itself
“ELITE Team,” performed over time. All incidents and names are factual. As you read the
description, look for evidence of team development stages.

Fred Mott, general manager of the Democrat, recognized [the declining profitability
and distribution of most major metropolitan newspapers] earlier than many of his
counterparts. In part, Mott took his lead from Jim Batten, who made “customer
obsession” the central theme of his corporate renewal effort shortly after he became
Knight-Ridder’s CEO. But the local marketplace also shaped Mott’s thinking. The
Democrat was Tallahassee’s only newspaper and made money in spite of its customer
service record. Mott believed, however, that further growth could never happen
unless the paper learned to serve customers in ways “far superior to anything else in
the marketplace.” The ELITE Team story actually began with the formation of another
team made up of Mott and his direct reports. The management group knew they
could not hope to build a “customer obsession” across the mile-high barriers isolating
production from circulation from advertising without first changing themselves. It had
become all too common, they admitted, for them to engage in “power struggles and
finger pointing.”

Using regularly scheduled Monday morning meetings, Mott’s group began to
“get to know each other’s strengths and weaknesses, bare their souls, and build a
level of trust.” Most important, they did so by focusing on real work they could do
together. For example, early on they agreed to create a budget for the paper as a
team instead of singly as function heads.

Over time, the change in behavior at the top began to be noticed. One of the
women who later joined the ELITE Team, for example, observed that the sight of
senior management holding their “Monday morning come-to-Jesus” meetings really
made a difference to her and others. “I saw all this going on and I thought, ‘What are
they so happy about?’”

Eventually, as the team at the top got stronger and more confident, they forged
a higher aspiration: to build customer focus and break down the barriers across the
broad base of the paper. . . .

A year after setting up the new [team], however, Mott was both frustrated and
impatient. Neither the Advertising Customer Service department, a series of cus-
tomer surveys, additional resources thrown against the problem in the interim, nor
any number of top management exhortations had made any difference. Ad errors
persisted, and sales reps still complained of insufficient time with customers. In fact,
the new unit had turned into another organizational barrier.

Customer surveys showed that too many advertisers still found the Democrat
unresponsive to their needs and too concerned with internal procedures and dead-
lines. People at the paper also had evidence beyond surveys. In one instance, for
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example, a sloppily prepared ad arrived through a fax machine looking like a “rat had
run across the page.” Yet the ad passed through the hands of seven employees and
probably would have found its way into print if it had not been literally unreadable!
As someone commented, “It was not anyone’s job to make sure it was right. If they
felt it was simply their job to type or paste it up, they just passed it along.” This par-
ticular fax, affectionately know as the “rat tracks fax,” came to symbolize the essen-
tial challenge at the Democrat. . . .

At the time, Mott was reading about Motorola’s quality programs and the goal of
zero defects. He decided to heed Dunlap’s advice by creating a special team of work-
ers charged with eliminating all errors in advertisements. Mott now admits he was
skeptical that frontline people could become as cohesive a team as he and his direct
reports. So he made Dunlap, his trusted confidante, the leader of the team that took
on the name ELITE for “ELIminate The Errors.”

A year later, Mott was a born-again believer in teams. Under ELITE’s leadership,
advertising accuracy, never before tracked at the paper, had risen sharply and stayed
above 99 percent. Lost revenues from errors, previously as high as $10,000 a month,
had dropped to near zero. Ad sales reps had complete confidence in the Advertising
Customer Service department’s capacity and desire to treat each ad as though the
Democrat‘s existence were at stake. And surveys showed a huge positive swing in
advertiser satisfaction. Mott considered all of this nothing less than a minor miracle.

The impact of ELITE, however, went beyond numbers. It completely redesigned
the process by which the Democrat sells, creates, produces, and bills for advertise-
ments. More important yet, it stimulated and nurtured the customer obsession and
cross-functional cooperation required to make the new process work. In effect, this
team of mostly frontline workers transformed an entire organization with respect to
customer service.

ELITE had a lot going for it from the beginning. Mott gave the group a clear per-
formance goal (eliminate errors) and a strong mix of skills (12 of the best people
from all parts of the paper). He committed himself to follow through by promising, at
the first meeting, that “whatever solution you come up with will be implemented.” In
addition, Jim Batten’s customer obsession movement helped energize the task force.

But it took more than a good sendoff and an overarching corporate theme to
make ELITE into a high-performance team. In this case, the personal commitments
began to grow, unexpectedly, over the early months as the team grappled with its
challenge. At first, the group spent more time pointing fingers at one another than
coming to grips with advertising errors. Only when one of them produced the famous
“rat tracks fax” and told the story behind it did the group start to admit that
everyone—not everyone else—was at fault. Then, recalls one member, “We had some
pretty hard discussions. And there were tears in those meetings.”

The emotional response galvanized the group to the task at hand and to one
another. And the closer it got, the more focused it became on the challenge. ELITE
decided to look carefully at the entire process by which an ad was sold, created, printed,
and billed. When it did, the team discovered patterns in the errors, most of which could
be attributed to time pressures, bad communication, and poor attitude. . . .

Commitment to one another drove ELITE to expand its aspirations continually.
Having started with the charge to eliminate errors, ELITE moved on to break down
functional barriers, then to redesigning the entire advertising process, then to refin-
ing new standards and measures for customer service, and, finally, to spreading its
own brand of “customer obsession” across the entire Democrat. . . . Inspired by
ELITE, for example, one production crew started coming to work at 4 A.M. to ease
time pressures later in the day. . . .
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To this day, the spirit of ELITE lives on at the Democrat. “There is no beginning and
no end,” says Dunlap. “Every day we experience something we learn from.” ELITE’s spirit
made everyone a winner—the customers, the employees, management, and even
Knight-Ridder’s corporate leaders. CEO Jim Batten was so impressed that he agreed to
pay for managers from other Knight-Ridder papers to visit the Democrat to learn from
ELITE’s experience. And, of course, the 12 people who committed themselves to one
another and their paper had an impact and an experience none of them will ever forget.

SOURCE: The Tallahassee Democrat’s Elite Team Katzenbach, Jon R. and Douglas K. Smith
(1993) The Wisdom of Teams. Harvard Business School Press, pages 67–72.

Discussion Questions
1. What were the stages of development of the ELITE Team? Identify specific

examples of each of the four stages of team development in the case.
2. How do you explain the team’s reaching a high-performance condition? What were

the major predictive factors?
3. Why didn’t Mott’s top management team reach a high level of performance? What

was his team lacking? Why was an ELITE team needed?
4. Make recommendations about what Mott should do now to capitalize on the ELITE

Team experience. If you were to become a consultant to the Tallahassee Democrat,
what advice would you give Mott about how he can capitalize on team building?

The Cash Register Incident

Read the following scenario by yourself. Then complete a three-step exercise, the first
two steps by yourself, and the third step with a team. A time limit is associated with
each step.

A store owner had just turned off the lights in the store when a man appeared and
demanded money. The owner opened a cash register. The contents of the cash register were
scooped up, and the man sped away. A member of the police force was notified promptly.

Step 1: After reading these instructions, close your book. Without looking at the
scenario, rewrite it as accurately as you can. Describe the incident as best you can
using your own words.

Step 2: Assume that you observed the incident described in the paragraph above.
Later, a reporter asks you questions about what you read in order to write an article
for the local newspaper. Answer the questions from the reporter by yourself. Do not
talk with anyone else about your answers. Put a Y, N, or DK in the response column.
Since reporters are always pressed for time, take no more than two minutes to com-
plete step 2.

Answer

Y Yes, or true

N No, or false

DK Don’t know, or there is no way to tell

Step 3: The reporter wants to interview your entire team together. As a team, discuss
the answers to each question and reach a consensus decision—that is, one with which
everyone on the team agrees. Do not vote or engage in horse-trading. The reporter
wants to know what you all agree upon. Complete your team discussion in 10 minutes.
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Statements About the Incident
“As a reporter, I am interested in what happened in this incident. Can you tell me
what occurred? I’d like you to address the following eleven questions.”

Statement
Alone Team

1. Did a man appear after the owner turned off his store
lights?

2. Was the robber a man?
3. Is it true that the man did not demand money?
4. The man who opened the cash register was the owner,

right?
5. Did the store owner scoop up the contents of the cash

register?
6. OK, so someone opened the cash register, right?
7. Let me get this straight, after the man who demanded

the money scooped up the contents of the cash register,
he ran away?

8. The contents of the cash register contained money, but
you don’t know how much?

9. Did the robber demand money of the owner?
10. OK, by way of summary, the incident concerns a series

of events in which only three persons are involved: the
owner of the store, a man who demanded money, and a
member of the police force?

11. Let me be sure I understand. Is it true that the following
events occurred: Someone demanded money, the cash
register was opened, its contents were scooped up, and a
man dashed out of the store?

When you have finished your team decision making and mock interview with the
reporter, the instructor will provide correct answers. Calculate how many answers
you got right as an individual, and then calculate how many right answers your team
achieved. Also go back and compare your own description of the incident with the
actual wording of the scenario. How did you do? How accurate were you in your
description?

Discussion Questions
1. How many individuals did better than the team as a whole? (In general, more than

80 percent of people do worse than the team.)
2. What changes would be needed in order for your team score to be even better?
3. How do you explain the superior performance of most teams over even the best

individuals?
4. Under what conditions would individuals do better than teams in making decisions?
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SKILL PRACTICE

EXERCISES IN BUILDING EFFECTIVE TEAMS

Team Diagnosis and Team Development Exercise

In order to help you develop the ability to diagnose team stage development, consider a
team in which you are now a member. If you belong to a team as part of this class, select
that one. You may also select a team at your employment, in your church or community,
or a team in another class in school. Complete the following three-step exercise:

Step 1: Use the following questions to help you determine the stage of development in
which your team is operating. Create a score for your team for each stage of development.
Identify the stage in which the team seems to operate the most.

Step 2: Identify what actions or interventions would lead your team to the next higher
stage of development. Specify what dynamics need to change, what team members need
to do, and/or how the team leader could foster more advanced team development.

Step 3: Share your scores and your suggestions with others in class in a small-group set-
ting, and add at least one good idea from someone else’s diagnosis to your own design.
Use the following scale in your rating of your team right now.

Rating Scale

1 Not typical at all of my team
2 Not very typical of my team
3 Somewhat typical of my team
4 Very typical of my team

Stage 1

1. Not everyone is clear about the objectives and goals of the team.

2. Not everyone is personally acquainted with everyone else in the team.

3. Only a few team members actively participate.

4. Interactions among team members are very safe or somewhat 
superficial.

5. Trust among all team members has not yet been established.

6. Many team members seem to need direction from the leader in
order to participate.

Stage 2

7. All team members know and agree with the objectives and goals of
the team.

8. Team members all know one another.

9. Team members are very cooperative and actively participate in the
activities of the team.

10. Interactions among team members are friendly, personal, and 
nonsuperficial.
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11. A comfortable level of trust has been established among team members.

12. A strong unity exists in the team, and team members feel very much
a part of a special group.

Stage 3

13. Disagreements and differing points of view are openly expressed by
team members.

14. Competition exists among some team members.

15. Some team members do not follow the rules or the team norms.

16. Subgroups or coalitions exist within the team.

17. Some issues create major disagreements when discussed by the
team, with some members on one side and others on the other side.

18. The authority or competence of the team leader is being questioned
or challenged.

Stage 4

19. Team members are committed to the team and actively cooperate to
improve the team’s performance.

20. Team members feel free to try out new ideas, experiment, share
something crazy, or do novel things.

21. A high level of energy is displayed by team members and expecta-
tions for performance are very high.

22. Team members do not always agree, but a high level of trust exists
and each person is given respect, so disagreements are resolved
productively.

23. Team members are committed to helping one another succeed and
improve, so self-aggrandizement is at a minimum.

24. The team can make fast decisions without sacrificing quality.

Scoring
Add up the scores for the items in each stage of team development. Generally, one stage
clearly stands out as having the highest scores. Team stages develop sequentially, so the
highest stage in which scores occur is usually the dominant stage of development. Based
on these scores, identify ways to move the team to the next level.

Total of Stage 1 items 
Total of Stage 2 items 
Total of Stage 3 items 
Total of Stage 4 items 

Winning the War on Talent

In this exercise, you will form teams of six members. Your team will have an overall objec-
tive to achieve, and each team member will have individual objectives. The exercise is
accomplished in seven steps and it should take a total of 50 minutes to complete steps 1
through 6.

Step 1: In your team, read the scenario on the next page about the problem of attracting
and retaining talented employees in twenty-first century organizations. Your team



objective is to generate two innovative but workable ideas for how to retain good teachers
in the public school system. You will have 15 minutes to develop the ideas.

Step 2: When each team has completed the assignment, each is given two minutes to
present the two ideas. These ideas will be evaluated, and a winning team will be selected
based on the following criteria:

❏ The ideas are workable and affordable.

❏ The ideas are interesting, innovative, and unusual.

❏ The ideas have a good chance of making a difference if they are implemented.

Step 3: In addition to the team assignment, each team member is assigned to play three
team member roles during the discussion. A role assignment schedule is listed below.
Team members may select the roles they wish to play, or an instructor can assign the roles.
One purpose of this individual assignment is to give team members practice in playing
either task-facilitation roles or relationship-building roles in a team setting, so you should
take these assignments seriously. Remember, however, that you have only 15 minutes.
When your team has completed its task, each team member will rate the effectiveness of
every other team member in how well they played their roles and how much they helped
the team accomplish its task. You will have five minutes to complete the ratings.

TEAM PERFORMANCE RATING

MEMBER (1) LOW–(10) HIGH

NAME ROLES PERFORMANCE FEEDBACK

1 Direction giving

Urging

Enforcing

2 Information seeking

Information giving

Elaborating

3 Monitoring

Reality testing

Summarizing

4 Process analyzing

Supporting

Confronting

5 Harmonizing

Tension relieving

Energizing

6 Developing

Consensus building

Empathizing
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Step 4: Each team member uses the form above to rate the performance of, and
provide feedback to, every other member of the team. In completing the form, make
sure you focus on how well each person performed his or her assigned roles. Identify at
least one thing you noticed about the performance of each team member so that you
can provide personal feedback to each one. Remember that the overall purpose of this
exercise is to give you practice in playing effective roles in teams and providing feedback
to team members. You are given five minutes for this rating task.

Step 5: When each team has completed its task, one representative from each team is
selected to form a judging team. This judging team evaluates the quality of the ideas
produced by each team. A winning team is announced as a result of their deliberations.
(Other class members will want to observe and rate the performance of this judging
team and its members as they make their selection.) The judging team will be given
10 minutes to select the winning team.

Step 6: Teams meet again so that personal feedback can be given. Each team member
takes a total of three minutes to give feedback to the other members of his or her team
based on the evaluation form above. A total of 20 minutes will be required to provide
this feedback.

Step 7: Hold a class discussion about what you observed regarding team members’ roles.
Especially, reflect on your own experience trying to play those roles and what seemed to be
most effective in facilitating task accomplishment and in building team cohesion.

The Problem Scenario
Almost to a person, the chief concern expressed by senior executives in most “old econ-
omy” firms is how to attract and retain managerial talent. With the economy expected
to grow at almost three times the growth of the job market, finding competent employ-
ees will be a continuing challenge for the next several years. The allure of dot.com
firms, high-growth companies, and high-risk–high-return ventures has created an
incredibly difficult environment for organizations whose chief competitive advantage is
intellectual capital and human talent. Headhunters, venture capitalists, and even firms’
customers are aggressively trying to lure away management talent any way they can. A
recent survey of Wall Street investment bankers revealed that more than half had been
approached by an Internet company. Armed with venture capital dollars and business
plans promising swift public offerings, it is easy to see why many are succeeding in
attracting managerial talent away from traditional companies. Compensation packages
in the seven figures are not unusual.

In this highly competitive environment where intellectual capital is at a premium,
consider the difficulty faced by not-for-profit organizations, local or state governments,
arts organizations, or educational institutions whose budgets are constrained far below
the high-priced world of the “new economy.” How will they compete for talent when
they cannot come close to the salaries of firms whose market capitalization exceeds the
GDP of many African countries?

In particular, the U.S. public education system has suffered tremendously in this
environment. Currently the United States spends more per child than any other coun-
try, and the costs of education are increasing far faster than the consumer price index.
However, it is well known that more than a quarter of public school students drop out
before high school graduation, and of those who remain, the percent passing proficiency
exams is woefully low—in some school districts, less than 10 percent. The average
tenure of public school teachers is less than seven years, and that number is dropping
rapidly as these knowledge workers can find positions elsewhere at triple and quadruple
their school salaries. Add to that the difficulties escalating in the classroom resulting
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from students in single-parent homes, marginal economic circumstances, threats of
violence, and behavioral disruptions, and it is clear why teaching is a difficult profession,
even if monetary compensation were higher.

Numerous alternatives have been proposed, but few have addressed the problem of
teacher attraction and retention. Your task as a team is to identify two answers to the
question: How can we attract and retain teachers in the public schools of the United
States? You may want to consider what is being done in the school systems in other
countries or in highly effective school systems in America.

Team Performance Exercise

The purpose of this exercise is to help you practice the dynamics of team formation,
development, and effective performance. The most important part of the exercise is hav-
ing you practice effective team leadership and team membership, and accurately diag-
nosing the stages of team development so you can behave appropriately.

Your instructor will form you into teams of five members each. Your task as a team
is to create a five-pointed star in the form that you drew when you were a child (see
Figure 9.5). You will do this with a piece of rope that has been tied at the ends to form
a circle. Here is how this exercise will occur:

1. You will find a 50-foot piece of rope on the floor. Each member of your team will
surround the rope and take hold of it with both hands. Once you have taken
hold of the rope, you cannot let go until the exercise has been completed.

2. You will be given five minutes to plan how you are going to create the star, with
all the appropriate crisscrosses. You may not move at all during this five-minute
planning period. You must stay exactly where you are. Practicing is not permitted.

3. Once you have finished the five-minute planning session, you may not talk out loud
again. The task must be completed in complete silence. You may not communicate
verbally with any other member of your team. Only nonverbal communication is
permitted. Remember, once you have taken hold of the rope, you cannot let go with
either hand.

4. When the instructor gives the signal, you will start moving in order to create
your five-sided star. When you have finished, you will place the rope down on
the floor in exactly the position in which you are standing. You may not
rearrange or move the rope on the floor. The rope should accurately represent
your team members’ positions.

5. The quality of your results will be evaluated by the instructor and the winning
team announced.
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Figure 9.5 A Five-Pointed Star

When you have finished the task, discuss the following questions:

1. As a team, what was especially effective, and what was especially ineffec-
tive in planning for task accomplishment in advance?

2. What hints about initial stages of team development were utilized?

3. What happened to your team dynamics over the duration of the activity? Did
they change from one stage to another? Did you end up as a high-performing
team?

4. What team leadership and membership roles did each of your team mem-
bers play? Which were the most effective?

5. What were the differences between teams that accomplished the task the
most quickly and with the highest quality compared to the others?

6. How did you make up for the inability to communicate as a team during
the task?

7. What do you wish you could do differently to be more efficient and more
effective if you were to do another task together?
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SKILL APPLICATION

ACTIVITIES FOR BUILDING EFFECTIVE TEAMS

Suggested Assignments

1. Teach someone else how to determine which stage of development a team is in and
what behaviors are most effective in each separate stage.

2. Analyze the characteristics of a team in which you are a member. Determine in what
ways its functioning could be improved. Based on the attributes of high-performance
teams, identify what could be done to improve its performance.

3. Conduct a role analysis of a real team meeting in which members are trying to make a
decision, solve a problem, or examine an issue. Who performed what roles? Which
team members were most helpful? Which team members were least helpful? Provide
feedback to the team on what roles you saw being played, what roles were missing,
and what improvements could have made the team more effective.

4. Write out a formal vision statement for a team you are leading. Make certain that the
vision possesses the attributes of effective, energizing vision statements discussed in
the chapter. Identify specifically what you can do to get team members to commit to
that vision.

5. Do an in-depth analysis of an effective team leader you know. Focus specifically on the
ways in which he or she has developed credibility and continues to influence team mem-
bers. Identify what followers say about credibility, not just the leader.

6. Teach someone, or coach someone, on how to become an effective leader of a team,
and how to become an effective team member. Demonstrate or exemplify the skills
you teach that person.

7. For a team in which you participate, identify the basic services that it must deliver, the
performance services that it should deliver, and the excitement services that it could
deliver to its customers if it were not only to satisfy, but also to surprise and delight them.
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Application Plan and Evaluation

The intent of this exercise is to help you apply this cluster of skills in a real-life, out-of-
class setting. Now that you have become familiar with the behavioral guidelines that
form the basis of effective skill performance, you will improve most by trying out those
guidelines in an everyday context. Unlike a classroom activity, in which feedback is
immediate and others can assist you with their evaluations, this skill application activity
is one you must accomplish and evaluate on your own. There are two parts to this activ-
ity. Part 1 helps prepare you to apply the skill. Part 2 helps you evaluate and improve on
your experience. Be sure to write down answers to each item. Don’t short-circuit the
process by skipping steps.

Part 1. Planning
1. Write down the two or three aspects of this skill that are most important to you.

These may be areas of weakness, areas you most want to improve, or areas that are
most salient to a problem you face right now. Identify the specific aspects of this skill
that you want to apply.

2. Now identify the setting or the situation in which you will apply this skill. Establish
a plan for performance by actually writing down a description of the situation. Who
else will be involved? When will you do it? Where will it be done?

Circumstances:
Who else?
When?
Where?

3. Identify the specific behaviors in which you will engage to apply this skill.
Operationalize your skill performance.

4. What are the indicators of successful performance? How will you know you have
been effective? What will indicate you have performed competently?

Part 2. Evaluation
5. After you have completed your implementation, record the results. What happened?

How successful were you? What was the effect on others?

6. How can you improve? What modifications can you make next time? What will
you do differently in a similar situation in the future?

7. Looking back on your whole skill practice and application experience, what have
you learned? What has been surprising? In what ways might this experience help
you in the long term?
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SCORING KEYS AND
COMPARISON DATA

Team Development Behaviors

Scoring Key

SKILL AREA ITEMS ASSESSMENT

PRE- POST-

Leading the team 1–8 ______ ______
Being an effective team member 9–12 ______ ______
Diagnosing and facilitating team development 13–20 ______ ______

Total Score ______ ______

Comparison Data (N = 5,000 Students)

Compare your scores to three standards:
1. The maximum possible score = 120.
2. The scores of other students in the class.
3. Norm data from more than 5,000 business school students.

Pre-Test Post-Test
96.97 = mean = 104.07
105 or above = top quartile = 113 or above
98–104 = second quartile = 106–112
90–97 = third quartile = 98–105
89 or below = bottom quartile = 97 or below

Diagnosing the Need for Team Building

Comparison Data (N = 5,000 Students)

Mean score: 54.22
Top quartile: 70 or above
Second quartile: 53–69
Third quartile: 39–52
Bottom quartile: 38 or below
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SKILL ASSESSMENT

DIAGNOSTIC SURVEYS FOR LEADING
POSITIVE CHANGE

LEADING POSITIVE CHANGE

Step 1: Before you read the material in this chapter, please respond to the following
statements by writing a number from the rating scale below in the left-hand column (Pre-
Assessment). Your answers should reflect your attitudes and behavior as they are now, not
as you would like them to be. Be honest. This instrument is designed to help you discover
your level of competency in problem solving and creativity so you can tailor your learning
to your specific needs. When you have completed the survey, use the scoring key at the
end of the chapter to identify the skill areas discussed in this chapter that are most impor-
tant for you to master.

Step 2: After you have completed the reading and the exercises in this chapter and, ide-
ally, as many as you can of the Skill Application assignments at the end of this chapter,
cover up your first set of answers. Then respond to the same statements again, this time
in the right-hand column (Post-Assessment). When you have completed the survey, use
the scoring key at the end of the chapter to measure your progress. If your score remains
low in specific skill areas, use the behavioral guidelines at the end of the Skill Learning
section to guide further practice.

Rating Scale

1 Strongly disagree
2 Disagree
3 Slightly disagree
4 Slightly agree
5 Agree
6 Strongly agree

Assessment

Pre- Post-

When I am in a leadership position required to lead change:

______ ______ 1. I create positive energy in others when I interact with them.

______ ______ 2. I know how to unlock the positive energy in other people.

______ ______ 3. I express compassion toward people who are facing pain or difficulty.

______ ______ 4. I help promote compassionate responses in others when it is appropriate.

______ ______ 5. I emphasize a higher purpose or meaning associated with the change I am leading.

______ ______ 6. I forgive others for the harm they may have produced or the mistakes they made.

______ ______ 7. I maintain high standards of performance, even though I am quick to forgive.

______ ______ 8. The language I use encourages virtuous actions by people.

______ ______ 9. I express gratitude frequently and conspicuously, even for small acts.

______ ______ 10. I keep track of things that go right, not just things that go wrong.
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______ ______ 11. I frequently give other people positive feedback.

______ ______ 12. I emphasize building on strengths, not just overcoming weaknesses.

______ ______ 13. I use a lot more positive comments than negative comments.

______ ______ 14. I compare my own (or my group’s) performance against the highest standards.

______ ______ 15. When I communicate a vision, I capture people’s hearts as well as their heads.

______ ______ 16. I work to close abundance gaps—the difference between good performance and
great performance.

______ ______ 17. I exemplify absolute integrity.

______ ______ 18. I know how to get people to commit to my vision of positive change.

______ ______ 19. I take advantage of a small-wins strategy in all my change initiatives.

______ ______ 20. I have developed a teachable point of view for subjects I care about.

REFLECTED BEST-SELF FEEDBACK™ EXERCISE*
All of us can recall our own extraordinary moments, those moments when we felt that our
best self was brought to light, affirmed by others, and put into practice. These memories are
seared into our minds as moments in which we have felt alive, true to our deepest selves,
and pursuing our full potential as human beings. Over time, we collect these experiences
into a portrait of who we are when we are at our personal best. To help compose a best-self
portrait, it is important to draw on the perceptions of significant others who have unique
and valuable insights into our strengths and enduring talents. The Reflected Best-Self
Feedback Exercise creates an opportunity for us to receive feedback regarding who we are
when we are at our best. A detailed explanation of this exercise, including the research that
supports its effectiveness in helping people become better leaders, can be found at:
www.bus.umich.edu/positive. Look under POS teaching and learning tools. 

In this exercise, you will gather information about yourself from other people who
know you well. In the Skill Practice section of the chapter, you will be asked to develop a
best self-portrait based on this feedback. The first step is to gather the information. Here is
how you go about it.

Identify 20 people who know you well. These may be colleagues (former or current),
friends (old or recent), family members, neighbors, class members, or anyone who has
had extended contact with you. Think about who will give you an honest opinion. The
more diverse the group, the better. Also, realize that due to time constraints, everyone
may not be able to respond. You need at least 10 responses to complete this part of the
assignment, so ask enough people to ensure at least 10 responses, but try for 20.

Compose the feedback request (see the example request below), and send it to the
20 people you select. While this request may seem awkward or difficult for you, people
have found this assessment to be a profound learning activity, and other people are quite
willing to participate in this exercise. You will find that this actually strengthens your rela-
tionships in many instances.

SOURCE: Roberts et al., 2005.

A SAMPLE E-MAIL REQUEST FOR FEEDBACK

I am taking a course that requires me to construct a profile of my unique strengths. I have
been asked to contact 20 people who know me well. I would like to invite you to help me

* This assessment is not available online.

www.bus.umich.edu/positive


536 CHAPTER 10 LEADING POSITIVE CHANGE

with this exercise. I am to request that each person provide me with three stories of when
I was at my best.

This will require that you think about your interactions with me and identify times
when you saw me at my very best. Please provide examples so I can understand the situ-
ation and the characteristics you are describing. I have attached some examples of what
these stories could look like. Please use these only as a guide.

Feedback Examples:

1. One of your greatest strengths is: The ability to get people to work together and give all
they have to a task.

For example, I think of the time that: We were doing the Alpha project. We were getting
behind and the stress was building. We started to close down and get very focused on just meeting
our deadline. You noticed that we were not doing our best work and stopped the group to rethink
our approach. You asked whether we wanted to just satisfy the requirements or whether we
wanted to really do good and important work. You reminded us of what we were capable of doing
and how each of us could contribute to a better outcome. No one else in that room would have
thought to do that. As a result, we did meet the deadline and created a result we all feel proud of.

2. One of your greatest strengths is: Being happy all the time.
For example, I think of the time that: We had just lost the league championship game, and we

were all really down in the dumps. All of us knew we could have played better, and we were really
in a funk. You were the one who pumped us up and made us feel better—not in a superficial or silly
way, but by expressing genuine pleasure at having a chance to play and being together as friends.
I really admire you for being able to see the good in a situation and being such a positive person.

3. One of your greatest strengths is: The capacity to persist in the face of adversity.
For example, I think of the time that: We were past our deadline on a major report. Frank

quit and we were left short-handed. Instead of getting discouraged, you became more focused
than I have ever seen anyone get. I think you went 48 hours without sleep. I was amazed that
you could produce such a quality product under those conditions.

Your feedback to me: Please provide me with three examples of the strengths you
observed by completing the following statements.

1. One of your greatest strengths is:
For example, I think of the time that:

2. One of your greatest strengths is:
For example, I think of the time that:

3. One of your greatest strengths is:
For example, I think of the time that:

Please e-mail your responses to me by [insert a date]. Thank you very much for your
cooperation. I will be sure to share with you what I learn.

When you have obtained this feedback, you will be guided in developing a best-self por-
trait in the Skill Practice section of this chapter.

SOURCE: Adapted from Quinn, Dutton, & Spreitzer, 2003.

MACHIAVELLIANISM SCALE—MACH IV
Listed on the next page are a number of statements. Each represents a commonly held
opinion, but there are no right or wrong answers. Indicate the extent to which you agree
or disagree with each item using this scale. Comparison data is provided at the end of the
chapter.
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�3 Agree strongly
�2 Agree somewhat
�1 Agree slightly
�1 Disagree slightly
�2 Disagree somewhat
�3 Disagree strongly

If you find that the numbers to be used in answering do not adequately indicate your
own opinion, use the one which is closest to the way you feel.

1. Never tell anyone the real reason you did something �3 �2 �1 �1 �2 �3
unless it is useful to do so.

2. The best way to handle people is to tell them what they �3 �2 �1 �1 �2 �3
want to hear.

3. One should take action only when sure it is morally right. �3 �2 �1 �1 �2 �3
4. Most people are basically good and kind. �3 �2 �1 �1 �2 �3
5. It is safest to assume that all people have a vicious streak �3 �2 �1 �1 �2 �3

and it will come out when they are given a chance.
6. Honesty is the best policy in all cases. �3 �2 �1 �1 �2 �3
7. There is no excuse for lying to someone else. �3 �2 �1 �1 �2 �3
8. Generally speaking, people won’t work hard unless �3 �2 �1 �1 �2 �3

they’re forced to do so.
9. All in all, it is better to be humble and honest than to �3 �2 �1 �1 �2 �3

be important and dishonest.
10. When you ask someone to do something for you, it is �3 �2 �1 �1 �2 �3

best to give the real reasons for wanting it rather than 
giving reasons which carry more weight.

11. Most people who get ahead in the world lead �3 �2 �1 �1 �2 �3
clean, moral lives.

12. Anyone who completely trusts anyone else is �3 �2 �1 �1 �2 �3
asking for trouble.

13. The biggest difference between most criminals and �3 �2 �1 �1 �2 �3
other people is that the criminals are stupid enough 
to get caught.

14. Most people are brave. �3 �2 �1 �1 �2 �3
15. It is wise to flatter important people. �3 �2 �1 �1 �2 �3
16. It is possible to be good in all respects. �3 �2 �1 �1 �2 �3
17. Barnum was wrong when he said that there’s a �3 �2 �1 �1 �2 �3

sucker born every minute.
18. It is hard to get ahead without cutting corners �3 �2 �1 �1 �2 �3

here and there.
19. People suffering from incurable diseases should have the �3 �2 �1 �1 �2 �3

choice of being put painlessly to death.
20. Most people forget more easily the death of their �3 �2 �1 �1 �2 �3

father than the loss of their property.

SOURCE: MACH IV Scale, R. Christie et al., “Machiavellianism” in Wrightsman, L. 

and Cook, S. (1965) Factor analysis and attitude.
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SKILL LEARNING

Leading Positive Change

The word leadership is often used as a catch-all term
to describe almost any desirable behavior by a
manager. “Good leadership” is frequently the explana-
tion given for the success of almost any positive orga-
nizational performance—from stock price increases to
upward national economic trends to happy employees.
Magazine covers trumpet the remarkable achieve-
ments of leaders, and the person at the top is almost
always credited as being the cause of the success or
failure. Coaches are fired when players don’t perform,
CEOs lose their jobs when customers choose a
competitor, and presidents are voted out of office
when the economy goes south. Contrarily, leaders are
often given hero status when their organizations suc-
ceed (e.g., Gandhi, Welch, Buffett). The leader as
scapegoat, and hero, is an image that is alive and well
in modern society. Rationally speaking, however, most
of us recognize that there is much more to organiza-
tional success than the leader’s behavior, but we also
recognize that leadership is one of the most important
influences in helping organizations perform well
(Cameron & Lavine, 2006; Pfeffer, 1998).

Some writers have differentiated between the con-
cepts of leadership and management (Kotter, 1999;
Tichy, 1993, 1997). Leadership has often been described
as what individuals do under conditions of change.
When organizations are dynamic and undergoing trans-
formation, people exhibit leadership. Management, on
the other hand, has traditionally been associated with the
status quo. Maintaining stability is the job of the man-
ager. Leaders have been said to focus on setting direction,
initiating change, and creating something new. Managers
have been said to focus on maintaining steadiness, con-
trolling variation, and refining current performance.
Leadership has been equated with dynamism, vibrancy,
and charisma; management with predictability, equilib-
rium, and control. Hence, leadership is often defined as
“doing the right things,” whereas management is often
defined as “doing things right.”

Recent research is clear, however, that such dis-
tinctions between leadership and management, which
may have been appropriate in previous decades, are no
longer useful (Cameron & Lavine, 2006; Cameron &
Quinn,1999; Quinn, 2000, 2004). Managers cannot

be successful without being good leaders, and leaders
cannot be successful without being good managers.
No longer do organizations and individuals have the
luxury of holding on to the status quo; worrying about
doing things right without also doing the right things;
keeping the system stable without also leading change
and improvement; maintaining current performance
without also creating something new; concentrating
on equilibrium and control without also concentrat-
ing on vibrancy and charisma. Effective management
and leadership are largely inseparable. The skills required
to do one are also required for the other. No organization
in a postindustrial, hyperturbulent, twenty-first-century
environment will survive without individuals capable of
providing both management and leadership. Leading
change and managing stability, establishing vision and
accomplishing objectives, breaking the rules and moni-
toring conformance, although paradoxical, all are
required to be successful. Individuals who are effective
managers are also effective leaders much of the time.
The skills required to be effective as a leader and as a
manager are essentially identical.

On the other hand, Quinn (2004) has reminded
us that no person is a leader all of the time. Leadership
is a temporary condition in which certain skills and
competencies are displayed. When they are demon-
strated, leadership is present. When they are not
demonstrated, leadership is absent. In other words,
regardless of a person’s title or formal position, people
may act as leaders or not, depending on the behaviors
they display. Most of the time people are not displaying
leadership behaviors. People choose to enter a state
of leadership when they choose to adopt a certain
mind-set and implement certain key skills.

Understanding that leadership is a temporary,
dynamic state brings us to a radical redefini-
tion of how we think about, enact, and
develop leadership. We come to discover that
most of the time, most people, including
CEOs, presidents, and prime ministers, are
not leaders. We discover that anyone can be a
leader. Most of the time, none of us are
leaders. (Quinn, 2004, xx)

In this chapter, we focus on the most common
activity that demonstrates leadership—leading change.
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It is while engaging in this task that the temporary state
of leadership is most likely to be revealed. That is,
despite the heroic image of leaders, every person can
develop the skills needed to lead change. No one was
born as either a leader or absent the abilities that would
enable him or her to be a leader. Everyone can, and
most everyone does, become a leader at some point.
On the other hand, effectively leading change involves
a complex and difficult-to-master set of skills, so assis-
tance is required in order to do it successfully. That is
because of the difficulties associated with change.

Ubiquitous and Escalating Change

It is not news that we live in a dynamic, turbulent, and
even chaotic world. Almost no one would try to predict
with any degree of certainty what the world will be like
in ten years. Things change too fast. We know that
the technology currently exists, for example, to put the
equivalent of a full-size computer in a wristwatch, or
inject the equivalent of a laptop computer into the
bloodstream. New computers are beginning to be
etched on molecules instead of silicon wafers. The half-
life of any technology you can name—from complex
computers to nuclear devices to software—is less than
six months. Anything can be reproduced in less than a
half a year.

The mapping of the human genome is probably the
greatest source for change, for not only can we now
change a banana into an agent to inoculate people
against malaria, but new organ development and physi-
ological regulation promise to dramatically alter popula-
tion life styles. As of this writing, more than 100 whole
animals have been patented. Patents have exploded
from an overwhelming 4,000 applications in 1991, up to
22,000 in 1995, and in 2008 they mushroomed
to 500,000 per year, with exponential growth expected
to continue. Whereas it took ten years to produce a
generic alternative to a normal pharmaceutical drug in
1965, the time was cut in half by 1980, cut in half again
by 1990, and by the year 2000, generic alternatives
could be produced for almost any pharmaceutical com-
pound in about a week. In 1980 it took a year to assem-
ble 12,000 DNA base pairs; by 1999 it took less than a
minute, and by the end of 2000, 1,000 base pairs could
be assembled in less than one second. Currently, com-
puters are being configured that can sequence every
major disease in a single day. Who can predict the
changes that will result? Hence, not only is change ubiq-
uitous and constant, but almost everyone predicts that it
will escalate exponentially (see Enrique, 2000).

The Need for Frameworks

Frameworks or theories help provide stability and
order in the midst of constant change. To illustrate the
importance of frameworks, consider a simple experi-
ment conducted by Nobel laureate Herbert A. Simon.
Experimental subjects were shown a chess board as it
appeared midgame. Some of these individuals were
experienced chess players, some were novices. They
were allowed to observe the chess board for ten sec-
onds, and then the board was wiped clean. The sub-
jects were asked to replace the pieces on the board
exactly as they had appeared before the board was
cleared. This experiment was actually conducted on a
computer, so wiping the chess board clean was simple,
and multiple trials could be generated for each person.
Each trial showed a different configuration of a chess
game midway through.

The question being investigated was: Which
group was best at replacing the chess pieces, the
novices or the experienced players? After looking at
the board for ten seconds, which individuals would be
most accurate in placing each piece in its previous
location? An argument could be made for either group.
On the one hand, the minds of novices would not be
cluttered by preconceptions. They would look at the
board with a fresh view. It is similar to the answer
to the question: When is the best time to teach a
person a new language, age 3 or age 30? The fact that
3-year-olds can learn a new language more quickly
than 30-year-olds suggests that novices might also be
better at this task because of their lack of preconcep-
tions. On the other hand, the contrary argument is
that experience ought to count for something, and the
familiarity of experienced players with the chess board
should allow them to be more successful.

The results of the experiment were dramatic.
Novices accurately replaced the pieces less than five
percent of the time. Experienced players were accu-
rate more than 80 percent of the time. When experi-
enced chess players looked at the board they saw
familiar patterns, or what might be called frameworks.
They said things like this: “This looks like the
Leningrad defense, except this bishop is out of place
and these two pawns are arranged differently.”
Experienced players identified the patterns quickly,
and then they paid attention to the few exceptions on
the board. Novices, on the other hand, needed to pay
attention to every single piece as if it were an excep-
tion, since no pattern (or framework) was available to
guide their decisions.
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Frameworks serve the same function for managers.
They clarify complex or ambiguous situations. Individuals
who are familiar with frameworks can manage complex
situations effectively because they can respond to fewer
exceptions. Individuals without frameworks are left to
react to every piece of information as a unique event or
an exception. The best managers possess the most, and
the most useful, frameworks. When they encounter a
new situation, they do not become overwhelmed or
stressed because they have frameworks that can help
simplify and clarify the unfamiliar.

Tendencies Toward Stability

Organizations are designed like frameworks that allow
exceptions to be managed effectively. They are
intended to create stability, steadiness, and predictable
conditions. They try to constrain as much change as
possible. That is, organizations help specify what is
expected of employees, who reports to whom, what
the goals are, what procedures are to be employed,
what rules apply, how the work gets done, and so on.
These elements are all intended to reduce the ambigu-
ity of changing conditions and to create predictability
for employees so that the uncertainties of environmen-
tal change do not overwhelm them. Managers are
obliged to try to ensure that steady, stable conditions
are fostered.

Leading change, therefore, is contradictory to the
common requirements of ensuring predictability and

constancy. It disrupts the permanence of the system and
creates more uncertainly. The skill of leading change,
therefore, runs contrary to what organizations are
fundamentally designed to do. Even more important,
leading positive change is different from simply leading
ordinary change in an organization. Change will always
be widespread and constant, but leading positive change
in organizations is unusual and difficult, and it requires
special know-how and a special skill set.

To illustrate the difference between leading com-
monplace change and positive change, consider the
continuum in Figure 10.1 (Cameron, 2003a). It shows
a line depicting normal, healthy performance in the
middle, with unhealthy, negative performance on
the left and unusually positive performance on the
right. Most organizations and most managers strive to
maintain performance in the middle of the continuum.
People and organizations strive to be healthy, effective,
efficient, reliable, compatible, and ethical. It is in the
middle of the continuum where things are most
comfortable.

We usually refer to the left end of the continuum
as negative deviance. To call someone a “deviant”
usually means that he or she needs correction or treat-
ment. Most managers strive to get deviant people to
behave within a normal range. If they don’t, if they
continue to behave badly, they get transferred, pun-
ished, or fired. With few exceptions (e.g., athletes and
heroic figures) the same pressure toward normal
behavior exists on the right side of the continuum as

Physiological

(Medical research)

Psychological

(Psychological research)

Individual:

Deficit gaps Abundance gaps

Illness Health Flow

Illness Health Wellness

Organizational and Managerial:

(Management and organizational research)

Negative Deviance Normal Positive Deviance

Revenues

Effectiveness

Efficiency

Quality

Ethics

Relationships

Adaptation

Unprofitable
Ineffective
Inefficient
Error-prone
Unethical
Conflictual
Threat-rigidity

Profitable
Effective
Efficient
Reliable
Ethical
Compatible
Coping

Generous
Excellent
Extraordinary
Flawless
Virtuous
Caring
Flourishing

Figure 10.1 A Continuum of Negative and Positive Deviance

SOURCE: Cameron, 2003b.
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well as the left. Pressure is always brought to bear to
get people to behave in predictable, normal ways.

Think, for example, of people you have encoun-
tered who are positively deviant at work—flawless
performers, flourishing in everything they do, and con-
stantly extraordinary. They’re too perfect. They make
people feel uncomfortable. They make others feel
guilty. They are rate-busters. We accuse them of show-
ing up other people. There is a lot of pressure to get
them back in line or within a normal range of perfor-
mance. Most of the time we insist that others stay in
the middle range. Being on either the right side or the
left side of the continuum is usually interpreted as
against the rules.

Not surprisingly, we know a lot more about the left
side of the continuum than the right side. Consider the
top line of Figure 10.1, for example, and think of your
own physical health. If you’re ill, you usually get treat-
ment from a medical professional who provides med-
ication or therapy until you return to normal health.
When you’re healthy you stop seeing the doctor and
the doctor stops treating you. About 90 percent of all
medical research has focused on how to get people
from the left side of the continuum—illness—to the
middle of the continuum—health. Yet, everyone
knows that a condition exists on the right side of the
continuum which is better than just being healthy. It is
exemplified by people who can run a marathon, do 400
pushups, or compete at Olympic fitness levels. They are
positively deviant on the health continuum. Much less
serious attention in medical science has been paid to
how people can reach this state of positive deviance.
Leading positive change (from the middle point to the
right side) is more uncertain than leading change from
the left side to the middle point.

Similarly, the second line of the figure refers to psy-
chological health. On the left is illness—depression, anx-
iety, burnout, paranoia, and so forth—and the middle
depicts normal psychological functioning—being emo-
tionally healthy or reasonably happy. Seligman (2002)
reported that more than 99 percent of psychological
research in the last 50 years has focused on the left and
middle points on the continuum—that is, how to treat
people who are ill in order to get them to a state of nor-
mality or health. Again, however, a positively deviant
psychological condition is also possible. It is sometimes
characterized by a state of “flow” (Csikszentmihalyi,
1990)—where people’s minds are totally engaged in a
challenging task so that they lose track of time, physical
appetites, and outside influences—or they experience
especially positive emotions (Fredrickson, 2003) such as
joy, excitement, or love. Most people have experienced

at some time being “in the zone,” during which more of
their brain capacity is used than at normal times. Such
conditions represent positively deviant psychological
states. A new movement in psychology studies positively
deviant psychological states, and we will summarize
some of those findings below. Most managers and most
organizations, however, are in business to create normal
behavior, not to foster deviant behavior. This is illustrated
by the lower lines in Figure 10.1, which refer to organi-
zations and managers.

The figure lists conditions ranging from unprof-
itable, ineffective, inefficient, and error-prone perfor-
mance on the left side, to profitable, effective, efficient,
and reliable performance in the middle. For the most
part, leaders and managers are charged with the
responsibility to ensure that their organizations are
operating in the middle range. They are consumed
with the problems and challenges that threaten
their organizations from the left side of the continuum
(e.g., unethical behavior, dissatisfied employees or
customers, financial losses, and so on.) Most leaders
and managers are content if they can get their organi-
zations to that middle state—profitable, effective, reli-
able. In fact, almost all organizational and managerial
research has focused on how to ensure that organiza-
tions can perform in the normal range. We don’t have
very good language to describe the right side of the
organizational continuum. Instead of just being prof-
itable, positively deviant organizations might strive to
be generous, using their resources to do good. Instead
of just being effective, efficient, reliable, they might
strive to be benevolent, flourishing, and flawless.

The right side of the continuum is referred to as an
abundance approach to performance. The left side of
the continuum is referred to as a deficit approach to
performance (Cameron & Lavine, 2006). Much more
attention has been paid to solving problems, surmount-
ing obstacles, battling competitors, eliminating errors,
making a profit, and closing deficit gaps compared to
identifying the flourishing and life-giving aspects
of organizations, or closing abundance gaps. Our
colleague Jim Walsh (1999) found, for example, that
words such as “win,” “beat,” and “competition” have
dominated the business press over the past two
decades, whereas words such as “virtue,” “caring,”
and “compassion” have seldom appeared at all. Less is
known, therefore, about the right side of the contin-
uum in Figure 10.1 and the concepts that characterize
it. Most research on leadership, management, and
organizations, therefore, has remained fixed on the left
and center points of the continuum. Yet, it is on the
right end that the skill of leading positive change
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becomes relevant. It is on that side of the continuum
that our discussion will focus in this chapter.

Focusing on the right side of the continuum—or
on abundance gaps—unlocks something called the
heliotropic effect. This is a natural tendency in every
living system to be inclined toward positive energy—
toward light—and away from negative energy or from
the dark. The reason is that light is life-giving and
energy creating. Abundance creates positive energy.
Deficits often do not. All living systems are inclined
toward that which gives life, so abundance approaches
to change enable the heliotropic effect to occur.

For example, with individuals, the heliotropic
effect may be manifest physiologically as the placebo
effect. A variety of studies have shown that if a
person holds positive beliefs that a medication will be
effective, it will, in fact, produce the desired effect
about 60 percent of the time. Psychologically, the
heliotropic effect is manifest as the Pygmalion effect.
That is, not only does a person’s biological system
respond to his or her own positive expectations, but the
expectations of others also can produce a heliotropic
effect. A large amount of evidence suggests that
when someone holds positive expectations for you—
especially if that person is important to you—your
behavior is altered positively.

The heliotropic effect is also manifest emotionally.
Many studies have documented the fact that people
with positive emotional states and optimistic outlooks
experience fewer illness and accidents and, in fact,
actually enjoy a longer and higher quality of life.
Depressed, anxious, or angry people get sick more
often than happy, joyful, upbeat people, even when
exposed to the same number of cold viruses, and they
tend more often to be in the wrong place at the wrong
time and experience accidents.

The heliotropic effect can manifest itself in visualiza-
tion. When people visualize themselves as succeeding—
they see themselves hitting the ball, clearing the bar,
making the shot, getting the right answer, or recovering
from illness—they tend to succeed significantly more
than otherwise. This heliotropic effect is explained in
more detail in Cameron and Lavine (2006).

A Framework for Leading 
Positive Change

Leading positive change is a management skill that
focuses on unlocking positive human potential. Positive
change enables individuals to experience appreciation,
collaboration, vitality, and meaningfulness in their
work. It focuses on creating abundance and human

well-being. It fosters positive deviance. It acknowledges
that positive change engages the heart as well as
the mind.

A Case Example An example of this kind of
change occurred in a New England hospital that faced
a crisis of leadership when the popular vice president
of operations was forced to resign (Cameron & Caza,
2002). Most employees viewed him as the most inno-
vative and effective administrator in the hospital and
as the chief exemplar of positive energy and change.
Upon his resignation, the organization was thrown
into turmoil. Conflict, backbiting, criticism, and adver-
sarial feelings permeated the system. Eventually, a
group of employees appealed to the board of directors
to replace the current president and CEO with this
ousted vice president. Little confidence was expressed
in the current leadership, and the hospital’s perfor-
mance was deteriorating. Their lobbying efforts were
eventually successful in that the president and CEO
resigned under pressure, and the popular vice presi-
dent was hired back as president and CEO.

Within six months of his return, however, the
decimated financial circumstances at the hospital led
to an announced downsizing aimed at reducing the
workforce by 10 percent. The hospital faced millions
of dollars in losses. This newly hired CEO had to
eliminate the jobs of some of the very same people
who supported his return. The most likely results of
this action were an escalation in the negative effects
of downsizing loss of loyalty and morale, perceptions
of injustice and duplicity, blaming and accusations.
Based on research on the effects of downsizing,
a continuation of the tumultuous, antagonistic cli-
mate was almost guaranteed (Cameron, Whetten, &
Kim, 1987).

Instead, the opposite results occurred. Upon his
return, the new CEO made a concerted effort to lead
positive change in the organization, not merely manage
the required change. He institutionalized forgiveness,
optimism, trust, and integrity. Throughout the organi-
zation, stories of compassionate acts of kindness and
virtue were almost daily fare. One typical example
involved a nurse who was diagnosed with terminal
cancer. Respondents reported that when word spread
of the man’s illness, doctors and staff members from
every area in the hospital donated vacation days and
personal leave time so that he would continue to
collect a salary even though he could not work.
Ironically, the pool of days expired just before he died,
so he was never terminated, and he received a salary
right up to his last day.
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Employees also reported that the personal and
organizational damage done by the announced
downsizing—friends losing jobs, budgets being cut—
had been formally forgiven. Employees released grudges
and moved on toward an optimistic future. One indica-
tion was the language used throughout the organiza-
tion, which commonly included words such as love,
hope, compassion, forgiveness, and humility, especially
in reference to the leadership that announced the down-
sizing actions.

We are in a very competitive health care market,
so we have differentiated ourselves through
our compassionate and caring culture. . . . I
know it sounds trite, but we really do love our
patients. . . . People love working here, and
their family members love us too. . . . Even
when we downsized, [our leader] maintained
the highest levels of integrity. He told the truth,
and he shared everything. He got the support
of everyone by his genuineness and per-
sonal concern. . . . It wasn’t hard to forgive.
(Representative responses from a focus group
interview of employees, 2002)

Even the redesigned physical architecture of the
hospital reflected its positive approach to change, being
designed to foster a more humane climate for patients

and to communicate the virtuousness of the orga-
nization. For example, the maternity ward installed
double beds (which didn’t previously exist) so hus-
bands could sleep with their wives rather than sitting in
a chair all night; numerous communal rooms were cre-
ated for family and friend gatherings; hallways and
floors were all carpeted; volunteer pets were brought in
to comfort and cheer up patients; original paintings on
walls displayed optimistic and inspiring themes; nurses’
stations were all within eyesight of patients’ beds;
Jacuzzis were installed in the maternity ward; special
meals were prepared to fit patients’ dietary preferences;
and so on. Employees indicate that the leadership
of positive change—not merely the management of
change—was the key to their recovery and thriving.
Special language, activities, and processes were impor-
tant parts of employees’ explanations for the organiza-
tion’s renewal. Figure 10.2 illustrates the financial
turnaround associated with the hospital’s concentrated
focus on virtuousness.

A Framework of Positive Change This chapter
reviews the five key management skills and activ-
ities required to effectively lead positive change.
They include: (1) establishing a climate of positivity,
(2) creating readiness for change, (3) articulating
a vision of abundance, (4) generating commitment
to the vision, and (5) institutionalizing the positive
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change (Cameron & Ulrich, 1986). Figure 10.3 summa-
rizes these steps, and we discuss them below. Leaders
of positive change are not all CEOs, of course, nor are
they in titled or powerful positions. On the contrary,
the most important leadership demonstrated in organi-
zations usually occurs in departments, divisions, and
teams and by individuals who take it upon themselves
to enter a temporary state of leadership (Meyerson,
2001; Quinn, 2004). These principles apply as much to
the first-time manager, in other words, as to the experi-
enced executive.

ESTABLISHING A CLIMATE 
OF POSITIVITY

The first and most crucial step in leading positive
change is to set the stage for positive change by estab-
lishing a climate of positivity. Because constant change
is typical of all organizations, most managers most of
the time focus on the negative or problematic aspects
of change. A leader who will focus on positive change
is both rare and valuable. Not everyone masters it,
although everyone can.

Baumeister, Bratslavsky, Finkenauer, and Vohs
(2001) pointed out that negative occurrences, bad
events, and disapproving feedback are more influential
and longer lasting in people than positive, encouraging,
and upbeat occurrences. For example, if someone
breaks into your home and steals $1,000, it will affect
you more, and will be more long-lasting in its effects,

than if someone sends you a $1,000 gift. If three people
compliment you on your appearance and one person is
critical, the one criticism will carry more weight than
the three compliments. In other words, according to
Baumeister’s review of the literature, “bad is stronger
than good.” People tend to pay more attention to nega-
tive than positive phenomena, and for good reason.
Ignoring a negative threat could cost you your life. Not
attending to negative events could prove dangerous.
Ignoring a positive, pleasant experience, on the other
hand, would only result in regret. Consequently, man-
agers and organizations—constantly confronted by
problems, threats, and obstacles—have a tendency to
focus on the negative much more than the positive.
Managers must consciously choose to pay attention to
the positive, uplifting, and flourishing side of the con-
tinuum in Figure 10.1, otherwise negative tendencies
overwhelm the positive. Leading positive change, in
other words, is going against the grain. It is not neces-
sarily a natural thing to do. It requires skill and practice.

Mahatma Gandhi’s statement illustrates the
necessity of positivity, even though it is difficult:

Keep your thoughts positive, because your
thoughts become your words. Keep your words
positive, because your words become your
behavior. Keep your behavior positive, because
your behavior becomes your habits. Keep your
habits positive because your habits become
your values. Keep your values positive, because
your values become your destiny. (Gold, 2002)

Establish a positive climate

Institutionalize the change Create readiness

Generate commitment Articulate vision

Figure 10.3 A Framework of Positive Change
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In order to establish a climate of positivity in an
organization, managers must help establish at least
three necessary conditions: (1) positive energy net-
works, (2) a climate of compassion, forgiveness, and
gratitude, and (3) attention to strengths and the
best self.

Create Positive Energy Networks

Have you ever been around a person who just makes
you feel good? You leave every interaction happier,
more energized, and uplifted? In contrast, do you
know people who are constantly critical, negative, and
discouraging? They seem to deplete your own reserve
of positive energy? Recent research has discovered that
people can be identified as “positive energizers” or
“negative energizers” in their relationships with others
(Baker, Cross, & Wooten, 2003). Positive energizers
are those who strengthen and create vitality and liveli-
ness in others. Negative energizers are people who
deplete the good feelings and enthusiasm in other peo-
ple and make them feel diminished, devalued, or
drained. Research shows that positive energizers are
higher performers, enable others to perform better, and
help their own organizations succeed more than nega-
tive energizers (Baker et al., 2003). People who drain
energy from others tend to be critical, express negative
views, fail to engage others, and are more self-centered
than positive energizers. Being a positive energizer
is associated with being sensitive in interpersonal
relationships, trustworthy, supportive to others in
comments, actively (not passively) engaged in social
interactions, flexible and tolerant in thinking, and
unselfish. They are not necessarily charismatic, giddy,
or just Pollyannaish. Rather, positive energy creators
are optimistic and giving, and others feel better by
being around them.

Here is why that is so important in leading positive
change. Research by Wayne Baker (2001) has investi-
gated the kinds of networks that exist in organizations.
Most research investigates two kinds of networks—
information networks and influence networks. If you
are at the center of an information network, that means
more information and communication flow through
you than anyone else. You have access to a greater
amount of information than others. Predictably, people
at the center of an information network have higher
performance and are more successful in their careers
than people on the periphery. The same can be said
for people at the center of influence networks.
Influential people are not always people with the most
prestigious titles, but they tend to be people who can

influence others to get things done (see Chapter 5 on
power and influence). Recent research has discovered,
however, that positive energy networks are far more
powerful in predicting success than information or
influence networks. In fact, being a positive energizer
in an organization is four times more predictive of suc-
cess than being at the center of an information network
or even being the person with an important title or
senior position. Displaying positive energy, in other
words, tends to be a very powerful predictor of per-
sonal as well as organizational success.

Effective managers identify positive energizers and
then make certain that networks of people are formed
who associate with these energizers. Positive energizers
are placed in positions where others can interact with
them and be influenced by them. The research findings
are clear that people who interact with positive energiz-
ers perform better, as well as do the positive energizers
themselves, so make sure you and others rub shoulders
with them often. In addition to forming positive energy
networks, effective managers will also foster positive
energy in other people by: (1) exemplifying or role
modeling positive energy themselves, (2) recognizing
and rewarding people who exemplify positive energy,
and (3) providing opportunities for individuals to form
friendships at work (which usually are positive energy
creators).

Ensure a Climate of Compassion,
Forgiveness, and Gratitude

A second aspect of a climate of positivity is the appropri-
ate display of compassion, forgiveness, and gratitude in
organizations. These terms may sound a bit saccharine
and soft—even out of place in a serious discussion of
developing management skills for the competitive world
of business. Yet, recent research has found them to be
very important predictors of organizational success.
Companies that scored higher on these attributes per-
formed significantly better than others (Cameron,
2003b). That is, when managers fostered compassion-
ate behavior among employees, forgiveness for missteps
and mistakes, and gratitude resulting from positive
occurrences, their firms excelled in profitability, produc-
tivity, quality, innovation, and customer retention.
Managers who reinforced these virtues were more suc-
cessful in producing bottom-line results.

Paying attention to these concepts simply acknowl-
edges that employees at work have human concerns—
they feel pain, experience difficulty, and encounter injus-
tice in their work and personal lives. Think of people you
know, for example, who are currently managing a severe
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family illness, experiencing a failed relationship, coping
with hostile and unpleasant coworkers or associates, or
facing overload and burnout. Many organizations don’t
allow personal problems to get in the way of getting the
job done. Human concerns take a backseat to work-
related concerns. Regardless of what is happening
personally, responsibilities and performance expectations
remain the same. To lead positive change, however,
managers must build a climate in which human
concerns are acknowledged and where healing and
restoration can occur. Because change always creates
pain, discomfort, and disruption, leaders of positive
change are sensitive to the human concerns that can sab-
otage many change efforts. Without a reserve of goodwill
and positive feelings, almost all change fails. Therefore,
unlocking people’s inherent tendency to feel compas-
sion, to forgive mistakes, and to express gratitude helps
build the human capital and reserve needed to success-
fully lead positive change. How might that occur?

Compassion Kanov and colleagues (2003) found
that compassion is built in organizations when man-
agers foster three things: collective noticing, col-
lective feeling, and collective responding. When
people are suffering or experiencing difficulty, the first
step is to notice or simply become aware of what is
occurring. An iron-clad rule exists at Cisco Systems,
for example, where CEO John Chambers must be noti-
fied within 48 hours of the death or serious illness of
any Cisco employee or family member. People are on
the lookout for colleagues who need help.

The second step is to enable the expression of col-
lective emotion. Planned events where people can
share feelings (for example, grief, support, or love)
help build a climate of compassion. For example, a
memorial service for a recently deceased executive at
which the CEO shed tears was a powerful signal to
organization members that responding compassion-
ately to human suffering was important to the organi-
zation (Frost, 2003).

The third step is collective responding, meaning
that the manager ensures that an appropriate response is
made when healing or restoration is needed. In the after-
math of the 11 September 2001 tragedy, many examples
of compassion—and noncompassion—were witnessed
in organizations around the country. While some leaders
modeled caring and compassion in the responses they
fostered, others stifled the healing process (see Dutton,
Frost, Worline, Lilius, & Kanov, 2002).

Forgiveness Most managers assume that forgive-
ness has no place in the work setting. Because of high

quality standards, the need to eliminate mistakes, and a
requirement to “do it right the first time,” managers
assume that they cannot afford to let errors go unpun-
ished. Forgiving mistakes will just encourage people to
be careless and unthinking, they conclude. However, for-
giveness and high standards are not incompatible. That is
because forgiveness is not the same as pardoning, con-
doning, excusing, forgetting, denying, minimizing, or
trusting (Enright & Coyle, 1998). To forgive does not
mean relieving the offender of a penalty (i.e., pardoning),
or saying that the offense is OK, not serious, or forgotten
(i.e., condoned, excused, denied, minimized). The mem-
ory of the offense need not be erased for forgiveness to
occur. Instead, forgiveness in an organization involves
the capacity to abandon justified resentment, bitterness,
and blame, and, instead, to adopt positive, forward-
looking approaches in response to harm or damage
(Cameron & Caza, 2002).

For example, because minor offenses and dis-
agreements occur in almost all human interactions,
especially in close relationships, most people are prac-
ticed forgivers. Without forgiveness, relationships
could not endure and organizations would disintegrate
into squabbles, conflicts, and hostilities. One explana-
tion for the successful formation of the European
Economic Union is forgiveness, for example (Glynn,
1994). Collectively speaking, the French, Dutch, and
British forgave the Germans for the atrocities of World
War II, as did other damaged nations. Likewise, the
reciprocal forgiveness demonstrated by the United
States and Japan after World War II helps explain the
flourishing economic and social interchange that
developed in subsequent decades. On the other hand,
the lack of peace in certain war-torn areas of the world
can be at least partly explained by the refusal of orga-
nizations and nations to forgive one another for past
trespasses (Helmick & Petersen, 2001).

The importance of forgiveness in organizations,
and societies, is illustrated by Nobel laureate Desmond
Tutu in his description of postapartheid South Africa:

Ultimately, you discover that without forgive-
ness, there is no future. We recognize that the
past cannot be remade through punishment. . . .
There is no point in exacting vengeance now,
knowing that it will be the cause for future
vengeance by the offspring of those we punish.
Vengeance leads only to revenge. Vengeance
destroys those it claims and those who become
intoxicated with it . . . therefore, forgiveness is
an absolute necessity for continued human exis-
tence. (Tutu, 1998, p. xiii; 1999, p. 155)
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Forgiveness is enhanced in organizations when
managers:

1. Acknowledge the trauma, harm, and injustice
that their organization members have experi-
enced, but they define the occurrence of hurtful
events as an opportunity to move forward
toward a new goal.

2. Associate the outcomes of the organization (e.g.,
its products and services) with a higher purpose
that provides personal meaning for organization
members. This higher purpose replaces a focus
on self (e.g., retribution, self-pity) with a focus on
a higher objective.

3. Maintain high standards and communicate the
fact that forgiveness is not synonymous with
tolerance for error or lowered expectations.
Use forgiveness to facilitate excellence by
refusing to focus on the negative and, instead,
focus on achieving excellence.

4. Provide support by communicating that
human development and human welfare are as
important in the organization’s priorities as the
financial bottom line. This kind of support
helps employees catch sight of a way to move
past the injury.

5. Pay attention to language, so that terms such
as forgiveness, compassion, humility, courage,
and love are acceptable; this language provides
a humanistic foundation upon which most for-
giveness occurs.

An analysis of the several organizations’ success-
ful turnaround after the trauma of downsizing reveals
these five steps being demonstrated in institutionaliz-
ing forgiveness.

Gratitude Observing acts of compassion and
forgiveness—not to mention being the recipient of
them—creates a sense of gratitude in people.
Gratitude is crucial in organizations because it leads
to reciprocal behavior, equity, and justice (e.g., return-
ing a favor, doing good in return for receiving good,
being fair). Simmel referred to gratitude as “the moral
memory of mankind . . . if every grateful action . . .
were suddenly eliminated, society (at least as we know
it) would break apart” (1950, p. 388).

Feelings of gratitude have been found to have dra-
matic effects on individual and organizational perfor-
mance. For example, Emmons (2003) induced feelings
of gratitude in students by assigning them to keep jour-
nals as part of a semester-long assignment. Some of the

students were required to keep “gratitude journals” on a
daily or weekly basis. That is, they wrote down events
or incidents that happened during the day (or week) for
which they were grateful. Other students were assigned
to write down events or incidents that were frustrating,
and still other students were assigned to write down
events or incidents that were merely neutral. Students
keeping gratitude journals, compared to frustrated stu-
dents and neutral students, experienced fewer physical
symptoms such as headaches, colds, and so on; felt bet-
ter about their lives as a whole; were more optimistic
about the coming week; had higher states of alertness,
attentiveness, determination, and energy; reported
fewer hassles in their lives; engaged in more helping
behavior toward other people; experienced better sleep
quality; and had a sense of being more connected to oth-
ers. In addition, they were absent and tardy less often
and had higher grade point averages. Feelings of grati-
tude had significant impact on student classroom perfor-
mance as well as people’s personal lives.

McCraty and Childre (2004) helped explain one
reason why the positive effect of gratitude occurs in 
people’s lives. They studied heart rhythms of people
when they experienced frustrating or stressful work
conditions, and compared those heart rhythms to
changes that occurred when people were induced into a
gratitude condition. Figure 10.4 shows the differences.
For the first 100 seconds, the erratic and disordered
heartbeat pattern shows a condition of frustration and
stress, whereas for the next 100 seconds the heartbeat
pattern shows a condition of appreciation and gratitude.
It is easy to see why performance and health are
enhanced by gratitude.

Emmons also found that expressions of gratitude by
one person tend to motivate others to express gratitude,
so a self-perpetuating, virtuous cycle occurs when grati-
tude is expressed. Gratitude elicits positive behaviors on
the part of other people (e.g., they are more likely to
loan money, provide compassionate support, as well as
behave reciprocally). For example, a handwritten
“thank you” on a restaurant bill by the server elicits
about 11 percent higher tips, and visits by case workers
and social workers are 80 percent higher if they are
thanked for coming (McCullough, Emmons, & Tsang,
2002). People respond positively to expressions of grati-
tude. Thus, not only does gratitude help people feel
good but do good as well.

Managers engender gratitude in an organization
simply by expressing gratitude frequently and conspicu-
ously themselves, even for small acts and small
successes, and by keeping track of things that go right
(not just things that go wrong) and expressing gratitude
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for them. Elaborate programs are not needed, just
frequent thank yous.

Pay Attention to Strengths 
and the Best Self

Identifying people’s strengths (or what they do right)
and then building on them creates more benefit than
identifying weaknesses (or what people do wrong) and
trying to correct them. For example, managers who
spend more time with their strongest performers
(rather than their weakest performers) achieved double
the productivity. In organizations where workers have
a chance to “do what they do best every day,” produc-
tivity is one-and-a-half times greater than in normal
organizations. People who are given feedback on their
strengths are significantly more likely to feel highly
engaged and to be more productive than people who
are given feedback on their weaknesses. Students who
are given feedback on their talents have fewer days of
absenteeism, are tardy less often, and have higher GPAs
than students who get no feedback on their talents.
The strongest readers make more improvement in a
speed-reading class designed to improve reading than
the poor readers (Clifton & Harter, 2003).

Another illustration of this principle that building on
positive strengths is more effective than concentrating on
overcoming weaknesses is a classic study of (American)
bowling (Kirschenbaum, 1984). To explain the study,
let’s assume that we decided to take a group of people to
a bowling alley. The objective is to help these folks
improve their bowling scores. We ask them all to bowl
three games, and as they bowl, we videotape each per-
son. Then, we ask that the entire group practice bowling
for the next six months in order to improve their scores.
However, to assist them, we will show them videotape of
the three games we filmed. For half the group, we show
them only video footage of when they rolled strikes, or

knocked all the pins down. For the other half of the
group, we show them only video footage of when they
did not roll strikes, or they did not knock all the pins
down. Half the people are trying to capitalize on what
they did right. Half the group is trying to correct mis-
takes. After six months of practice, we bring all the peo-
ple back together and ask them to bowl three more
games. We would discover that there is a statistically sig-
nificant difference between the two groups. One group
would bowl significantly better than the other. Which
would you predict would do the best?

The research indicates that those who watched
their past successes—they saw footage of their strikes—
improved significantly more than those who watched
footage of mistakes. That’s because when we start out
almost any activity, we mostly make mistakes. Yet, we
tend to learn how to do it right over time. We tend to
make more and more strikes, hit the ball down the
center of the fairway, swish the free throw, or improve
our public speaking ability, even though we make a lot
of mistakes in the beginning. In other words, focusing
on the positive will bring superior results to focusing on
the negative. The trouble is, most people, most of the
time, are inclined to pay attention to what’s wrong,
the problems, the negative feedback, or the failures they
experience. The research, however, demonstrates the
potency of the positive.

An even more dramatic finding resulted from a
study of top management teams engaged in strategic
planning for their organizations. Losada and Heaphy
(2003) studied 60 teams of senior executives who met
to set objectives, refine budgets, and identify plans for
the upcoming year. The research focused on inves-
tigating why some teams, and their organizations, per-
formed better than others. The teams used in the
research were executives and top managers in well-
recognized corporations.

90

80

70

60

Time (SECONDS)

1 50 100 150 200

APPRECIATION

Time (SECONDS)

1 50 100 150 200

FRUSTRATION

H
E

A
R

T
 R

A
T

E

Figure 10.4 Heart Rhythms in Frustration and in Gratitude Conditions

These are actual heart rhythm patterns resulting from in an induced state of frustration followed by an induced gratitude condition.

SOURCE: McCraty & Childre, (2004) “The Grateful Heart.” In Emmons, R. A. and Mc Cullough, M. E. (Eds.). The Psychology of Gratitude (pp. 230–255) New York: Oxford University Press.
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The teams were categorized into three groups
based on six measures of performance, such as firm prof-
itability, productivity, managerial capability, and so on.
The three groups were: those that performed well,
those that performed about average, and those that per-
formed poorly. To explain differences among the groups,
the communication patterns of the teams were carefully
monitored and analyzed. The single most important
factor in predicting success—which was four times
more powerful in predicting success than any other
factor—was the ratio of positive comments to negative
comments. Positive comments are those that express
appreciation, support, helpfulness, or compliments.
Negative comments express criticism, disapproval, or
blame. The results of the research were dramatic. In
high-performing teams, the ratio of positive to negative
comments was 5:1. Five times more positive comments
were made than negative comments. In medium-
performing teams, the ratio was 1:1. In low-performing
teams, the ratio was 0.36:1. In other words, in low-
performing teams, there were three negative comments
for every positive comment.

What these results show is that high-performing
teams have an abundance of positive comments com-
pared to negative comments. Effective teams are far
more complimentary and supportive than ineffective
teams. It’s not that correction and criticism are entirely
absent—it’s not Pollyanna or rose-colored glasses all
the time—but the positive outweighs the negative by a
ratio of 5 to 1. Teams that performed moderately well
had about an equal number of positive and negative
comments, and teams that performed poorly had more
negative than positive comments. The same ratio, by
the way, has been found in successful marriages.
Marriages that are strong also have a ratio of 5 to 1
positive interactions. Marriages that end in divorce have
more negative than positive comments (Gottman,
1994).

Obviously, the management skill demonstrated by
effective leaders of positive change is to bias their com-
munication toward positive, supportive comments rather
than negative and corrective comments. Remember,
however, that the ratio is not 100:1 or 5:0. That is,
critical, confrontive, and corrective comments need to be
present and cannot be ignored. It’s just that effective man-
agers are, by and large, more focused on positive than
negative communication.

Reflected Best-Self Feedback One technique
that managers can use to enhance positivity and focus
on strengths is called “reflected best-self feedback”
(Quinn, Dutton, & Spreitzer, 2003) It is a technique

developed and used extensively at the University of
Michigan Business School and recently adopted at the
Harvard Business School, MIT, and several major cor-
porations. It is designed to provide people with feed-
back on their strengths and unique capabilities. This
kind of information is not frequently given to people, if
ever, but receiving it allows individuals to build on
their unique strengths in a positive way. Figure 10.5
illustrates the kind of feedback resulting from this
exercise.

Begin at the bottom of the figure. Most of us have
a lot of weaknesses—areas that are underdeveloped,
areas in which we are uninformed, areas in which we
have little skill. Most feedback systems provide infor-
mation on what those areas are and how we compare
to other people’s capabilities in the same areas. Those
are labeled weaknesses in Figure 10.5. We also all
have areas in which we perform competently. We
do fine—not stellar, but good enough. Those are areas
of competence. A third category is areas of well-
developed skill. We’re outstanding performers in some
areas. We have special capabilities or talents, and we do
better than most people. These are areas of strength.
Finally, we all have areas that are unique to us. If we
don’t contribute what we have, or if we don’t share our
capacities and gifts, no one else has the ability to do so.
Our talent or skill is special. We refer to this area as
uniquenesses. Research indicates that capitalizing on
our strengths and uniquenesses produces more success
than trying to work on and overcome weaknesses—
even though weaknesses may be more numerous and
more obvious (Clifton & Harter, 2003).

You engaged in the reflected best-self feedback
process as part of the Skill Pre-Assessment section of this
chapter. In this technique each person is asked to iden-
tify 20 other individuals who are acquaintances. These
can be friends, coworkers, neighbors, or family mem-
bers. Each of these acquaintances is asked to write three
stories responding to this question: “When you have
seen me at my best, or when you have seen me make a
real contribution, what strengths did I display?” In other
words, the 20 people write three stories about when the
person was his or her best self. Those 60 stories identify
the key strengths and unique talents of the individual—
information that is both rare and extremely valuable.
This information is analyzed by the person receiving the
stories and summarized into a few key themes. Those
themes represent the best-self strengths and unique-
nesses of the person. The feedback comes in the form of
incidents and stories, not numbers or trend lines, so it is
connected directly to behaviors that the person has dis-
played in the past and which can be repeated and
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enhanced in the future. It captures emotions and feel-
ings as well as intentional actions. These are the 
strengths and uniquenesses that can be built upon and
enhanced. This kind of feedback does not even mention
weaknesses or shortcomings. It does not motivate
people to overcome areas of deficiency. Rather, it
emphasizes the positive and helps people develop strat-
egies to capitalize on it.

Of course, completely ignoring weaknesses and
inadequacies is not healthy either. Focusing exclu-
sively on the positive and disregarding critical weak-
nesses is not apt to be healthy in the long run. It’s just
that most individuals, and most organizations, concen-
trate almost exclusively on the negative and are likely
to ignore, or at least short-change, the positive. The
reflective best-self feedback technique is a way to
counterbalance that tendency.

Summary Not everyone, and maybe even very few
people, live or work in a positive organizational cli-
mate in which people flourish and experience positive
energy. The role of the leader of positive change, there-
fore, is to facilitate and engender these characteristics.
Table 10.1 summarizes some specific behaviors that
can be implemented.

Being a source of positive energy and building posi-
tive energy networks leads to higher levels of personal
success and organizational success. Similarly, the expres-
sion of compassion, forgiveness, and gratitude in organi-
zations is also associated with superior performance,
personally and organizationally. And, focusing on

strengths and talents—celebrating successes, compli-
menting what is going right, recognizing what folks
do well—produces superior performance as well.
Therefore, as the first step in leading positive change,
establishing a positive climate is a crucial prerequisite.
Without it, resistance and negativity are almost certain to
present major obstacles. The tendency of most people is
to focus on the problems, challenges, and negative issues
associated with change. With a positive climate, how-
ever, positive change is much more likely to be success-
ful. Figure 10.6 shows the relationship among these
three aspects of positive climate.

Receiving feedback on strengths and successes
produces feelings of gratitude and compassion, which,
in turn, leads to being positively energized. Each fac-
tor, in turn, affects performance directly, as well as in
combination with the other factors.

CREATING READINESS 
FOR CHANGE

In addition to establishing a climate of positivity, individ-
uals must feel a need for the change and to understand
its importance and urgency. A positive climate is a
crucial foundation, but leading positive change requires
engaging individuals in the actual process of change.
The second step in leading positive change, therefore, is
to create readiness among those to be involved in the
change. Many techniques are available, but three are
mentioned here.

Uniquenesses

Strengths

Competencies

Weaknesses

Figure 10.5 Personal Weaknesses, Competencies, Strengths, and Uniquenesses
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Table 10.1 Establishing a Climate of Positivity

1. Create positive energy networks.

• Place positive energizers in places where others can interact with them and be influenced by them.

• Model positive energy yourself.

• Recognize and reward positive energizers.

• Provide opportunities for people to form close friendships at work.

2. Ensure a climate of compassion, forgiveness, and gratitude.

• Enable collective noticing of human concerns.

• Enable the expression of collective emotion.

• Enable the collective responding to difficulty, pain, or distress.

• Publicly and personally acknowledge trauma and harm.

• Identify higher purpose outcomes that people can point toward.

• Maintain high standards and look toward the future after mistakes.

• Provide personal support to people who have been harmed.

• Pay attention to language so that virtuous words are acceptable.

• Express gratitude frequently and conspicuously, even for small acts.

• Keep track of things that go right (not just that go wrong).

3. Identify and give people feedback on their strengths and unique competencies.

• Implement a reflected best-self feedback process.

• Spend the most time with the strongest performers.

• Work to capitalize on strengths rather than focusing on overcoming weaknesses.

• Use five positive comments for every negative comment in your interactions with others.

Expressions of gratitude,
compassion, and forgiveness

Positive feedback on strengths
and the best self

Superior individual and
organizational performance

Positive personal energy and
positive energy networks

Figure 10.6 Relationships Among Factors in a Climate of Positivity



552 CHAPTER 10 LEADING POSITIVE CHANGE

Benchmark Best Practice,
and Compare Current Performance 
to the Highest Standards

One way to create readiness for change is to compare
current levels of performance to the highest standards
you can find. Identifying who else performs at spectac-
ular levels helps set a standard toward which people
can aspire. It identifies a target of opportunity. This is
referred to as benchmarking, and it involves finding
best practice, studying it in detail, and then planning to
exceed that performance. “Shooting ahead of the
duck” is the principle. Identifying best practice doesn’t
mean copying it. It means learning from it and exceed-
ing it. Planned performance goes beyond the best prac-
tice, otherwise benchmarking is merely mimicking.
Several different kinds of best practice standards are
available for comparison.

❏ Comparative standards, or comparing current
performance to similar individuals or organiza-
tions (e.g., “Here is how we are doing relative to
our best competitors.”)

❏ Goal standards, or comparing current perfor-
mance to the publicly stated goals (e.g., “Here is
how we are doing compared to the goals we
have established.”)

❏ Improvement standards, or comparing current
performance with improvements made in the
past (e.g., “Here is how we are doing compared
to our improvement trends of the past year.”)

❏ Ideal standards, or comparing current perfor-
mance with an idea or perfect standard (e.g.,
“Here is how we are doing relative to a zero
defect standard.”)

❏ Stakeholder expectations, or comparing
current performance with the expectations of
customers, employees, or other stakeholders
(e.g., “Here is how we are doing in meeting
customer demands.”)

Which standard of comparison is most appropriate
depends, of course, on what opportunities exist, which
standard has the most legitimacy with organization
members, and which standard is perceived to be
reachable. The purpose of these comparisons is to high-
light the opportunities available by finding a higher
level of performance and showing the possibility of
achieving it.

Identifying benchmark standards also helps ensure
that new information, new ideas, and new perspectives

will be imported, and that standards not considered
possible before may become realistic. Studying others
who may be doing the same job better than you may be
accomplished by sponsoring visitors, holding learning
events (symposia and colloquia) or conferences, creating
study teams, and scheduling visits to other sites. The
objective is to unfreeze people from reliance on past
practice by learning that there may be a better way.

Institute Symbolic Events

Leaders of positive change must signal the end of the
old way of doing things and the beginning of a new
way of doing things by means of symbols. This means
that an event is used to signify a positive change or a
new future. The symbolic event should be tangible
and clearly identified with the positive change.

For example, during the 1980s Chrysler was expe-
riencing very dark days. The company was bankrupt,
and no one knew for sure if it would survive. Lee
Iacocca was hired to be the new CEO. Tens of thou-
sands of cars sat idle in the “sales bank” (Chrysler’s term
for cars parked in vacant lots) waiting to be sold. In his
first closed-door speech to senior executives, Iacocca
announced that the sales bank would be abolished. All
cars in the sales bank would be sold at “distressed
prices.” “But,” he said, “I want to keep one. You know
what people do when they pay off the mortgage; they
burn it on the front lawn. I want to burn that last car on
the front lawn of headquarters, so the whole world
knows it’s over!” (Cameron, 1985). A symbolic event
was held, in fact, in which the last car in the sales bank
was burned, symbolizing a new future under Iacocca.

In that same speech, Iacocca asked all top man-
agers to take out a piece of paper and write down all
they had achieved in Chrysler during the past
12 months. After they had done so, they were
instructed to tear up that paper and throw it away.
They were to take out another piece of paper and
write down all the things they were going to achieve
in the next 12 months for the company. That was the
document Iacocca instructed them to hang on their
wall and explain to their coworkers. Symbolically,
Iacocca was communicating the message: “You may
have succeeded in the past, but the future is where we
will now put our emphasis.” The symbolic imagery
communicated that message far more powerfully than
merely stating it in a speech. The point is, symbolic
images capture hearts as well as heads, and that
resource is required for positive change to occur.
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Create a New Language

Another way to create readiness for change is to help
organization members begin to use different language
to describe old realities. When new language is used,
perspectives change. For example, a key goal for the
theme park division at Disney Corporation is to pro-
vide the best service in the world. The trouble is, most
of Disney’s theme park employees in the summer
months are college students working at temporary jobs
and not particularly invested in being a park sweeper
or concession stand cashier. Disney addresses this
challenge by making sure that all new employees at
Disney are taught that they have been hired by central
casting, not the personnel department. They are cast
members, not employees. They wear costumes, not
uniforms. They serve guests and audience members,
not tourists. They work in attractions, not rides or
arcades. They have roles in the show and play charac-
ters (even as groundskeepers), not merely work a job.
During working hours, they are onstage and must go
offstage to relax, eat, or socialize.

The intent of this alternative language is to change
the way these employees think about their work, to
place them in a mind-set that they wouldn’t have consid-
ered otherwise. At Disney, summer employees are in
show business—on stage, playing a role, performing for
an audience. Changing language helps unfreeze old
interpretations and helps create new ones. Another
example is CNN. When the network was first formed,
employees were fined $100 if they ever spoke the word
“foreign.” The reason: at a worldwide news organiza-
tion, no one is foreign. Thinking globally requires that
language change, and foreign became a forbidden word.
Leading positive change requires that optimistic words
replace pessimistic words, and language that blocks
progress is shunned. Intel, for example, forbids phrases
such as “It can’t be done”; “It won’t work”; “It’s just like
an idea we already tried”; “It will never get approved.”
These phrases are all “creativity killers,” and they inhibit
positive change, innovation, and improvement.

Bennis and Nanus (1984) observed that the most
successful leaders in education, government, business,
the arts, and the military are those who have developed
a special language. Most notable is the absence in their
vocabularies of the word failure. These individuals sim-
ply haven’t allowed themselves, or others around
them, to accept the possibility of failure. Alternative
descriptors are used, such as temporary slowdown,
false start, miscue, error, blooper, stumble, foul-up,
obstacle, disappointment, or nonsuccess. These leaders

use an alternative language in order to interpret reality
for their organizations, to foster a willingness to try
again, and to foster an inclination toward positive
change. This language communicates the fact that fail-
ure is not an option. Success is just around the corner.

Summary

Creating readiness is a step designed to mobilize indi-
viduals in the organization to actively engage in the
positive change process. It involves more than merely
unfreezing people. Making people uncomfortable is a
frequent prescription for getting people ready for
change, and it often works. Making people uncomfort-
able, however, usually involves creating fear, crisis, or
negative conditions. There is no doubt, of course, that
change also creates its own discomfort. Interpersonal
relationships, power and status, and routine ways of
behaving are disrupted by change, so change is usually
interpreted as anything but a positive condition.
Leading positive change, on the other hand, focuses on
ways to create readiness in ways that unlock positive
motivations rather than resistance, and provides opti-
mistic alternatives rather than fear. Benchmarking best
practice, positive symbols, and new language are three
practical ways to do it, as summarized in Table 10.2.

Establishing a climate of positivity and creating
readiness for change does little good, of course, if there
is not a clear idea of where the positive change is head-
ing. That is why the third step in the framework refers
to articulating a clear, motivating vision of abundance.

ARTICULATING A VISION 
OF ABUNDANCE

Positive change seldom occurs without a leader articu-
lating a vision of abundance (see Figure 10.1). By
abundance we mean a vision of a positive future, a
flourishing condition, and a legacy about which people
care passionately. This kind of vision helps unleash
human wellsprings of potential since it addresses a
basic human desire—to do something that makes a dif-
ference, something that outlasts one’s own life,
and something that has enduring impact. Visions of
abundance are different from visions of goal achieve-
ment or effectiveness—such as earning a certain per-
cent profit, becoming number one in the marketplace,
or receiving personal recognition. Rather, these are
visions that speak to the heart as well as the head.

For example, the vision of Richard Bogomolny, the
CEO of Finast Supermarkets in Cleveland, Ohio, was to
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improve the quality of life for residents of blighted areas
of Cleveland who would otherwise never have access
to a reasonably priced grocery store with competitive
prices. He invested in new, state-of-the-art supermar-
kets in poor urban neighborhoods, stocking shelves
with ethnic foods that were not popular in suburban
stores, and providing an environment of safety and
cleanliness along with offering prices competitive with
suburban shopping centers. Finast stores have now
become the social gathering places for entire neighbor-
hoods, have provided training and employment for the
chronically unemployed, and, at the same time, have
become a highly profitable investment for the company
(Bollier, 1996). Without the leader’s clear statement of
a vision of abundance, the overwhelming tendencies
toward addressing obstacles, problem solving, and neg-
ative feedback drive out positive change.

Most organizations have some kind of mission
statement or have established goals, but a vision state-
ment is something different. Visions include the
universalistic values and principles that will guide
behavior. They provide a sense of direction. They help
identify what the future holds. They provide glimpses
of possibilities, not just probabilities. They evoke deeper
meaning than mission statements or goals. They pro-
vide optimism and hope.

For example, goals that call for a 20 percent
increase in ROI, an improvement in product quality,

timelier responses to customers, or lower costs all are
valuable and important to organizations. Yet, they
are not visions. They are examples of targets that the
organization wants to achieve. Visions, on the other
hand, are focused on helping individuals’ think differ-
ently about themselves and about their future. They
possess several important characteristics that are cen-
tral to the positive change process.

Include Left-Brain and 
Right-Brain Features

Many years ago, neurosurgeons discovered that the
brain consists of two hemispheres that can actually work
independently when surgically separated. The left hemi-
sphere controls the right side of the body, but it also
controls rational cognitive activities such as sequential
thinking, logic, deduction, numeric thought, and so on.
Activities such as reading, solving math problems, and
rational analysis are dominated by left-brain thinking.

The right hemisphere, on the other hand, controls
the left side of the body as well as nonrational cognitive
activities such as intuition, creativity, fantasy, emotions,
pictorial images, and imagination. Composing music,
storytelling, and artistic creation are most likely tied to
right-brained thinking.

Of course, neither hemisphere operates autono-
mously from the other, and both kinds of mental activity

Table 10.2 Creating Readiness in Others to Pursue Positive Change

1. Benchmark best practice, and compare current performance to the highest standards.

• Use comparable others as standards.

• Use stated goals as standards.

• Use past improvement as a standard.

• Use an ideal as a standard.

• Use others’ expectations as a standard.

2. Institute symbolic events to signal the positive change.

• Interpret events or activities as indicators of the beginning of a new era.

• Manage people’s interpretations and mental images of incidents so that they reinforce the intended change.

• Pay as much attention to the meaning of change as the substance of the change.

3. Create a new language that illustrates the positive change.

• Use words associated with the change that capture people’s imagination.

• Use passionate and inspiring language.

• Use words that communicate and reinforce a new direction.
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are required in complex tasks. But that is precisely the
point. Vision statements of leaders must contain rational
targets, goals, and action plans (left-brain components),
as well as metaphors, colorful language, and imagina-
tion (right-brain components). Unfortunately, most man-
agers and most organizations emphasize the left-brain
side in their mission statement or strategic planning doc-
uments (they focus, for example, on increased market
share, becoming number one in the industry, or raising
quality standards). Fewer paint pictures of the future,
use exciting language, and speak to the imaginations of
members. In the Skill Analysis section of this chapter,
several corporate vision statements are provided for you
to analyze. Note the differences among them in the rel-
ative emphasis on right-brain versus left-brain thinking.

Articulating the left-brained side of the vision is
facilitated by answering the following questions:

❏ What are our most important strengths as an
organization? Where do we have a strategic
advantage?

❏ What major problems and obstacles do we
face? What stands in the way of significant
improvement?

❏ What are the primary resources that we need?
What information is required?

❏ Who are our key customers? What must be done
to respond to their expectations?

❏ What measurable outcomes will we accomplish?
What are the criteria to be monitored?

Articulating the right-brained side of the vision is
aided by answering the following questions:

❏ What is the best we can achieve? What repre-
sents peak performance?

❏ What stories or events can we tell that charac-
terize what we stand for?

❏ What metaphors or analogies can we use that
will identify what the future of our organization
will look like?

❏ What symbols are appropriate for helping
capture people’s imaginations?

❏ What colorful and inspirational language can
exemplify what we believe in?

The most motivating vision statements—for exam-
ple, Churchill’s “Never Give In” speech, Kennedy’s “Ask
Not What Your Country Can Do for You” speech,
Mandela’s “A Dream for Which I Am Prepared to
Die” speech, Martin Luther King’s “I Have a Dream”

speech—all contain both left-brained and right-brained
elements. Leaders of positive change pay attention to
both in articulating their vision statements.

Make Vision Statements Interesting

Murray Davis (1971) published a now-classic article
on what causes some kinds of information to be judged
interesting or uninteresting. The truth or veracity of
the information has little to do with that judgment,
according to Davis. Rather, what’s interesting depends
on the extent to which the information contradicts
weakly held assumptions and challenges the status
quo. If new information is consistent with what is
already known, people tend to dismiss it as common
sense. If new information is obviously contradictory to
strongly held assumptions, or if it blatantly challenges
the core values of the organization’s members, it is
labeled ridiculous, silly, or blasphemous. Information
that helps create new ways to view the future, that
challenges the current state of things (but not core val-
ues), is viewed as interesting. New insights are created
and people are drawn to the information because it
makes them think, or it uncovers a new way to think.

Inspiring vision statements are interesting. They
contain challenges and prods that confront and alter the
ways people think about the past and the future. They
are not outlandish or cavalier in their message, just
provocative. For example, Ralph Peterson, CEO of
CH2MHill (a large environmental and engineering firm)
indicated that “corporate immortality” was the ultimate
objective of the company, meaning that the firm was in
business to create outcomes that would last well beyond
the lifetime of any individual. Jeffrey Schwartz, CEO of
Timberland, the shoe and clothing company, espoused a
vision related to doing good in order to do well—
organizational virtuousness is equally important to
organizational profitability. Tom Gloucer, CEO of
Reuters, espoused the vision that Reuters would become
the fastest company in the world. Ross Perot, while
serving on the board of directors at General Motors,
articulated his vision of the new GM if he were at the
helm. “From this point forward, GM’ers will fight in the
marketplace, not with each other. Starting today, GM’ers
will work together using brains, wits, creative abilities,
and initiative as substitutes for money. Starting today, as
GM goes through a transformation, all sacrifices will start
at the top” (1988).

These examples are not intended to illustrate the
best vision statements, of course, nor even vision
statements that energize you personally. But, in each
case, they carried a strong and motivating message for
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those in the organizations mentioned. They helped
paint a mental picture. One of the chief reasons is that
these vision statements are interesting. They identify a
message that people care about but which challenges
the normal perception of things. The statements con-
front the status quo and provide a new way to think
about what people do in the organization every day.
The fact that they are interesting is what captures
attention and positive energy.

Include Passion and Principles

Effective visions are grounded in core values that orga-
nization members believe in, and about which they feel
passionate. Such vision statements increase people’s
desire to affiliate with the organization if they care
deeply about the company’s core principles. The princi-
ples espoused in the vision, therefore, must be personal.
A vision focused on “increasing productivity” is less
energizing and inspiring than a vision based on “chang-
ing people’s lives.” “Achieving profitability” is less mag-
netic than “making people happy.” Furthermore, such
principles are best phrased using superlatives. Notice
the difference in how you feel about the following com-
parisons: “phenomenal performance” versus “success-
ful.” Or, “passionately engaged” versus “committed.”
Or, “explosive growth” versus “good progress.” Or,
“awesome products” versus “useful items.” Visions based
on the former phrases engender more enthusiasm and
passion than those based on the latter phrases.

Consider as an example of such language the
vision statement of John Sculley, former CEO of Apple
Computer Company:

We are all part of a journey to create an extra-
ordinary corporation. The things we intend to
do in the years ahead have never been done
before. . . . One person, one computer is still
our dream. . . . We have a passion for changing
the world. We want to make personal comput-
ers a way of life in work, education, and the
home. Apple people are paradigm shifters. . . .
We want to be the catalyst for discovering new
ways for people to do things. . . . Apple’s way
starts with a passion to create awesome prod-
ucts with a lot of distinctive value built in. . . .
We have chosen directions for Apple that will
lead us to wonderful ideas we haven’t as yet
dreamed. (Sculley, 1987)

Two specific hints for articulating inspiring, passionate,
principle-centered visions include:

1. Ensure that the vision statement reinforces
core values about which you feel strongly.
Instead of focusing on end results such as profit
growth, expanded market share, customer sat-
isfaction measures, or goal accomplishment,
for example, the vision statement should relate
to something fundamental about which people
can feel passionate. This is likely to be associ-
ated with human flourishing, interpersonal
relationships, or an ultimate good—that is,
things that make life worth living. These
are things that outlast a single person’s lifetime,
or that create a ripple effect so that the impact
extends far beyond the immediate situation.
Outcomes such as assistance to mankind, help-
ing to make life or work more rewarding,
increasing the freedom of individuals, or
improving the quality of life all are more attrac-
tive and motivational than instrumental out-
comes. People can become passionate about
these kinds of aspirations.

2. The vision statement must be straightforward
and simple. A common error of leaders is to be
too complicated, too lengthy, or too multifac-
eted in their vision statement. Most great lead-
ers acknowledge that they have only three or
four major objectives in mind. Their visions
help people focus. Ronald Reagan, Michael
Eisner (Disney), Jack Welch (GE), Bill Gates
(Microsoft), Jim Hackett (Steelcase) all are
well-known examples of leaders who pub-
licly espoused a simple and straightforward
vision—usually with only three or four key
parts. Contrast that with the former CEO and
chairman of Whirlpool Corporation who wrote
a 15-page document outlining his vision for the
company. Employees complained that they
couldn’t understand exactly what he wanted
or where the company was going. It was dif-
ficult to sign up for 15 pages! One senior man-
ager dismissed the document by stating,
“He simply has too much vision!” It was only
when the vision statement was condensed to
four key points that it became credible in
the organization.

Attach the Vision to a Symbol

Effective vision statements are associated with a symbol.
This is more than a symbolic event that helps create
readiness for change. Rather, people must associate the
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vision with something tangible they see or hear. Not
only does the vision identify expectations and direction
for individuals in their day-to-day activities, but they
should be reminded of it regularly by the presence of
a symbol. That symbol may be a logo, a phrase from a
speech, a flag, a physical structure, or any number of
things that can serve as a reminder of where the vision
is taking the organization.

The turnaround at Ford Motor Company after
William Clay Ford took over was symbolized by the res-
urrection of the blue Ford oval on the headquarters
building. Chrysler returned to the classic Chrysler logo
instead of the five-pointed star. Malden Mills recon-
structed a plant that had been devastated by fire on the
same property to symbolize human commitment and
corporate compassion. The replacement structures for
the World Trade Center towers are targeted specifically
to symbolize a positive and uplifting future after the dev-
astating tragedy. Logos such as the golden arches, Nike
Swoosh, or Mickey Mouse are carefully publicized, even
protected, because of the symbolic messages that they
communicate about the companies they represent.

One of us served as a dean in a Midwest business
school for a time, and a key responsibility was to articu-
late a motivating and energizing vision in order to set a
new direction for the school. The vision being articu-
lated focused on enhancing the school’s reputation,
engendering a spirit of entrepreneurship and innova-
tion, and building a sense of pride in scholarly excel-
lence. Speeches were made about these aspirations—
we have all heard these kinds of talks—but speeches
given by the dean seldom if ever have lasting impact. A
symbol was needed to make the vision real and to serve
as a constant reminder. That symbol was the construc-
tion of a new building, designed by the world’s most
famous architect. The new building symbolized a best-
in-class, one-of-a-kind structure, and it signified that the
school would be an innovative, entrepreneurial, out-of-
the-box kind of place. Pride in being unique in the
world was an important symbolic message. To get a
sense of how a building could serve as a symbol of such
things, look at the final building model in Figure 10.7.

You can see that this design can communicate
strong messages to both internal and external con-
stituencies. It was interpreted as representing the
twenty-first century rather than the eighteenth or nine-
teenth century (which are more typical of most ivy-
covered college campuses in America). It was used to
represent innovation and the entrepreneurial spirit. It
communicates humaneness, comfort, and interaction.
It symbolizes movement, fluidity, and dynamism. It epit-
omizes best-in-class. The building was designed to

foster lots of interaction, representing the fact that
learning is mainly a social activity. It touches the whole
person—emotions and spirit as well as intellect. It
stimulates extraordinary thinking (Cameron, 2003b).
Speeches about a vision, in other words, were not
nearly as powerful as a visible symbol that could be
experienced every day by the people who saw it.

Table 10.3 summarizes some specific behaviors
you can use in articulating a high-impact vision of
abundance.

GENERATING COMMITMENT 
TO THE VISION

Once this vision of abundance has been articulated, it
is necessary for leaders to help organization members
commit to that vision, to sign up, to adopt the vision as
their own, and to work toward its accomplishment.
The whole intent of a vision is to mobilize the energy
and human potential of individuals who are to imple-
ment and be affected by it. Among the ways to gener-
ate commitment to a vision are four discussed below.
Others are discussed in depth in the chapters on moti-
vation, empowerment, and teamwork.

Apply Principles of Recreation

An interesting truism was identified by Chuck
Coonradt (1985): “People will pay for the privilege of
working harder than they will work when they are
paid.” Think about that for a minute. “People will pay
for the privilege of working harder than they will work
when they are paid.” In other words, under certain cir-
cumstances, individuals are more committed to doing

Figure 10.7 An Example: A Symbol of

Positive Organizational Change
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work that actually costs them money than they are to
doing work for which they receive remuneration.
Sometimes people will pay to work when they will not
work when they are paid. How can that be? In what
circumstances might that be the case?

Consider the following hypothetical example.
Suppose you live in Utah in the winter and, as you
arrive at work, you find that the furnace is out of order.
As the temperature falls to 65 degrees Fahrenheit you
put on a coat. At 60 degrees you complain that it is too

Table 10.3 Articulating a Vision of Abundance

1. Focus on creating positive deviance rather than correcting negative deviance.

• Focus on possibilities more than probabilities.

• Focus on extraordinary, spectacular achievement rather than just winning or being seen as successful.

2. Include left-brain images by asking questions such as:

• What are our most important strengths as an organization?

• Where do we have a strategic advantage?

• What major problems and obstacles do we face?

• What stands in the way of significant improvement?

• What are the primary resources that we need?

• What information is required?

• Who are our key customers?

• What must be done to respond to customers’ expectations?

• What measurable outcomes will we accomplish?

• What are the criteria to be monitored?

3. Include right-brain images by asking questions such as:

• What is the best we can achieve?

• What represents peak performance?

• What stories or events can we tell that characterize what we stand for?

• What metaphors or analogies can we use that will identify what the future of our organization will look like?

• What symbols are appropriate for helping capture people’s imaginations?

• What colorful and inspirational language can exemplify what we believe in?

4. Make the vision interesting by challenging weakly held assumptions.

5. Ensure credibility of the vision through demonstrating:

• Integrity in adhering to a consistent set of principles.

• Knowledge regarding the implications of the vision.

• Enthusiasm and personal passion for the vision.

• Association with core personal values.

• A straightforward and simple message.

• Exciting and energizing language.

6. Attach the vision to a symbol to constantly remind people of the vision.

• Create visual images such as logos, flags, or signs.

• Make certain that the visual symbol is closely associated with the vision so it remains a constant reminder.
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cold to work. At 55 degrees you leave, confident that
no one could expect you to perform in such adverse
conditions. Then you put on your $300 ski outfit, grab
your $750 skis and boots, race off to the slopes in
order to pay $75 for a lift ticket, $25 for gas, and $30
for a junk-food lunch. You will spend all day long in
10-degree weather working much harder skiing than
you would have worked at the firm where you could
have been paid. If this sounds unusual, consider the
skyrocketing absenteeism rates in companies and
schools when the first big snow falls in ski areas, when
the surf is up in cities close to the beach, or the first
day of hunting or fishing season. People regularly
choose to pay to work harder than they would con-
sider working when they are paid.

Well, you say, that’s because it’s fun. It’s recreation.
And you’re right. But there is no reason why the work
performed in a regular job cannot be characterized by
the same principles that characterize recreation. In
other words, what causes people to want to engage in
recreational work can also be what causes them to be
equally committed to their occupational work. At least
five characteristics are typical of recreational work
(Coonradt, 1985).

1. Goals are clearly defined
2. Scorekeeping is objective, self-administered,

peer-audited, and compared to past performance
3. Feedback is frequent
4. Personal choice is present; rules are consistent

and don’t change until the season is over
5. A competitive environment is present

Consider the game of (American) football. Each
year the University of Michigan averages about 106,000
fans per game, every one of whom knows exactly what
the goal is—to score more points than the opponent.
There is no need for a periodic performance appraisal
system, because the score changes only when a team
crosses the goal line or kicks a field goal. There is no
guessing about how to get ahead. Feedback is not only
frequent, it is continuous. If the clock goes down, they
stop the game. No one would consider playing if the
time and the score were not kept continuously. Within
the rules of the game, every participant and fan has per-
sonal choice. Players can go full speed or not; fans can
cheer or not; the team can run the ball or pass. No one
forces people to perform a role that they don’t want
to perform. Coordination and control occur because
everyone knows the rules, and the rules don’t change.
Off-side is off-side, a first down is a first down, and a
touchdown is a touchdown. When a receiver is wide

open and makes an easy catch in the end zone, no one
could imagine an NCAA committee deliberating about
how many points the score is worth. No one would say,
“Easy catch; wide open; worth only 4.5 points.” No one
would stand for that, and 106,000 people would go
crazy. The rules simply don’t change in recreation. Plus,
the environment is one of competition—both against an
opponent and against personal past performance. The
stimulation of competing against something is fun.
Playing against someone who is markedly less skilled—
beating them 100 to 0, is not as much fun.

Despite the inherent motivation and commitment
associated with these principles, many leaders behave
inconsistently with them. Their vision is not stated clearly
and precisely. There is no objective, self-administrated
evaluation system. The scorekeeping system is controlled
hierarchically, by managers one step above, instead of
being peer-audited and continuous, as in recreation.
Criteria of evaluation are vague and inconsistently
administered. Organization feedback often comes only
when quarterly earnings statements are tabulated, and
then it is often focused on what went wrong. Personal
freedom is too often constrained, as evidenced by the
elaborate bureaucratic structures that typify most large
organizations. It is not unusual to have the criteria of suc-
cess change in the middle of the game, especially if a new
manager takes over. And, most employees never see how
what they do makes any difference at all in obtaining the
ultimate goal, or winning against a competitor.

The point is, one way for leaders to generate com-
mitment to the vision is to identify clear, consistent goals
associated with the vision; identify the criteria that will
indicate progress toward reaching the vision which each
organization member can monitor; provide mechanisms
for frequent feedback to organization members; give
individuals personal choice and the maximum discre-
tion possible; maintain a consistency and stability of the
rules of the game and expectations; and identify a com-
petitive standard against which performance can be
evaluated. Like commitment to recreation, commit-
ment to visions, if based on similar principles, will also
become strong and long-lasting.

Ensure Public Commitments

Another well-documented way to enhance commit-
ment to a vision is to have people state their commit-
ments aloud, in public. Individuals are motivated to
behave consistently with their public declarations
(Salancik, 1977). The internal need for congruence
ensures that public statements will be followed by con-
sistent actions. After making public pronouncements,
individuals are more committed and more consistent in
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their behavior to that which they have espoused (Baker,
2001; Cialdini, 2000).

For example, during World War II, good cuts of
meat were in short supply in the United States. Lewin
(1951) found that a significant difference existed
between the commitment level of shoppers who
promised out loud to buy more plentiful but less desir-
able cuts of meat (e.g., liver, kidneys, brains) compared
to those who made the same promise in private. In
another study, students were divided in a college class
into two groups. All students set goals for how much
they would read and what kinds of scores they would
get on exams. Only half the students were allowed to
state these goals publicly to the rest of the class. By
midsemester, the students who stated their goals publicly
averaged 86 percent improvement. The nonpublic goal-
setting students averaged 14 percent improvement.

When the Tennessee Valley Authority (TVA) was
attempting to build a dam in the late 1940s, it found
that local farmers vehemently resisted the efforts
because of the land that would be flooded. To over-
come this resistance and elicit farmers’ commitment to
the project, the TVA made local farmers members of
the board that would supervise the construction
efforts. These local farmers began to make public state-
ments on behalf of the TVA project and, over time,
became strongly committed to it (Selznick, 1949).

This point is, leaders of positive change look for
opportunities to have others make public statements in
favor of the vision, or to restate the vision themselves.
Assigning individuals to represent the vision to out-
side groups or to other employees, or forming discussion
groups so that others can help refine or clarify the vision,
are examples of how opportunities for public statements
can be fostered in order to enhance commitment.

Institute a Small-Wins Strategy

People become committed to change when they see
progress being made or success being achieved. We are
all more committed to winners than to losers. Fans
attend more games when the team has a good record
than when it has a poor record. The number of people
claiming to have voted for a winning candidate always
exceeds by a large margin the actual number of votes
received. In other words, when we see success, or
progress being made, we are more committed to respond
positively, to continue that path, and to offer our support.

Leaders of positive change create this kind of
support by identifying small wins—a strategy that was
discussed in Chapter 2 on managing stress, as well as
being mentioned in discussions of problem solving and

empowerment. This small-wins strategy is applicable
in a variety of skill-building activities, so we repeat part
of the discussion here. The key message is that surfac-
ing and publicizing small wins creates commitment
and builds momentum for desired change (Weick,
1981). For example, we have observed leaders, when
beginning a major change initiative, starting with small
changes such as a new coat of paint, abolishing res-
erved parking spaces, adding a display case for awards,
flying a flag, holding regular social events, instituting a
suggestion system, and so on. Each of these small
changes (and hundreds more) is designed to create
commitment to the visualized change.

A small-wins strategy, in other words, is designed
to create a sense of momentum by creating minor,
quick changes. As a refresher, the basic rule of thumb
for small wins is: Find something that is easy to
change. Change it. Publicize it, or recognize it pub-
licly. Then, find a second thing that’s easy to change,
and repeat the process.

Small wins create commitment because: (1) they
reduce the importance of any one change (“It is no big
deal to make this change.”); (2) they reduce demands
on any group or individual (“There isn’t a lot to do.”);
(3) they improve the confidence of participants (“At
least I can do that.”); (4) they help avoid resistance or
retaliation (“Even if they disagree, it’s only a small
loss.”); (5) they attract allies and create a bandwagon
effect (“I want to be associated with this success.”);
(6) they create the image of progress (“Things seem to
be moving forward.”); (7) if they don’t work they only
create a small flop (“No major harm is done and no
long-lasting effects occur.”); (8) they provide initiatives
in multiple arenas (“Resistance cannot be coordinated
or organized in a single area.”) (Weick, 1993).

Communicate the Vision

Effective leaders of positive change communicate the
vision, then they communicate it again, then again, and
then again. If leaders stop communicating the vision, or
if they change themes as they address organization
members, the members tend to think that the vision
isn’t important anymore. Unless leaders continually and
consistently articulate and rearticulate the vision, it loses
its power and commitment erodes. Being accused of
repetition is much less serious than being accused of
neglect. Persistent and continuous delivery of the vision
message is required, but surprisingly, it is a frequent
shortcoming of leaders. They give a speech or hand out
a sheet on which the vision is written; then they think
their job is complete. In reality, it has only begun. No
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one ever heard Nelson Mandela speak in South Africa,
for example, without having him rearticulate his vision
of human dignity and equal treatment for all persons.

Communicating the vision must also occur using a
variety of methods. This means referring to the vision in
public statements, newsletters, celebrations and cere-
monies, speeches, memos, and everyday interactions.
Leaders model the vision in their personal behavior.
There should be no questions, by observing and listening
to leaders, what the vision is. For example, Jan Carlzon,
the former president of Scandinavian Airlines (SAS), took
control of the airline when it was losing $20 million a
year. In the first year he increased revenues by $80 mil-
lion and led his company to being voted “the best airline
in the world” by Fortune magazine. Here is what he said
about communicating his vision.

Good leaders spend more time communicating
than anything else. From my first day at SAS
I’ve made communicating, particularly with our
employees, a top priority. In fact, during the

first year I spent exactly half my working hours
out in the field talking to SAS people. The word
going around was that any time three employ-
ees gathered, Jan Carlzon would probably
show up and begin talking with them.

When we began reorganizing SAS, our
critics scoffed at our efforts as mere promo-
tional gimmicks. They claimed we had become
too marketing oriented, but in fact we hadn’t
increased our marketing budget one cent.
Rather, we were spending our money more
effectively on messages that were easily under-
stood. (Carlzon, 1987, pp. 88, 92)

Creating commitment is enhanced, in other
words, by applying principles of recreational work,
providing opportunities for public statements of
commitment, instituting small wins, and communicat-
ing the vision frequently, consistently, and broadly.
In essence, as summarized in Table 10.4, leaders will
achieve commitment to that which they say, that

Table 10.4 Generating Commitment to the Vision

1. Apply principles of recreation to the work associated with the vision:

• Clearly define goals.

• Ensure that scorekeeping is objective, self-administered, peer-audited, and compared to past performance.

• Ensure frequent (or continuous) feedback.

• Provide opportunity for personal choice.

• Ensure that rules are consistent and don’t change.

• Provide a competitive environment.

2. Provide opportunities for people to publicly commit to the vision.

• Hold events where people can verbalize their commitment.

• Ask people to teach others about, or recruit others to sign up for, the vision.

3. Institute a strategy of small wins.

• Find something easy to change.

• Change it.

• Publicize it.

• Repeat the process multiple times.

4. Communicate the vision frequently.

• Never give a public speech or presentation without mentioning the vision.

• Make certain that all your written messages contain references to the vision.

• Avoid changing messages.
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which they do, and that which they reward, but
without consistency and frequency, not necessarily to
that which they want.

INSTITUTIONALIZING 
THE POSITIVE CHANGE
The final challenge for leaders of positive change is to
make the change a part of ongoing organizational life.
General officers in the United States Army refer to this
step as “creating irreversible momentum”; that
is, ensuring that the positive change gains such
momentum that it cannot be thwarted (U.S. Army,
2003). The challenge is to separate the vision from
the visionary, to get others to own and become cham-
pions of the change, to create processes that reinforce
the positive change without having to continually rely
on the leader. The objective is to ensure that even if
the leader leaves, the positive change will continue
because of the sustainable impetus put in place. If Bill
Gates was incarcerated for unfair business competi-
tion, Jan Carlzon got in an airplane crash, Lee Iacocca
was run over by a car, or Jack Welch was electrocuted
by a faulty refrigerator wire, Microsoft, SAS, Chrysler,
and General Electric would not have missed a step.
The positive changes championed by these leaders
would still have been pursued because they had
become embedded in their organizations’ cultures.
They were institutionalized and had gained irre-
versible momentum.

Institutionalizing change doesn’t happen quickly, of
course, and the four previous steps in positive change—
establishing a climate of positivity, creating readiness,
articulating a vision, and generating commitment—
all must be successfully accomplished first. However,
institutionalization is the necessary final step if the 
organization is to successfully achieve positive change.
How do leaders institutionalize their positive changes?
Three hints are provided.

Turn Students into Teachers
Most of the time we assume that it is the leader’s
responsibility to articulate the vision of abundance,
and everyone else listens to it and accepts it. Teachers
teach what students need to know and students learn
it for the exam. The chief gives direction and the rest
of us follow.

The most effective leaders, however, provide an
opportunity for everyone in the organization to articu-
late the vision, or to teach others about the desired
positive change. This process requires that every

person develop “a teachable point of view” (Tichy,
1997). Developing one’s own teachable point of view
means that individuals come to believe in something,
and they can clearly explain what it is and why. In
other words, people get to the point where they can
articulate the vision in their own words. They are
given opportunities to teach others what they under-
stand the positive change to be. They are required to
develop their own perspective on the positive change
in a way that it can be explained and illustrated to
someone else. They are transformed from students or
listeners into teachers or visionaries.

Researchers at the National Training Laboratories
in Bethel, Maine, developed a “learning stair” (see
Figure 10.8). Their studies found that people remember
5 percent of what they hear in a lecture, 10 percent of
what they read, 20 percent of what they view in a
video, 30 percent of what they observe being demon-
strated, 50 percent of what they discuss in a group,
75 percent of what they apply, and 90 percent of what
they teach to others. That is, by teaching someone else
about the vision or the intended positive change, indi-
viduals remember it, become committed to it, and make
it a part of their own personal agenda.

One manifestation of this principle was at Xerox
under David Kearns, a remarkable leader who turned
that company around in the late 1980s and early
1990s. Kearns’ focus was on rapidly institutionalizing
a positive change process by turning students into
teachers. He spent time sharing his vision of positive
change with his top leadership team. Then these
leaders were required to apply what they heard; that
is, to implement personal action agendas and make
personal changes. Then, most importantly, they were
required to teach the positive change vision to some-
one else. Who would they teach? They taught the
next level of leaders in the firm. They were also
required to assess or monitor the positive change.
This was in order to identify measurable indicators,
milestones, and hard data to ensure that the positive
change was really taking place. It was a way to guard
against lip service with no real substance. What did
they assess? It was the action agendas and managerial
experiments implemented by the leaders they taught.
The process continued down through all the organi-
zational levels. Each person, in other words, was
exposed to the vision four times: when they learned
it from their leader; when they applied it; when they
taught it; and when they assessed it. Within a year,
Xerox achieved stunning results. It is widely
acknowledged that this process was key in turning
Xerox around as a company and in labeling David Kearns
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as one of the great corporate leaders of the twentieth
century.

This is similar to the process used by certain divi-
sions within Hewlett-Packard. These divisions require
engineers to spend time recruiting on college campuses.
Having engineers actually recruit students—from disci-
plines in business, mathematics, physical sciences, arts
and humanities, as well as engineering—is risky
because engineers are not trained recruiters. However,
the strategy pays off because HP engineers are required
to articulate the vision, publicly praise Hewlett-Packard,
and teach interested job candidates about the company.
Former HP “students” are required to become the
“teachers.” These engineers may not convince many
rookie recruits, but by articulating the HP Way, they
internalize it themselves. As a result, Hewlett-Packard
has the lowest turnover rate in the industry among
engineers, one of its stated core competencies.

Build Human Capital

For positive change to have staying power, for it to last
beyond the lifetime of the leader, people throughout
the organization must have developed the capability to
lead the vision themselves, to institute positive
change, and to carry on under their own initiative. In
other words, well-developed human capital is always

the chief predictor of growth in financial capital. The
skill set of the people is the bedrock upon which
organizational success is built. No company can make
money over time without well-developed human
capital—meaning capable and skilled employees. Insti-
tutionalizing positive change occurs as individuals
throughout the organization develop the capacity to
lead positive change themselves. This can happen in
many ways, of course, but a good example of the core
principle is illustrated by a large Asian company in
which we conducted research.

This particular company requires that each time a
senior manager is promoted, he or she is required to
take a three-month leave of absence. The person must
actually leave work for three full months. For one of the
months the manager is required to intensively study reli-
gion or ethics, and then document it, usually with a
written report. For another month the individual is
required to study history or a major historical figure, and
then document it. The third month must be spent
studying business, broadly defined. So, at the end of
three months, three documents have been prepared. If,
after the three months, the business has run smoothly
with no major hitches, then the promotion occurs. That
is, the promotion occurs at the end of the three-month
leave, not before. Why would a large company imple-
ment such a strange promotion system at substantial
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risk and expense? Why not just send the manager to a
week-long executive education program at a university?

The reason is that this is part of the process for
institutionalizing the vision of the company. A key value
in the company relates to developing human capital, in
addition to financial capital and physical capital. They
know that human capital is the key driver of long-term
success. The three-month leave of absence, of course,
provides a chance for self-development, personal enrich-
ment, and broadened perspective. Senior managers are
required to study religion or ethics because all business
decisions are based on some set of values or standards.
The firm wants to make certain that these people have
spent time intelligently thinking through their own
value system. To avoid the trap of becoming short-term
in orientation, studying history helps broaden view-
points and helps assure that the mistakes of the past
aren’t repeated. Studying business principles helps
expand the knowledge base and competence of the
managers. Most importantly, however, the leave of
absence is really a test. The key value in this company is
that human capital must be developed if success is to be
achieved, so the leave of absence serves as a test of
whether the manager has really developed his or her
employees. If the organization performs less well when
subordinates are in charge, then the manager is not pre-
pared to be promoted. All managers have the responsi-
bility to help develop others to be as competent as they
are in leading positive change, and managers are held
accountable for that development.

The point is, a key to ensuring that positive
change continues is to have capable people in place.
Providing organization members with developmental
opportunities—that is, chances to increase their own
skill set—is an investment in the long-term future
of the organization and in the continuing success of
positive change.

Metrics, Measurement, Milestones

A third aspect of institutionalization is the estab-
lishment of metrics (or specific indicators of suc-
cess), measures (or methods for assessing levels of
success), and milestones (or benchmarks to deter-
mine when detectable progress will have occurred).
These three factors help ensure accountability for
change, make it clear whether or not progress is being
made, and provide visible indicators that the change
is successful. The adage “You get what you measure”
is an illustration of this principle. Change becomes
institutionalized when it becomes a part of what peo-
ple are held accountable to achieve. When it is clear

what the measures are, people tend to respond to
those measures. If I am measured on my test scores in
a class but not on the extra reading I do, I will likely
spend more effort and time studying for the exams
than reading extra materials. It is only when I am
measured on different criteria that I shift my focus.
Consequently, institutionalizing positive change
means that clear metrics are identified, a measure-
ment system is put into place, and a milestone is
identified for when the change must have been
accomplished.

As an illustration of these points is Jan Carlzon’s
(1987) approach to institutionalizing his vision in the
once-struggling Scandinavian Airlines.

Employees at all levels must understand
exactly what the target is and how best to
achieve it. Once the frontline personnel . . .
have taken on the responsibility of making
specific decisions, these employees must have
an accurate feedback system for determining
whether the decisions they are making are, in
fact, the ones that will accomplish the com-
pany’s overall goals. . . . The necessity of mea-
suring results is particularly crucial for those
employees who affect customer service but
don’t have face-to-face contact with these cus-
tomers. Ticket agents get immediate feedback
on their job performance hundreds of times a
day from the customers they serve. However,
other workers such as baggage handlers
have no such advantages. In fact, loading
and unloading cargo is probably the most
thankless job we have at SAS. . . . The bag-
gage handlers never come into contact with
the passenger, and so they never get positive
or negative feedback from them. Lacking this,
they need clear targets and other means of
measuring how well they are meeting their
goals. (pp. 108–109)

The keys to establishing effective metrics, measures,
and milestones for positive change are:

1. Identify two or three metrics or indicators that
specify the result that is to be achieved. (A com-
mon mistake is to measure too many things.
The key is to focus on a few core items.) These
should not be metrics associated with effort or
methods, but they should focus on results or
outcomes. Specifically, they should address the
outcomes desired from the vision of abundance.
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At SAS Airlines, one metric includes the elapsed
time between the plane pulling up to the gate
and the first bag being delivered on the carousel.

2. Determine a measurement system. Data should
be collected at certain time intervals in particu-
lar ways. This may be reports, surveys, or face-
to-face meetings. At SAS, daily logs are kept of
baggage handler performance. These measures
do not focus on hours worked or how many
bags are handled. They focus on the key
outcomes desired, namely, speed and accuracy
of delivery.

3. Milestones are specified, meaning that at a
certain point in time, a measurable amount of
progress will have been achieved. For exam-
ple, by the end of the month baggage handler
timeliness will have improved one percent. By
the end of the year, it will have improved 15
percent. Milestones simply create a time frame
for keeping track of real progress.

Institutionalizing a vision of abundance and posi-
tive change, in sum, depends on making it a part of
daily life and the habitual behavior displayed by indi-
viduals throughout the organization. No positive
change can survive if it depends solely on the leader.
Therefore, helping people develop a teachable point of
view about the positive change and providing opportu-
nities for them to teach, building human capital through
developing others’ leadership skills, and instituting
metrics, measurements, and milestones to ensure
accountability all are actions that can help ensure

successful institutionalization of positive change.
Specific behaviors associated with these strategies are
summarized in Table 10.5.

Summary

Most approaches to change focus on overcoming chal-
lenges, addressing obstacles, and solving problems.
This chapter identifies an alternative approach to
change in which the goal is to create abundance and
extraordinarily positive change. It provides techniques
and hints designed to help you achieve the best of the
human condition or the highest potential of teams and
organizations.

Leading positive change—that is, aiming for
abundance-focused or positive targets rather than
deficit-based or problem-centered targets—unlocks
something called the heliotropic effect. To explain the
heliotropic effect, let us pose this question: What hap-
pens over time when you put a plant in a window?
The answer, of course, is that the plant begins to lean
toward the light. That is, a natural inclination exists in
every living system toward positive energy—toward
light—and away from negative energy or from the
dark. The reason is that light is life-giving and energy
creating and all living systems are inclined toward that
which gives life.

When you are able to foster positive change in
organizations, you unleash the heliotropic effect and
achieve outcomes that would be impossible otherwise.
Fostering virtuousness, positive energy, strengths,
aspirational targets, and inspiring language, for example,

Table 10.5 Institutionalizing the Vision and Creating Irreversible Momentum

1. Turn students into teachers.

• Provide opportunities for people to develop a teachable point of view.

• Make certain that others are required to articulate the vision themselves.

2. Build human capital.

• Ensure training and development opportunities for others so they can be leaders of positive change.

• Encourage the formation of networks and friendships that provide support.

3. Identify metrics, measures, and milestones.

• Identify when measurable progress will be achieved.

• Identify what the specific criteria will be for evaluating success.

• Determine how successful achievement of the vision will be ascertained.

• Maintain accountability for the success of the positive change.
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are among the ways to unlock the heliotropic effect.
This effect has been demonstrated in a variety of ways
within organizations and individuals—physiologically,
psychologically, emotionally, visually, and socially
(see Cooperrider, 1990; Cameron, 2003b; Bright,
Cameron, & Caza, 2006). It is also documented in a
study by Cameron and Lavine (2006).

In this chapter we provided a simple and easily
remembered framework for accomplishing positive
change and unleashing the power of the heliotropic
effect. Five sets of skills and activities were explained:
(1) establishing a climate of positivity, (2) creating
readiness for change, (3) articulating a vision of abun-
dance, (4) generating commitment to the vision, and
(5) institutionalizing the positive change. Specific
behavioral guidelines for implementing this approach
to change are provided next.

Behavioral Guidelines

Figure 10.9 summarizes the skill set involved in lead-
ing positive change. Because change is so pervasive in
organizations, every leader must manage change
much of the time. However, positive change cuts
across the grain and goes against the tendencies of
most leaders. Negative, problem-focused concerns
consume most leaders and managers. Leading positive
change requires a different skill set. The following are
the behavioral guidelines for achieving positive
change:

1. Establish a climate of positivity by creating
positive energy networks; ensuring a climate of
compassion, forgiveness, and gratitude; and
identifying and giving feedback to people on
their strengths and unique competencies.

Institutionalize the vision—

Create irreversible momentum
• Turn students into teachers
• Build human capital
• Establish metrics, measures,
  and milestones

Generate commitment
• Apply principles of recreational work
• Ensure public commitment
• Institute a small-wins strategy
• Communicate the vision frequently

Establish a climate of positivity
• Create positive energy networks
• Ensure a climate of compassion,
  forgiveness, and gratitude
• Build on strengths and best-self

Articulate a vision of abundance
• Focus on positive deviance
• Include left- and right-brain images
• Make the vision interesting
• Ensure source credibility
• Attach the vision to a symbol

Create readiness
• Benchmark best practices
• Institute symbolic events
• Create a new language

Positive change,

positive deviance,

exceptional

performance

Figure 10.9 A Framework for Leading Positive Change
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2. Create readiness in others to pursue positive
change by benchmarking best practice, and
comparing current performance to the highest
standards; instituting symbolic events to signal
positive change; and creating a new language
that illustrates the positive change.

3. Articulate a vision of abundance by focusing on
creating positive deviance rather than correct-
ing negative deviance; including right-brain as
well as left-brain images; making the vision
interesting by challenging weakly held assump-
tions; and ensuring credibility of the vision and
the visionary.

4. Generate commitment to the vision by applying
principles of recreational work associated with
the vision; providing opportunities for people to
publicly commit to the vision; instituting a strat-
egy of small wins; and communicating the
vision frequently.

5. Institutionalize the vision, or create irreversible
momentum by turning students into teachers,
helping people develop teachable points of
view, and articulating the vision themselves;
building human capital among others; and
identifying metrics, measures, and milestones
for success.
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SKILL ANALYSIS

CASES INVOLVING LEADING 
POSITIVE CHANGE

Corporate Vision Statements

Here are examples of four vision statements by well-known leaders of companies in
the United States—Google, Toyota, Johnson & Johnson, and Microsoft. Each of these
leaders was, at the time, considered to be among the most successful change leaders
in the world. Analyze their statements in light of the principles discussed in the Skill
Learning section of this chapter. How effective are each of these vision statements?
What would be your prediction about the success of these firms based on the state-
ments of their leaders?

Ten Things Google Has Found to Be True

1. Focus on the user and all else will follow.

Since the beginning, we’ve focused on providing the best user experience possible.
Whether we're designing a new Internet browser or a new tweak to the look of the
homepage, we take great care to ensure that they will ultimately serve you rather than
our own internal goal or bottom line. Our homepage interface is clear and simple, and
pages load instantly. Placement in search results is never sold to anyone, and advertis-
ing is not only clearly marked as such, it offers relevant content and is not distracting.
And when we build new tools and applications, we believe they should work so well you
don’t have to consider how they might have been designed differently.

2. It's best to do one thing really, really well.

We do search. With one of the world’s largest research groups focused exclusively on
solving search problems, we know what we do well, and how we could do it better.
Through continued iteration on difficult problems, we’ve been able to solve complex
issues and provide continuous improvements to a service that already makes finding
information a fast and seamless experience for millions of people. Our dedication to
improving search helps us apply what we’ve learned to new products, like Gmail and
Google Maps. Our hope is to bring the power of search to previously unexplored
areas, and to help people access and use even more of the ever-expanding informa-
tion in their lives

3. Fast is better than slow.

We know your time is valuable, so when you’re seeking an answer on the web you want
it right away––and we aim to please. We may be the only people in the world who can
say our goal is to have people leave our homepage as quickly as possible. By shaving
excess bits and bytes from our pages and increasing the efficiency of our serving envi-
ronment, we’ve broken our own speed records many times over, so that the average
response time on a search result is a fraction of a second. We keep speed in mind with
each new product we release, whether it’s a mobile application or Google Chrome, a
browser designed to be fast enough for the modern web. And we continue to work on
making it all go even faster.
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4. Democracy on the web works.

Google search works because it relies on the millions of individuals posting links on
websites to help determine which other sites offer content of value. We assess the
importance of every web page using more than 200 signals and a variety of techniques,
including our patented PageRank™ algorithm, which analyzes which sites have been
”voted” to be the best sources of information by other pages across the web. As the
web gets bigger, this approach actually improves, as each new site is another point of
information and another vote to be counted. In the same vein, we are active in open
source software development, where innovation takes place through the collective
effort of many programmers.

5.You don't need to be at your desk to need an answer.

The world is increasingly mobile: people want access to information wherever they are,
whenever they need it. We're pioneering new technologies and offering new solutions
for mobile services that help people all over the globe to do any number of tasks on their
phone, from checking email and calendar events to watching videos, not to mention the
several different ways to access Google search on a phone. In addition, we're hoping to
fuel greater innovation for mobile users everywhere with Android, a free, open source
mobile platform. Android brings the openness that shaped the Internet to the mobile
world. Not only does Android benefit consumers, who have more choice and innovative
new mobile experiences, but it opens up revenue opportunities for carriers, manufactur-
ers and developers.

6.You can make money without doing evil.

Google is a business. The revenue we generate is derived from offering search technol-
ogy to companies and from the sale of advertising displayed on our site and on other
sites across the web. Hundreds of thousands of advertisers worldwide use AdWords to
promote their products; hundreds of thousands of publishers take advantage of our
AdSense program to deliver ads relevant to their site content. To ensure that we're ulti-
mately serving all our users (whether they are advertisers or not), we have a set of guid-
ing principles for our advertising programs and practices:

• We don’t allow ads to be displayed on our results pages unless they are relevant where
they are shown. And we firmly believe that ads can provide useful information if, and
only if, they are relevant to what you wish to find––so it’s possible that certain searches
won’t lead to any ads at all. 

• We believe that advertising can be effective without being flashy. We don’t accept pop-up
advertising, which interferes with your ability to see the content you’ve requested. We’ve
found that text ads that are relevant to the person reading them draw much higher click-
through rates than ads appearing randomly. Any advertiser, whether small or large, can
take advantage of this highly targeted medium.

• Advertising on Google is always clearly identified as a ”Sponsored Link,” so it does
not compromise the integrity of our search results. We never manipulate rankings to
put our partners higher in our search results and no one can buy better PageRank.
Our users trust our objectivity and no short-term gain could ever justify breaching
that trust.

7. There's always more information out there.

Once we’d indexed more of the HTML pages on the Internet than any other search
service, our engineers turned their attention to information that was not as readily
accessible. Sometimes it was just a matter of integrating new databases into search,
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such as adding a phone number and address lookup and a business directory. Other
efforts required a bit more creativity, like adding the ability to search news archives,
patents, academic journals, billions of images and millions of books. And our
researchers continue looking into ways to bring all the world’s information to people
seeking answers.

8.The need for information crosses all borders.

Our company was founded in California, but our mission is to facilitate access to informa-
tion for the entire world, and in every language. To that end, we have offices in dozens of
countries, maintain more than 150 Internet domains, and serve more than half of our
results to people living outside the United States. We offer Google’s search interface in
more than 110 languages, offer people the ability to restrict results to content written in
their own language, and aim to provide the rest of our applications and products in as
many languages as possible. Using our translation tools, people can discover content writ-
ten on the other side of the world in languages they don’t speak. With these tools and the
help of volunteer translators, we have been able to greatly improve both the variety and
quality of services we can offer in even the most far-flung corners of the globe.

9.You can be serious without a suit.

Our founders built Google around the idea that work should be challenging, and the
challenge should be fun. We believe that great, creative things are more likely to hap-
pen with the right company culture––and that doesn’t just mean lava lamps and
rubber balls. There is an emphasis on team achievements and pride in individual
accomplishments that contribute to our overall success. We put great stock in our
employees––energetic, passionate people from diverse backgrounds with creative
approaches to work, play and life. Our atmosphere may be casual, but as new ideas
emerge in a café line, at a team meeting or at the gym, they are traded, tested and
put into practice with dizzying speed––and they may be the launch pad for a new
project destined for worldwide use.

10. Great just isn't good enough.

We see being great at something as a starting point, not an endpoint. We set ourselves
goals we know we can’t reach yet, because we know that by stretching to meet them
we can get further than we expected. Through innovation and iteration, we aim to take
things that work well and improve upon them in unexpected ways. For example, when
one of our engineers saw that search worked well for properly spelled words, he won-
dered about how it handled typos. That led him to create an intuitive and more helpful
spell checker.

Even if you don’t know exactly what you’re looking for, finding an answer on the web
is our problem, not yours. We try to anticipate needs not yet articulated by our global
audience, and meet them with products and services that set new standards. When we
launched Gmail, it had more storage space than any email service available. In retrospect
offering that seems obvious––but that’s because now we have new standards for email
storage. Those are the kinds of changes we seek to make, and we're always looking for
new places where we can make a difference. Ultimately, our constant dissatisfaction
with the way things are becomes the driving force behind everything we do.

Update: We first wrote these “10 things” several years ago. From time to time we revisit
this list to see if it still holds true. We hope it does––and you can hold us to that.
(September 2009)

SOURCE: Used by permission. google.com/corporate/tenthings.html



LEADING POSITIVE CHANGE CHAPTER 10 571

Toyota's Mission and Guiding Principles

Established in 1990, revised in 1997. (Translation from original Japanese.)

1. Honor the language and spirit of the law of every nation and undertake open and fair 
corporate activities to be a good corporate citizen of the world.

2. Respect the culture and customs of every nation and contribute to economic and 
social development through corporate activities in the communities.

3. Dedicate ourselves to providing clean and safe products and to enhancing the quality 
of life everywhere through all our activities.

4. Create and develop advanced technologies and provide outstanding products and 
services that fulfill the needs of customers worldwide. 

5. Foster a corporate culture that enhances individual creativity and teamwork value, 
while honoring mutual trust and respect between labor and management. 

6. Pursue growth in harmony with the global community through innovative
management.

7. Work with business partners in research and creation to achieve stable, long-term 
growth and mutual benefits, while keeping ourselves open to new partnerships.

Five Main Principles of Toyota

• Always be faithful to your duties, thereby contributing to the Company and to the
overall good.

• Always be studious and creative, striving to stay ahead of the times.

• Always be practical and avoid frivolousness. 

• Always strive to build a homelike atmosphere at work that is warm and friendly.

• Always have respect for God, and remember to be grateful at all times.

SOURCE: www2.toyota.co.jp/en/vision/philosophy/index.html

Johnson & Johnson

Our Credo

James Burke, CEO

We believe our first responsibility is to the doctors, nurses and patients, 
to mothers and all others who use our products and services.

In meeting their needs everything we do must be of high quality.
We must constantly strive to reduce our costs in order to maintain reasonable prices.

Customers’ orders must be serviced promptly and accurately.
Our suppliers and distributors must have an opportunity to make a fair profit.

We are responsible to our employees, 
the men and women who work with us throughout the world.

Everyone must be considered as an individual.
We must respect their dignity and recognize their merit.

They must have a sense of security in their jobs.
Compensation must be fair and adequate, and working 

conditions clean, orderly and safe.
We must be mindful of ways to help our employees 

fulfill their family responsibilities.

www2.toyota.co.jp/en/vision/philosophy/index.html
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Employees must feel free to make suggestions and complaints.
There must be equal opportunity for employment, development 

and advancement for those qualified.
We must provide competent management, 
and their actions must be just and ethical.

We are responsible to the communities in which we live and work 
and to the world community as well.

We must be good citizens—support good works and charities 
and bear our fair share of taxes.

We must encourage civic improvements and better health and education.
We must maintain in good order the property we are privileged to use, 

protecting the environment and natural resources.

Our final responsibility is to our stockholders.
Business must make a sound profit.

We must experiment with new ideas.
Research must be carried on, innovative programs developed and mistakes paid for.

New equipment must be purchased, new facilities provided 
and new products launched.

Reserves must be created to provide for adverse times.
When we operate according to these principles, the stockholders 

should realize a fair return.

SOURCE: Courtesy of Johnson & Johnson.

Microsoft

Bill Gates
2004 Excerpts

Microsoft was built on innovation, and our future depends on it. We are in an extraordinary
position to deliver even greater value to customers through a broad set of technologies,
designed to complement each other and many third-party products and services. This is
what we mean by integrated innovation, which is key to our business strategy.

To drive innovation, Microsoft has a long-term commitment to research and develop-
ment. Our investment to date has brought about many of the successful products we
offer today, and has built an increasingly valuable store of intellectual property. In fiscal
2004, we applied for more than 2,000 patents on some of our recent innovations.
During the coming year, we plan to file for another 3,000 patents, which will make us
one of the largest patent filers in the world. Our innovations are available for broad use
in others’ products through our patent licensing programs.

A key focus of our innovation is security. Beyond the advances in Windows XP SP2,
we are developing advanced technologies that will help isolate computers from
Internet attacks and make them more resilient when they are attacked. We are mak-
ing it easier for customers to keep their systems updated with our latest, most
secure software.

In addition, we are collaborating with other industry leaders to develop more effective
community responses to security threats, and working closely with governments
around the world to bring cybercriminals to justice. Through this broad, multipronged
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approach, our goal is to help bring significant improvements in security, and help
preserve the benefits of technology for everyone.

Our innovation is also focused on exciting market opportunities across our businesses,
which we believe hold great potential for growth over the next several years.

As we innovate in technology, we are equally focused on crisp execution. In particular,
we are working to deliver an unparalleled customer and partner experience. Across the
company, we have created new listening, feedback, and response systems to help
us get closer to customers and respond quickly and appropriately. Using automated
error-reporting technologies, we have fixed a large majority of the computer crashes and
hangs reported by customers, and our strengthened field response system has favor-
ably resolved most nontechnical issues reported by customers.

Microsoft competes vigorously, and we always will. At the same time, we are com-
mitted to maintaining positive relationships within our industry, including with
competitors, and to forging strong relationships with governments. We are also com-
mitted to helping make technology safer and easier to use. We work to help protect
the safety of children online, for example, through our partnership with the
International Centre for Missing and Exploited Children. We are deeply engaged in
industry efforts to protect peoples’ privacy online, counter the problem of identify
theft, and curb the spam epidemic.

SOURCE: 2004 Annual Report. Reprinted with permission from Microsoft Corporation.

Discussion Questions
First answer the following questions by yourself, and then form a team of colleagues and
share your answers. Reach consensus regarding a rank ordering.

Step 1: Rank order these four firms based on these famous leaders’ statements
about their companies (1 = the best, and 4 = the worst).

Google Toyota J&J Microsoft

1. Which of the vision statements do you _____ _____ _____ _____
think represents the most effective positive 
leadership?

2. Based on these statements, what is your _____ _____ _____ _____
prediction about future success in each 
firm in the next 10 years, from most to 
least successful? Ignore the health of the 
industry itself—e.g., computers, autos, 
software, pharmaceuticals—and predict 
how each firm will do in its own industry 
based on these statements.

3. Which statement has the clearest and _____ _____ _____ _____
most inspiring vision for the future?

4. Which statement do you believe has been _____ _____ _____ _____
institutionalized the most thoroughly, and 
the least thoroughly?

Step 2: Based on what you now know about leading positive change, what advice
would you give each of these leaders if you were to make suggestions about how
to more effectively create readiness for change, articulate a vision of abundance,
generate commitment and so on.
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Lee Iacocca’s Transformation of Chrysler—1979–1984

This is a transcription of speeches by Chairman Lee Iacocca to Chrysler’s top
management team from the time he because CEO and chairman in 1979 until the
dramatic transformation had been completed in 1984. The previously confidential
videotapes were compiled and edited by Professor Kim S. Cameron at the University
of Michigan and are used to exemplify the leadership of change. These speeches
were intended by Mr. Iacocca only for an internal and confidential audience, not for
the press, stockholders, or the general public. Duplication without permission of the
University of Michigan Business School is strictly forbidden.

The transcript begins with the new president of Ford, Paul Bergmoser, explaining
the state of the company and of the economy in 1979. He then introduced Mr.
Iacocca to the top management team for the first time. The entire transcript from
that point on is from Mr. Iacocca.

1979
Paul Bergmoser, President:
I don’t have to tell you that we are meeting at a very critical time in the Corporation’s his-
tory. You don’t need a recitation of the problems that are facing us. At the same time that
the volumes and penetrations are down, we are up against the most costly product pro-
gram in Chrysler history. There is no margin for error as we plan for next year 1980. Our
first slide today gives you a perspective of the current situation. It shows how we are
doing thus far in 1979. I said thus far—the year isn’t over yet. In our presentation to the
government, we predicted we would lose a billion seventy-one million. That is about
where we will come out if we move the sales bank, move the imports, get our manufac-
turing efficiencies, and meet all the commitments between now and December 31. In
some areas we are coming in on target, others we are off. For example, our market share
was less than we expected largely because the market went haywire. Consumers begin to
lose confidence when our problems hit the headlines. We are looking at a sluggish econ-
omy, double-digit inflation, high interest rates that put a lot of pressure on both dealers
and retail customers. Much has been written and much has been unspoken about the
Chrysler crisis and its causes. A considerable amount of the rhetoric has dealt with past
management as being one of the primary causes of that situation. Let me tell you how I
stand on the matter at the moment. All of you fellows have survived personnel reductions
and corporate reorganizations. You are, in the eyes of the outsider, now the new man-
agement. That goes for me, I am new, but every one of you is just as new in terms of the
New Chrysler Corporation. We will be judged by what we do in 1980 and ’81. We have
stated to the government and to the world at large that those will be the years when
Chrysler will recover from its current record loss position. We will not live to see 1981 if
we don’t do the job in 1980. So, in my view, it no longer serves any purpose to look back
and reference your problems to the past management. Let Mr. Iacocca and let me handle
the past. You will be a success or you will be a failure on the basis of what you do in 1980.

It is going to be a real tough year, a very tough year, perhaps, the toughest in the his-
tory of your corporate life! If you don’t feel like being on my team in this fight, you had
better come and see me very soon now, because I am counting on each and every one of
you to do the job better than it has ever been done before. If the objectives are too tough,
too hard, and too disciplined, come and see me now, because I need the help of every
one of you. I am confident that we can carry it through. Now, fellows, in time, I think peo-
ple are going to look back on this management team with respect and admiration for the
job they have done. This is the New Chrysler Corporation. And I want to introduce the
man who is providing the leadership and direction for all of us to carry out our day-to-day
tasks, Chairman Lee Iacocca. Lee!



LEADING POSITIVE CHANGE CHAPTER 10 575

Lee Iacocca, CEO and Chairman:
As I said in my opening statement to Congress, this has not been a vintage year for me,
for Chrysler, for the auto industry, or for the whole damn country. And, I guess that some
of you must feel the same way. As Paul said, we lost a lot of money. Over a billion dollars
is a lot of money. Our market penetration at the moment is down to what you might call
deplorable levels. Some of our customers, or maybe I should say, some of our former cus-
tomers, aren’t really that confident that we are going to make it. Still, there are some
good things to say about 1979. I believe it has been a year in which we did more than just
survive. We reduced our fixed cost. We did proceed to put in place a product plan that
will help us return to profitability. We took steps to improve our profit margins. In short,
we invested a lot of time and money in our future.

First, I would like to give you an assessment of what is happening with our request
for the loan guarantees* in Washington, and then second I want to expand on the con-
cept of the “New Chrysler Corporation” mentioned by Paul in his presentation. There has
been a lot of talk about our chances for getting legislation out of the Congress in time to
help the Chrysler Corporation. Well, I want to tell you first hand that things, as of this
afternoon at least, do look good. The energy picture is muddled and threatening as ever.
I just saw in the paper this afternoon that Saudi Arabia is going to go for six dollars a bar-
rel increase. That means the rest will go for seven or eight, and that’s got to be bad news.
The continuing crisis in Iran; production cut backs by other OPEC nations, Libya, Iraq
and these way-out guys; and the lack of a sound, reasonable national energy policy right
here; all of those put together are really what you would call bad news, not good news.
But, what we have to do is survive, and more than survive, become profitable as soon as
we can. And as Paul said, it won’t be real easy. In fact, the first six months of 1980 will be
pure hell, in my opinion, and I might as well tell it to you that way. There will be demand-
ing challenges facing all of you, and me, in the months ahead. So this brings me to my
second point today that I want to cover briefly.

When I say these are challenges facing us, I want you to know that the “us” is you
and me. And, it is the new Chrysler Corporation. From the day that President Carter
signs into law the Chrysler Loan Guarantee Program, a new era begins at Chrysler. And
don’t make any mistake about it, there will be a great deal to accomplish from that day
forward. Much will be asked of you, and much will be expected of you. To begin with, we
will have to re-launch Chrysler. We have to rebuild confidence, first amongst ourselves,
then the rest of the Chrysler family, and most important with our customers. And this will
not be easy. But, the early signals clearly show that it can be done. In spite of a dismal
market this year, we have achieved some significant and positive results. We did take a
hundred and thirty thousand orders for vehicles in November. We did move twenty thou-
sand out of our sales bank.** And, I have to mention sales bank one more time, because
it may be the last time you will hear me say it. That thing is in its death throes. I got to
thinking on the way over here that we have plans to move those last ten thousand at dis-
tressed prices, and forget that we ever built them. And, I thought, I want him to keep
one. And I want to do what they do when you finally pay off the mortgage, you burn it on
the front lawn. I want to burn that last damn one on the front lawn of headquarters, so,
the whole world knows it is over!

For the next ninety days each of you in this room has to play salesman. And, to do that,
all you have to do is get in one of our cars, and expose it, and demonstrate it to somebody.

*Chrysler had appealed to the federal government to guarantee its bank loans, because
the amount to be borrowed was more than the value of the company at the time.

**The sales bank refers to the excess inventory of unsold cars.
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Those are our four new cars, and that market still is pretty good, even though it is down a
little. And, those four cars—if you have driven them lately—are not just commercial, they
are fine cars that everybody in this room should be proud of. They are good looking cars.
They’ve got good features, and they don’t rattle and leak as much as their predecessors the
year before. At the new Chrysler Corporation we will build them better, and we will back
them better. If we don’t, nothing else is going to matter anyway, and we will have no one to
blame but ourselves. What will be required to do these kind of things, to keep them as
promises and not let them become just sales gimmicks, is hard work and dedication and,
most of all, the realization that the new Chrysler Corporation is a team. A team that openly
discusses its problems and freely exchanges ideas on how to improve our efforts and will-
ingly accepts responsibility for performance. What will be required to rebuild confidence in
this company is an active participation in its survival effort.

Over the next months the new Chrysler Corporation will be engaged in efforts to
raise a lot of capital. But, with the products we have, with the improvements we have
made, with the plans for the future, being as exciting as I believe they are—that money is
going to be available to us. Count on it. In fact, what is happening with this corporation
right now is unprecedented in the history of our industry and maybe the whole country.
Just think of it. The UAW is willing now to reopen its contract settlement in order to par-
ticipate in the effort of the new Chrysler Corporation and to make it profitable. Mayor
Coleman Young has indicated that Detroit is willing to offer a hundred and fifty million
dollars in Chrysler support. We expect a minimum of three hundred million dollars from
Canada. I say three hundred million, but it could be as much as a $1.2 billion for
Canadian operations so that we can go first class in a couple of programs we have
planned. Other states with Chrysler plants and operations have expressed a willingness
to help and their commitment comes up to about a hundred million dollars. We are con-
fident that the Japanese banks will restore our letter of credit agreement under which we
can continue to import vehicles from Mitsubishi. We are also offering right now, or will be
very shortly I should say, a preferred stock offering to Chrysler suppliers and dealers. If we
are as good as we think we are, we will sell four hundred million dollars of equity stock to
our family, suppliers and dealers. If we are not good salesman, we sell two hundred. So
the number is two hundred to four hundred million dollars. By mid-January we will dis-
cuss the role of the suppliers and the dealers in this offer. Our dealers’ lobbying efforts in
Washington in our behalf were nothing short of sensational, and I think that they will be
a big part of turning this Congress around.

Before you go home for the holidays, I would like to ask you to do this. In just a few
short minutes, I want you to ask yourselves, honestly, what have you done to help this
company, your company, during the last twelve months. Put it down. Don’t fight with it.
Just put it down. Then throw it away. If you want to read it to your wife or your kids, fine
but then throw it away. Then, after you have done that the more important part is get
another piece of paper, a clean sheet of paper. Put down the things that you plan to do for
your company, and for yourself, in the next twelve months, the year 1980. We will get the
vote of confidence we need from the government. That is, I think, assured. It will then be
up to all of us in the new Chrysler family to share that confidence, first amongst ourselves
right in this room, then to spread it through all the family members, and eventually to the
biggest family of them all, our customers out there. What I am saying to you is that we
have all of the essentials in place. The basics are here. And more important, we have got
the people, the team, to do it. Let me make it clear that this new Chrysler is not a mixed
bag of hanger-ons mixed in with a little new talent from some other corporations. It is not
that at all. It is a new, unified team that starts a new decade. Remember, on New Year’s
Eve January 1st, we start a new ten-year look.

One final thought to all of you. Somebody wrote a hit song called, “We Are Family,”
and Willie Stargell picked it up as a model to inspire his team to win the World Series
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Championship. Well, the reason that I mentioned it to you is that we, the new Chrysler
Corporation, are Family. Else, how is it possible to raise a billion and a half dollars from
our own constituents? We do have a lot to do, and it is going to be tough. But because we
are family, we can do it. So, that is all we have to say to you today except, have a nice
Christmas all of you, and let’s start the New Year with a Bang!

1980
While the economy was coming down around our ears, we put together a financing pack-
age to raise better than two billion dollars in non-guaranteed funds. We put together an
operating plan that showed we can continue as a growing concern without any govern-
ment help after 1983. Secretary Miller and Mr. Volcker said, it was by a long shot, the
most complicated package in the entire history of American business. It involved the gov-
ernments of five nations, local governments, more than four hundred lenders, and all
the constituents of a very big industrial company—suppliers, dealers, employees, and the
shareholders. We put the package together in record time. Within two weeks of the dead-
line that we set for ourselves, the Treasury Department, the Loan Guarantee Board, and
some hardnosed consultants have scrutinized—and believe me they have scrutinized—
all of our plans, every aspect of our business. And the hardheads, and the hard noses,
came out and said they liked what they saw. No matter what you read in the press, that is
what they ended up saying. They said that our operating plan code was realistic and fea-
sible. They said that we demonstrated that we can continue as a growing concern,
and that, simply stated, is why they gave us a guarantee. The guarantees give us a fighting
chance we need to complete our rebuilding program.

In the meanwhile, we need to keep on doing right all of the other things that are so
essential to our future. We talked about what that involved last December here, and I
would like to take just a minute to look at the report card and see how we faired since we
last met as a group. First, we talked about people. That is the strength of any business
organization. We have kept almost, not all, but almost all of our top-flight people. We
have been able to move some into key spots like Jack Withrow in engineering. We have
attracted some very impressive new people at the organization to supplement our pres-
ent staff. Don Dellerosa came on board as Vice President of Design. I worked with him for
a long time. He is the best designer of small cars in the world. Dick Dow came on board
as Executive VP of Diversified Operations. Dick has been in charge of production at 
VW-America, and before that he was at GM, where he was the youngest plant manager in
their history. Dave Platt came on as Vice President of Procurement and Supply. He is
experienced. He will make sure all of our suppliers meet their quality targets. I could go
on and on, but the management, I am trying to say, is strong.

We have the plans and programs to meet our objectives, so I hope that everybody in
this room knows and understands them. We have a great management team. I think it’s
the best in the business. We have the sales program. We are improving quality. Ford and
GM will have to catch us from now on. We have the innovations to set us apart from the
competition. We have the products that deliver the value that customers want today. So,
in spite all of the difficulties created for us, and all the obstacles put in our way, our plans
are finally starting to come together. We see some real daylight.

The Loan Guarantee Board looked at a lot of factors when they considered our
application—cost projections, industry volume, the debt load, the product plans. But
when I talked to them privately, the most important consideration of all was whether this
Chrysler Team had the guts, and the capacity, and the ability to see this program through
to the end and to bring Chrysler back to profitability. The guy who asked me that most is
a guy I admire a lot—Paul Volcker, of the Federal Reserve. He asked, “Are you really sure
you have got the right people to stick it out?” They looked hard at us, at you really. They
looked at what you have accomplished so far, and what’s left to do. They must have seen
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winners in some of you because they decided to put the country’s money on you. Which
is a big gamble. They put a billion and a half on the line.

1982
Good evening. We announced our 1981 results this morning. For the total year we lost
four hundred and seventy-six million. That is a little less than the analysts said that we
would lose. They said that we would lose, for sure, five hundred million. One year ago—
if you just stop to think about what was in the news four months ago—all of the smart
money on Wall Street was betting that Volcker’s scandalous interest rates, the advent of
GM’s new competition the ‘J’ car, and the total collapse of the car and truck market
would certainly wipe out Chrysler in 1981. This was their year to die. The smart money
was wrong again, because we not only survived this worse depression in the history of
the automobile industry, but I think that you will agree we have come through as a
stronger and more competitive company.

We continued our program to cut costs and become even more productive in the
year ’81. We performed major surgery to bring our cost under control. We looked at all of
our operations, plant-by-plant and job-by-job, and over the last two years we have consol-
idated these operations. We have now closed a full twenty plants. We have cut our fixed
cost by well over a half billion dollars in the last four months. And we have reduced our
salaried employees by half, from about forty thousand to twenty-one thousand. Our break
even is now half of what it was two years ago. We twenty thousand are doing the work of
those forty thousand, but we are selling more cars and building more cars. What the hell
were we doing wrong? Since the first of this year—we have taken several important
actions to build an extra cash cushion to ride out the recession and protect our future
programs. Last Friday we reached an agreement to sell Chrysler Defense, that is the tank
business, to General Dynamics for three hundred and forty-eight point five million dol-
lars. I have to say to you; gentlemen and ladies, that decision was a tough call. Chrysler
Defense is a strong subsidiary with some great people, a lot of whom worked for this
company for a lot of years. We have forty years of history tied up in the tank business. We
were part of the Arsenal of Democracy in World War Two. I can tell you, our guys did
design and build the best damn battle tank in the entire world. They had some very excit-
ing and profitable new products on the drawing board, and we had some of the best
talent in this organization running that place. Nobody wanted to give all of that up. But, in
today’s economic climate, we had to balance our attachment to that company against the
need to build a substantial cash cushion with which to ride out this very serious economic
depression that we are in. Our charter is to concentrate on cars and trucks. That is why we
got the Loan Guarantees, and that is why we are here. Our job is to build the best cars and
trucks, and take on the Japanese, even if just to be patriotic, but that’s our job.

Here is our problem put as simply as I know how to put it. Today, it costs us exactly
seventy-nine hundred dollars to build the average Chrysler car, and we sell them on an
average for seventy-five hundred. We make our money today on Chrysler Financial, on
Mexico, and on parts sales. We had better start to learn how to make money on cars and
trucks, because that, again, is our business. We have to live within our budgets in ’82, as
tight as they are with no cost overruns, and that’s nobody!

Now let me end with this note. We have all come through a hellish couple of years.
I know we all feel that way, I do. But together, we have established Chrysler as a leader in the
rebuilding of the American auto industry, and maybe of the entire American Industry.
Together, we have set an example of what determined Americans can accomplish in the face
of great adversity. We are on the edge of success. We are not quite there, but we are on the real
sharp edge of success. If the management, the Union, all of our employees, and the dealers
and the suppliers—all continue to work together towards our common goals, we can put the
finishing touches on maybe the greatest chapter in the history of American business.
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1983
We really are poised, no matter what the economy throws at us, no matter what the
Japanese or Ford or General Motors throw at us, not only to stay in business but to pros-
per and do very, very, well. I also said to you late in July in a meeting with President
Carter, that we now own our company again. I announced that we were paying off the
loans, and that means that we are all alone now, and we can make our own decisions and
we can make our own mistakes.

We have got to get this quality thing behind us. We have come a long, long, way.
Warranty is down thirty eight percent the last couple of years, and our quality is up,
but the track is fast, as you know. Ford is doing better on things gone wrong, and GM
and we are a little worse than they are and Japan is still out-doing us all. So, we can
have five and fifties, and we can have good power trains, and we can have five year
warranties, and think about ten year warranties, but we have got to get rid of some of
this crap we are doing. We’ve got some problems, but they are not big problems, I
don’t think.

I like to think that the officers, the first team, let’s call it, the varsity, is good enough
that each of us in the top senior management has ten charges out there. I can look
around the room, and I feel that ten of you are my protégés. I watch to see what you are
doing. I look at your future, and I get to know you well, and I take care of you, because
you take of the company and me. At our level, this level, everybody is on the team.
Everybody has gotten the message. Nobody believes there is an old way of doing it. Well,
you have got your work cut out for you, and here is your assignment. It is a very general
one, but it is the only thing that will make this company click. Out of the three hundred
odd of you in here, each of you must accept as your charges ten subordinates. Ten times
three hundred is three thousand, and that’s the group we are looking at. The next three
thousand has got to get the word. That is the only way we are going to continue to build
on the progress that we have made, and we have made some fantastic progress. I hope
that you are feeling that you are a big part of it, because you are. Every one of you, look
to yourself, and look within yourself. When you manage, a good manager is a multiplier
and a motivator. That is all he is. He can multiply himself, every day, wherever he is.
People look up to him, and people work, because they know what their objective is, and
they go out and hustle, and they do it because the boss is leading them and motivating
them. Now, if you would just do that, we have got a big year ahead of us. While we are
counting the two billion dollars back home, you will be really putting the seed corn in
where it counts. Multiply yourselves times ten and nothing will stop us.

When the press asked me, what is the greatest thing you got out of the last five
years, I say: “Hot a hell of a lot. It got tiring.” But I did take one thing. It is the realization
that six hundred thousand people, pulled in the same directions. Pulled the oars in the
same way. Everybody felt they were getting the fair shake, the old equality of sacrifice. It
is amazing how we can move a mountain. So, if you see anybody pulling apart, or they
don’t want to be on a team, you have got to straighten them out. I will end on this note.
I will assure you that just as we are paying you for having reduced warranty costs, less
engineering changes, and better market share, the new barometer will be how you are
doing with your little nest of ten people. Some of you, I know, have twenty or thirty, but
start with ten. I can settle for that right now if everybody in the room signed up for it.

1984
I would think that in the next five years, we start a new era. We have got to talk innova-
tion in product, and we have got to talk innovation in service, and in manufacturing
processes. I think that is going to be key to how well this corporation does. I think that
we are on the threshold of doing great things together. I think that anytime any company,
for whatever the reason, reports the one and a half plus billion dollars in six months, you
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should all be damned proud. As one of the reporters already said, “That is their peak.”
Two analysts followed it up yesterday, and said “Chrysler will never make over eight
hundred million dollars again in a three month period.” They make it sound like I was a
fluke. Well, we are going to show them that it is no fluke. True, it has been driven by vol-
ume, driven by rich mixes, but it has been driven by productivity improvements, and qual-
ity improvements, and having the right products for the market—rich convertibles and
T–115s [minivans] that are a smash.

But the two areas that are not market driven but are management driven are the two
you are not doing hot on. That is quality and market share. Market share, if you include
T–115s, is doing pretty damn well. But we are not going to get to twelve percent. And
quality is a disappointment. GM has caught up with us. The Japanese are way beyond us.
And Ford is losing us in their dust right now. I take nothing from you or this managing
team, but you have got to look at the whole cart now. Why is it, on the two toughies, com-
peting head to head every day in the market, even with voluntary restraints on the part of
the Japanese, against GM and Ford, we can’t seem to meet our quality objectives, and in
market share we are flunking out. Now, when I say it that way, we have come a long way
from three years ago. Were shipping crap, frankly. And now you can be proud of what you
are shipping. I am glad to hear it, I hope we don’t do it every day, but I am glad to hear
from time to time we shut a line down to get the message across that quality is
not only the first priority but it could well be in the next twelve to twenty-four months our
only priority.

We are going to have to join up with new technology, and we are going to have to
cut out a position for ourselves at Chrysler in electronics, certainly new materials and
composites of all kinds. That is on our strategy list. I asked one of our top people why
can’t I just order on a requisition tomorrow, a sports car, and I would like to do it in
twenty-four months. You say, I can’t do that. I say why? You say, we don’t know how. But,
what the hell, it is a car, and they’re selling like hotcakes. We don’t know how? Well, you
have got to ask yourself, why not? You can’t just claim that it’s money. We’ve got plenty of
money if we want to do something like that. While they are all reacting on our T–115, we
have got to react back to them in some of these markets. Those aren’t little niche mar-
kets. That may be the market of the future for young people.

Discussion Questions
1. In 1979, with the company in such bad shape and the economy so dismal, how did

Iacocca create a climate of positivity? What symbols are used? What small wins
were identified? What is interesting about his language?

2. In 1980, how did Iacocca ensure credibility? Who is the enemy? What is interesting
about his language?

3. In 1982, how did Iacocca maintain positivity? What is the vision for the company?
What symbolic events are used? How is commitment developed?

4. In 1983, how is the vision institutionalized? How does Iacocca personally exemplify
the principles he espouses?

5. In 1984, given the dramatic turnaround of the company, why doesn’t Iacocca
celebrate? What is his motivation? Why does he mix confrontation and challenge in
his positive message?
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EXERCISES IN LEADING 
POSITIVE CHANGE

Reflected Best-Self Portrait
In the Skill Assessment section of this chapter you were asked to identify 20 people who
could provide feedback to you regarding when you were at your very best. Now that you
have obtained that feedback on your strengths, you will want to analyze that data to cre-
ate a best-self portrait. Read all of your feedback and take notes on the key insights. Look
for commonalities across the individuals who provided you with feedback. Create themes
where you find commonalities, and link the examples to them. You may find it useful to
use a table such as the following.

COMMONALITY /THEME EXAMPLES GIVEN MY INTERPRETATION

1. Creative 1. Innovative builder of My ideas tend to be
new projects at work. interesting and creative. 

2. Found new solutions I tend to bring new 
for old problems. ideas to people with whom 

3. Guided the team in I work. I am innovative in
transforming itself. my approach to problem 

solving.

2. 1.

2.

3.

3. 1.

2.

3.

Step 1: Now, create a portrait of your best self that captures the wisdom in your data.
Identify when you are at your very best and what attributes and capabilities you display at
your best. Write at least one paragraph describing yourself in third person using your best-
self feedback as the data. The person you are reading about in this feedback is like this at
his or her best. . . . Here are some reflective questions that you may want to consider as
you craft your self portrait.

❏ What have you learned about your own key strengths and uniquenesses?
❏ What was surprising to you about your feedback?
❏ What circumstances bring out your best?
❏ How do you intend to follow up or capitalize on this feedback?
❏ What career or life implications does this feedback hold?
❏ What has changed, or could change, as a result of obtaining this feedback?

Write up your conclusions and your commitments as a result of reading through the
feedback. Writing will have a clarifying and focusing effect, and you are not likely to get this

SKILL PRACTICE
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kind of data very often in your life. Don’t miss the opportunity to craft something meaning-
ful for yourself.

Step 2: Read your best-self portrait with a team of colleagues. Get verbal feedback from
them about what you have written. That is, your colleagues will help you clarify and
become specific about your best-self attributes.

SOURCE: www.bus.umich.edu/positive

Positive Organizational Diagnosis Exercise
Step 1: Select an organization that you can diagnose. If you are not currently working in
one, volunteering in one, or leading one, select your own school or university. Your objec-
tive is to identify the strengths, peak experiences, and examples of positive deviance in the
organization (rather than the problems and challenges). These kinds of data are seldom
gathered in organizations, and people are not often asked to provide this kind of data.
However, in every organization, something works well. When cued to do so, people can
always identify things that are spectacular about their organization. Furthermore, the ques-
tions we ask and the language we use helps determine our vision of the future. People are
more comfortable moving into the unknown future when they carry parts of the past for-
ward. That is, when they have experienced success in the past, they are more willing to
pursue a vision of the future, knowing that they have achieved extraordinary success some
time in the past. They are confident that they can do it again.

Here are some examples of questions you should ask in diagnosing the positive
aspects of an organization, a group, or even your own family.

❏ Best-in-Class: Put yourself in clients’ or customers’ shoes. What would they say
makes this organization the best there is?

❏ Careers: What do you love about this organization that makes you want to come
to work each day?

❏ Leadership: Who are the leaders in your organization you admire the most, and
why? What do they do?

❏ Communication: When did you have an extremely satisfying and productive
interchange with someone you care deeply about?

❏ Teamwork: When have you experienced delight at extraordinary cooperation and
teamwork that emerged in this organization?

❏ Culture: What is especially fun, energizing, revitalizing about your culture? What
turns you on?

❏ Aspiration: What are your highest aspirations for this organization? What do you
really hope for?

❏ Work: What is the best you have ever seen accomplished in the work here? What
was achieved that exceeded everyone’s expectations?

When you ask these kinds of questions, you will detect more enthusiasm being dis-
played by the person responding, and you will note an unleashing of positive energy. This
is in contrast to more typical questions used in organizational diagnosis:

www.bus.umich.edu/positive
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❏ What are your major problems and challenges?
❏ Where are your deficits?
❏ What is troublesome to people in this organization?
❏ What needs fixing?
❏ In what areas are you missing your targets?
❏ Who is doing better than you are, and why?

Craft your own interview format for conducting a positive diagnosis of an organization,
a group, or a family. Use the positive questions above as a guide. Interview a representative
sample of people in that organization (or all the members of your family).

Step 2: Now, write up the equivalent of a best-self portrait for the organization. Address
these questions regarding the organization.

❏ What are the strengths and unique qualities of this organization?
❏ In what ways can it capitalize on its competencies?
❏ What is the vision that drives the organization?
❏ What recommendations do you have for positive change?

A Positive Change Agenda
Write out a detailed plan for leading positive change in an organization in which
you are participating. You need not be the formal leader of that organization, since most real
change is initiated from places within the organization rather than the leader’s office. Most
great leaders simply capitalize on the ideas and agendas of their people.

In crafting your plan, address the following questions with very specific and actionable
ideas. Do not simply say something like: “I’ll treat people better.” That is not specific
enough and does not identify an action. Instead, say, “I will compliment someone every
day.” That’s more doable and measurable.

1. In what ways will you work to create a positive climate? What will you actually do?
2. In what specific ways will you create readiness in others to pursue positive

change?
3. What is your specific vision of abundance? How will you communicate it so that

it is accepted and energizing to people?
4. How will you generate commitment to that vision among others? Identify specific

actions.
5. What will you do to institutionalize and create irreversible momentum for your

positive change?

Now, identify the specific things you will need to do personally to exemplify and
model your positive change? How will you enhance your own credibility?
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SKILL APPLICATION

ACTIVITIES FOR LEADING 
POSITIVE CHANGE

Suggested Assignments

1. Find someone you know well who is working in an organization. Teach him or her
the principles of leading positive change. Use the concepts, principles, techniques,
and exercises provided in this chapter. Describe what you taught and record the
results in your journal.

2. Give genuine positive feedback on a regular and consistent basis to one or more of
your colleagues. Do it at least daily. Observe the extent to which your relationship
changes over the next month.

3. Do a systematic analysis of the things that occur in your life for which you are
grateful. What is going right, and what makes life worth living? Consider your job,
family, school, and social life. Keep a “gratitude journal” for at least a semester (a
three-month period). Make an entry in it at least once a week. Note what else
changes in your life compared to before you began the journal.

4. Identify at least one person in your circle of acquaintances who is positively ener-
gizing to you. When you are around this person, you simply feel better. Make cer-
tain that you interact with that person on a frequent and consistent basis.

5. Identify an example of best practice. That is, find someone or some organization
that is unique in being the best there is at something. Try to identify what it is that
accounts for that extraordinary performance. What factors could be generalized to
others or to other settings?

6. Establish an abundance agenda that you aspire to accomplish this year. Make it
compatible with the top priorities in your life. Specify the behavioral action steps,
the reporting and accounting mechanisms, and the criteria of success that you will
implement. Share this plan with others you know so that you have an incentive to
pursue it even after you finish this class.
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7. Identify a symbol that can serve as a constant reminder of your own—or your
organization’s—vision of abundance. Select something that is positively energiz-
ing and that can remind you every time you see it that you are pursuing a mean-
ingful, uplifting vision.

8. Establish a close mentoring relationship with someone with whom you work or go
to school. Your mentor may be a professor, a senior manager, or someone who has
been around longer than you have. That relationship should build your self-esteem
and be energizing to you. Make certain, however, that the relationship is recipro-
cal, not one-way.

Application Plan and Evaluation

The intent of this exercise is to help you apply this cluster of skills in a real-life, out-of-class
setting. Now that you have become familiar with the behavioral guidelines that form the
basis of effective skill performance, you will improve most by trying out those guidelines
in an everyday context. Unlike a classroom activity, in which feedback is immediate
and others can assist you with their evaluations, this skill application activity is one you
must accomplish and evaluate on your own. There are two parts to this activity. Part 1
helps prepare you to apply the skill. Part 2 helps you evaluate and improve on your expe-
rience. Be sure to write down answers to each item. Don’t short-circuit the process by
skipping steps.

Part 1. Planning
1. Write down the two or three aspects of this skill that are most important to you.

These may be areas of weakness, areas of strength, or areas that are most salient
to a situation you face right now. Identify the specific aspects of this skill that you
want to apply.

2. Now identify the setting or the situation in which you will apply this skill.
Establish a plan for performance by actually writing down a description of the sit-
uation. Who else will be involved? When will you do it? Where will it be done?

Circumstances:
Who else?
When?
Where?

3. Identify the specific behaviors in which you will engage to apply this skill.
Operationalize your skill performance.



4. What are the indicators of successful performance? How will you know you have
been effective? What will indicate you have performed competently?

Part 2. Evaluation
5. After you have completed your implementation, record the results. What happened?

How successful were you? What was the effect on others?

6. How can you improve? What modifications can you make next time? What will
you do differently in a similar situation in the future?

7. Looking back on your whole skill practice and application experience, what have
you learned? What has been surprising? In what ways might this experience help
you in the long term?

586 CHAPTER 10 LEADING POSITIVE CHANGE
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SCORING KEYS AND
COMPARISON DATA

Leading Positive Change Assessment 

Scoring Key

SUBSCALES ITEMS

Personal capability to lead positive change 2, 3, 5, 6, 7, 9, 10, 12, 13, 16,
17, 20

Ability to mobilize others toward positive change 1, 4, 8, 11

Capacity to create positive deviance in organizations 14, 15, 18, 19

Comparison Data (N = 5,000 Students)

Compare your scores to three standards:
1. The maximum possible score = 100.
2. The scores of other students in the class.
3. Norm data from more than 5,000 business school students.

Pre-Test Post-Test
98.33 = mean = 105.24

106 or above = top quartile = 114 or above

99–105 = second quartile = 107–113

92–98 = third quartile = 99–106

91 or below = bottom quartile = 98 or below

Reflected Best-Self Feedback™ Exercise

This exercise does not have a solution or comparison data. Answers will vary among
students.

Machiavellianism Scale—MACH IV 

Scoring Key

This scale measures individuals’ general orientation toward dealing with other people,
especially the extent to which they tend to manipulate others in interpersonal situations.
High scores on this scale are the opposite of the qualities needed for effective leadership
of positive change. That is, authenticity, genuineness, optimism, gratitude, humility, and



emotional sensitivity are all characteristics of effective leaders of positive change, but this
scale measures the extent to which people are cynical, distrustful, and manipulative.

INSTRUCTIONS: In computing your total score, be certain to consider positive and
negative values in the response scale. To compute your total score, you will need to
REVERSE the scores for the following items. That is, +3 becomes –3, +2 becomes –2,
+1 becomes –1, and so on. Reverse score items: 3, 4, 6, 7, 9, 10, 11, 14, and 16.

The lowest possible score is �60, and the highest possible score is �60. A score of 0
is the neutral point.

The three subscales in this instrument are:

Duplicity: Items 1, 2, 3, 6, 7, 9, 10, 15, 17 (reverse score: 3, 6, 7, 9, 10)

Negativism: Items 5, 8, 12, 13, 18, 19, 20

Distrust: Items 4, 11, 12, 14, 16 (reverse score: 4, 11, 14, 16)

Comparison Data (N = 5,000 Students)

Mean score: –17.18

Top quartile: –8 or above

Third quartile: –18 to –9

Second quartile: –27 to –19

Bottom quartile: –28 or below
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SKILL ANALYSIS
Iacocca’s Transformation of Chrysler—1979–1984

In a 2000 survey published in USA Today, Lee Iacocca was rated as the greatest salesper-
son of our time. The other five, listed in order, were: Bill Gates, Bill Clinton, Ronald
Reagan, Michael Dell, and Ted Turner. In other words, Iacocca was viewed the quintes-
sential example of positive influence.

Some facts that may be helpful as you analyze the case are:
1979: The name of the company was changed to symbolically signal a new era. The

“sales bank” was simply excess inventory, and Chrysler really did burn the last car on the
front lawn of headquarters. This was the first time in U.S. history when loan guarantees
had been requested, and at the time of the speech, no support had been received whatso-
ever from the federal government or from Congress. It was only through the persuasive
influence of Iacocca that the loan guarantees were granted.

1980: Iacocca’s salary was $1 per year. The “why” was to build credibility. Consider
how much of the time Iacocca spends on the right-brain aspects of his speeches versus the
left-brain side. Normally laying people off and hiring new employees would antagonize
current workers. Why did Iacocca’s announcement have the opposite effect?

1982: Iacocca makes a loss of $476 million sound like a big win. How? Why did he
sell the tank business? What did he do with the money? Did he pay off the creditors? He
delivers a strong message: “I’ll put my money where my mouth is.” Why does he refer to
patriotism?

1983: Iacocca is incredibly close to the customer, as evidenced by his knowledge of
the hood-release problem. Can CEOs really do that? This speech has a great deal to do
with institutionalizing the vision. How does he do that?

1984: Up to that point in history, no company had ever earned more than $1.6
billion in six months. This was an incredible achievement. Why, then, doesn’t Iacocca
celebrate? He is creating readiness for change all over again, and he treats change as a
cyclical affair, not a one-time, linear achievement. His wife died in 1984; he was asked to
run for president, then Congress; he chaired the Statue of Liberty celebration; so Chrysler
faltered for the rest of the decade. But near the end of the 1990s, Iacocca again took the
reins and pulled off another dramatic transformation of a sinking company. Chrysler,
which pundits predicted would not survive through the 1990s, once again became an
iconic car company. However, a decade after Lee Iacocca left, Chrysler was sold to
Daimler, a German company that makes Mercedes-Benz automobiles. The attempt to
merge these two car companies was so disastrous that the entire financial value of
Chrysler was destroyed over the next five years. Chrysler was divested by Daimler in
2007, and in 2009 the company declared bankruptcy. By selling its major assets to Fiat
that year, the bankruptcy lasted less than two months, and the company’s financial future
is hopeful but not yet assured.
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effort to calm their fears about job cuts. At another facil-
ity located in a tough urban environment, the task
proved more difficult. Workers were outspokenly critical
of the company and challenged much of the information
she presented. Following these meetings, Taylor was the
featured dinner speaker at a regional Chamber of
Commerce meeting.

Taylor Billingsley was experiencing the challenges
of management in her new position. During her first
two weeks, she addressed dozens of groups on a broad
range of subjects; she wrote even more reports and
memos. In most of this communication, Taylor was not
simply presenting facts. Instead, she was conveying
support, pointing a new direction, generating enthusi-
asm, communicating a sense of caring, building good-
will, and underscoring the value of teamwork. Some
situations called for polite, ceremonial messages; others
were confrontational. Some covered familiar material;
others stretched her ability to find the right words to
convey her ideas. At the end of her first two weeks,
Taylor began to appreciate the importance of communi-
cation skills.

Managers have to master the basic elements of
public communication and be flexible enough to
adapt them to varying situations (Barrett, 1977;
Mambert, 1976; Peoples, 1988; Sanford & Yeager,
1963; Wilcox, 1967). Like Taylor Billingsley, you
may find yourself addressing many different audi-
ences through speeches and in writing. Like Taylor
Billingsley, you will probably discover very quickly
your effectiveness as a manager depends in large part
upon your ability to communicate with your cowork-
ers and customers. Unfortunately, new managers are
often lacking in these skills. According to a survey of
major business recruiters, the biggest deficiencies in
college graduates were the lack of good oral commu-
nication and writing skills (Endicott Report, 1992).
Researchers have observed elaborate training pro-
grams are ineffective if basic skills, such as writing,
are not present (Maruca, 1996). Considering that
speaking and writing skills are central to good
management and many new employees are also rela-
tively weak in these areas, we should turn our atten-
tion to how managers can improve these two critical
skills. Let’s focus first on the core ingredients of good
communication and then examine the specific
requirements of speaking and writing.
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SKILL LEARNING

Making Oral and Written
Presentations

Taylor Billingsley was hired as a sales representative
in the Apex Communications Corporation in 1972.
With training and hard work, she advanced through
the levels of the corporation, finally landing the posi-
tion of senior vice president in charge of personnel.
Although she had anticipated this position would
require some adjustments, she was surprised at the
kinds of challenges she faced during her first few
weeks on the job. Taylor had a lot of ideas about
how to make the personnel division work more effi-
ciently, but she realized almost immediately she had
to convince others to adopt them. In addition, she
had to establish her own credibility—to make her
employees and interested outsiders understand and
appreciate her personal commitments and manage-
ment style.

In the first few days on the job, Taylor had several
opportunities to communicate her philosophy and
expectations during a number of meetings with the
departments in her division. Some of these meetings
were formal, such as when she first accepted the
position; others were more informal, including lunch
meetings with the division heads. Immediately follow-
ing the announcement of her appointment, she also
wrote a memo to her division heads and their employ-
ees outlining some of her ideas for moving the depart-
ment forward. In separate memos she addressed the
personnel development and financial benefits depart-
ments, introducing a new project and encouraging
them to move ahead full speed to develop a new policy
on research teams.

Then Taylor began a round of visits with people
who worked in her division. She talked individually with
several workers and responded to the questions posed by
informal groups. She was asked to write up her evalua-
tion of morale among workers in her division and for-
ward it to the corporate chief executive officer. The latest
financial reports released by the company’s controller’s
office revealed that quarterly figures were down unex-
pectedly; it seemed certain costs had risen dramatically.
Taylor was concerned and adjusted a report she had writ-
ten for a scheduled meeting with the region’s top execu-
tives to reflect these new developments. Later, she spoke
to an assembled employee group in the cafeteria in an
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Essential Elements 
of Effective Presentations

How can one person meet all of the communication
demands confronting a good manager? There are five
basic steps to making effective presentations—we’ll
label them the Five S’s. These five S’s are sequential
in the sense that each step builds upon the preced-
ing steps. Good communication depends heavily on
adequate forethought and preparation. As shown in
Figure A.1, the first three steps involve preparation,
the fourth and fifth focus on the spoken or written
presentation itself. Adequate preparation is the cor-
nerstone of effective communication (Collins and
Devanna, 1990; Gelles-Cole, 1985; Wells, 1989).

1. Formulate a strategy for the specific audience
and occasion. This is the phase in which you
develop your purposes in relationship to the
audience and situation.

2. Develop a clear structure. This step translates
your broad strategy into specific content.

3. Support your ideas with examples, illustrations,
and other material adapted to your audience.
This will reinforce your ideas.

4. Prepare your material to create a presentation
style that will enhance your ideas. How you
present your ideas is often as important as
what you present.

5. Supplement your presentation with confident,
informed responses to questions and chal-
lenges. Your performance in a spontaneous,
free-flowing discussion or exchange of memos
should be as impressive and informative as
your prepared presentation.

We have maintained throughout this book that
effective personal performance is a function of skill,
knowledge, and practice. This is especially the case
with communication. The key to gaining confidence in
making oral and written presentations is preparation

and practice. If you follow the basic five steps, you
should be on your way to delivering effective mes-
sages. Specific guidelines for implementing these five
steps are presented in the following sections.

FORMULATE A SPECIFIC
STRATEGY

Identify Your Purpose

Michael Sheehan, a leading communications consultant
whose clients include CEOs of major firms and presi-
dential candidates, lists as his number one rule for effec-
tive communication: “Know your objective, know your
audience. It sounds easy, but it’s really the hardest art of
communications” (Reingold, 2004). In line with this
recommendation, before collecting information or writ-
ing notes, you should clarify your general purpose for
speaking or writing. Are you trying to motivate, inform,
persuade, demonstrate, or teach? Your general purpose
is to inform if you are providing information, demon-
strating a technique, or delivering a report. When your
purpose is to inform, you are concerned with the trans-
mission and retention of ideas and facts. On the other
hand, if you are motivating workers for higher produc-
tion, convincing others to adopt your ideas, or stimulat-
ing pride in the company, your general purpose is to per-
suade. Persuasion requires the use of motivational
language, convincing argument, and audience adapta-
tion. Your general purpose may affect how you structure
your message and how you supplement your ideas as
well as your style of presentation. That is why it is
important to identify your general purpose first.

Your specific purpose should be easier to determine
once you have identified your general purpose (see
Figure A.2). You can discover your specific purpose by
asking, “What do I want my listeners to learn?” or
“What behaviors or attitudes do I want my listeners to
adopt?” You may answer, “I want my listeners or readers
to learn the six steps in our new accounting procedure”
or “I want them to spend more time with customers.”
Each of these is a specific purpose. It determines how

Figure A.1 The Five S’s Approach to an Effective Presentation
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you will tailor the remainder of your preparation to your
audience and the demands of the situation.

Tailor Your Message to Your 
Specific Audience

The success of your communication is partially depen-
dent on your audience’s understanding and receptivity.

The key to developing an audience-appropriate
message is to understand their knowledge of the topic,
their attitude toward your message, and their expecta-
tions of your presentation. If they already know what
you are trying to teach them, they’ll become bored and
possibly hostile. Start with what they already know,
then expand on it. If you are teaching a new accounting
procedure, begin with the one your listeners currently
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use, then add the new steps. Remember audiences
retain more information if the material is associated
with something they already know, rephrased and
repeated, reinforced with visual aids, and limited to
three to five new ideas. Motivated listeners retain more,
so, early in your message, explain how they can use
the information.

Your audience’s attitudes toward your message are
also critical to consider. Hostile receivers don’t learn as
readily as eager receivers. If your audience is hostile,
start by setting realistic goals. If you try to do too much,
you might trigger a boomerang effect in which your
audience becomes even more hostile. Emphasize com-
mon ground by sharing similar values or parallel goals.
For example, you might point out that increased profits
are good for everyone in the company or everyone has a
stake in improving plant conditions.

For hostile or uncommitted listeners it is impor-
tant to develop a two-sided message (see Table A.1).
Present both sides of the issue. Use strong arguments
built on logic and extensive evidence (Sprague &
Stuart, 1996). Choose neutral language as you develop
your ideas. In these situations, it is also important to
build your credibility. Show yourself to be calm, fair,
reasonable, and well informed. Use humor directed at
yourself to ease tension (Sprague & Stuart, 1996).

Meet the Demands of the Situation

Your receivers’ expectations of your presentation are
also important. The situation frequently determines
expectations, such as the level of formality. Some
situations clearly demand more formal presentations.

Figure A.2 Determining Your Purpose

Table A.1 One-Sided Versus Two-Sided Messages

You should use a one-sided message when:

• Your audience already favors your position.

• Your audience is not well educated in general or on the topic.

• You require a public commitment from your audience.

You should use a two-sided message when:

• Your audience initially disagrees with your position.

• Your audience is well educated in general or on the topic.

• Your audience will experience counterpersuasion on the topic.

Research suggests the best way to present a two-sided message is to first give the arguments that support your position.
Organize those arguments beginning with the weakest and ending with the strongest. Then, present the argument of your
opposition. Organize the opposition arguments beginning with the strongest and ending with the weakest. In this way,
you take advantage of your listeners’ tendency to remember the most recent thing they hear: your strong argument and
your opponent’s weak argument.

Source: Adapted from Sproule, 1991.

Your subject

Your general purpose

Your specific
purpose
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If you are expected to address a board meeting, you
should prepare carefully. On the other hand, if you are
asked for your off-the-cuff comments, a prepared
speech is not appropriate or practical. In this case, it is
permissible to present more spontaneous remarks.
Written communication also involves certain expecta-
tions. Invitations to a company picnic can be posted on
bulletin boards, but invitations to a board of directors
meeting are sent individually. Some situations are
tricky. For example, television often appears informal;
however, you should carefully think out your
comments. Banquets and ceremonies may encourage
an informal, friendly atmosphere, but don’t be fooled.
These aren’t the same settings as one-on-one or small-
group events.

The settings of business presentations can create a
number of constraints you must anticipate. (Remember
forethought and preparation are keys to effective com-
munication.) Consider these common occurrences. A
meeting schedule runs over so your 20-minute presen-
tation must be condensed to 5 minutes. Be prepared
with a short version that highlights information that
will serve your strategy. After presenting your commit-
tee’s proposal for changing customer service proce-
dures, which the committee has studied for three
months, an influential nonmember distributes an
outline of a competing proposal. Be prepared to answer
specific criticisms of your proposal while maintaining a
tone of cordial professionalism.

Language is also affected by the situation. More
formal language choices and more correct sentence
structure are demanded by formal situations. Slang,
colloquialisms, contractions, and less rigid grammar
can add to the ease of informal settings. Determine
your audience’s expectations and adapt your language
to them. Most experts agree your language should be
one step more intense than your audience’s.

DEVELOP A CLEAR STRUCTURE

Begin with a Forecast

In general, an effective introduction does three things.
First, it catches the listeners’ attention and sets a tone
for the message. Second, it provides your listeners
with a reason for listening or reading. Finally, it gives
them a road map or quick sketch of the message.

At a supervisor’s meeting, you might start out
your talk on a new plan for production changes this
way: “Do you realize we have not changed our basic
production process in four years? In that time, seven
new competitors have entered the market, and we’ve
lost 9 percent of market share. But with three changes,

we can get more production, which will generate
3 percent more profits and pay raises in the next fiscal
year. First, we reorganize Bay 2; second, we install a
track between the parts room and the assembly line;
and, third, we set up a phone connection between the
parts room and the assembly line. Let me spend a few
minutes filling out the details of each change and
explaining why these changes will save us money.”

This introduction gets your audience’s attention
because it portrays the immediacy of the problem and
shows why your listeners have an important stake in
what you have to say. By setting the larger context of
increased competition, you intensify their reason for
listening and counter possible resistance to change,
which is common in organizations.

Choose an Appropriate 
Organizational Pattern

Organization is critical because it affects comprehension
of the message. Learners retain more when messages
are organized. Organization also affects your credibility
as a speaker or writer. A person who is organized is
viewed more positively than one who is not—and orga-
nization affects attitude change. Your receivers are more
likely to be influenced by your viewpoint if it is orga-
nized. Finally, an organized message is more likely to be
retained, and thus to influence the listener.

There are many patterns of organization to choose
from (see Table A.2). In general, you should order your
thoughts using continua such as time, direction, causal
process, problem-solving sequence, complexity, space, or
familiarity. A related technique is to organize your mate-
rial as a series of answers to typical questions. Another
common technique is called sandwiching. This involves
three steps. First, you emphasize the advantages of the
plan. Second, you realistically assess the risks or concerns
associated with it. Third, you reinforce the benefits by
showing how they outweigh the costs, demonstrate how
risks can be minimized with proposed safeguards, or
show how resistance to change can be overcome.

As you plan your message consider your listeners’
orientation. The main question to ask is; “What does
my audience already know or think?” Start from that
point, then move closer to the desired knowledge or
point of view.

Written and spoken communication vary in the
amount of detailed information that can be conveyed in
a single effort. Because a memo or report can be reread,
the receiver doesn’t have to remember all the infor-
mation. However, speeches can’t be reheard. It’s more
important to limit the amount of information presented
orally. How many points can you make in a speech?



Three main points are preferred by most speakers, but
many listeners can remember up to five main points.
Seven chunks of information is about the limit of a per-
son’s immediate short-term memory at any one time.
Since people must remember what you have said if
they are to act on it, dividing your speech into no more
than five major chunks should make your ideas easier
to remember (Miller, 1967). If your presentation is
long, consider using visual aids, such as PowerPoint
slides or handouts, to reinforce the message.

Use Transitions or Signposts 
to Signal Your Progress

It is important to give your audience a “road map” at
the beginning of your message. Don’t stop there.
Continue to help them follow you through it. To do
this, signal when you’re moving from one idea to
another by summarizing the first idea, then forecasting
the new idea. This is especially important in oral
communication, since listeners will only hear your
message once; it is critical you provide signposts dur-
ing your speech. You should indicate major transitions
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between ideas, such as: “We’ve just seen how the two
standard types of data storage operate, now let’s look
at the advantages and disadvantages of each storage
system.” In written form, you can signal transitions by
indenting, numbering, or using bullets to highlight
information. You can call your reader’s attention to key
words with italicized or bold print.

Conclude on a High Note

Two important psychological concepts are at work in
communication—primacy and recency. Primacy is the
first impression received and recency is the last. People
tend to remember the first and last things they read or
hear in messages. It’s easy to understand why the most
important parts of any presentation are the first and last
impressions it creates. You establish an initial feeling in
your introduction that colors the rest of the presentation,
and the impression created during the conclusion
influences the audience’s overall evaluation of your
message. Since these are the most important segments of
your presentation, they warrant the most preparation.
You should plan your message with the beginning and

Table A.2 Common Patterns of Organization

STRATEGY EXPLANATION

Chronological Traces the order of events in a time sequence (such as past, present, and future,
or first step, second step, and third step).

Spatial Arranges major points in terms of physical distance (such as north, central, and 
south) or direction from each other (such as internal and external).

Causal Develops ideas from cause (such as diagnosing a disease from its causes) to 
effect or results to cause (such as from its symptoms to the disease).

Topical Enumerates aspects of the topic (such as size, color, shape, or texture).

Monroe’s Motivated Sequence Follows a five-step process:

1. Gaining attention

2. Showing a need

3. Presenting a solution

4. Visualizing the results when the solution is implemented

5. Calling for action to implement the solution

Familiarity-acceptance order Begins with what the listener knows or believes and moves on to new ideas.

Inquiry order Develops the topic in steps the same way you acquire the information or 
solve a problem.

Question-answer Raises and answers a series of listeners’ questions.

Problem-solution First establishes that a problem exists then develops a plan to solve the problem.

Elimination order Surveys all the available solutions and systematically eliminates each possibility 
until one remains.
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end in mind, that is, consider your specific purpose state-
ment as you develop your introduction and conclusion.
Some people write the conclusion first because this
allows them to organize the rest of their material so it
naturally flows into the conclusion.

Reach closure at the end of your speech or written
message by summarizing your ideas for a final time.
Research shows this kind of reinforcement helps listen-
ers retain information. Normally, people remember
less than 20 percent of what they hear or read. If you
preview the information in your introduction, reinforce
it in internal summaries, and then summarize in the
conclusion, you will increase the odds that your audi-
ence will remember your ideas.

The last statements you make after your sum-
mary should create a sense of closure and add to the
memorability of your message. These statements can
take a variety of forms. You can call for action, reinforce
your audience’s commitment to action, or establish
feelings of goodwill (see Table A.3 for further sugges-
tions). For example, you might emphasize legitimacy
by highlighting several authoritative quotes, empha-
size the “I’m here to help” theme, predict conditions
in the future, underscore the utility of your proposal
by emphasizing its impact on the bottom line, or use

an emotional appeal to increase commitment and
loyalty.

SUPPORT YOUR POINTS

Choose a Variety of Support

There are many reasons to use supporting materials, or
evidence, as you develop your message. Most research
concludes that supporting material makes a great differ-
ence in the impact of ideas. This is true even if you are
not well known to your receivers or if they find your
credibility moderate to low. What kind of support
should you choose? Table A.4 illustrates some of the
many kinds of supporting materials available. Messages
are strongest when they are built upon a variety of sup-
porting materials. For example, reinforce statistics on
profit sharing with a specific instance, such as how
those numbers will affect a person on the assembly line.

Consider Your Listeners When
Choosing Your Support

The kinds of supporting materials you choose partially
depends on your audience. If the evidence is new to
them, it will have more impact. Videotapes, recordings,

Table A.3 Types of Introductions and Conclusions

When you select an introduction or conclusion, ask yourself if it orients your audience to your purposes and clearly
signals the beginning or ending of your speech.

1. Refer to the subject or occasion.

2. Use a personal reference or greeting.

3. Ask a rhetorical question.

4. Make a startling statement.

5. Use a quotation.

6. Tell a humorous story.

7. Use an illustration.

8. Issue a challenge or appeal.

9. Use suspense.

10. Appeal to the listener’s self-interest.

11. Employ a visual aid.

12. Refer to a recent incident.

13. Compliment the audience or a member of the audience.

14. Refer to the preceding speaker.

15. Request a specific action.



or photos also have greater impact. People who are
highly dogmatic are more affected by evidence than
those who are not so dogmatic. People are likely to
believe evidence that agrees with their own position
more than evidence that does not. So their initial posi-
tion determines the extent to which they will find
evidence believable. If your receivers find the source or
types of evidence to be believable or credible, it will be
more effective (see Table A.5).

Use Visual Aids as Support

There are as many reasons to use visual aids as there
are types of visual aids (see Table A.6). Visual aids
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help people process and retain data (Seiler, 1971). In
addition to enhancing comprehension and memory,
visual aids can heighten the persuasive impact of your
ideas if they engage receivers actively in the commu-
nicative exchange. Your credibility and your persua-
siveness are enhanced by good visual aids. With these
functions in mind, remember visual aids should be
simple, clear, and professional (see Table A.7). The pur-
pose of a visual aid is to augment your presentation,
not replace it or distract from it. Unfortunately, this last
point is lost by many professionals who treat presenta-
tions as slide shows in which screen displays and even
sound effects—not the presenter—become the center
of attention.

Table A.4 Types of Supporting Materials

Examples Specific instances that illustrate the point or clarify the idea: For example, “Our plants in Detroit 
and Sacramento use Quality Circles.”

Statistics Numbers that express relationships of magnitude, segments, or trends: For example, “Currently, 
a full 32% of our workforce is involved in Quality Circle decision-making, and that is up 17% over
the past two years.”

Testimony The opinions or conclusions of others, particularly experts: For example, “After studying our plants, 
professor Henry Wilson of the Harvard School of Business observed American workers are 
not group motivated. He concluded ‘American workers cannot be expected to respond well 
to Quality Circles for that reason.’”

Table A.5 Using Supporting Materials

There is a great deal of research on the use of supporting materials or evidence in oral presentations. The following
patterns seem to emerge:

1. If you have low to moderate credibility, evidence will probably increase your persuasive effectiveness.

2. There seems to be minimal difference between emotional and logical evidence.

3. Using evidence is usually better than not using it.

4. There seems to be little difference between biased sources and objective sources in their final impact 
on audiences.

5. Good speech delivery may improve the potency of evidence when sources of the evidence are unknown 
or have low credibility.

6. Evidence can reinforce the long-term effectiveness of persuasion.

7. Evidence is most effective when listeners are not familiar with it.

8. People are more likely to believe evidence that agrees with their own position.

9. Highly dogmatic people are more affected by evidence than are less dogmatic people.

10. Evidence produces more attitude change when the course and source qualifications are provided.

11. Speakers with low credibility are seen as more credible when they cite evidence.

12. Using irrelevant evidence or poorly qualified sources may produce an effect opposite to what the speaker intends.

Source: From Persuasion: Reception, and Responsibility 6th edition by Larson.© 1992. Reprinted with the permission of Wadsworth, a division of Thomson Learning: www.thomsonrights.com.
Fax 800 730-2215.

www.thomsonrights.com
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Computer-aided graphics make it easier than ever
to supplement your main ideas with visual materials.
They also make it easier to create cluttered, excessive
visual and sound images that distract the audience

from your strategic message. Select and design visual
aids to reinforce your strategy and ideas, and to make
them clearer. Keep in mind each type of visual aid
communicates information in a different way. In gen-
eral, visual aids such as slides, photographs, and
posters can help an audience feel the way you do.
They enhance the emotional dimension of a presenta-
tion. On the other hand, descriptive or written materi-
als help an audience think the way you do. Numbers
and charts reinforce cognitive processes; photographs
reinforce affective processes. Use tables and graphs to
highlight relationships and patterns, not to convey
comprehensive data. If necessary, use supplemental
handouts of comprehensive tables and charts.

USE AN ENHANCING STYLE

Up to this point, the preparation of oral and written
messages is very similar. Whether you intend to deliver

Table A.6 Functions of Visual Aids

According to research, using effective visual aids in 
an oral presentation:

• Makes your presentation up to 50% more memorable.

• Significantly clarifies complex or detailed information.

• Portrays you as more professional and better prepared.

• Speeds up group decision making.

• Shortens meeting time by up to 28%.

• Makes your message 43% more persuasive.

Sources: Osborn & Osborn, 1991, and Gronbeck et al., 1992.

Table A.7 Checklist for Using Visual Aids

As you prepare your visual aids, ask yourself the following questions:

❏ Can I avoid making the visual aid the most important aspect of my speech? Will it be more than just an ornament?

❏ Can I translate complex numbers into bar or line graphs for easier comprehension?

❏ Am I comfortable with using the visual aid? Have I practiced with it so using it is natural, and it does not break the 
flow of ideas in my speech?

❏ Is it large enough to be seen by everyone without straining?

❏ Is all the printing short and neat?

❏ Is the visual aid colorful and involving? Studies show color highlights aid recall of information.

❏ Are my visual aids professional: neat, attractive, and accurate?

❏ Have I made the necessary arrangements for special visual aids in advance?

❏ Can I use the visual aid without blocking my audience’s view of it? Will I be able to maintain good eye contact with 
my listeners while using the visual aid?

❏ Can I avoid reaching across my body or waving the visual aid in front of my face?

❏ Can I avoid distracting my listeners by keeping the visual aid covered or out of sight before and after I use it?

❏ What will I do if the visual aid fails to work? Am I prepared for unexpected contingencies such as a burned-out 
projector bulb or a room that cannot be darkened?

❏ Have I planned for assistance or volunteers in advance if they are needed?

❏ Will a pointer be needed?

❏ Will all charts be secured so I don’t have to hunt for them on the floor in the middle of my speech?

❏ Am I using a variety of visual aids to increase my listeners’ interest?

❏ If I’m using handouts, can I adjust to the distraction caused by passing them around? Can I compete with listeners 
who will read the handout rather than listen to me?

❏ Can I speak over the noise of a projector or other machine?



a speech or write a memo, you need to develop your
strategy by identifying your purposes, structuring
your message, and supporting your ideas with evi-
dence. The fourth step requires separate treatment of
oral and written messages because they are stylistically
very different forms of communication. We’ll first focus
on oral presentations.

STYLE IN ORAL 
COMMUNICATION

Prepare Your Notes

The mark of effective presenters is the appearance of
effortlessness. Some speakers have such command
of their material it appears they are ad libbing. Most of
us prefer such a conversational style (see Table A.8),
but don’t be fooled by appearances. Hours of prepara-
tion and practice preceded the actual performance.
You’ve already been introduced to the three steps of
preparation, but how do you develop the fourth stage
of your preparation for oral communication?

After you have carefully considered your strategy,
structure, and support, you should prepare your speak-
ing notes. To do this, simply write your key points in a
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rough outline following the organizational pattern you
have chosen. What you do next depends on your
method of presentation. Most often, you will speak in a
conversational manner that is not memorized or read;
this is referred to as extemporaneous speaking.
Extemporaneous presentation is desirable because it is
natural and flexible; it applies to most situations. To
prepare, copy key words on note cards to stimulate
your memory; standard pages are often distracting.
Write out quotations, statistics, or anything that
requires exact wording. Highlight places where you
intend to use visual aids, pause for questions, or present
an exhibit. To rehearse, go through the speech, phras-
ing your ideas in language that seems natural. You may
find yourself phrasing ideas with different words each
time. That is okay. It will increase the conversational
quality of your speech because your words will be
typical of oral style and natural expression. It will help
you develop flexibility, allowing you to adjust to differ-
ent wording and flow of ideas.

If the occasion is formal and demands precise
wording or exquisite prose, you should prepare a
word-for-word manuscript to memorize or read. Then
you should rehearse with the manuscript, trying to
achieve as much natural flow in the dialogue as possi-
ble. This form of presentation is rare, but it may be
required for discussing legal and financial issues, mak-
ing announcements to the press, or conducting special
ceremonies. Otherwise, avoid using written scripts
and memorization for presentations because they dis-
rupt the natural flow of conversational style and break
eye contact with your listeners. Because manuscripts
are prepared in written form first, they usually take on
the style of written language. Unless you are a prac-
ticed speechwriter, your manuscript will sound like
written rather than oral speech (see Table A.9).

Practice Your Presentation

It is a good idea to rehearse your presentation under
simulated conditions—in a similar room, with listen-
ers who can give you suggestions for improvement.
Time your presentation so you know if it is necessary
to cut or expand your ideas. Research shows practicing
a speech for short periods of time over the course of
several days is more successful in reducing anxiety
and improving memory than concentrated practice.
So give the speech to yourself during breakfast, at
your morning coffee break, as you walk to a midafter-
noon meeting, and before bed. Distributed practice is
more efficient and yields better results than massed
practice.

Table A.8 Differences Between Public

Speaking and Conversation

Folk wisdom holds that giving a speech is just like talking
to another person. While it is true most people prefer a
conversational style of public speaking, there are at
least three noteworthy differences between 
giving speeches and holding conversations:

1. Public speaking is more highly structured. It requires
more detailed planning and development. Specific
time limits may be imposed, and the speaker does 
not have the advantage of being able to respond 
individually to listeners.

2. Public speaking requires more formal language. Slang,
jargon, and poor grammar all lower speaker credibility,
even in informal speech situations. Listeners usually
react negatively to poor language choices. In fact,
many studies show some kinds of language, 
such as obscene language, dramatically lower a 
speaker’s credibility.

3. Public speaking requires a different method of 
delivery. The speaker’s voice must be adjusted in 
volume and projection, posture is more correct, and 
distracting mannerisms and verbal habits are avoided.

Source: Adapted from Lucas, 1989.
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Practice Using Your Visual Aids

This will help you get used to managing them and give
you some idea of how long your speech will take with
the visual aids. Prepare for the totally unexpected.
What if the roar of an overhead plane drowns out your
voice? What if the microphone goes dead, a window
blows open, or the room becomes extremely hot?
Compensate for minor disruptions by slowing your
rate, raising your volume a little, and continuing. You
will encourage listeners to listen to your message rather
than be temporarily distracted. For other disruptions, a
good rule of thumb is to respond the same way you
would if you were in the audience. Take off your jacket
if it is too hot, close the window, raise your voice if
listeners can’t hear you, or pause to allow a complex
idea to sink in.

As you practice, think about how you will channel
your anxiety. Most speakers report feeling anxious
before they speak; it’s normal. To manage your anxiety,
channel it into positive energy. Prepare well in advance
for the speech—develop your ideas, support them, and
practice your delivery. Even if you are anxious, you will
have something important to say. It may help to visual-
ize the speaking situation. Close your eyes, relax, and
think about how it’s going to feel and what your audi-
ence will look like as they watch you. Expect to feel a

little momentary panic as you get up to speak; it will
evaporate as you progress into the speech. Remember
to think about your ideas rather than how nervous you
feel. Focus on your message. Also remember anxiety
about speaking never really goes away. Most experi-
enced speakers still get podium panic. The advantage of
experience is you learn how to cope by converting your
anxiety into energy and enthusiasm. That gives you an
extra sparkle as you speak. Above all, don’t tell your lis-
teners you are nervous. This will divert their attention
from your ideas to your anxiety. Usually, listeners can’t
tell a speaker is nervous—only speakers know, and
they should keep that secret.

Convey Controlled Enthusiasm 
for Your Subject

When a survey was given to 1,200 people asking them
to identify the characteristics of effective presentations
(Peoples, 1988), the results contained adjectives such as
flexible, cooperative, audience-oriented, pleasant, and
interesting. What was striking about these results is that
only the last item on the list of 12 outstanding charac-
teristics was specifically related to the content of the pre-
sentations. This suggests the preceding discussion of
effective format, while necessary, is not sufficient to
guarantee your success. Put another way, a rambling,

Table A.9 Differences Between Oral and Written Styles

Why do we instantly recognize a memorized speech? Why does a meeting transcript sound funny? The answer to both
questions is oral style differs from written style. Memorized speeches from manuscripts reveal their written style, and
conversations that are read reveal their oral style. Oral style differs from written style in the following ways:

1. The average sentence length is shorter (about 16 words) in conversations.

2. Vocabulary is more limited in speaking than in writing. “I” and “you” make up almost 8% of the words used in 
speaking; fewer than 50 words make up almost half of the total vocabulary we use when we speak.

3. Spoken vocabulary consists of more short words.

4. Speakers use more words referring to themselves such as “I,” “me,” and “we”; listeners rate this as more interesting.

5. More qualifying terms (such as “much,” “many,” and “a lot”) and allness terms (such as “none,” “never,” and
“always”) are used in speaking.

6. More phrases and terms indicating hesitation are apparent in speaking, such as “it seems to me,” “apparently,” 
“in my opinion,” and “maybe.”

7. Fewer precise numbers are used in speaking.

8. Speakers use more contractions and colloquial expressions such as “can’t,” “wouldn’t,” “wow,” and “chill out.”

One final note on language: There is some evidence that we use lexical diversity as a cue to a speaker’s 
socioeconomic status, competence, and perceived similarity.

Source: Copyright 1978 From Oral and Written Style by L. Einhorn. Reproduced by permission of Taylor & Francis Group, LLC. www.taylorandfrancis.com.

www.taylorandfrancis.com


poorly organized presentation will surely produce
an overall negative evaluation. On the other hand, a
well-organized, highly logical, and easy-to-follow pre-
sentation that is poorly delivered will also be viewed
negatively. This study suggests style is extremely impor-
tant in oral communication.

Years of research on student evaluations of class-
room teaching performance have consistently shown
that enthusiasm is the hallmark of a good teacher.
Students will forgive other deficiencies if the teacher
obviously loves the subject and is genuinely interested
in conveying that appreciation to the students. The
same holds true for presenters. Your posture, tone of
voice, and facial expressions are all critical indicators
of your attitude. Speak standing if you can, move occa-
sionally, and use gestures to convey an attitude of
earnestness. Remember, your audience will become
infected with your enthusiasm.

Although enthusiasm is important, it must be con-
trolled. Do not confuse enthusiasm with loudness. A
good rule is to use vigorous but conversational tones of
voice and inflections. Avoid bellowing or preaching
at your listeners. Be sure you can be easily heard and
your tone is sufficiently emphatic to convey meaning
effectively. In general, your speech should resemble an
animated or lively conversation.

Use Delivery to Enhance 
Your Message

Another key to maintaining audience attention is effec-
tive delivery. Eye contact is the most important tool for
establishing audience involvement. It makes listeners
feel as if they are involved in a one-on-one, semiprivate
discussion with you. In this culture, we value direct-
ness and honesty. One of the expressions of these val-
ues is direct eye contact. Effective eye contact means
looking directly at members of the audience, one at a
time, on a random, rotating basis. Generally, the
smaller the group, the longer you can look at each per-
son. Maintaining eye contact is also your primary
source of audience feedback as you are presenting. If
your audience appears puzzled, you may need to
pause and review your key ideas.

It is important to use physical space and body
movement to enhance your message. Remember pre-
sentations are like movies, not snapshots. Alternate
moving and standing still, speaking and listening, doing
and thinking. Intersperse your lecture with chalkboard
use, demonstration, audience participation, and audio-
visual aids so no single activity occupies a large portion
of the presentation. Add some spice to your presenta-
tion by including personal anecdotes, references to
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members of the group, unusual facts, vital information,
and vibrant images. Whenever appropriate, arrange the
podium area to accommodate physical movement.
Physical movement can be used to punctuate impor-
tant points, signal transitions, build rapport with a
person who asks a question, heighten the interest of
particular segments of the audience, and help your
listeners stay alert by refocusing their attention.

Other aspects of physical space affect the quality
of your presentation. If possible, arrange the podium
area and seating in the room to remove distractions.
In more intimate settings, group participants so there is
less space between them. Eliminate unnecessary
or distracting materials from the podium, such
as unused equipment, signs, and displays. Keep your
visual aids covered until they are used and keep the
chalkboard clean. Focus your listeners’ attention on
you and your message.

You can use space to convey intimacy or distance.
Position yourself roughly in the middle of your audi-
ence from left to right and in a spot where you can
comfortably maintain eye contact. With this in mind,
you can deliberately alter your presentation style to
build rapport with members of the audience. Move
closer if you intend to build intimacy or tension;
move to a comfortable distance when your ideas are
neutral.

Gestures can also add to a presentation. They
should appear to be spontaneous and natural in order
to enhance, rather than distract from, your message.
They should be relaxed, not rigid. Use them to accen-
tuate your normal mode of expression. To some
extent, when you concentrate on your message, not
your movements, the appropriate gestures will come
naturally. Remember your gestures should be smooth,
relatively slow, and not too low (below your waist),
too high (above your shoulders), or too wide (more
than two feet from your body). If you are using a
podium, step slightly behind or to the side of the
podium so it does not block your listeners’ view of
your movement. The general rules for gestures change
as your audience becomes larger. You must adapt to
large groups by making larger, more dramatic gestures.

Avoid any gestures or movements that distract
from your message. Irrelevant movement such as jin-
gling change in a pocket, toying with notes, shifting
from foot to foot, twisting hair, or adjusting eyeglasses
are annoying. In fact, any movement repeated too
often creates a distraction. Practice using a variety of
body movements to illustrate or describe, enumerate,
add emphasis, or direct attention. For variety, some
gestures should involve the entire upper body, not just
your dominant hand.
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STYLE IN WRITTEN
COMMUNICATION

Like oral communication, written communication is a
skill; it can be learned. Written communication follows
the same three preparation steps as oral communica-
tion. The writer determines strategies, structure, and
support before actually putting pen to paper. As with
effective presentations, good writing draws on careful
analysis of the audience and situation. In a business set-
ting, “every document is a response to a problem or
opportunity requiring that some consensus be achieved
or action taken” (Poor, 1992, p. 38).

There are significant differences between oral
and written communication style. Although it lacks
the interpersonal dimension of immediacy, written
communication offers one tremendous advantage
over oral communication—it lasts. Written docu-
ments can be retained, studied, duplicated, and filed
for the future. This means they are essentially capable
of conveying much more detailed information. While
written communication offers these advantages, it
also makes different demands on the communicator;
written communication demands precision.

Develop Mechanical Precision 
in Your Writing

Your professional image is judged by the appearance of
your written communication. Cross outs, erasures,
typographical errors, or other sloppiness detract from
your written message, just as awkward mannerisms
can distract from your oral message. Grammatical pre-
cision is also required—misspellings, punctuation
errors, and poor grammar are marks of uneducated
writers. This is certainly not an image you want to con-
vey. You may expect a secretary or clerical worker to
catch and correct all these things, and many times that
happens. However, when you sign or otherwise
endorse the final product, you alone are accountable
for any errors it contains. It is essential to develop the
habit of proofreading final drafts before you sign them.

Violations of the rules of grammar and punctua-
tion may affect more than just your credibility. They
can also disrupt your reader. If the reader is distracted
by typos, confusing grammar, or ambiguous pronouns,
your ideas may become lost; such errors can cripple
the impact of your message. Some recruiters toss out
résumés that contain mechanical errors. Their reason-
ing is if job applicants can’t take the time to proofread
a short résumé, they may be sloppy on the job, too.
Some readers are insulted by poor grammar; others
automatically consider themselves superior to the
writer. While these may not be logical reactions, they

occur, and more important, they block your effec-
tiveness. You may argue correct grammar and punctu-
ation are not vital. Maybe not, but you take a chance
every time you present careless work to another
reader. Consider the campaign of Charles Day for a
seat on local government. His campaign flyers, deliv-
ered house to house, carried the banner, “Vote Charles
Day for School Bord.” Would you want a man who
apparently can’t spell make decisions on academic
matters for your neighborhood schools? The impres-
sion is if you don’t have the time or incentive to check
your own writing, you won’t pay attention to details in
the work of others.

Practice Factual Precision 
in Your Writing

Getting the facts right is important. If you send a memo
calling for a meeting but record an incorrect meeting
date, you’ll suffer the consequences of inconveniencing
others. Accuracy is critical, but that’s just the begin-
ning. It’s up to the writer to create sentences that make
the meaning unmistakably clear to the reader. Many
times writers know the facts but omit important details
in writing. Omission occurs when you have all the facts
or circumstances but as you write, you assume the
reader knows the facts. Write with your reader in
mind. This assumes you have analyzed who your read-
ers are and understand what information they need
and expect. What basic information is important for
readers to know in order to understand your message?
Instead of starting with the central part of the message,
provide the background first, such as: “In response to
your memo of February 2, requesting corrections to our
policy on grievances, we have taken three actions. First
. . . ” If you’re not sure what to include, ask someone
who doesn’t know the details of the situation to read
what you have written.

Ambiguity is another barrier to clear writing.
Many times we write as we speak, throwing in phrases
as we would speak them. Unlike speakers, writers can’t
use nonverbal cues to convey specific meanings or asso-
ciations. Since readers may not have the advantage of
asking questions or getting immediate feedback, they
are left to determine associations for themselves.
Consider how ambiguity creates a lack of precise fac-
tual meaning in this memo:

The next meeting of the department is sched-
uled for next week. Matt Olsen has told Leo
Robinson to report on the union elections. His
report will follow announcements. We will
elect new officers at our upcoming meeting.



This memo doesn’t pass the standard test of clear
writing. If the memo was sent on Friday and received
on Monday, which week contains the meeting? Who
is giving the report? The pronoun “his” causes confu-
sion since it could refer to either Matt Olsen or Leo
Robinson. Which “upcoming meeting” will result in
the election of officers? Will it be the meeting called by
the memo or another “upcoming meeting”? Because it
can breed confusion, annoyance, and wasted time,
such a sloppy memo can have an adverse effect on the
relationship between the writer and recipients that can
affect their subsequent communication. Seen in this
light, the memos a manager routinely writes are an
important factor in managing relationships strategically
and productively.

Construct Written Messages 
with Verbal Precision

Achieving verbal precision is different from mechani-
cal or factual precision. Verbal precision is based on the
accuracy of the words chosen to express the ideas. In
an ideal world, words would provide the exact mean-
ing you intended, but words can’t replicate reality.
Rather, words are symbols of objects and ideas. Add to
this inexact representation the reader’s own subtle
shadings of meaning, and you can see why it’s difficult
to achieve verbal precision. Put another way, a word
has two levels of meaning: its denotation, or the mean-
ing agreed upon by most people who use the word,
and its connotation, or the personal dimension of
meaning brought to the word by the receiver.

Communication depends on a blend of both deno-
tative and connotative meanings. Consider the noun
Greenpeace. Its denotative reference is to a specific
international environmental organization. The connota-
tive meaning varies widely. For many environmentalists,
Greenpeace is leading a worthy crusade. However, for
some governments and companies, the organization is,
at best, a nuisance. These are the connotative references
of a single word. Consider the difficulty in creating the
right blend of denotative and connotative meaning in
entire documents. You need to be aware of both types of
meaning of the words you use. Frequently, you may rec-
ognize your own connotative meaning but be unaware
of how others may react. While connotation is often a
personal matter, you can attempt to judge this meaning
by thinking from your receivers’ viewpoint. What is their
most likely reaction?

The key to verbal precision in writing is clarity.
The fundamental questions you must ask yourself are:
“Does the word or phrase convey my meaning without
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confusion?” or “Could anyone reading this memo for
the first time understand the ideas directly and
simply?” A secondary question is whether the written
message conveys unintentional meanings stimulated by
connotative meanings of words or phrases. The impact
of connotations once more underlines the importance
of knowing your audience and of being aware of what
is appropriate for one audience or another.

Pay Attention to Tone

The tone of your writing is directly related to your dic-
tion, or word choices. For example, compare these
two statements: “Our company will purchase the
product” and “We’ll buy it.” The second sounds more
informal because it uses pronouns and a contraction.
In general, longer words and sentences tend to convey
a more formal tone.

Using the appropriate level of formality in your
writing calls for you to analyze the nature of the writing
situation. An invitation to a reception for the company’s
board of directors calls for formal language. When you
are writing to strangers or up the chain of command, it
is safer to be formal. When you are communicating
across or down the chain, you may often be informal.
However, a letter of reprimand to a subordinate should
be formal in tone.

Tone in business writing goes beyond its relative for-
mality. It reflects on the nature of the writer as a person
and therefore affects how the reader feels about the
writer. Its impact can be significant and often unexpected.
For example, a terse letter may be interpreted as sarcastic
or angry even if the writer did not intend sarcasm or
anger. Consider a customer who writes a long letter
expressing problems with a product. What would the
customer think if this response were mailed back:
“Thank you for your letter of January 12. We always
enjoy hearing from our customers.” Although this
response has the trappings of courtesy, it seems insincere
and perhaps sarcastic. It hardly seems that the respon-
dent read the customer’s letter—there is nothing about
its contents—or that the letter was “enjoyed.” Although
the response shows factual and mechanical precision,
the tone is inappropriate and potentially damaging to the
relationship with this customer.

In most cases, even disappointing news can be
expressed in a positive way. Consider an employer
who responds to a job applicant by writing, “In a com-
pany as well respected as ours, we rarely have time to
consider applications such as yours.” Not only is the
news bad, the arrogant tone also needlessly humiliates
the applicant. A response with a more positive tone
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might be: “We read your application with interest but
currently do not have any openings in your specialties.
Best wishes with your continued search.” The news is
still bad, but the polite tone shows respect for the
applicant and promotes a professional image for the
company.

Compare the following sentence and its more posi-
tive version: “Because of recent heavy demand, we will
be unable to ship the items you ordered until July 15,”
and “Although recent demand has been heavy, we will
be able to ship the items you ordered July 15.” A slight
variation in wording here changes a tone of helplessness
to one of helpfulness.

Under most business writing conditions, you
should be cordial. You should express tact and friendli-
ness appropriate to your relationship with the reader.
This attitude will have a positive effect on your word
choices, which in turn will more likely convey an
appropriate tone.

One area of modern business writing where failing
to pay attention to tone has cost many bad feelings
and lost time is e-mail. By its nature, e-mail encourages
rapid-fire exchanges, especially when busy workers face
an in-box filled with messages, many of which are ill-
considered and unclear. E-mail is not a phone conversa-
tion in which tone of voice and other cues can clarify
your meaning and in which you can read the listener’s
vocal cues. However, many e-mailers seem to forget the
difference. They don’t state the context of their mes-
sage; they don’t give needed background information;
they don’t organize their message; they don’t make
careful word choices that convey a cordial tone. By not
taking the time to consider their message in light of the
situation and the receiver, e-mailers can convey inappro-
priately demanding tones or disapproving tones if their
requests aren’t met promptly. The antagonism created
by the poor tone of e-mail messages can delay solving
the business problem at hand and negatively affect the
work relationships of the e-mailers.

Use the Proper Format

Like it or not, first impressions count, even in written
communication. Sloppiness suggests the writer doesn’t
take the message seriously; odd or unconventional for-
mats hint the writer is ignorant or unprofessional. You
should become acquainted with the physical layout of
letters, memos, proposals, and other common forms of
written business communication. Others expect you to
have this basic knowledge; many handbooks and com-
puter software programs are available to guide you in
the development of these formats. Some companies

have style guides that precisely prescribe the formats
for all documents representing the company.

While there are several acceptable formats for
written communication such as business letters, the
reader should be able to pick up specific information at
a glance. In the business letter, this information
includes: the intended recipient of the letter, the
sender, the sender’s address for return correspon-
dence, any enclosures, and recipients of copies of the
letter. All of this information is separate from the body
of the letter and should be clearly visible.

Because memos are intended to communicate
within an organization, their format is different from
that of letters. Instead of business letterhead, memo
letterhead is used. Basic information can also be
obtained at a glance. The top of the memo should
include: To, From, Date, and Subject headings. Usually,
salutations and closings are not considered necessary
within an organization.

Proposals are much lengthier and require special
attention to supporting information such as tables,
graphs, and charts. The best ways to represent such
data can be found in readily available resources on
business writing.

Whatever the final format, there is one objective in
all written business communication: Your message
should be simple, direct, and clear. Anything that inter-
rupts your reader’s movement through your writing
limits its effectiveness. Any imprecision—a mechanical
blunder, a factual omission, or a strange word—calls
attention to itself and, like an odd gesture in spoken
communication, diverts attention away from your
ideas. As a writer, you must aim at clear, direct trans-
mission of your message.

SUPPLEMENT YOUR
PRESENTATION BY 
RESPONDING TO QUESTIONS
AND CHALLENGES

Prepare Thoroughly to Handle 
Questions

Answering questions and responding to objections is a
vital part of the communication process because it allows
us to interact directly with our listeners. We can learn
about how our listeners are thinking and their responses
to our ideas from their questions; it’s a two-way street.

The key to formulating effective responses is the
same as the key to developing good speeches—careful
preparation. Read broadly and talk with experts in
your field. Don’t read just the material that supports



your point of view but also read what the opposition is
saying. The best defense can be a good offense, and
this is no exception. Ask your colleagues to critique
your material, discuss their questions and objections
with them, and collect supporting documentation or
evidence. You can also practice your responses. Begin
by considering what your listeners might ask or find
someone opposed to your position who will list ques-
tions for you. Then, practice your responses to these
questions.

Despite your best efforts, you may get an over-
whelmingly hostile response from your listeners. Don’t
be afraid to take a stand that disagrees with them.
People may not agree with you but they will respect
your sincerity. If someone throws you a curve, don’t
apologize or bluff your way through with an inadequate
response. Be honest and direct, tell them if you don’t
have the answer. Invite them to discuss the problem
further at a later time and follow up on your invitation.
The next time someone asks the same question, you
will be prepared.

Respond to Objections 
in an Orderly Manner

In general, answer questions as succinctly as possible.
Rambling answers may make it appear as though you
are hedging or unsure. They also suggest an inability to
think concisely. You can answer objections in four steps:

1. Restate the objection. This gives you time to
think, shows your interest, and makes sure
everyone understands the question. Restatement
recognizes the objection and clarifies it for every-
one in the audience.

2. State your position. Give a concise, direct
statement of what you believe to make it clear
where you stand.

3. Offer support for your position. This is the crit-
ical part of the response. Provide evidence that
shows your position is the right one.

4. Indicate the significance of your rebuttal.
Show the impact of adopting your position.
Offer reasons for doing so.

Following the four steps we’ve outlined, a good
response to an objection might take this form:

1. Joe has stated a management-by-objectives sys-
tem won’t work in our factory because super-
visors don’t want input from the cutting floor
(restatement of the objection).
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2. I think a management-by-objectives system will
work and it will increase worker satisfaction
(statement of your position).

3. I’m basing my position on a group of studies
done in our Newark plant last year. Output
increased 0.5 percent during the first month,
and more importantly, workers reported more
job satisfaction. They had fewer sick days, too
(support for the position).

4. If our plant is similar to the Newark plant—
and I think it is—then I believe our supervisors
will notice the same gains here. Until Joe can
provide us with a reason to stick with the cur-
rent system, I think we ought to give the new
one a try—we stand to get more output and
better job satisfaction (significance of rebuttal).

Practice this format until it becomes automatic. It
builds up your own case while responding to the
objection. Since this format rationally shores up your
position, it increases your credibility as well. And, it
increases the chances that others will agree with you.

Maintain Control of the Situation

You need to balance being sensitive to feedback and
flexible enough to respond to legitimate concerns with
avoiding prolonged, unproductive interchanges.
Recognizing everyone’s right to ask questions or offer
alternative positions is important because it grants
audience members respect. On the other hand, you
also have every right to decide what is relevant for
consideration. You shouldn’t allow one or two mem-
bers of your audience to dictate the pace or direction
of your presentation. This places you in a position of
weakness that undermines your credibility. If you
should alter your position, make certain the majority of
your listeners view it as a responsible shift rather than
an effort to placate a minority voice.

Keep exchanges on an intellectual level. Arguments
and rebuttals can degenerate into name-calling in which
little is settled. Effective communication is more likely to
occur when the calm voice of reason dominates than
when you squabble with your listeners.

You’ll soon learn people don’t always ask questions
just because they want information. Some people crave
attention; others may sabotage your position if they per-
ceive your ideas as a threat. Planning for these possibil-
ities will give you more options; foresight enables you
to respond appropriately. You might answer hostile
questions with further questions, drawing out your
interrogator and regaining the offensive. Or you might
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broaden the discussion. Don’t get trapped into an argu-
ment with one person. Involve others to determine if
this is an isolated concern or a legitimate issue. Finally,
you might express your willingness to discuss special or
detailed issues but defer extensive discussion until the
end of your presentation.

Summary and Behavioral Guidelines

A key aspect of management is communication, and
formal presentations are an essential communication
tool. Therefore, effective managers must be able to
create effective informative and persuasive messages.
You can enhance your speaking and writing with
thorough preparation and repeated practice. This chap-
ter has outlined a number of guidelines based on the
Five S’s model:

1. Formulate a strategy for the specific audience
and occasion.

2. Develop a clear structure.
3. Support your points with evidence adapted to

your audience.
4. Practice presenting your material in a style that

will enhance your ideas.
5. Supplement your presentation by effectively

responding to questions and challenges.

Strategy

1. Identify your general and specific purposes.
2. Tailor your message to your audience.

❏ Understand their needs, desires, knowledge
level, and attitude toward your topic.

❏ Make sure your approach is audience- 
centered.

❏ Present both sides of the issue if your audience
is hostile or uncommitted.

3. Meet the demands of the situation.
❏ More formal situations demand formal

language and sentence structure.
❏ Informal situations allow slang and less rigid

language use.

Structure

4. Begin with a forecast of your main ideas.
❏ Catch your audience’s attention as you begin.
❏ Provide them with a reason for listening or

reading.
❏ Give them an outline of the message so they

can follow along.

5. Choose your organizational pattern carefully.
❏ Start with what your listeners already know or

think.
❏ Use organization to increase your credibility.
❏ Move from familiar to unfamiliar, simple to

complex, old to new, or use other continua for
organizing your thoughts.

❏ Make no more than three to five main points
in oral communication.

6. Use transitions to signal your progress.
7. Conclude on a high note.

❏ Take advantage of greater audience attention
at the conclusion of your message.

❏ Reach closure by reinforcing through a
summary of your ideas.

❏ Use your last statements to call for action,
reinforce the commitment to action, or
establish a feeling of goodwill.

Support

8. Choose a variety of support.
❏ The most effective support is not well known

to your listeners.
❏ Support increases your credibility.
❏ You may use a wide variety of supporting

material.
9. Consider your audience when choosing your

support.
❏ New evidence and live videotapes have more

impact.
❏ The audience’s initial position determines the

extent to which they find evidence believable.
❏ Using evidence is better than not using

evidence.
10. Use visual aids as support.

❏ Visual aids have a dramatic impact on
comprehension and retention.

❏ Visual aids also enhance persuasion.
❏ Keep visual aids simple and effective.

Style in Oral Communication

11. Prepare your notes.
❏ Remember, the crucial effect is 

conversational style.
❏ Extemporaneous presentation requires limited

notes combined with frequent delivery
practice.

❏ Formal occasions demand precise wording
that requires a manuscript or memorized
speech.



12. Practice your presentation.
❏ Use distributed practice rather than massed

practice.
❏ Practice using your visual aids and plan for 

the unexpected.
❏ Plan to channel your speaking anxiety.

13. Convey controlled enthusiasm for your subject.
❏ Effective speakers communicate excitement

about their topics.
❏ Your posture, tone of voice, and facial

expressions all indicate your attitude.
❏ Your speech should resemble an animated

conversation.
14. Engage your audience with effective delivery.

❏ Eye contact is the most critical tool.
❏ Use physical space and body movement to

enliven your message.
❏ Use space to convey intimacy or distance.
❏ Use gestures to accentuate your normal mode

of expression.
❏ Avoid any movement that distracts from 

your message.

Style in Written Communication

15. Develop mechanical precision in your writing.
❏ Project a professional image.
❏ Errors may distract your readers and disrupt

the impact of your message.
16. Practice factual precision in your writing.

❏ Accuracy ensures your meaning will be 
communicated clearly.

❏ Ambiguity prevents factual precision.
17. Construct written messages with verbal 

precision.
❏ Words cannot replicate reality.
❏ Consider denotative and connotative meanings

of words as you write them.
❏ The key to verbal precision is clarity.
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18. Pay attention to tone.
❏ Tone is directly related to word choice.
❏ Adjust the tone of your message to the

formality of the situation.
❏ Tone affects how readers feel about the writer.
❏ Writing should express appropriate cordiality.
❏ Positive phrasing is preferable to negativity.

19. Use the proper format.
❏ You are responsible for creating an impression

of professionalism.
❏ Business letters, memos, and proposals all

have special formats.

Supplement: Questions and Answers

20. Anticipate questions and thoroughly prepare
responses.
❏ Rehearse answers to difficult questions.
❏ Handle hostile listeners with honesty and

directness.
21. Respond to objections in an orderly fashion.

❏ Restate the objection.
❏ State your position.
❏ Offer support for your position.
❏ Indicate the significance of your rebuttal.

22. Maintain control of the situation.
❏ Balance the demands of specific individuals

with the interest of the group.
❏ Keep exchanges on an intellectual level.
❏ Plan for the questioner who has a personal

agenda.
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SKILL PRACTICE

EXERCISES FOR MAKING EFFECTIVE 
ORAL AND WRITTEN PRESENTATIONS

Speaking as a Leader
As illustrated in the opening case about Taylor Billingsley at Apex Communications, one of
the major challenges facing leaders is the requirement to deliver a wide range of pre-
sentations. Effective communicators must be skilled at both informing and inspiring. They
must be able to hold their own with hostile audiences as well as to impress content experts
and instill confidence in novices. They must be skilled at building consensus, pointing out
new directions, and explaining complex topics. This exercise, adapted from Richard
Linowes, provides an opportunity to practice speaking on a variety of leadership topics.

Assignment
To practice playing this important leadership role, prepare a talk and a memo on one of
the following topics. Your speech should last from three to five minutes, unless you are
otherwise instructed. Your memo should not exceed two pages. Create a context for your
communication by assuming a management role in a familiar organization. Before begin-
ning, explain the details of the context to your audience (either orally or in a written
summary). Briefly explain your organizational position, the makeup of the audience, and
their expectations of your presentation. (For the memo, attach a one-page background
statement.) The specific content of your communication is less important than how
well it is prepared and how persuasively it is delivered. Prepare to respond to questions
and challenges.

In preparing your presentation, review the behavioral guidelines at the end of the
Skill Learning section. The checklist in this exercise may also be useful. You will receive
feedback based on the criteria shown in the Observer’s Feedback Form.

Topics for Leadership Talks
1. Taking Charge of an Established Group. The speaker is a manager newly

assigned to a group that has worked together under other managers for some time.
2. Announcing a New Project. The speaker is announcing a new undertaking to

members of his or her department and is calling on all to rally behind the effort.
3. Calling for Better Customer Service. The speaker is motivating all employees

to be as attentive and responsive as possible to customers.
4. Calling for Excellence and High-Quality Work. The speaker is motivating all

employees to perform their jobs with a commitment to meeting the highest possible
standards.

5. Announcing the Need for Cost Reductions. The speaker is requesting everyone
look for ways to cut expenditures and immediately begin to slash spending.

6. Commending a Job Well Done. The speaker is extolling a group of people who
have worked very hard for an extended period to produce outstanding results.

7. Calming a Frightened Group of People. The speaker is endeavoring to restore
calm and confidence to those who feel panic in the face of distressing business
developments.



8. Addressing a Challenging Opposition. The speaker is presenting a heartfelt
belief to a critical, even hostile, audience.

9. Mediating Between Opposing Parties. The speaker is serving as judge or
arbiter between two groups who are bitterly opposed on a key issue.

10. Taking Responsibility for Error. The speaker is a spokesperson for an institution
whose actions have produced an unfortunate result that affects the audience.

11. Reprimanding Unacceptable Behavior. The speaker is rebuffing certain indi-
viduals who have failed to perform up to required levels.

12. Petitioning for Special Allowances. The speaker is presenting the case for an
institution seeking certain rights that must be authorized by some external body.

Checklist for Developing Effective Presentations
1. What are my general and specific objectives?
2. What is the context of my communication? (My audience, the situation, etc.)
3. How will I open and close the communication?
4. How will I organize my information?
5. How will I get and keep the attention of my audience?
6. What supporting materials will I use?
7. What visual aids (graphs, charts, objects, etc.) will I use?
8. How will I tailor the presentation to my audience?
9. What format will I use in my presentation?

10. What questions or responses will likely occur?

Quality Circles at Battle Creek Foods
A management tool made popular in Japan is widely used in U.S. firms. Ironically, Edward
Deming, an American, first brought the notion of “statistical quality control,” a manage-
ment tool, to the Japanese in the early post-World War II years. The Japanese combined
these ideas with the assumption the person who performs a job is the one who best knows
how to identify and correct its problems. As a result, the Japanese, with Deming’s help,
developed the “quality circle.” A quality circle is a group of people (usually about 10) who
meet periodically to discuss and develop solutions to problems related to quality, produc-
tivity, or product cost.

The purpose of this exercise is to give you an opportunity to make a presentation on
this important topic.

Assignment
You are the director of personnel at Battle Creek Foods, a leading manufacturer of break-
fast cereal. Productivity has been sagging industrywide, and your organization is starting
to see its effect on profitability. In response, you have been asked by the corporate execu-
tive committee to make a 20-minute oral presentation (or prepare a five-page memo) on
quality circles. The committee has heard that QCs have been initiated at several plants by
your leading competitor, and it would like your recommendation as to whether Battle
Creek Foods should follow suit. The committee’s only previous exposure to QCs is what
each member has read in the popular press. Using the following reference material,
prepare a presentation on quality circles. Explain the QC structure and process, and
the advantages and disadvantages of QCs. The final section of the presentation should
include a recommendation regarding their adoption at your plants. Prepare to respond to
questions and challenges.
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In preparing your presentation, refer to the behavioral guidelines for effective pre-
sentations at the end of the Skill Learning section and the checklist in the preceding exer-
cise. You will receive feedback based on the Observer’s Feedback Form.

A Look at Some of the Evidence
Quality circles, on balance, appear to be making a positive contribution to product quality,
profits, morale, and even improved employee attendance (DuBrin, 1985, pp. 174–185).
The widespread attention QCs have received in recent years has led logically to their eval-
uation by both businesspeople and researchers. Here we will rely on several types of
evaluation methods, sampling first the positive evidence, and then the negative.

Favorable Outcomes with QCs
Honeywell, a high-technology electronics firm, has become a pioneer in the application of
QCs in North America. Honeywell currently operates several hundred QCs in the United
States. Typically, about a half-dozen assembly workers are brought together every two
weeks by a first-level supervisor or team leader. “We feel this type of participatory man-
agement program not only increases productivity,” says Joseph Riordan, director of
Honeywell Corporate Productivity Services, “but it also upgrades the quality of work life
for employees. Line workers feel they are more a part of the action. As a result, we find
the quality of work improves and absenteeism is reduced. With this kind of involvement,
we have, in many cases, been able to increase the capacity of a line without the addition
of tooling or extra shifts.”

Honeywell used the quality circle method to manage the problem of winning a renew-
able bid for a government contract. “Here was a situation,” Riordan relates, “where we
already had cut our rejects down, where all of the learning had effectively gone out of the
process.” The problem was assigned to the quality circle representing that particular work
area. “They came up with a suggestion for further automating the process that enabled us
to improve our competitive position by about 20 percent and win the contract.”

In an attempt to determine the appropriateness of QCs to North American firms, a
team of researchers set up a one-year field experiment at a metal fabricating facility of an
electronics firm.

Eleven quality circles, averaging nine production employees each, were established.
Performance was measured by a computerized monitoring system created from the com-
pany’s existing employee performance reporting system. Both quantity and quality
measurements were taken. Employee attitudes were also assessed, using the Motivating
Potential Score (MPS) of the Hackman-Oldham Job Diagnostic Survey.

The major result of the circle program was its positive impact on reject rate, as
shown in the top half of Figure A.3. Reject rates per capita for quality circle participants
dropped by one-third to one-half of the former rates by the time the program had run
three months. Surprisingly, the reject rates for the control group increased during the
same period.

An explanation offered by the researchers for these results is circle members tack-
led the issues of internal communication as a top priority item. For example, one of
the initial projects implemented by the QCs was improving training manuals and pro-
cedures, including translating materials into a worker’s native language if the worker
desired. Careful attention to better training in fundamentals prevented many errors.

Circle members also made fewer errors. In addition, the defective parts the circle
members did make tended to be less expensive to scrap or rework into usable parts.
The explanation given for these results is circle training instructs employees how to
prioritize problems on the basis of dollar impact on the company. The cost savings



generated by the lower reject rate represented a 300 percent return on the cost of
investment in the program.

The impact of QCs on participants’ level of work satisfaction was equally impressive.
Results shown in Figure A.3 indicate the Motivating Potential Score (MPS) for the circle
participants increased, while the control group showed a decrease. No other changes
were present in the work environment that would impact the experimental group differ-
ently than the control group. The researchers therefore concluded the improvement in
employee job attitudes could be attributed to the circle training program and the problem-
solving activity. The job characteristic most influenced by the quality activity was skill
variety: the extent to which a job requires a variety of skills.

Negative Outcomes with Quality Circles
Despite the favorable outcomes reported, many negative results have also been reported.
A review of the results of the first surge of QC activity in the United States revealed as
many as 75 percent of initially successful programs were no longer in operation after a
few years. Even Lockheed, one of the American pioneers in this method, had decreased
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its involvement with quality circles. Robert Cole, a recognized authority on the Japanese
workforce, made these pessimistic remarks:

[The] fact is that the circles do not work very well in many Japanese companies.
Even in those plants recognized as having the best operating programs, man-
agement knows that perhaps only one-third of the circles are working well, with
another third borderline, and one-third simply making no contribution at all. For
all of the rhetoric of voluntarism, in a number of companies the workers clearly
perceive circle activity as coercive. Japanese companies face a continuing strug-
gle to revitalize circle activity to ensure that it does not degenerate into
ritualistic behavior.

A study of quality circles in 29 companies, conducted by Matthew Goodfellow, found
only eight of them to be cost-effective in terms of gains in productivity. Management
consultant Woodruff Imberman investigated the 21 unsuccessful QC efforts and found four
major causes of failure. First, in many firms, the employees intensely disliked management.
Their antagonism carried over into the quality circles, which some employees perceived to be
a management ploy to reduce overtime and trim the workforce by increasing productivity.

Second, most organizations did a poor job of selling the QCs. Instead of conducting
individual discussions with employees, they relied on flip charts, booklets, and formal
management presentations. The workers were left wondering, “What’s in it for me?”

Third, the supervisors chosen to lead the circles received some training in human
relations and group dynamics, but they felt little of this information satisfied the specific
needs of their own departments.

Fourth, most of the 21 firms regarded the QC programs merely as a way of improv-
ing the efficiency of production techniques. They did not realize QCs cannot succeed
unless top management is willing to shift its philosophy toward emphasizing good rela-
tions among employees and between management and workforce. This last point hints
at the importance of establishing the conditions that allow a quality circle program to
succeed.

Key Elements of a Successful Program
Quality circle programs show some variation from company to company, whether these
companies are engaged in manufacturing or service. They may differ in how frequently
they meet, how much authority is granted to the team leader or supervisor, whether they
use a group facilitator in addition to a supervisor, and how much coordination there is
with the existing quality-control department. Based on the judgments of several
observers, the successful programs have certain elements in common.

Quality circles work best in firms where good employee-management relations already
exist. QCs are not likely to succeed in organizations suffering from acrimonious union-
management conflict or high levels of distrust between employees and management.

Top management is committed to the program. Without commitment from top manage-
ment, the initiation of a QC program is inadvisable. Instead, the director of a circle project
should first prepare reports on other companies where QCs have been successful and pre-
sent them to top management.

Circle leaders use a participative leadership style. Laurie Fitzgerald, a QC consultant,
advocates the “leader as a worker for the members” concept. When the circle leader takes
on a highly authoritarian role, the members are usually unresponsive.

The right people and the right area are selected. For quality circles to be effective, the
program manager has to be enthusiastic, persistent, and hardworking. The facilitator or
team leader must be energetic and cooperative. Also, another important step in getting
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the program off the ground is to select an area of the company where one can expect
cooperation and enthusiasm from participants.

Program goals are stated explicitly. Objectives should be made clear in order to avoid
confusion or unreasonable expectations from the circle program. Among the goals of QC
programs are improving product quality, increasing productivity, improving communica-
tions between workers and supervisors, decreasing product costs, improving the quality
of work life, and preparing people for future supervisory assignments.

The program is well publicized throughout the firm. Once the program is started, infor-
mation about it should be disseminated widely throughout the company. Better commu-
nication results in less resistance and fewer negative rumors about the program. The con-
tent of the communication should be open and positive.

The program starts slowly and grows slowly. A gradual introduction of the program
helps expose people to new concepts and helps reduce doubts about its intention and
potential merit.

The QC program is customized to meet the needs of the firm. A subtle source of failure in
some QC programs is the use of a canned set of procedures that don’t fit local circum-
stances. A QC participant whose work is data processing may have difficulty with the trans-
lation of a case from the aerospace industry. A workable compromise is to use standard
training as a framework and build on it with the unique problems of the firm in question.

Quality circles are used as a method of employee development. A key purpose of these cir-
cles is to foster personal development of the participating workers. If managers intend to
install a QC as a tool for their own selfish gain, they would do better not to begin.

Management is willing to grant recognition for ideas originating in the circles. If man-
agement attempts to manipulate the circle volunteers or take away from them the credit
for improvements, the program will most likely backfire. More will be lost than gained.

Membership is voluntary. As with job enrichment and all forms of participative manage-
ment, employee preference is an influential factor. Employees who desire to contribute their
ideas will generally perform better than employees who are arbitrarily assigned to a QC.

Achievements of quality circles are recognized as results of group, not individual, effort.
Recognizing them as such decreases showing off and competitiveness and increases cooper-
ation and interdependence within the group or department. Quality circles, not individual
employees, should receive credit for innovations and suggestions for improvement.

Ample training is provided. Program volunteers generally need some training in confer-
ence techniques or group dynamics. At a minimum, the circle leader will need skills in
group participation methods. Otherwise, he or she will wind up lecturing about topics
such as quality improvement and productivity improvement. Leaders and participants
will also need training in the use of whatever statistical and problem-solving methods are
to be used. Following are eight major problem-solving techniques and their purposes:

1. Brainstorming is used to identify all problems, even those beyond the control of
circle members.

2. A check-sheet is used to log problems within the circle’s sphere of influence
within a certain time frame.

3. A Pareto chart graphically illustrates check-sheet data to identify the most serious
problems; that is, the 20 percent of the problems that cause 80 percent of the
major mistakes.

4. A cause-and-effect diagram graphically illustrates the cause of a particular problem.
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5. Histograms or bar charts are graphed to show the frequency and magnitude of
specific problems.

6. Scatter diagrams or “measles charts” identify major defect locations, which show
up as dense dot clusters on the pictures of products.

7. Graph-and-control charts monitor a production process and are compared with
production samples.

8. Stratification, generally accomplished by inspecting the same products from
different production areas, randomizes the sampling process.

Creativity is encouraged. As illustrated above, brainstorming or variations thereof fit naturally
into the quality circle method and philosophy. Maintaining an attitude of “anything goes” is
particularly important, even if rough ideas must be refined later. If half-processed ideas are
shot down by the leader or other members, idea generation will extinguish quickly.

Projects are related to members’ actual job responsibilities. Quality circles are not arenas
for amateur speculation about other people’s work. People make suggestions about
improving the quality of work for which they are already responsible. They should, how-
ever, be willing to incorporate information from suppliers and customers.

The Arguments For and Against Quality Circles
A major argument for quality circles is they represent a low-cost, efficient vehicle for unleash-
ing the creative potential of employees. In the process, highly desirable ends are achieved,
such as improvements in the quality of both products and work life. Quality circles, in fact,
are considered part of the quality of work life movement.

Another favorable feature of these circles is they are perceived positively by all—
management, workers, unions, and stockholders. A firm contemplating implementing
such a program thus runs no risk of either internal or external opposition. (It is conceiv-
able, however, that opposition will be forthcoming if management fails to act on quality
circle suggestions.)

Quality circles contribute to organizational effectiveness in another important way.
They have emerged as a useful method of developing present and future managers.
Recently, a major computing manufacturing firm established a quality circle program.
After the program had been operating for two years, the director of training observed the
supervisors who were quality circle leaders were significantly more self-confident, knowl-
edgeable, and poised than other supervisors who were attending the regular training pro-
gram. The director believed the supervisors’ involvement in the QC training programs
and activities had been the major contributor to this difference.

One major criticism of quality circles is many of them are not cost-effective.
Furthermore, even more pessimistic is the criticism that the reported successes of QCs
may be attributable to factors other than the actual quality circle program. One explana-
tion is the attention paid to employees by management may be the force behind the gains
in productivity and morale (the well-known Hawthorne effect). Another possible expla-
nation of the successes of quality circle programs is the gains are due to improved group
dynamics and problem-solving techniques. Therefore, an entire QC program need not be
conducted just to achieve these gains.

A discouraging argument has been advanced that quality circles may not be suited to
North American workers. Matsushita Electric, a leading user of the quality circle method
in Japan, does not use circles in its U.S. plant (located in Chicago) because it does not
consider the American worker suited to circle activities. Perhaps Matsushita management
believes Americans are too self-oriented to be group oriented.
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Quality circles may prove to be breeding grounds for friction and role confusion
between the quality-control department and the groups themselves. Unless manage-
ment carefully defines the relationship of quality circles vis-à-vis the quality-control
department, much duplication of effort (and therefore waste of resources) will
inevitably result.

Exclusive reliance upon volunteers for the circles may result in the loss of potentially
valuable ideas. Many nonassertive people may shy away from participation in the circles
despite their having valid ideas for product improvement.

Some employees who volunteer to join quality circles may do so for the wrong
reasons. The circle may develop the reputation of being “a good way to get away from the
line for a while and enjoy a coffee break and a good bull session.” (To counter such an
abuse of the quality-circle program, QC group members might monitor the quality of
input from their own group members.)

Guidelines for Action
An early strategic step in implementing a quality circle is to clarify relationships between
the circle and the formal quality-control department. Otherwise, the quality-control
department may perceive the circle as a redundancy or threat. One effective arrangement
is for the quality circle to complement the quality-control department; the QC depart-
ment thus does not become subject to the loss of authority.

Membership in the circle should be voluntary and on a rotating basis. In many
instances, a team member will soon run out of fresh ideas for quality improvement.
Rotating membership will result in a wider sampling of ideas being generated. Experience
suggests that group size should be limited to nine.

Quality circles should be implemented on a pilot basis. As the circle produces results
and wins the acceptance of managers and employees alike, it can be expanded as the
demand for its output increases.

Do not emphasize quick financial returns or productivity increases from the output of
the quality circles. The program should be seen as a long-range project that will raise the
quality consciousness of the organization. (Nevertheless, as noted in the report from
Honeywell, immediate positive results are often forthcoming.)

Management must make good use of many of the suggestions coming from the qual-
ity circle yet still define the limits of the power and authority of the circle. On the one
hand, if none of the circle’s suggestions are adopted, the circle will lose its effectiveness as
an agent for change. Circle members will become discouraged because of their lack of
clout. On the other hand, if the circle has too much power and authority, it will be seen
as a governing body for technical change. Under the latter circumstances, people may use
the circle for political purposes. An individual who wants to get a technical modification
authorized may try to influence a member of the quality circle to suggest modification
during a circle meeting.

Training in group dynamics and methods of participative management will be partic-
ularly helpful. It may also prove helpful at the outset to appoint a group facilitator (an
internal or external consultant) who can help the group run more smoothly.
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Observer’s Feedback Form

RATING

1 = Low
5 = High

Strategy

_________ 1. Identified the general and specific purposes.

__________ 2. Tailored the message to the audience’s needs, attitudes, knowledge
level, and so forth.

__________ 3. Met the expectations of the audience by using appropriate language
and style.

Structure

__________ 4. Began with a forecast of the main ideas and captivated the audience’s
interest by giving them an important reason to listen.

__________ 5. Chose an appropriate organizational structure; for example, moved
from familiar to unfamiliar and simple to complex.

__________ 6. Used transitions, including internal summaries, to signal progress.

__________ 7. Concluded on a high note; reinforced major points; summarized key
actions.

Support

__________ 8. Used a variety of supporting information, examples, and so forth, to
increase the credibility and understanding of major points.

__________ 9. Used supporting material (both the content and format of evidence
and illustrations) appropriate for the audience.

__________ 10. Used effective, simple visual aids to enhance comprehension and
retention of the message.

Style in Oral Communication

__________ 11. Used notes to create a conversational style.

__________ 12. Presentation had obviously been well-rehearsed, including the use of
visual aids, and so forth.

__________ 13. Conveyed controlled enthusiasm for the subject through the tone of
voice, posture, and facial expressions.

__________ 14. Engaged the audience through effective eye contact, physical
arrangement of the room, and appropriate gestures.

MAKING ORAL AND WRITTEN PRESENTATIONS SUPPLEMENT A 617
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Style in Written Communication

__________ 15. Document was mechanically precise; that is, it contained no errors
that detracted from the message.

__________ 16. Document was factually precise; that is, the content was accurate.

__________ 17. The choice of words communicated the message clearly and
unambiguously.

__________ 18. The tone matched the topic and the audience (e.g., formality,
emotion, directness).

__________ 19. Used the appropriate format for the type of correspondence.

Supplement: Questions and Answers

__________ 20. Handled questions and challenges thoughtfully, candidly, and
assertively.

__________ 21. Responded to objections in an orderly manner; for example,
restated the objection, restated your position, offered further
support for your position, and explained the significance of your
rebuttal.

__________ 22. Maintained control of the meeting by balancing the demands of
specific individuals with the interests of the group and keeping the
discussion focused on the issues.
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SKILL LEARNING

Planning and Conducting Interviews

Except for conversations, interviews are perhaps the
most frequently occurring form of communication
(Sincoff & Goyer, 1984); they certainly occur regularly
in organizations. Individuals interview to obtain a posi-
tion; they interview to gather information to perform
their jobs; and managers interview subordinates to
review their performance and provide counseling and
coaching.

Interviews are so common they are often taken
for granted. People view interviews as simply conver-
sations during which information is gathered. While
interviews are similar to conversations, there are
important differences. An interview is a specialized
form of communication conducted for a specific task-
related purpose (Downs, Smeyak, & Martin, 1980;
Lopez, 1975). Indeed, one reason why some managers
perform poorly as interviewers is they treat this “pur-
poseful communication” too casually, as though it
were merely a conversation. As a result of poor plan-
ning and lack of attention to managing the interview
process, they fail to accomplish their purpose and often
alienate the interviewee in the process.

These outcomes are illustrated in the following
counseling interview between Joe Van Orden, director
of management services, and Kyle Isenbarger, a man-
agement consultant on his staff (DuBrin, 1981).

JOE: Kyle, I have scheduled this meeting
with you because I want to talk about certain
aspects of your work. My comments are not all
favorable.

KYLE: Since you have formal authority
over me, I guess I don’t have much choice. Go
ahead.

JOE: I’m not a judge reading a verdict to
you. I want your input.

KYLE: But you called the meeting; go
ahead with your complaints. Particularly any
with foundation. I remember once when we
were having lunch you told me you didn’t like
the fact I wore a brown suit with a blue shirt. I
would put that in the category of unfounded.

JOE: I’m glad you brought up appearance.
I think you present a substandard impression

to clients. A consultant is supposed to look
sharp, particularly at the rates we charge
clients. You often present the impression you
cannot afford good clothing. Your pants are
baggy. Your ties are unstylish and often food-
stained.

KYLE: The firm may charge those high
rates, but the money I receive does not allow
me to purchase fancy clothing. Besides, I have
very little interest in trying to dazzle clients
with my clothing. I have heard no complaints
from them.

JOE: Nevertheless, I think your appearance
should be more businesslike. Now, let’s talk
about another concern. A routine audit of your
expense account shows a practice I think is
improper. You charged one client for a Thursday
night dinner for three consecutive weeks, yet
your airline ticket receipt shows you returned
home at three in the afternoon each week. That
kind of behavior is unprofessional. How do you
explain your charges for these phantom
dinners?

KYLE: The flight ticket may say 3 P.M., but
with our unpredictable weather, the flight
could very well be delayed. If I eat at the air-
port, then my wife won’t have to run the risk
of preparing a dinner for me that goes to waste.
Food is very expensive.

JOE: But how can you eat dinner at 3 P.M.
at the airport?

KYLE: I consider any meal after one in the
afternoon to be dinner.

JOE: Okay for now. I want to comment on
your reports to clients. They are much more
careless than they should be. I know you are
capable of more meticulous work. I saw an
article you prepared for publication that was
first-rate and professional. Yet on one report
you misspelled the name of the client com-
pany. That’s unacceptable.

KYLE: A good secretary should have
caught that mistake. Besides, I never claimed I
was able to write perfect reports. There are
only so many hours in the working day to
spend on writing up reports.
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Effective interviews don’t just happen. Like other
purposeful communication activities, interviews must
be properly planned and executed. To help you become
an effective interviewer, this supplement includes a
series of guidelines, organized according to the schema
shown in Figure B.1. First, we present broad guidelines
for planning and conducting interviews in general.
These guidelines are divided into two steps: planning
the interview and conducting the interview. Following
this discussion, we will give more specific guidelines for
conducting specialized interviews with limited pur-
poses: gathering information, selecting new employees,
and reviewing subordinate performance.

PLANNING THE INTERVIEW

Establish the Purpose and Agenda

As is the case with any kind of planned communica-
tion event, you need to define clearly your purpose for
holding the interview. In an interview, as in an oral
presentation, ask yourself what it is you want to
accomplish. Do you want to gather information?
Persuade? Counsel? Evaluate? Not only do you need
to consider what you want to accomplish in terms of
the content of the interview, you must also consider
the relationship you want to develop with the other
participant. Consider who your interview partner is
and how what you say will affect the already existing
relationship. This resembles the process of adapting

Follow General Guidelines for:

• Planning the interview
• Conducting the interview

Incorporate Specific Guidelines for:

• Information-gathering interview
• Performance-appraisal interview
• Employment-selection interview

Figure B.1 Guidelines for Effective

Interviews

your message to your audience in an oral presentation
but is somewhat easier since there is only one member
in your interview “audience.” Also consider the situa-
tion in which the interview will occur. Are participants
under pressures of deadlines? Can you arrange not to
be interrupted?

Once you’ve determined your purpose, develop
an agenda. Consider what kinds of information you
need to obtain with respect to your purpose. Based on
this, write out a list of topics that need to be covered in
the interview. While these topics do not have to be
listed in any particular order, you may want to priori-
tize them.

Create Good Questions That
Encourage Information Sharing

Questions arise out of your purpose and agenda and
are the fundamental means by which you obtain infor-
mation in an interview. Any interviewer can ask ques-
tions; only well-prepared interviewers ask effective
questions—ones that elicit the information they need.
Make sure the questions are worded clearly and they
ask for the information you want. Adapting to your
interviewee is critical. Phrase your questions in lan-
guage the interviewee can understand and in ways
that will enhance your relationship with that person.

Different types of questions can be used for differ-
ent effects and different types of information-gathering
purposes. Open questions such as, “How is your
work going?” or “How has the new regulation affected
department morale?” elicit general information. Use
open questions when you want to let the interviewee
talk without restriction. They allow interviewees free-
dom to discuss how they feel, what their priorities
are, and how much they know about a topic. Thus,
open questions are useful for developing rapport.
Remembering the answers to open questions is a prob-
lem, particularly if the interviewee talks on and on.
Open questions are also time-consuming, and using
them too often makes it difficult for the interviewer to
control the interview. However, if you are looking for
broad, general information, ask open questions.

If, on the other hand, you need specific informa-
tion, ask closed questions. Closed questions such as,
“Where were you last employed?” or “Would you
rather work on Project A or Project Z?” restrict the pos-
sible answers an interviewee can give. They are appro-
priate when you have limited time or want to clarify a
point made in an answer to an open question. Table B.1
suggests when to use open or closed questions.
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As you plan your questions, pay close attention to
how the questions are worded. Often, an unprepared
interviewer will ask questions that are difficult to
answer or prevent open, honest answers. One
example is the double-barreled question:

❏ If there’s anything that would make you stay,
what would it be?

❏ If you had no choice but to use this system,
how would you use it productively?

❏ Why should we adopt this insurance plan
when none of our competitors has adopted it?

Each of these questions assumes a condition that
the interviewee may not agree with but then calls for
the interviewee to support or defend the condition.
The first question assumes the interviewee is looking
for a reason to stay; the second assumes the system can
be used productively; the third suggests something is
wrong with the plan. Such questions may lead to hypo-
thetical answers that don’t reflect the interviewee’s
honest position.

Another potentially problematic question is the
false bipolar question. A bipolar question offers
the interviewee two choices: “Did you vote yes or no
on the union contract?” This can be a legitimate and
appropriate question. However, suppose you asked this
question: “Do you approve or disapprove of overtime

Table B.1 When to Use Open and Closed Questions

Use open questions when you want to:

• Discover the interviewee’s priorities.

• Discover the interviewee’s frame of reference.

• Let the interviewee talk through his or her opinions without constraints.

• Ascertain the depth of the interviewee’s knowledge.

• Ascertain how articulate the interviewee is.

Use closed questions when you want to:

• Save time, energy, and money.

• Maintain control over the interview situation.

• Obtain very specific information from the interviewee.

• Encourage the interviewee to reconstruct a specific event.

• Encourage a shy person to talk.

• Avoid extensive explanations on the part of the interviewee.

• Clarify a point made in answer to an open question.

Source: Adapted from Downs, Smeyak, & Martin, 1980.

work?” Most people do not totally approve or disapprove
of overtime work; yet this question forces interviewees
to choose from limited, or false, options, neither of
which likely represents their true stand on the issue.
Thus, if you use bipolar questions, make sure the options
you offer are the only two possible options; otherwise,
you will obtain inaccurate information.

A final type of problematic question is the
leading question, in which you let the interviewee
know the answer you want to hear by how you
phrase the question:

❏ Don’t you think using this plan will alleviate
the problems we’ve been having?

❏ Are you in favor of this policy like all your
coworkers?

❏ Of course, you want the best for your family,
don’t you?

It would not take an astute interviewee very long
to figure out what you wanted to hear, and so you are
likely to get biased responses. Leading questions can be
useful when a biased answer is intended and desired.
For instance, the question “Of course you want the
best for your family, don’t you?” would be useful in
a sales interview if the interviewer tries to persuade a
potential buyer to buy a set of encyclopedias. However,
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if you do not realize you have asked a leading question,
you will not know whether you are receiving a biased
answer, which can create a serious problem. Table B.2
offers ways to reword these three types of badly con-
structed questions.

Structure the Interview Using
Interviewing Aids

After determining the purpose and agenda, and after
formulating your questions, the next step in preparing
for an interview is to develop a structure. To do this,
you need to think about three things: the interview
guide, the questioning sequence, and transitions. The

interview guide is an outline of the topics and
subtopics you want to cover, usually with specific
questions listed under each heading. In other words, it
is the finalized version of the agenda. Alternative inter-
view guide formats will be discussed later.

While you are constructing the interview guide,
you will also need to be concerned with the sequence
of questions; that is, how they will interconnect.
The two most common types of question sequences
are the funnel sequence and the inverted funnel
sequence.

The funnel sequence begins with general questions
and then moves toward increasingly specific questions.
The inverted funnel sequence reverses this order,

Table B.2 Rewording Badly Constructed Questions

DOUBLE-BARRELED QUESTION PROBLEM BETTER QUESTION

1. If there’s anything that would The question ignores the reason Why do you want to leave our 
make you stay, what would it be? behind the interviewee’s decision organization? (Let interviewee 

and implies it can be changed. respond.) Is there anything I can do
to change your mind?

2. If you had no choice but to use The question avoids an open analysis What do you feel are the benefits of 
this system, how would you use it of the system and forces the this system? (Let interviewee 
productively? interviewee to defend it. respond.) What do you feel are the

disadvantages of this system?

3. Why should we adopt this The question raises a suspicion Do you think we should adopt this 
insurance plan when none of our something is wrong with the plan insurance? (Let interviewee 
competitors has adopted it? and urges the interviewee to put the respond.) Do you think it offers 

suspicion to rest rather than to us new benefits? (Let interviewee 
evaluate the plan. respond.) Have any of our 

competitors adopted it?

FALSE BIPOLAR QUESTION PROBLEM BETTER QUESTION

1. Do you prefer working with The question assumes there are Do you work well with other people? 
people or working alone? only two possible choices. (Can be followed with appropriate

probe.)

2. Do you approve or disapprove of The question assumes there are What are your feelings concerning 
the union contract? only two ways to view the issue. the union contract?

LEADING QUESTION PROBLEM BETTER QUESTION

1. Don’t you think using this The question identifies the expected Do you think this plan will be useful 
plan will alleviate the problems answer, making it difficult for the in alleviating the problems we’ve 
we’ve been having? interviewee to disagree. been having?

2. Are you in favor of this policy The question places interviewee in What is your attitude toward this 
like all your coworkers? the position of siding with the policy?

“right” side.

3. Of course, you want the best for The question associates response This product offers you some real 
your family, don’t you? with a desirable goal (getting the advantages. Could I take some of 

best for the family), making it your time to tell you about them?
difficult for the interviewee to 
say no.
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Table B.3 Funnel and Inverted Funnel Question Sequences

Funnel: From General to Specific

How do you feel about the new regulations concerning smoking in the building?

Are these regulations fair?

How are these regulations curtailing smoking among employees?

Inverted Funnel: From Specific to General

How are the new smoking regulations curtailing smoking among employees?

Do you think these regulations are fair?

In general, how do you feel about these new regulations?

Use the funnel sequence when:

• You want to discover the interviewee’s frame of reference.

• You want to avoid leading the interviewee.

• You want to maximize your ability to probe issues.

• The interviewee is willing to talk about the issues.

Use the interverted funnel sequence when:

• You want to get at specific facts before general reactions.

• You want to motivate a reluctant interviewee.

• You want to jog the interviewee’s memory.

Source: Adapted from Downs et al., 1980.

beginning with specific questions and moving toward
more open questions toward the end. Table B.3 shows
examples of these two sequences. Your choice of which
sequence to use depends on what you want to accom-
plish in the interview. Table B.3 also summarizes when
you should use each of these sequences, depending on
your goals.

After establishing the sequence of your questions,
you should consider what kinds of transitions you can
use to help the interviewee follow along. The transi-
tions in an interview perform the same function as
transitions in an oral presentation: They help listeners
maintain focus and keep them aware of where the
speaker is in terms of the overall organization.
Transitions are difficult to prepare ahead in unstruc-
tured interviews, yet a good interviewer will keep in
mind transitions should be used when a topic change
occurs. A simple statement such as, “I see what you’re
saying about that situation. Do you think you could
help me with another issue?” allows you to move from
one topic into the next. You may also use a brief sum-
mary of the interviewee’s responses to wrap up one
topic before moving to the next one.

Plan the Setting to Enhance Rapport

The interview location can have a major impact on the
interview atmosphere and interview outcome. If you
hold the interview in your office or an organizational
meeting room, you will create a formal atmosphere.
On the other hand, if you conduct the interview in a
more neutral area, such as a restaurant, the climate
will be more relaxed. The choice of setting depends on
your goals for the interview. The most important point
to remember about the setting is that, if at all possible,
you should try to hold the interview in a setting that
will be conducive to encouraging the kind of commu-
nication you seek.

Anticipate Problems and 
Prepare Responses

As you prepare for an interview, you should consider
what kinds of problems you might encounter. Imagine
how the interviewee might respond to what you have
to ask, and prepare for his or her objections and ques-
tions. Consider the personality of the interviewee and
how you might have to adapt to either draw the person
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out or to control his or her tendency to dominate.
Anticipate how much time you will need to ask your
questions and how much time your interviewee has to
give you. Each interview will offer unique problems. If
you can plan for some of these situations, you will be
able to handle them better during the actual interview
than if you had not considered them at all.

Table B.4 provides a checklist for helping prepare
for an interview.

CONDUCTING THE INTERVIEW

Couple thorough preparation with sensitive implemen-
tation. Because an interview is an interpersonal
communication situation, in this section we will first
briefly review the concept of supportive communica-
tion as it applies to interviews. Then we will look at
the three stages of the interview—the introduction,
body, and conclusion—and discuss the functions of
each. We will offer suggestions for developing the
necessary skills to conduct an interview effectively.
Finally, we will discuss ways of recording the inter-
view information.

Establish and Maintain a Supportive
Communication Climate

The climate of the interview refers to the tone of
the interview and the general atmosphere in which
the interview occurs. An interview, like any other
interpersonal communication event, should be a

supportive interaction, one in which participants feel
free to communicate accurately. As the interviewer,
you set the climate of the interview in the introduction
when you begin to build rapport with the interviewee.
In general, you should seek to build a comfortable,
open climate, free of incongruence. Maintaining a sup-
portive and productive climate requires you constantly
analyze and adapt to the interaction as it occurs. When
you sense the climate is no longer supportive, move
away from the content level of the interview and
address the relational level. Consider this excerpt from
an information-gathering interview:

INTERVIEWER: Thanks for taking the
time to speak with me today.

INTERVIEWEE: Oh, it’s no problem at all.
What can I do for you?

INTERVIEWER: Well, I was wondering if
you could tell me a little about the incident
that occurred on the shop floor last week. First,
do you have any idea how it started?

INTERVIEWEE: No, not really. I was
doing my job and then, all of a sudden, the two
of them were at it.

INTERVIEWER: I see. You didn’t hear
them talking before they began to fight?

INTERVIEWEE: No. Like I said, it seemed
to start out of the blue.

INTERVIEWER: Weren’t you paying
attention?

INTERVIEWEE: How was I to know they
were going to fight?!

Table B.4 Interview Preparation Checklist

1. Have I determined my general purpose?

2. Have I written out my specific purposes and agenda?

a. Do I know exactly what I want to accomplish in terms of content?

b. Do I know exactly what I want to accomplish in terms of the relationship with the interviewee?

3. Do my questions all relate to my purposes and agenda?

4. Are my questions clearly worded in language the interviewee can understand?

5. Are my questions worded in an unbiased manner?

6. Have I chosen an appropriate interview structure for the situation?

7. Have I chosen an appropriate question sequence for the interview situation?

8. Have I developed potential transitions to be used in the interview?

9. Have I chosen a physical setting suited to the topics and the interviewee?

10. Have I planned ways to deal with problems that could develop during the interview?
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By now, the questions are obviously beginning to
irritate the interviewee. The interviewer has contin-
ued to probe an issue that the interviewee seems to
think has already been covered sufficiently. The inter-
viewer should move away from this one point and
attempt to ease the interviewee’s discomfort before
continuing.

INTERVIEWER: You’re right. You really
weren’t in a position to anticipate this situation.
Perhaps, though, you could describe to me what
happened after the fight.

At this point, the interviewee may be hesitant to
disclose fully. The interviewer may have to continue
to strengthen relational support until the interviewee
appears to be comfortable in answering the questions.

A supportive climate is not maintained solely by
verbal behaviors. Listening analytically is also essential
to maintaining the climate of an interview. If you do
not show you are listening and responding to what the
interviewee is saying, he or she will not want to con-
tinue talking with you. In general, you should listen for
comprehension of the content of the interview, for
empathy with the interviewee, and for evaluation of
information and feelings (Stewart & Cash, 1985).

Introduce the Interview

Supportive communication begins immediately in the
introduction, where you establish the tone and set
the climate of the interview. You should greet the
interviewee in such a way as to build positive rapport.
The impressions created in the initial minutes of an
interview are crucial to its success (Stewart & Cash,
1985). Therefore, you should try to convey as favor-
able an impression as possible. After the greeting, you
need to motivate the interviewee to participate will-
ingly in the interview. Some common ways of doing
this are to ask for the interviewee’s help or tell the
interviewee why he or she was chosen as a source of
information. Finally, the introduction should contain
an orientation to the total interview. You should tell an
interviewee: (1) the purpose of the interview, (2) how
he or she will help meet that purpose, and (3) how the
information obtained during the interview will be
used. The introduction should end with a transition
into the body of the interview. Using a transition state-
ment, such as, “Now then, let me begin by asking . . . ”
or “Now that you understand what’s going to happen
during the next few minutes, let’s move on to the
questions” tells the interviewee the “real” interview is
about to begin.

Conduct the Body of the Interview

Generally, the body of the interview will follow your
interview guide, which is a predetermined sequence of
questions. There are three types of guides: structured,
semistructured, and unstructured. If the interview
guide is structured, you will simply read the questions
on the guide and record the interviewee’s answers. A
semistructured guide lists several recommended ques-
tions under each topic. The interviewer then selects
the most appropriate questions for a specific candidate.
A sample interview guide for a semistructured employ-
ment interview is shown in Table B.5.

If the interview guide is unstructured, then you will
use the guide only as an agenda. For example, an
unstructured interview guide for a termination interview
might simply list a few general topics for discussion, for
example, “What did he or she like and dislike about the
work and the company?” “Why is he or she leaving?”
“Any suggestions for improvement?” Particularly in
an unstructured interview, an interviewee will need
encouragement to answer your questions as fully as
possible. In order to encourage complete answers, you
will need to follow his or her initial responses with prob-
ing questions. Probing well depends directly on your
ability to listen well and analyze the content and rela-
tional information the interviewee offers you. Probing
questions are rarely planned ahead because you cannot
predict how the interviewee will respond to your ques-
tions. You will want to probe when you feel that, for
whatever reason, you are receiving an inadequate
response to your question.

The kind of probing you do will depend on the
responses given by your interviewee and the kind of
information you are looking for. If you feel the
response is superficial or inadequate due to lack of
information, you should use an elaboration probe,
such as:

❏ “Tell me more about that issue.”
❏ “Why do you suppose it happened that way?”
❏ “Was there anything else going on at the time?”

If you need to clarify the information given by the
interviewee, use a clarification probe, such as:

❏ “What does job satisfaction mean to you?”
❏ “You said you are unhappy with this policy.

Can you tell me specifically what aspects make
you feel this way?”

❏ “Earlier you mentioned you enjoyed working
with people. Can you provide a specific
example?”
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A reflective probe is also used when you want
elaboration or clarification. It is nondirective in nature
and generally mirrors or repeats some aspect of the
answer the interviewee just gave you:

❏ “You think, then, this policy will work?”
❏ “Are you saying your supervisor doesn’t offer

the kind of supervision you need?”
❏ “Is it correct to assume you would be willing to

relocate?”

If the interviewee does not answer your question,
you may need to use a repetition probe. Simply para-
phrase the question or repeat it verbatim. If you want
the interviewee to keep on talking freely, use silence
to encourage him or her to do so. Silence tends to
communicate you expect more from the interviewee.
Be careful not to wait too long, though; give an inter-
viewee enough time to think but not enough time to
become uncomfortable. Responses such as “I see,”
“Hmmmm,” and “Okay, go on” are nondirective and
nonevaluative ways of encouraging the interviewee to
speak. Table B.6 summarizes these probes and when
to use them.

The effective use of probing questions is perhaps
the most important skill an interviewer can develop.

Table B.5 Sample Interview Questions for an Employment Interview

EDUCATION WORK EXPERIENCE SELF-EVALUATION

• What was there about your • How did you obtain your current • What do you know about our 
major that appealed to you? job? industry or company?

• What was your most rewarding • What duties occupy most of • What interests you about our 
experience in college? your time? product or service?

• What subjects were the most • What part of your work do you • What is your long-term career 
difficult for you to master? like the most and the least? objective?
Why?

• If you were starting college all • What has been your greatest • What are your greatest strengths 
over again, what courses would frustration and your greatest and weaknesses?
you take? joy?

• What difficulties did you • What things about your • What have you done that has 
experience in getting along with supervisor did you like and demonstrated initiative and 
other students and faculty? dislike? willingness to work hard?

• What did you learn from your • What criticisms of your work • What do you think determines a 
extracurricular activities? have you received? person’s progress in a good 

company?

• What are your plans for self-
improvement during this year?

• What are the three most 
important things in your life?

It is also the most difficult to develop. Too often, an
interviewer leaves an interview and thinks about all
the things that could have been discussed if only the
topic had been followed up with appropriate probes.
Or perhaps the interview was ineffective because the
interviewer probed into irrelevant topics and thus
spent too much time gathering relatively useless infor-
mation. An effective interviewer needs to learn when
to probe and when to stop. If you have planned appro-
priately, you will be aware of the issues you want to
cover and at what depth. Follow your interviewee’s
cues as well as your agenda in determining when and
how much to probe issues.

Conclude the Interview

The third stage of the interview is the conclusion.
When you conclude an interview, you should accom-
plish four purposes. First, be sure you indicate explicitly
the interview is about to end. Say something such as,
“Well, that’s all the questions I have” or “You’ve been
very helpful.” This helps the interviewee understand if
he or she has any questions, they should be asked now.
Second, try to summarize the information you obtained.
This serves as a check on the accuracy of the informa-
tion you have just obtained: the interviewee can correct
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your impressions if they seem to be in error. Third, let
the interviewee know what’s going to happen next: Will
you need to meet again? Will you make a report?
Finally, make sure you continue to build the relationship
by expressing appreciation for his or her time and
thoughtful responses.

Record the Information

While you may have planned the interview perfectly
and asked all the right questions and probes, if you
cannot remember accurately the information obtained,
the interview cannot be considered a success. After all,
you prepared and conducted the interview to get infor-
mation, not simply because you wanted to have a
conversation with someone. The first point you need
to recognize concerning remembering interview infor-
mation is simple: Memory alone will not work. Relying
solely on memory leaves open the possibility of forget-
ting the information or adjusting it to meet your own

Table B.6 Types of Probes and When to Use Them

• Use an elaboration probe when an answer seems superficial or inadequate in some way:

INTERVIEWER: How have you been able to adapt to your new job responsibilities?

INTERVIEWEE: Well, each day I find myself challenged by something new.

INTERVIEWER: Why don’t you tell me more about a specific challenge.

• Use a clarification probe when you need to clarify information given by the interviewee:

INTERVIEWER: How do you feel about working overtime?

INTERVIEWEE: Well, it’s okay some of the time.

INTERVIEWER: Can you tell me specifically when you would be willing to work overtime?

• Use a reflective probe when you want elaboration or clarification but want to obtain it in a nondirective manner:

INTERVIEWER: So how are you adapting to your new responsibilities?

INTERVIEWEE: Well, each day I find myself challenged by something new.

INTERVIEWER: Really? Something new each day?

• Use a repetition probe when the interviewee doesn’t answer your question:

INTERVIEWER: What do you believe to be the most difficult aspect of your job?

INTERVIEWEE: Well, that’s not an easy question. My supervisor says I have problems with meeting productivity quotas.

INTERVIEWER: But what do you believe to be the most difficult aspect of your job?

• Use silence when you want to encourage the interviewee to continue talking:

INTERVIEWER: Do you think we should continue our policy concerning absenteeism?

INTERVIEWEE: Yes, I do.

INTERVIEWER: (pauses for 10 seconds)

INTERVIEWEE: Yes, I think it’s good policy because . . .

needs. Even if you summarize the interview as soon as
it is over, you run the risk of reinterpreting the infor-
mation in ways the interviewee did not mean.
However, if summarizing the interview is your pre-
ferred choice, make sure you write your summary
immediately after the interview. Additionally, you
might want to use your interview guide as a basis for
summarizing: Review your questions and write out the
interviewee’s answers.

A better way to remember information is to take
notes during the interview. Make sure you advise the
interviewee you will take notes. Take notes as unobtru-
sively as possible so as not to make the interviewee
uncomfortable. Learn how to write notes while still
maintaining eye contact with the interviewee. This is a
difficult skill to master, but it can be done; journalists use
this skill frequently with great success. Develop your
own shorthand so you are, in fact, taking notes and not
recording the interview verbatim. If you need a verbatim
account of the interview, then you should use a tape
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recorder. First ask the interviewee if he or she minds
being tape-recorded. Keep the recorder out of sight if
possible so neither you nor the interviewee feels threat-
ened by it. One final way to help you remember the
interview information is to have a second interviewer
participate in the interview. After the interview, your dis-
cussion will function as a check on each other’s memory
of what occurred.

Specific Types of 
Organizational Interviews

The information presented in the preceding sections
will help you plan and conduct almost any type of
interview. However, there are some special types to
plan and consider. In this section, we will briefly
describe the most common types of organizational
interviews and apply the general principles presented
earlier to specific issues and circumstances.

INFORMATION-GATHERING
INTERVIEWS

The information-gathering interview is the one most
frequently held in organizations and is also the one that
is most like a conversation. You might conduct this type
of interview when you need to gather facts about an
issue or to help in a problem-solving situation. If you
treat these fact-finding missions as interviews, you will
be in a better position to gather accurate, useful infor-
mation because you will take the time to plan ahead.
Clearly, you need to follow the planning steps discussed
above: decide on a general purpose and create an
agenda; develop questions; develop the structure of the
interview; plan the setting; and anticipate problems.

Furthermore, the information-gathering interview is
the only interview for which you can choose the expert.
In other organizational interviews, such as the selection
interview or the performance-appraisal interview, you
have little choice of whom you will see. However, when
you want to gather information about some topic or
problem, you choose the interviewee. This choice
is based on two factors: who can give you the informa-
tion you need and who is willing to give you this infor-
mation (Stano & Reinsch, 1982). Too often, interviewers
will talk to interviewees who are willing but who do not
have the necessary information. For instance, suppose
your organization is considering the implementation of a
flextime work schedule and you have been assigned to
write a feasibility report. While you may get some inter-
esting opinions from a colleague on the advantages of
such a schedule, it would be better if you could find an

expert on flextime for your interview. On the other
hand, if you wanted to find out how well received such
a change would be, then you would talk to colleagues
rather than an expert.

The nature of an information-gathering interview is
such that the interviewee may not realize he or she
is being interviewed. Thus, it may be difficult to keep
the interviewee on track and responsive to your ques-
tions. More so than in any other interview, you as the
interviewer must remain flexible and adaptive to your
interviewee. Choose a physical setting that will encour-
age talk and provide an appropriate climate. The funnel
sequence works well in information-gathering inter-
views because of its ability to immediately elicit general
information and the interviewee’s feelings on the sub-
ject. However, the inverted funnel may be a better
choice if you will be interviewing a number of people on
the same topic and you need to maintain consistency in
evaluating their responses.

EMPLOYMENT-SELECTION
INTERVIEWS

The employment interview is used to help current orga-
nizational members choose new members. During the
selection interview, the interviewer tries to assess
whether job candidates will fit into the organization and
if they have the appropriate skills for the job. In addi-
tion, the interviewer often tries to sell the organization
itself to the interviewee. Questions asked during the
selection interview address four general topics: prior
work experience, education and training, personality
characteristics, and related activities and interests. The
nature of the job and the interviewee will dictate which
topics will be emphasized.

As Table B.7 shows, there are three sources of
information you should review when creating ques-
tions for a selection interview:

Table B.7 Formulating Selection Interview

Questions

❏ Use the job description to formulate questions concern-
ing task-related skills and personality characteristics.

❏ Use the selection interview evaluation form to formu-
late questions that can help you assess the applicant
on the basis of your organization’s general criteria for
employees.

❏ Use the applicant’s résumé and cover letter to
formulate questions concerning the applicant’s 
specific skills and prior work experience.
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1. Review the job description to assess the
technical skills and experience needed by
the person. Also review the job environment to
determine the desirable personal qualities
required. Create your questions based on these
reviews; avoid asking merely generic questions.

2. Look at the evaluation form your company uses
to assess prospective employees. Make sure
some of your questions deal with the topics on
this evaluation form. For instance, if one of the
topics on this form is communication skills, cre-
ate questions that specifically address this sub-
ject. In this case, you may want to ask the appli-
cant about his or her writing skills and how he
or she has used them in the past.

3. One final piece of information you should use
for developing questions for a selection inter-
view is the applicant’s résumé and cover letter.
Read these documents carefully. If there are
gaps in time between jobs, ask the applicant
about them. If the information on the résumé
is too general, develop questions to get at
the specifics. Remember most people create
résumés with a very specific goal in mind: to
obtain an interview. Therefore, the information
tends to be a summary of all the good aspects of
that person’s career to date. Additionally, all
information tends to be written in glowing
language. Be prepared to reach beyond this lan-
guage to obtain clarifying information. For
example, suppose you came across this line in a
cover letter: “I’ve had years of experience in
leadership positions.” Clearly, you would want
to ask this applicant for more specific informa-
tion: “How many years?” “What kinds of posi-
tions were these?” “What were your specific
leadership responsibilities?”

In constructing interview questions, be sure to
include some that focus on specific experiences. For
instance, you might want to ask something such as,
“Can you tell me about a time when you successfully
met a goal you set?” The interviewee may be reluctant to
be specific, but you should probe until the interviewee
offers you useful, specific, behavioral information.

Why is behavioral information so important?
Many experts believe the best way to assess future job
performance is to assess past behavior: Past behavior
predicts future performance. If you can find out how
the interviewee behaved in real situations in the past
that are similar to those he or she is likely to face in

your organization, you can determine if his or her style
will fit into your organization and work well with
other members.

Take care that you ask a balanced series of ques-
tions: Ask for negative information as well as positive.
This will help you obtain a well-rounded picture of the
interviewee and also expose hidden bias. For instance,
you might want to follow the positive question with
something like: “Well, now tell me about a time when
you failed to meet a goal you set.” Again, make sure
the person gives you specific behavioral information.

In conclusion, remember your primary purpose in a
selection interview is to find a person who is qualified for
a particular opening in your organization. Table B.8
details a six-step process (using the acronym PEOPLE)
used by a major firm to help interviewers accomplish this
purpose. It follows the general interviewing model
outlined in the first half of this supplement.

PERFORMANCE-APPRAISAL
INTERVIEWS

The performance-appraisal interview is usually part of a
larger professional appraisal system. The goal of this sys-
tem is to evaluate a member of an organization and often
to provide feedback to a subordinate concerning ways to
improve job performance. While every organization dif-
fers in the specifics of carrying out the performance-
appraisal system, there are some common aspects.

Generally, prior to the performance-appraisal
interview, written evaluations are prepared by the sub-
ordinate, the superior, or both people. There are any
number of types of evaluation forms, including an
essay form, on which the manager writes a description
of the subordinate’s work, with no real set format;
forced-choice ratings, in which the manager chooses a
statement from many which describes the subordinate
in one area; or a graphic rating scale, in which the
manager rates the subordinate on various areas on a
1–7 numerical scale. In most cases, though, you will
be asked to back up your assessment of the subordi-
nate with specific and concrete information. For
instance, if you are using a graphic rating scale and
indicate the employee performed unsatisfactorily, you
should write out in objective terms why you have
made this assessment. The subordinate has a right to
know, and you have the responsibility to back up your
decisions with evidence.

It is the responsibility of the interviewer to prepare
the structure of the performance-appraisal interview. The
interviewer should set a definite time and place for the
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interview, considering the effects these choices will have
on the interview and the interviewee. The interviewer
must decide on the general purpose of the interview and
the agenda. Common topics that are often brought up in
performance-appraisal interviews include job knowl-
edge, job performance, job goals, career goals and oppor-
tunities, and interpersonal skills.

The difficult aspect of the performance-appraisal
interview is that people tend to shy away from evalu-
ating others or being evaluated in face-to-face situa-
tions. Both participants in a performance-appraisal
interview may be apprehensive. As the interviewer,
you need to reassure the interviewee that you are con-
ducting the performance-appraisal interview as a

means of assisting in the interviewee’s development.
Keep in mind that people do not like to be criticized,
and balance your criticisms with reassurances and
commendations.

In conducting a performance-appraisal interview,
you must decide beforehand on your objectives. The
objectives should then dictate the form of the interview.
In general, three types of appraisal interviews seek to
meet specific objectives (Maier, 1958), and a fourth type
can be used to meet multiple objectives (Beer, 1987).
These interview types are summarized in Table B.9.

The first type of appraisal interview is called the
tell-and-sell interview. This approach is evaluative in
nature. First, you tell the subordinate how you have

Table B.8 Selection Interview Format (PEOPLE-Oriented Process)

P = Prepare

1. Review application, résumé, transcripts, and other background information.

2. Prepare both general and individual-specific questions.

3. Prepare suitable physical arrangements.

E = Establish Rapport

1. Try to make applicant comfortable.

2. Convey genuine interest.

3. Communicate supportive attitude with voice and manner.

O = Obtain Information

1. Ask questions.

2. Probe.

3. Listen carefully.

4. Observe the person (dress, mannerisms, body language).

P = Provide Information

1. Describe current and future job opportunities.

2. Sell positive features of firm.

3. Respond to applicant’s questions.

L = Lead to Close

1. Clarify responses.

2. Provide opportunity for final applicant input.

3. Explain what happens next.

E = Evaluate

1. Assess match between technical qualifications and job requirements.

2. Judge personal qualities (leadership, maturity, team orientation).

3. Make a recommendation.
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evaluated him or her, and then you sell the subordinate
on the ways you have chosen to improve his or her per-
formance. This type of interview should be used when
you must be very clear about your expectations. This
format is also effective with young employees who find
it difficult to evaluate themselves, with very loyal
employees or those who strongly identify with the orga-
nization or the appraiser, and with employees who do
not want to have a say in how to develop their job and
role in the organization (Downs et al., 1980).

If, however, you want to let the subordinate
respond to your evaluation, you would use the tell-
and-listen appraisal format. In this interview, you first
tell the employee your evaluation; then you listen to
his or her reactions without displaying any agreement
or disagreement. The objective of this interview is
evaluative, but you also want to hear the subordinate’s
viewpoints and work with the subordinate to help him
or her accept your evaluation. Active listening directed
at helping the subordinate work through his or her
feelings about the evaluation and past performance
will help you successfully complete a tell-and-listen
appraisal. This type of interview works best with
people who have a high need to participate in their
jobs, with interviewees who are relatively close in sta-
tus to the interviewer, and with subordinates who are
highly educated (Downs et al., 1980).

The third general type of performance appraisal is
the problem-solving interview. In this interview, evalu-
ating the person is no longer the goal. Rather, the
appraiser’s role is to help the employee develop a plan
for improving his or her performance. The perfor-
mance deficiencies are determined by the subordinate,
not the supervisor. Your goal as the interviewer is to

Table B.9 Types of Performance-Appraisal Interviews

Tell-and-Sell Interview

Used for purely evaluative purposes. Manager tells the employee the evaluation and then persuades the employee to 
follow recommendations for improvement.

Tell-and-Listen Interview

Used for purely evaluative purposes. Manager tells the employee the evaluation and then listens to the employee’s 
reactions to the evaluation in a nonjudgmental manner.

Problem-Solving Interview

Used for employee-development purposes. Manager does not offer evaluation but lets employee decide his or her weak
areas and works with employee to develop plan for improvement.

Mixed-Model Interview

Used for both evaluative and development purposes. Manager begins interview with problem-solving session and 
concludes with a more directive tell-and-sell approach.

avoid judgments and evaluations; rather, you offer sug-
gestions for solutions to the problems defined by the
interviewee. You form a partnership with the subordi-
nate to solve the problems he or she brings up.

Finally, if your objectives are to both perform an
evaluation and offer developmental coaching, you
could choose to use a mixed-model interview (Beer,
1987). In this type of appraisal interview, you begin
with a problem-solving framework and end the inter-
view with a more directive tell-and-sell approach. In
this way, you can both help a subordinate meet the
development goals as well as offer your own evalua-
tion and plan for development.

No matter which type of interview you choose, a
performance-appraisal interview should contain all the
elements of a general interview: build rapport and orient
the interviewee to the subject; conduct the body of the
interview in a supportive manner; conclude by specifying
what is going to happen. Additionally, the performance-
appraisal interview generally includes a discussion of a
specific plan for improvement or change.

Summary and Behavioral Guidelines

While many people consider interviewing a process that
just happens, we have argued that effective interviewing
requires planning and thought. The steps shown in
Figure B.1 provide a framework for enhancing your
interviewing skills. The first step, thorough preparation,
is essential for a successful interview. Planning involves
deciding on your purposes, questions, structure, setting,
and responses to anticipated problems. During the actual
interview, work toward establishing and maintaining a
supportive and productive climate. Keep in mind every



CONDUCTING INTERVIEWS SUPPLEMENT B 633

interview should have an introduction, body, and
conclusion and you need to develop ways to record the
information you obtain during the interview.

There are a variety of organizational interviews,
but the most common are the information-gathering
interview, the employment-selection interview, and
the performance-appraisal interview. Each of these
interviews has very different objectives and specific
means to reach them. Be flexible in how you conduct
these interviews. As in any communication activity,
you should adapt to the situation, your personality, and
the person with whom you are conversing.

Interviewing is a vital management skill. When
done well, an interview can provide you with informa-
tion not otherwise available. This information can then
better inform the decisions you make as you act out
your role in the organization.

Following are general behavioral guidelines for plan-
ning and conducting interviews. Specific guidelines
for specialized interviews are incorporated into the
Observer’s Feedback Forms in the Skill Practice exercises.

Planning the Interview

1. Specify your purposes and plan an agenda.
❏ Determine your general purpose: to gather

information, persuade, discipline, or evaluate.
❏ Compose an agenda, prioritizing all topics.

2. Formulate questions.
❏ Determine the type of questions (closed or

open) that are consistent with the objectives.
❏ Write specific questions for each topic on the

agenda.
❏ Use appropriate language in your questions.
❏ Avoid biased or leading questions.

3. Develop the interview guide.
❏ Select the appropriate format: structured,

semistructured, or unstructured.
❏ Use either the funnel or inverted funnel 

question sequence.
❏ Formulate transition statements between topics.

4. Select a setting that is consistent with your
objectives.

5. Identify potential complications that might 
occur during the interview and develop
contingency plans.

Conducting the Interview

6. Establish and maintain a supportive climate.
❏ Greet interviewee and initiate a brief social

conversation.
❏ Foster a positive communications climate by

constant analysis of, and adaptation to, the
interview process.

❏ Use effective listening skills and nonverbal 
language (eye contact, posture, and gestures)
to foster cooperation.

7. Introduce the interview.
❏ State the purpose of the interview.
❏ Clarify interviewee’s and interviewer’s roles.
❏ Specify the time frame of the interview.
❏ Indicate how the information will be used.
❏ Use a transition to signal the beginning of the

interview.
8. Conduct the interview.

❏ Use the interview guide to manage the flow of
the interview.

❏ Use probing questions when elaboration or
clarification are required.

❏ Be flexible and adapt to the flow of the 
interview.

9. Conclude the interview.
❏ Signal the interview is about to end.
❏ Summarize the information you have 

collected.
❏ Clarify details or technical information.
❏ Review what will happen as a result of the

interview.
❏ Strengthen the relationship by expressing

appreciation.
10. Record the interview content, using the appropriate

format.
❏ Write a summary immediately after the 

interview.
❏ Take notes during the interview (sustaining

eye contact).
❏ Use a tape recorder (with the interviewee’s

permission).
❏ Use a second interviewer to improve 

your recall.
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EXERCISES FOR CONDUCTING 
SPECIAL-PURPOSE INTERVIEWS

Evaluating the New Employee-Orientation Program

You work for a high-tech electronics firm that was recently purchased by a large,
multibusiness conglomerate. Your company produces components for highly sophisti-
cated communications equipment used by the government. This is an exciting, but some-
what confusing, period in the company’s history. The new parent company, BETA
Products, is known as a Japanese-like firm. It emphasizes high productivity, along with
employee commitment and loyalty.

BETA is sending a human resources management team to inspect your organization in
two weeks. In advance, they have sent a list of programs they want to review, including
your new employee-orientation program. Your boss, the vice president of human resources,
has given you the assignment of preparing a 30-minute briefing on this program to the BETA
task force. Specifically, she has asked you to interview representatives of various groups in
your organization to determine their perceptions of the program’s merits and shortcomings.

Currently, when a new employee enters your organization, he or she goes through
an extensive orientation session. During this session, the new employee meets with a
member of the Human Resources Department to learn about company policies and pro-
cedures and receive the Employee’s Handbook. This session can last from two to three
hours, depending on the participants. At the end of the session, the new employee is
assigned a mentor, a member of the new employees department who has been with the
organization for at least one year. The role of the mentor is to help the new employee
become familiar with his or her new job and coworkers. The mentor is expected to meet
with the new employee on a semiregular basis for at least six months. The relationship
can continue if both parties agree. This orientation program has been used for about three
years but has never been formally evaluated.

Assignment
To complete this assignment, you have scheduled interviews with several department
heads, mentors, and current trainees. Prepare the interview you would conduct with the
person from whom you are assigned to gather information about the orientation program.
Before beginning this task, review the behavioral guidelines for planning an effective
interview at the end of the Skill Learning section. You should also consult Tables B.1
through B.3, and Table B.6. In small groups, compare your questions with others. What
did you leave out? What questions need to be reworded? What types of probes may be
needed? After this discussion, split up into triads and take turns serving as the inter-
viewer, interviewee, and observer. Do not look at the following role descriptions while
planning this exercise. An observer will give feedback using the Observer’s Feedback
Form as a guide.

Role Descriptions for Interviewees
Trainee

You’ve just found out you are going to be interviewed on the mentor program with which
you’ve been involved for three months. You’ve been quite happy with the program and
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would like to see it continued; in fact, someday, you want to be a mentor to new
employees.

Many of your friends have pointed out you have a tendency to talk too fast, talk a lot,
and tend to dominate a conversation. You realize when you get nervous or involved in an
issue, you do talk a lot. You are certainly nervous about this interview because you are
very involved in the program and you’ve heard through the grapevine the program might
be cut. You feel that would be terrible. You really want to let the interviewer know how
much you’ve learned from your mentor and the whole orientation program. What you
have to say is important, and you want to make sure the interviewer hears all the good
things you have to say about the program.

You are particularly positive about the program because it contrasts with your expe-
rience from your former job. In that organization, you were merely given a cursory
overview of the company benefits through a videotape presentation. Furthermore,
because there was no standardized mentoring program, new employees were left to fend
for themselves. They were given no clear picture of what the company expected of them,
no encouragement, and no sense of involvement in a group effort. As a result, a great deal
of confusion and misunderstanding resulted. Here, in contrast, you have appreciated
being able to get answers to your questions from one person. Overall, you feel as though
this approach enabled you to become proficient in your job very quickly.

Department Head
You’ve just found out you are going to be interviewed on the mentor program, and it
couldn’t have come at a worse time. You’ve just lost one of your best employees, and you
have been scrambling to try to find a replacement. You’re really not interested in spend-
ing time to think about this interview or participate in it. You’d rather use the time on
employment interviews to find a new assistant.

In fact, you tend to be uncomfortable in interviews of any kind. Because you tend to
be shy, this kind of one-on-one formal conversation always makes you feel uncomfortable.
You don’t mind it so much when you are the interviewer—at least then you have some
control over the situation. But you don’t feel you’ve ever been a really good interviewee.
The direct questions always make you feel as if you are on trial; as a result, you withdraw
and appear to be uncooperative, even defensive.

You think the interviewer should be talking to people more directly involved in the
program. You really don’t have much to do with it anyway, except for matching up people.
The program seems to work okay, but no doubt trainees would learn just as quickly if they
sought out their own mentors. You know many of your staff members feel the program is
worthwhile, so you’ll back it up, albeit reluctantly. However, you would much rather write
an evaluation of the program than have to talk about it to a relative stranger.

Mentor
You’ve just found out you are going to be interviewed on the mentor program, a program
with which you’ve been involved for six months. When you first became a mentor, you
were excited about the possibilities. Now, however, experience has shown the program is a
waste of time. Too often, the trainees use their mentors as a crutch, both at work and in
their social lives. The program inspires a dependency you find counterproductive and time
wasting.

You’ve found yourself in the position of practically taking over trainees’ jobs because
they got used to relying on your expertise. You’ve thought this might simply be a result of
your own personality—too willing to help, perhaps—but you’ve also noticed this behav-
ior in other mentors and trainees.

Furthermore, you haven’t noticed any significant difference in productivity between
people who have gone through the program and people who haven’t. In fact, because of
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the development of social relationships, your feeling is that productivity has probably
declined: there is too much gossip and goofing off and not enough concentration on tasks.

You think the company ought to abandon the program. While a brief orientation might
be useful to new hires, you no longer can justify the amount of time you put into the pro-
gram, given the results. Even this evaluation of the program is taking up your valuable time.

Observer’s Feedback Form

RATING

1 = Low
5 = High

Introduction
1. Did interviewer

_______ use a friendly greeting?
_______ begin to build rapport?
_______ state purpose?
_______ orient interviewee?
_______ refer to taking notes or recording interview?

Body
2. Did interviewer

_______ use appropriate question sequence?
_______ use a variety of question types?
_______ use internal summaries and transitions?
_______ respond to interviewee with good secondary questions (probes)?
_______ use silence when appropriate?
_______ maintain rapport with interviewee?
_______ handle problematic interviewee well?

Closing
3. Did interviewer

_______ sum up?
_______ maintain/encourage good interpersonal relationship?
_______ indicate what would happen with information?
_______ set up another meeting, if appropriate?
_______ thank interviewee?

Nonverbals
4. Did interviewer

_______ wear appropriate clothing?
_______ maintain eye contact with interviewee?
_______ use purposeful gestures?
_______ use appropriate tone of voice?
_______ maintain good posture?
_______ look enthusiastic and interested in what interviewee had to say?
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_______ take notes inconspicuously?
_______ avoid verbal pauses such as uh, uhm, and so forth?

Comments:

Performance-Appraisal Interview with Chris Jakobsen

Background Information for Pat Ginelli
You are vice president of the Commercial Loan Division at Firstbank, a medium-sized,
state-licensed bank. You have been with Firstbank for four years and have conducted a
number of performance-appraisal interviews. During your tenure, you have increased your
division’s profits by 45 percent. Your goal is to increase this level by another 15 percent
before the end of next year. In order to do so, you need to have aggressive, dynamic, and
dedicated loan officers working for you.

Chris Jakobsen has been with Firstbank for three years. This will be your first review of
Chris’s performance because he was transferred to your department five months ago to fill a
loan officer position vacated by Helen Smith, who had worked in the Personal Loan Division.
You agreed to the transfer after reviewing Chris’s credentials and past performance appraisal
forms. Chris appeared to be qualified for the position, and the performance appraisal reports
indicated that Chris’s work was rated from above average to outstanding.

Unfortunately, you have been extremely disappointed with Chris’s performance in
your department. For a longtime bank employee, he seems surprisingly unfamiliar with
standard procedures and protocol. Last week, he told a customer there shouldn’t be any
problem getting approval for her loan application. She wanted to open a boutique in a ren-
ovated building downtown. However, the review committee turned it down because the
building hadn’t met code yet.

There are several other deficiencies in Chris’s performance. In contrast to Helen, Chris
seems inattentive to detail. He has frequently left out important information on loan appli-
cations, causing needless delays in processing. Furthermore, he doesn’t seem to be able to
keep up with the workload. It takes him twice as long as it should to handle routine paper-
work, and he seems totally ill at ease with your department’s computerized information sys-
tem. Due to a favorable investment environment and the recent opening of a local industrial
park, your group’s workload is up 50 percent from a year ago. You simply can’t tolerate hav-
ing to take extra time to make sure Chris is doing things right the first time.

In Chris’s favor, he is extremely punctual and his attendance has been perfect. He also
keeps a very neat work area and takes pride in his own appearance. Furthermore, as a
native of the community and an active civic leader, he has very good contacts in the busi-
ness community. It is also clear that everyone likes Chris. He is jovial and easygoing. He has
a quick wit that livens up even the most routine and dull staff meeting. He loves treating
coworkers during happy hour after work. Unfortunately, he sometimes loses perspective
and gets carried away. Indeed, you’ve wondered at times how this free spirit ended up in a
bank job. Certainly his attitude runs counter to your more formal and reserved personality,
but it’s hard to deny he has charm and class.

In general, Chris seems to have plenty of potential, but at best his current work per-
formance is only average (an “expected” rating on your company’s form). He just hasn’t
applied himself to his new position. You wonder if this is the right work for him or if per-
haps he hasn’t had adequate training. You spent some time orienting Chris to the group
and assigned Jim, a veteran of the department, to act as his mentor. But, in retrospect, the
local business boom has made it difficult for you and Jim to help Chris learn the ropes.
Your days seem to be filled up with meetings with local investors and city planners. Still,
it bugs you that he never asks questions. If he needs help with the technical aspects of the
job, why doesn’t he ever ask for assistance?
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You have scheduled the interview with Chris for later in the day in your office. You
know your review will make him very unhappy and probably put him on the defensive.
He obviously has high aspirations for advancing in the bank and has received pretty pos-
itive feedback in the past. You’ve got to figure out some way to get him to improve. Your
department is short-handed as it is, and everyone must contribute his or her share.

As you contemplate the unpleasant task ahead, you reflect, “Boy, I certainly miss
Helen. I never had to have this type of conversation with her.”

Assignment for Pat Ginelli
In preparation for this interview, complete a draft of the performance evaluation form in
Exhibit 1 (the form is located after Chris’s assignment). In keeping with standard
practice, you have given a blank copy of the form to Chris and asked him to do a self-
evaluation. He will bring his completed form to the interview.

After you have completed your draft, identify the type of performance-appraisal
interview you feel is most appropriate for this situation (see Table B.9). Also, review the
behavioral guidelines at the end of the Skill Learning section. Then formulate a series of
questions consistent with your overall strategy. Finally, anticipate questions and objec-
tions Chris might initiate and prepare responses. Compare your plans in small groups
and make revisions. Use the Interview Checklist in Table B.4 to guide your discussion.

Upon completion of your small-group discussion, prepare to conduct the interview
with Chris. Do not look at the background information for Chris’s role prior to the inter-
view. An observer will use the Observer’s Feedback Form to give you feedback.

Background Information for Chris Jakobsen
You have been with Firstbank, a medium-sized, state-licensed bank, for three years. For
most of that time, you worked in the Personal Loan Division as a loan officer. You liked
your job, your clients, and the people with whom you worked. You had hoped your first
move at Firstbank would be a promotion within the Personal Loan Division. However, five
months ago, you were transferred to the Commercial Loan Division to replace a loan offi-
cer who had worked in that position for 10 years. You did not really want to transfer, but
you realized the move would, in fact, put you in a better position for the next upward
move. Your former supervisor indicated you would not have to stay in this position very
long if you kept receiving good ratings on your performance appraisal forms, and you have
always received outstanding or above-average ratings. He argued you really needed to gain
exposure to other departments in the bank as well as to other managers. Your new boss,
Pat Ginelli, is a real rising star in the bank.

You expect your new supervisor, Pat, is going to be pretty tough on you. You feel
frustrated and upset because you don’t think there has been any change in your effort or
commitment. Since you have been in the department, Pat’s attitude toward you has
seemed very distant and formal. You know Pat thinks the person you replaced was an
excellent worker who contributed greatly to Pat’s goal of achieving a 15 percent
increase in profits this year. But certainly she doesn’t expect you to immediately pick up
where a 10-year veteran left off.

Then there’s the problem of training. She promised to give you a thorough orienta-
tion when you arrived, but instead you were shunted off to Jim. He seemed sincere and
interested in helping out, and he told you to come and ask questions whenever you
needed help. However, when you asked about the department’s loan-application proce-
dure, he made you feel like an idiot for asking such a basic question, and you’ve never
gone back. Furthermore, Pat always seems to be in meetings. You realize she is bringing
in important business for the bank, so you feel it would be inappropriate to distract her
with your basic questions.
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This lack of assistance has caused you to make some mistakes. These have primarily
been due to the change in procedures between the Personal and Commercial Loan
departments. You had much more autonomy and authority over there, probably because
the loans were much smaller. In addition, there are many more government regulations
to worry about over here. Besides, you really miss the close contact with people that was
built into your old job. That’s why you took your first job in the bank. You have always
been a very people-oriented person and received great satisfaction from helping them.
Now, you just seem to be buried in paperwork and committee meetings. Some days, you
regret accepting the offer to transfer. You’re not sure this stepping-stone to advancement
is worth the lost enjoyment you received in your former position.

Assignment for Chris Jakobsen
Your interview with Pat is scheduled for her office. In preparation for the interview, Pat
has asked you to complete a copy of the performance-appraisal form as a self-evaluation.
Prior to the interview, complete the form in Exhibit 1. Do not review the background
information for Pat’s role.

Exhibit 1 Interview with Chris Jakobsen

Employee Performance Appraisal

DATA COMPLETED

NAME Chris Jakobsen
DATE OF BIRTH 6/22/65
YEARS OF EMPLOYMENT 3
OFFICE LOCATION BRANCH 4 DEPARTMENTAL 9
DEPARTMENT Commercial

PRESENT JOB TITLE Loan Officer
CONVERSION CODE 32
YEARS IN PRESENT POSITION 6 months
SOC. SEC. NO. 555–33–9999
EDUCATION B.A.—Business
Select the statement under each of the following categories that best describes the
individual.

Quality of Work
General excellence of output with consideration to accuracy—thoroughness—
dependability—without close supervision.

Exceptionally high quality. Consistently accurate, precise, quick to detect errors
in own and others’ work.
Work sometimes superior and usually accurate. Negligible amount needs to be
redone. Work regularly meets standards.
A careful worker. A small amount of work needs to be redone. Corrections
made in reasonable time. Usually meets normal standards.
Work frequently below acceptable quality. Inclined to be careless. Moderate
amount of work needs to be redone. Excessive time to correct.
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Work often almost worthless. Seldom meets normal standards. Excessive
amount needs to be redone.

Quantity of Work
Consider the amount of useful work over the period of time since the last appraisal.
Compare the output of work to the standard you have set for the job.

Output consistently exceeds standards. Unusually fast worker. Exceptional
amount of output.
Maintains a high rate of production. Frequently exceeds standards. More than
normal effort.
Output is regular. Meets standards consistently. Works at steady average speed.
Frequently turns out less-than-normal amount of work. A low producer.
A consistently low producer. Excessively slow worker. Unacceptable output.

Cooperation
Consider the employee’s attitude toward the work, the employee’s coworkers, and super-
visors. Does the employee appreciate the need to understand and help solve problems
with others?

Always congenial and cooperative. Enthusiastic and cheerfully helpful in
emergencies. Well-liked by associates.
Cooperates well. Understands and complies with all rules. Usually demonstrates
a good attitude. Liked by associates.
Usually courteous and cooperative. Follows orders but at times needs reminding.
Gets along well with associates.
Does only what is specifically requested. Sometimes complains about following
instructions. Reluctant to help others.
Unfriendly and uncooperative. Refuses to help others.

Knowledge of the Job
The degree to which the employee has learned and understands the various procedures of
the job and their objectives.

Exceptional understanding of all phases. Demonstrates unusual desire to
acquire information.
Thorough knowledge in most phases. Has interest and potential toward personal
growth.
Adequate knowledge for normal performance. Will not voluntarily seek
development.
Insufficient knowledge of job. Resists criticism and instruction.
No comprehension of the requirements of job.

Dependability
The reliability of the employee in performing assigned tasks accurately and within the
allotted time.

Exceptional. Can be left on own and will establish priorities to meet deadlines.
Very reliable. Minimal supervision required to complete assignments.
Dependable in most assignments. Normal supervision required. A profitable
worker.
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Needs frequent follow-up. Excessive prodding necessary.
Chronic procrastinator. Control required is out of all proportion.

Attendance and Punctuality
Consider the employee’s record, reliability, and ability to conduct the job within the unit’s
work rules.

Unusual compliance and understanding of work discipline. Routine usually
exceeds normal.
Excellent. Complete conformity with rules but cheerfully volunteers time during
peak loads.
Normally dependable. Rarely needs reminding of accepted rules.
Needs close supervision in this area. Inclined to backslide without strict
discipline.
Unreliable. Resists normal rules. Frequently wants special privileges.

Knowledge of Company Policy and Objectives
Acceptance, understanding, and promotion of company policies and objectives in the area
of the employee’s job responsibilities.

Thorough appreciation and implementation of all policies. Extraordinary ability
to express objectives and encourage others to meet them.
Reflects knowledge of almost all policies related to this position.
Acceptable but fairly superficial understanding of job objectives.
Limited insight into job or company goals. Mentally restricted.
Not enough information or understanding to permit minimum efficiency.

Initiative and Judgment
The ability and interest to suggest and develop new ideas and methods; the degree to
which these suggestions and normal decisions and actions are sound.

Ingenious self-starter. Superior ability to think intelligently.
Very resourceful. Clear thinker—usually makes thoughtful decisions.
Fairly progressive, with normal sense. Often needs to be motivated.
Rarely makes suggestions. Decisions need to be checked before implementation.
Needs detailed instructions and close supervision. Tendency to assume and
misinterpret.

Supervisory or Technical Potential
Consider the employee’s ability to teach and increase skills of others, to motivate and
lead, to organize and assign work, and to communicate ideas.

An accomplished leader who can earn respect and inspire others to perform.
An articulate and artful communicator, planner, and organizer.
Has the ability to reach and will lead by example rather than technique. Speaks
and writes well and can organize and plan with help.
Fairly well informed on job-related subjects but has some difficulty communi-
cating with others. Nothing distinctive about spoken or written word.
Little ability to implement. Seems uninterested in teaching or helping others.
Careless speech and writing habits.
Unable to be objective or reason logically. Inarticulate and stilted in expression.
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Overall Rating
There are five alternatives in each category. The first alternative is worth 5 points, the last
alternative is worth 1 point. Place a number from 1–5 by each of the selected alternatives
and total the score for all nine categories. Then select the appropriate overall rating.

Outstanding (45–39)
Above Expected (38–32)
Expected (31–23)
Below Expected (22–16)
Unsatisfactory (15–9)

Observer’s Feedback Form

RATING

1 = Low
5 = High

Introduction
1. Did interviewer

_______ use appropriate greeting?
_______ build rapport?
_______ orient interviewee to the interview?
_______ refer to taking notes?

Body
2. Did interviewer

_______ praise individual’s strengths?
_______ focus on specific concerns?
_______ compare perceptions of the problems?
_______ probe for underlying causes?
_______ reach agreement on performance expectations and goals?
_______ discuss specific plans of action for improving deficiencies?
_______ make specific references to the appraisal form?

Conclusion
3. Did interviewer

_______ provide opportunity for interviewee to make suggestions and ask
questions?

_______ summarize interview?
_______ specify when next appraisal interview will be held?

Nonverbals
4. Did interviewer

_______ use nonverbal behaviors to maintain open climate and good rapport?
_______ avoid use of uhs and uhms?
_______ maintain good posture?
_______ maintain eye contact?

Comments:
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Employment-Selection Interview at Smith Farley Insurance

Smith Farley is a rapidly growing insurance firm located in Peoria, Illinois. It offers general
lines of insurance, including auto, fire, life, and health. It prides itself on its competitive
rates, excellent agent relations, and fast claim service. Employees of the firm appreciate its
no-layoff policy, generous pay and benefits, and family-oriented culture. Next to
Caterpillar, it is the largest employer in the community, a source of employee pride.

Smith Farley has taken the lead in computerizing the insurance business. Agents and
claim handlers conduct much of their business using laptop computers in their offices and in
the field. Furthermore, the agents’ and claim handlers’ offices are all networked with one
another as well as with the regional offices. This permits rapid transfer of information,
including rate changes, new applications, and claims.

To support this massive computer system, the firm has installed state-of-the-art com-
puter hardware in its 10 regional office centers. In addition, the company has a large soft-
ware development and maintenance department, which has doubled in size in the past five
years and now employs 800 programmers. These programmers are generally recruited
directly from college. Although they need no previous experience, any relevant experience
can help new programmers move quickly into management or senior technical positions.

Programmer/analysts use typical programming languages to develop computer appli-
cations for the insurance business (e.g., new claim-handler and customer application
forms), for the corporate headquarters staff (e.g., accounting and personnel records), and
the computer system itself (internal procedures and controls). Data processing positions
range from extremely technical design of complex computer networks to routine mainte-
nance of existing programs.

All new programmers are put through a 16-week school in which they are oriented to
the company and the data processing department, brought up to speed on the relevant pro-
gramming languages and tools, and socialized into the corporate culture. To meet the heavy
demand for computer applications, the data processing department has been authorized to
hire two cohorts of 60 programmers a year.

To attract programmers to the firm, Smith Farley offers above-average starting salaries
and rapid promotions during the first five years. After that, individuals can continue to
pursue the technical career option, which leads to a senior analyst’s position that pays
about $10,000 above industry average, or they can move into management. The consis-
tently high performance of the firm and its ongoing expansion of data processing afford
ample opportunity for promotion into senior positions.

You are J. R. Henderson, a 20-year employee of Smith Farley. For the past 10 years
you have been working in the personnel department, primarily interviewing job candi-
dates for the data processing department. You enjoy your work—the constant contact
with young, enthusiastic college graduates is invigorating—but sometimes you find the
heavy travel schedule taxing.

For example, during the next week you will be traveling to three cities: first to nearby
Bloomington, then to New Orleans and Atlanta. In addition to the regular campus inter-
views you have scheduled in these areas, you have received several résumés in response to
local newspaper ads. In sifting through these inquiries, three résumés caught your interest.
You have made arrangements to interview all three applicants during this trip.

Assignment
Review Exhibits 1 through 5 and prepare a list of questions you would ask these three job
candidates. Using the Interview Guide planning form at the end of the chapter, review
the general questions you should ask all three. In addition, identify several specific ques-
tions you would like to ask the candidate(s) you are assigned, based on their résumés and
cover letters.
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Review your proposed questions in small groups. What points did you overlook?
What questions need to be reworded or discarded?

Using the questions you think are most appropriate, be prepared to conduct selection
interviews with these job candidates in class. Prior to each interview, think about the
questions each candidate is likely to ask you about the company, the community of
Peoria, and the specific jobs available. In addition, identify your “selling points”—the spe-
cific features of the company, the community, and the jobs you think each candidate
would find most attractive. Also review the general behavioral guidelines and the six-step
PEOPLE approach to selection interviews (Table B.8). Remember: The interviewing
process influences the content of the information exchanged.

Following the interview, take a few minutes and grade the interviewee on each of
the seven criteria on the Interview Guide (5 = high, 1 = low). Justify your grades with
specific comments. Then make an oral report to the observer assigned to your interview;
include a recommendation. (Assume the observer is the director of recruiting for your
firm.) After your report, for those criteria related to the interview itself (as compared with
the background of the assigned role), discuss your observations with the interviewee.
Following this discussion, an observer will give you feedback on your performance as an
interviewer using the Observer’s Feedback Form as a guide.

Exhibit 1 Smith Farley Insurance Job Posting

A. POSITIONS OPEN

1. Programmer/Analyst—Auto & Life Company Data Processing Trainee openings leading
to Programmer/Analyst positions at the conclusion of 16-week training program. The
DP Trainee is trained in the programming skills necessary to either develop new or to
revise data-processing programs that help administer over 10 million auto, life, fire, and
health insurance policies.

2. Analyst—Computer Operations Support Trainee opening leading to Analyst positions
at conclusion of a nine-month training program. Computer Operations Support is
responsible for technical operations support for the Regional Data Processing Offices,
including: developing operator procedures, developing and administering training,
problem resolution, and coordinating implementation of new systems and major
changes for Regional Data Processing Offices.

B. MAJORS CONSIDERED
We are recruiting for three Data Processing Departments (Auto Data Processing, Life Data
Processing, and Computer Operations Support), each having different requirements,
which are as follows:

1. Auto Data Processing: Strongly prefer applied computer science, computer technology,
and MIS majors, but will consider other majors with 12–15 hours of computer science
academic background. Strongly prefer 3.0 overall GPA.

Logical analysis, problem-solving skills, and communication skills are important for
expected job performance. Candidates should possess course work in COBOL, C,
C++, and/or Java.

2. Life Data Processing: Most college majors are acceptable (i.e., mathematics, business
or related majors, English, music, and science).

Student must have a sincere interest in and aptitude for data processing. Only students
with a 3.5 overall GPA will be considered.
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3. Computer Operations Support: Most business majors are acceptable (i.e., business,
business administration, finance, economics, accounting, etc., with 6–10 hours of
computer science academic background). Prefer a 3.0 overall GPA.

Student must have a sincere interest in and aptitude for data processing.

C. CITIZENSHIP REQUIREMENTS
Must be citizens or permanent residents.

D. LOCATION
These positions will be located at the corporate headquarters in Peoria, Illinois.

Exhibit 2 Interview Guide for Data Processing (DP)

APPLICANT’S NAME SCHOOL
INTERVIEW DATE GPA
LOCATION TIME MAJOR

APPLICANT-SPECIFIC

CRITERION FOCUS GENERAL QUESTIONS QUESTIONS

Aptitude/ Determine if exposure Of the DP courses you 
Knowledge to and retention of a have had, which was the 

high-level computer most beneficial and why? 
language and Explain in detail the most 
development methods difficult DP assignment 
are adequate. you have had. How do 

you rate yourself as a 
programmer? Why?

Interest/ Determine if interest How did you first get 
Experience and record of success interested in DP? What 

in DP studies or work about it do you like the 
has been sustained most? The least? Can you 
(2+ years). give me an example of a 

DP-related experience 
you have had that was
satisfying? Not satisfying?
What is your professional 
goal?

Ability to Determine success Do you feel you work  
work with of achieving results more effectively on a 
others in team effort. one-to-one basis or in a 

group? Describe a 
situation in which you 
worked as a member of a 
team. What approach did
you take to get people 
together and establish a
common approach to 
the task?

(Continued)
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APPLICANT-SPECIFIC

CRITERION FOCUS GENERAL QUESTIONS QUESTIONS

Commitment/ Determine level of What approaches do 
Initiative success in achieving you use to get people to 

task completion in light accept your ideas or  
of task complexity, goals? What is a big  
adversity, load, level obstacle you had to  
of knowledge, and overcome to get where  
so forth. you are today? Do you 

consider yourself a 
self-starter or are you 
better at implementing 
the plans of others?

Communi- Determine quality Would you rather write 
cation of written/spoken a report or give a verbal 

word. report? Why? Do you  
think you are a good
listener? What qualities do 
you need to be a good 
listener? How do you
handle a situation when you
are explaining something and
the other person doesn’t 
understand?

Problem Determine if applicant In your opinion, what are 
solving/ has a record of the most difficult problems 
Decision addressing relatively with which a programmer/
making complex projects. analyst must deal? What 

particular strengths do 
you have that allow you 
to deal with these problems? 
What design methods do 
you use to create a program? 
Describe how to use them. 
Describe the most complex 
program you have ever 
written.

Other: Stability
Maturity
Leadership
Personal appearance

Exhibit 3 Résumé

William L. Henderson II

Campus Home
700 North Camden #107 1915 Western Hills
Normal, IL 61761 Arlington Heights, IL 60004
(309) 454–6178 (312) 255–5738
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OBJECTIVE Analyst/Data Processing

EDUCATION Illinois Wesleyan University, Bloomington, Illinois 
Expected Degree 2007
Major: Computer Science Major GPA: 3.75
Business Administration GPA: 3.03

EDUCATIONAL Dean’s List Spring Semester 2007
HIGHLIGHTS ACM Award Spring Semester 2007

STUDENT ILLINOIS WESLEYAN UNIVERSITY
ACTIVITIES Member of Gamma Ray Social Fraternity (3 years)

Pledge Class President; In-House Activities; Intramurals; Offset
Chairman; Social Committee.

Member of Varsity Football Team (2 years)
WORK CENTRAL STATES INSURANCE, Bloomington, IL
SUMMARY Auto/Divisional Programming—Corporate
(Part time Position: DP—Intern
during college)

ILLINOIS WESLEYAN UNIVERSITY, Bloomington, IL
Office of Admissions
Position: Admissions Counselor Aid
Computer Lab
Position: Lab Assistant

(Summers) PREMIER CHECK PRINTERS, INC., Des Plaines, IL
Printing presses (2 years)
Position: Press Assistant/Operation
SOFTWARE, ETC., Arlington Heights, IL
Sales, Inventory, Shipping, Ordering, Partial Management

Position: Salesman

AVAILABILITY June 2008
REFERENCES References available upon request

Exhibit 4 Résumé

Bryan E. Jensen
4364 Peachtree Place
Lilburn, Georgia 30247
Home (404) 381-8909
OBJECTIVE Project Leader/Systems Analyst with supervision potential
BACKGROUND Anticipated the decline in manufacturing jobs and retrained in

computer science. Presently have two associate degrees and
four years of in-depth experience. Accepted temporary position
at Caterpillar to gain experience. The economic recession in
the Midwest prompted my relocation to Atlanta. Accepted my
present position to broaden my experience. I am now seeking a
permanent career position with a midwest employer located in
a “smaller” city. I will be an asset to a progressive company. I
am well motivated, resourceful, versatile, work well with
others, and accept responsibility readily.
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HARDWARE IBM 370—Models 3090E, 3083, 3084, 4341; IBM PC/XT; 486,
Power PC

SOFTWARE Case Tools: Knowledgeware GAMMA
Databases: IMS-DL/I, DBII—SQL, Access, Oracle
Communications: IMS—MFS, TSO—ISPF
Languages: C, C++, Java
Related: BTS, DDLTO, Fileaid-IMS, Datavatage, IMS-Online,
SPUFI, QMF, OS/MVS-XA, JES2, Fileaid, Panvalet, Infopac, SDSF,
JES-Master, Design/I, All-In-One, Diagram Master, Excel, Word
PowerPoint, Dreamweaver

EXPERIENCE Continental Service Corporation, Macon, Georgia (Corporate)
03/07– Senior Systems Analyst/Team Leader

Guided planning, estimating, analysis, and development of major 
areas of IMB DB/DC Billing System. It has a 2.5 million customer 
base and is located in 42 states. Use Method/I life cycle/
methodology. Utilized Pacdesign (Yourdon) for system design 
and Pacbase for completion of deliverables and code generation.

01/04–03/07 Federal Reserve Bank, Savannah, Georgia (Corporate)
Project Leader (10/06–03/07)
Supervised eight analysts and programmers through the 
implementation of a billing system for Federal Reserve Districts 
throughout the United States. Presented written and verbal status 
reports, employee-performance reviews, and time-planning 
estimates/schedules to upper management.
(09/05–10/06)
Led development of IMS DB/DC billing system. Analyzed 
requirements to produce data-flow diagrams and logical data 
model. Participated in team presentation of system. Created 
program specifications. Investigated and resolved code-generation 
problems. Provided support to other team members.
(01/05–08/05)
Received Merit Award for outstanding performance. Designed, 
programmed, and tested accounting interface to all corporate IBM 
and branch Unisys applications. Provided training and support 
during parallel test and acceptance of accounting system. 
Redirected installation efforts for an accounting deposit module 
that had fallen behind. Provided production support of newly 
implemented accounting system.
(04/04–12/04)
Installed accounting software from tape. Modified all JCL to 
district standards. Installed and modified job-submission system. 
Documented and instructed the users on the system and the 
results of each job.
(01/04–03/04)
Designed, wrote, tested, and documented IMB DB/DC programs 
for system used to report the dollar amount of checks as they clear
the Reserve.

03/03–12/03 Caterpillar Tractor Company, Chicago, Illinois (Corp.)
Programmer
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Programmed, tested, and documented IMS DB/DC programs 
from specifications for Man and Material Management System. 
(Due to be laid off 01/04)

04/97–06/01 Skilled Trades Machinist (last position held—layoff)

EDUCATION Illinois Central College; East Peoria, Illinois—2001, Associate in
Applied Science, Data Processing Technology Bradley University; 
Peoria, Illinois (1998–1999) Fifteen hours past Associate toward 
Manufacturing B.S. Illinois Central College; East Peoria, Illinois—
1995, Associates in Applied Science, Manufacturing Technology.

PERSONAL Married, one child. Enjoy outdoor activities. Well motivated. 
References available upon request.

Exhibit 5 Résumé

Mary Lynn Smith
3922 North Blair Street

New Orleans, Louisiana 70117
(504) 945–6077

CAREER OBJECTIVES
Entry-level position in artificial intelligence research with an industrial firm and eventual
managerial capacity in such a firm.

EDUCATION
Dillard University, Division of Natural Sciences, New Orleans, LA.
B.S. degree, Mathematics major with Computer Science minor, May 1999, 
G.P.A.: 3.58/4.0 (overall), 3.82/4.0 (major)

Courses in Mathematics:
Calculus I, II, III Complex Variables
Modern Algebra I & II Real Algebra Differential Equations
Advanced Calculus Linear Algebra Engineering Statistics

Courses in Computer Science:
Computer Fundamentals BASIC Advanced BASIC
Systems Analysis Pascal FORTRAN

HONORS AND ACTIVITIES
University academic scholarship, University and National Dean’s Lists, Kappa Beta Alpha
and Beta Kappa Tau Honor Societies, Kappa Delta Pi Mathematics Society, and Dillard
University Concert Choir.

WORK EXPERIENCE
Computer Services, Inc., Systems Operator/Payroll Processor, Summer, 2007.
—Performed system backups, file verification, programming, and payroll processing.
—Verified payroll figures and prepared tax reports.

Black Computer Operators Association, Teacher, 8/06.
—Prepared the South New Orleans Computer Science Team for a national competition.
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The South New Orleans Team placed first in the national competition.

Washington Elementary School, Summer Mini Camp, Teacher, 7/06–8/06.
—Taught children how to use computers and educational software.

Observer’s Feedback Form

RATING

1 = Low
5 = High

Opening
1. Did interviewer

_______ use appropriate greeting?
_______ build rapport?
_______ orient interviewee to the interview?
_______ use appropriate transition to body of interview?

Body
2. Did interviewer

_______ clearly define structure of the interview?
_______ use transitions between topics?
_______ ask questions based on available information and needs?
_______ probe when necessary?
_______ solicit behavioral examples?

Closing
3. Did interviewer

_______ offer organizational or job information?
_______ invite questions?
_______ answer interviewee’s questions appropriately and specifically?
_______ state when and how interviewee will be contacted?

Nonverbal
4. Did interviewer

_______ act poised?
_______ dress appropriately?
_______ speak articulately?
_______ act enthusiastically?
_______ use appropriate language style?
_______ maintain eye contact?
_______ use purposeful gestures?

Comments:
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impact on our social fabric. Robert Putnam of Harvard
University has developed a thesis about the decline in
“social capital” in American society (Putnam, 2000).
Collective activities seem to be on the decline across a
wide range of organizations. One of the reasons for this
decline is unorganized meetings that frustrate partici-
pants rather than help them contribute to the organiza-
tion’s goals. Folks may figure they just do not want to
waste their time.

Because meetings are such a pervasive activity both
in and out of work settings, being a skillful meeting man-
ager has important rewards beyond those associated with
team building. Meeting groups, if properly managed, can
make higher-quality decisions than individuals. The
phrase “if properly managed” is the key. If not properly
managed, meetings become the supreme organizational
and civic time waster. They can actually set the organiza-
tion back by making rotten decisions when problematic
processes such as folly (Tuchman, 1984), groupthink
(Janis, 1983), the Abilene paradox (Harvey, 1974), the
garbage can model of organizational choice (Cohen,
March, & Olsen, 1972), or the “boiled frog syndrome”
(Tichy & Devanna, 1986) come into play.

The Five Ps of Effective Meetings

Effective meeting managers know the five steps in prepar-
ing for and conducting meetings: (1) purpose, (2) partici-
pants, (3) plan, (4) participation, and (5) perspective.

1. Purpose

Purpose refers to the reason for which a meeting is
held. There are three functions a meeting performs—
to make announcements, to make decisions, and to
brainstorm. Of these three, only the second two count
as reasons for actually holding a meeting. When infor-
mation can be conveyed by a memo or phone call,
when people are not prepared, when key people can-
not attend, when the cost of a meeting is higher than
the potential payoff, and when there is no advantage to
holding a meeting, no meeting should be called (3M,
1994). In short, if there are no decisions to be made,
nor any brainstorming to do, cancel the meeting.

Productive meetings result from good decision
making and brainstorming. A meeting should be called
when one or more of the following conditions applies:

Conducting Effective Meetings:
A Short Guide for Meeting 

Managers and Meeting Participants

Becoming a skillful planner and conductor of meetings—
a meeting manager—is a prerequisite for managerial and
organizational effectiveness. There are several reasons
this skill is a crucial one. One reason is because so much
of a manager’s time is spent in meetings. A 3M Company
study, done in the late 1980s, found meetings occupy a
large percentage of a manager’s workweek. These
researchers found the number of meetings had doubled
over the last decade. As you move up the hierarchy,
meeting demands increase substantially. The more
senior the manager is, the more meetings he or
she attends (3M, 1994).

A second reason is meetings are a significant cost.
This research found the compensation for managers
“just being there” had nearly tripled. About 15 percent
of most companies’ personnel budget was spent on
meeting matters. And in the last decade these demands
have increased substantially. With flatter organizations
and an emphasis on teams and teamwork, the number
of meetings has grown exponentially.

A third reason becoming a skillful meeting man-
ager is crucial is meetings are the place where most
corporate decisions are actually made, or reviewed.
Hence, the matter of decision quality—the amount of
useful results from the meeting—becomes crucial for
the health of the organization. The skilled meeting
master can “produce” a meeting that results in high-
quality decisions—not her or his decisions, but deci-
sions that truly reflect the group’s.

A fourth reason relates to the concept of whole
life, as opposed to work life. In these days of the bound-
aryless organization, skills that are useful at work are
also useful and important away from work. Many
people spend a substantial portion of their time in non-
work-oriented meetings. For example, any community
volunteer work; church activity; or participation in art
councils, youth programs, and civic associations
requires a lot of meetings. Failure here can have a great

652 SUPPLEMENT C CONDUCTING MEETINGS

SKILL LEARNING

We are grateful to John Tropman, who prepared this section
based on the material the authors had in the previous
editions.



CONDUCTING MEETINGS SUPPLEMENT C 653

❏ Information sharing. When all needed infor-
mation is not held by any single person, when
ideas will be stimulated by getting people
together, and when it is not clear what infor-
mation is needed or available.

❏ Commitment building. When individuals need
to become committed to a course of action
and when they are involved in its planning and
implementation.

❏ Information disseminating and feedback. When
many people must receive the same message in
the same way, e-mail is good. However, when
the real issue is not the dissemination, but gaug-
ing the reaction and allowing for “ventilation,”
then a meeting is very helpful.

❏ Problem solving. Groups outperform the best
individuals in accomplishing complex tasks and
making high-quality decisions where various
policies or information are needed. Therefore,
meetings should be called to manage complex
problems and outline the options for decisions
through brainstorming.

2. Participants

The second P, participants, refers to the individuals
invited to attend a meeting. In conducting an effective
meeting, it is important to determine the size, composi-
tion, and skills of the participants. Meetings can
fail because too many or too few participants attend or
because the wrong mix of people is present. If a meeting
is too large, discussion may be superficial and diffuse;
few people will be able to participate. If a meeting is too
small, not enough information will be shared and prob-
lems will not be adequately solved. Odd numbers of par-
ticipants work best because even numbers have a higher
propensity of causing the group to polarize.

Meeting composition refers to three main dualistic
dimensions:

❏ Homogeneity–Heterogeneity
❏ Competition–Cooperation
❏ Task–Process

A homogeneous group is composed of members
with similar backgrounds, personalities, knowledge, or
values. Homogeneous groups produce less conflict and
disagreement, but their outcomes may be mundane
and unimaginative. On the other hand, heterogeneous
groups produce more differences among individuals,
which leads to criticisms and disputes, but potentially
to more novel, complex solutions to problems as well.

With regard to the competition–cooperation dimen-
sion, research on its effect in problem-solving meetings
is compelling. Groups whose members are working
toward a common goal and who adopt a cooperative
stance toward one another perform more effectively and
produce higher levels of member satisfaction than groups
whose members are striving to fulfill individual needs or
are pursuing competing goals. Cooperative groups also
demonstrate more effective interpersonal communica-
tion, more complete divisions of labor, higher levels of
involvement, and better task performance.

On the task–process dimension, meetings are
more effective if they have participants who generate a
balance of both task and process. Task-oriented partici-
pants are “all business.” They have little tolerance for
joking or for discussions of feelings and friendships.
The task is accomplished efficiently, but satisfaction
may be low. Process-oriented participants emphasize
esprit de corps and participation. They are sensitive to
participants’ feelings and satisfaction. They may sacri-
fice accomplishment in favor of members’ enjoyment.
(This usually turns out to be a bad choice; the greatest
enjoyment comes from accomplishment.) For meeting
participants, one tip is not to refrain from using your
default (or usual) style (task or process) but, rather,
“Do what is not being done.” If there is a lot of process
going on, you can emphasize task. If there is an “all
task” mind-set, then add a bit of process.

Skills address the competencies participants bring to
the meeting. We can think of general and specific skill
sets. In general, the four generic skill sets Cohen, March,
and Olsen (1972) identify should be present in the
meeting at the same time. First are the problem knowers—
participants who have some sense of the problem
under discussion. Second are the solution providers—
participants who are creative and imaginative, but
may not know the problems. Third are the resource
controllers—participants who sign off on money, peo-
ple, and resources needed for most decisions; therefore,
they need to be in the loop. Finally, there are people
called “decision-makers-looking-for-work”—the “organi-
zational archbishops” who “bless” or affirm decisions. If
all these skill sets are in the same room at the same time,
and the process is a good one, the likelihood of a high-
quality decision (timely, creative, participative) is great.
In terms of specific skills, the particular knowledge that
might be needed in a particular situation can be ascer-
tained as one plans for the meeting, using the rule of
halves, which will be mentioned later in this chapter. It is
true individuals may double up—and fit more than one
of these categories. That is fine. Just be sure you have
them all.
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3. Planning

The third P, planning, refers to preparation of the
meeting agenda. Often, the justification for a meeting is
clear (e.g., we need to determine how to get fuel to
troops at the front), and the appropriate individuals are
in attendance, but the meeting still seems to flounder,
wander aimlessly, or is unable to produce a final deci-
sion. Such meetings often begin with the leader saying,
“We have a problem I think we all need to sit down
and discuss.” The leader’s erroneous assumption is
because a problem exists and all participants under-
stand it, the meeting will be successful. Unfortunately,
participants may come to the meeting unprepared, may
be unaware of critical information, may be unclear
about their specific roles, and may be confused about
how to achieve the objective. Conversely, the meeting
planner may try to cram too much into a single meet-
ing, schedule too many presentations, handle too many
documents, or cover too much business. Research sug-
gests there are a number of rules for planning meetings
effectively (Tropman, 1996). The following is a list of
the most important:

The Rule of Halves All agenda items for an
upcoming meeting must be in the hands of the agenda
scheduler no later than one-half of the time interval
between the last meeting and the upcoming meeting.
If meetings are held weekly, the person constructing
the agenda should gather agenda items for the next
meeting by the halfway mark in the week. This allows
time to sort and cluster items, handle some items one-
on-one outside the meeting, and produce and distrib-
ute an agenda in advance of the meeting. It also allows
for the assembling of special skills, as driven by the
developing agenda.

The Rule of Sixths Approximately two-thirds of
the agenda should be focused on current agenda
items. The remaining third should be subdivided into
two-sixths. One of those sixths of meeting time should
be spent on past agenda items and follow-up. The
remaining sixth of the meeting should be spent on
brainstorming for the future. Continuity is thus main-
tained and agenda items don’t slip through the cracks.

The Reports Rule Meetings go better if the usual
round of “reports” does not occur. Rather, the informa-
tion that is contained in the “reports” is reorganized into
specific items—announcement, decision, brainstorming.

The Rule of Three-Fourths Packets of informa-
tion, including minutes from the past meeting and
an agenda, should be sent to meeting participants

at the three-quarter point between meetings. For
example, if a weekly meeting is scheduled, the packet
should be sent out approximately two days before the
next meeting.

The Agenda Rule Agendas for meetings should
be written with action verbs or sentence summaries,
not with single words. Rather than saying “Minutes,”
for example, use “Approve Minutes.” Rather than
“Production Report,” use “Determine Production
Schedule.” This provides clarity and impetus for what
the meeting should accomplish. Figure C.1 illustrates
this process.

The Rule of Thirds All meetings are divided into
three parts: (1) a start-up period in which less difficult
items are covered, latecomers arrive, and people get
on board; (2) a heavy work period in which the most
difficult items are considered; and (3) a decompression
period in which the meeting begins to wind down.
Instructional items should be handled in the first
period, items for decision should be handled in the
second period, and items for discussion should be
handled in the third period.

Executive Summary Rule Reports circulated to
meeting participants should always contain executive
summaries or options memos. An executive summary
highlights key points and conclusions of the report. An

 1.  Approve Minutes  2:00–2:05

 2.  Announcements  2:05–2:10

  New desks ordered

  $1,000 each to your account

 3.  Retreat Location (Action) 2:10–2:15

  Key West seems best

 4a.  Vendor Selection (Action) 2:15–2:25

A new vendor for gaskets

  would like some business

 4b.  Disposal of Broken Gaskets (Action) 2:25–2:35

  Trash? Sell abroad/fix?

 5.  Permission to Ship (Action) 2:35–3:00

Ship part with scratch?

  Give discount?

 6.  Improving Quality (Brains) 3:00–3:38

 7.  Adjourn  3:38–3:40

Figure C.1 The Weekly Meeting

Source: John Tropman.
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options memo summarizes alternatives to be discussed
and decided on. This eliminates the need to sift
through many pages to find relevant information and
to spend meeting time shuffling through the report.

The Agenda Bell Rule This rule is a more spe-
cific rule about when certain types of agenda items
should be covered. Agenda items should be considered
in order of ascending controversiality, then attention
should be turned to discussion and decompression
items. Figure C.2 shows a typical agenda bell for a
meeting.

The Agenda Integrity Rule All items on the
agenda should be discussed, and items not on the agenda
should not be discussed. This rule helps ensure meeting
participants do not sidetrack the meeting with items that
are tangential, for which no one has prepared, or for
which insufficient information is available.

The Temporal Integrity Rule This rule is simple:
Start on time and end on time. Follow a time schedule
in the meeting itself. This ensures all agenda items are
given adequate time, latecomers are not rewarded by

having the meeting wait for them, and people can count
on finishing at a certain point.

The Minutes Rule Minutes of meetings should
have three characteristics: agenda relevance (informa-
tion recorded is related to an agenda item), content
relevance (minutes should be written in a form that fol-
lows the agenda so it is easy to find pertinent material
with a quick review), and decision focus (minutes
should reflect decisions, conclusions, and actions
agreed upon, rather than the processes by which the
decisions are reached). After a brief summary of each
item, skip a line and place the action or result in a box.
Here is where names are named, times are timed, and
so on. The key item is easy for everyone to see.

These 10 rules of meeting preparation help to
ensure that when individuals arrive for a meeting and
the meeting begins, a structure and plan will be in
place to make the meeting productive and efficient.

4. Participation

The fourth P, participation, refers to the actual
process of meetings and the methods used to ensure
meetings involve everyone present.

T
IM

E
 S

P
E

N
T

Minutes Announcements Modest
decision

items

Moderate
decision

items

Most
difficult

item

Discussion items Small, trivial
items

1 2 3 4 5 6 7

Figure C.2 The Agenda Bell

Source: John Tropman.
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Provide Introductions Meeting participants
should be introduced to each other and helped to feel
comfortable together, especially if controversial issues
are to be considered.

Establish Ground Rules It should be made clear
what amount of participation is expected, what varia-
tions from the agenda will be tolerated, and what
the time frame will be. Establishing a structure for the
meeting at the outset helps keep the meeting on track.

Establish Decision Rules Decision rules are
norms that make participants comfortable. Establish
them at the beginning of the meeting. Because there
are no neutral decision rules, meeting managers
usually have to use several at once—a complex intel-
lectual task. The most common are the extensive rule,
the intensive rule, the involvement rule, the expert
rule, and the power rule.

The extensive rule is majority rule. Each meeting
participant votes on alternatives, and the alternatives
with a majority of the votes wins. However, there are
variations of this rule, which should be noted:

❏ Highest total. When more than two alternatives
are being considered, none may get a majority
of the votes. The alternative with the highest
number of votes is adopted.

❏ Straw vote. A nonbinding vote is taken to get a
sense of the participants’ feelings toward various
alternatives. This may happen several times
before a decision is reached in order to eliminate
nonsupported alternatives from consideration.

❏ Weighted rating. Meeting participants can
divide 100 points among alternatives, so the
strength of their support can be tallied. If four
alternatives exist, for example, a participant can
give 90 points to one and 5 points to two others.
The alternative with the most points wins.

❏ Ranking. Alternatives are rank ordered, and
the alternative receiving the highest average
ranking is adopted.

If the intensive rule is used, those who care most
win. Through discussion, rather than voting, individuals
who feel deeply can share that feeling with the group.
Groups will try to be as accommodating as possible.
However, problems occur if the majority cares a lot, but
not “most,” or if there are two groups that care deeply
but differently. It requires a lot of imagination and
attempts to come up with a solution that pleases the
“shallow feelers” and the “deep feelers.”

In the involvement rule, the person or subgroup
that has to carry out any action gets to pick, or has it
their way. Their downstream involvement gives them
a particular view, which may not always be for the
overall best. Using the expert rule, the participant with
the law or science on his or her side wins. But neither
law nor science is infallible by any means. Using the
power rule means the boss wins.

Any one of these rules can work, but quality deci-
sions with the greatest buy-in (and hence, sticking
power) usually come from consensus. Consensus, in
this case, means a decision is taken that meets, and
can be shown to meet, each of the rules—it satisfied
the greatest number of those who feel strongly, those
who must carry it out, the experts, and the boss.

Sometimes it is necessary to proceed “in prin-
ciple.” Although agreement cannot be reached on all
specific details, certain general principles can be
agreed upon. The priniciples, rather than the entire
proposal, are accepted. For example, you and your
partner may decide in principle to have Italian food
Friday night. Details (such as if you will go out, and if
not, who will do the cooking) might remain unre-
solved for the moment while a range of details is
explored.

Use a Variety of Media To maintain the interest
of meeting participants, use various media to present
information. Handouts, overhead transparencies,
slides, flip charts, videos, and blackboard diagrams are
all helpful in maintaining interest and increasing the
efficiency with which information is presented and
processed. Participants should be able to use at least
two of their senses during a meeting (for example, see-
ing and hearing).

Encourage and Establish Participation
Participation in a meeting should be equitable among
participants, which does not mean everyone must
make exactly the same number of comments. Those
with more information or those with vested interests
in the topic will participate more. However, it is impor-
tant to control the overparticipator or the person who
dominates the discussion, as well as encourage those
who may have something to contribute but may not be
inclined to share it. Equity should also be maintained
among different points of view, so representatives of
one side of an argument don’t dominate the discus-
sion. Ways to promote discussion among meeting
participants include the following:

❏ Ask open-ended questions rather than questions
that can be answered with a “yes” or a “no.”



CONDUCTING MEETINGS SUPPLEMENT C 657

❏ Ask questions using the language of the partic-
ipants rather than using jargon or recondite
terminology.

❏ Encourage participants to share personal experi-
ences that relate to the topic being considered.

❏ Use examples from your own experience to
clarify points.

❏ Make eye contact with those to whom you are
talking and summarize their points when they
finish their statements.

❏ Ask group members for their reactions to
points made by other meeting participants.

❏ When appropriate, involve others in answering
a question asked of you.

❏ Remember communication comes in a strand of
two parts—the report part (information) and the
rapport part (connection and feeling). Be sure to
attend to both parts.

❏ As the leader, make certain you facilitate the
discussion rather than dominate it.

Summarize Close the meeting by summarizing
the decisions reached, tasks assigned, progress accom-
plished, key points discussed, and what was learned in
the meeting. Review action items that will be reported
on at the next meeting. Help meeting participants feel
a sense of accomplishment for having spent their time
in the meeting. This may be a good time to anticipate
the next meeting by identifying when minutes and the
next meeting’s agenda will be distributed and what
preparation will be required.

5. Perspective

The last P is perspective. Perspective directs us to
view the meetings from a distance. It means evaluating
each meeting and, every so often, the decisions of and
process of the meeting series. At the end of each meet-
ing, for example, you can use KSS methodology to do a
quick and simple assessment. Pass out a piece of paper
to each participant. Ask each participant to respond
under each of the three letters—K, S, and S. K means
“keep”—What went well about this meeting that we
should keep or expand. S means “stop”—What about
this meeting is nonproductive and should be stopped
or phased out. S means “start”—What about this
meeting is not happening and should be started. You
may get the usual irreverent responses (for example,
“better doughnuts”), but if you look for serious pat-
terns of feedback, you can constantly improve the
meeting series. The next week, give the participants

the results (in summary form) and let them know how
you are using their feedback to improve the meeting.

Suggestions for Group Members

So far in this discussion of effective meeting manage-
ment, we have focused on the role of the meeting
manager—the person who calls, plans, and serves
as the meeting’s “conductor.” This role is key to the
success of any group activity. However, meeting partici-
pants also bear responsibility for the meeting’s effective-
ness. It is important for each participant to appreciate
the impact of her or his contribution, both in shaping
the short-term outcomes of meetings and affecting
long-term career opportunities. The success of the
meeting is the responsibility of everyone present, and
even those not present, in the sense that these latter
folks have the responsibility to let their views be
known in advance. The best meetings are those in
which meeting managers and other participants each
take some responsibility for meeting leadership.

Following are several pointers for contributing to
the effectiveness of meeting from a non-manager’s
perspective.

1. Determine if you need to attend the meeting.
Don’t attend merely because you have been
invited. If you have doubts about whether the
meeting’s agenda applies to you, discuss with
the meeting manager why he or she believes
your presence is important. Under the rule of
three-fourths, you will know what is coming
up in fairly specific detail. This information
should help.

2. Prepare. Acquaint yourself with the agenda,
and prepare any reports or information that
will facilitate others’ understanding of the
issues. Come prepared with questions that will
help you understand the issues.

3. Be on time. Stragglers not only waste the time
of other participants by delaying the meeting or
by requiring summaries of what has happened,
but they also hinder effective team building
and hurt morale.

4. Ask for clarification on points that are unclear
or ambiguous. Often, you will find others in
this room have the same questions but were
too timid to speak out.

5. When giving information, be precise and to
the point. Don’t bore everyone with anecdotes
and details that add little to your point.
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6. Listen. Keep eye contact with whomever is
speaking, and try to ascertain the underlying
ideas behind the comments. Be sensitive to the
effects of your nonverbal behavior on speakers,
such as slouching, doodling, or reading.

7. Be supportive of other group members.
Following the guidelines on supportive commu-
nication, acknowledge and build on the com-
ments of others. (“As Jane was saying . . . ”)

8. Assure equitable participation. Take the lead
in involving others so everyone’s talents are
used. This is especially important if you know
that critical information from particular points
of view are not being included in the discus-
sion. This can be rectified by encouraging
those who rarely participate. (”Jim, your unit
worked on something like this last year. What
was your experience like?”)

9. Make disagreements principle-based. If it is
necessary to disagree with, or challenge, the
comments of others, follow the guidelines for
collaborative conflict management in the text.
For example, base your comments on com-
monly held principles or values. (“That’s an
interesting idea, Bill, but how does it compare
with the president’s emphasis on cost cutting?”)

10. Act and react in a way that will enhance the
group performance. Leave your personal agen-
das at the door and work toward the goals of
the group.

Summary and Behavioral Guidelines

Meetings are a pervasive part of organizational life,
especially for managers. Few important initiatives are
forged without extensive and intensive group efforts.
However, meetings are one of the most maligned
aspects of organizational membership. To avoid poorly
managed meetings, a Five-Ps approach was presented.

1. Purpose Use meetings to accomplish the
following purposes:
❏ Decisions

❏ A complex problem needs to be resolved
using the expertise of several people.

❏ Group members’ commitment to a decision,
or to each other, needs to be enhanced.

❏ Brainstorming
❏ Ideas about a problem need to be explored,

such as:
❏ Precipitating and predisposing causes
❏ What is the root cause?

❏ Are there more effective and efficient ways
we could approach this problem?

❏ What is the evidence?
❏ What does the evidence prove?

❏ Announcements
❏ Information needs to be shared

simultaneously among several people.

2. Participants Make decisions regarding who
and how many to invite based on the following:
❏ The size of the group should be comparable

with the task. (For interactive groups, five to
seven participants tend to work best.)

❏ A balance between individuals with strong
task orientations and others with strong 
group-process orientations should be sought.

❏ Individuals should share some common goals
or values.

❏ All relevant experience and knowledge need
to be represented.

❏ The group’s composition should reflect the
goals of the meeting. (Homogeneity encour-
ages solidarity and commitment; heterogeneity
fosters creativity and innovation.)

❏ Be sure the general skills of problem knowing,
problem solving, resource controlling, and key
decision makers are on board.

3. Plan In preparing for the meeting, be sure to
do the following:
❏ Provide for adequate physical space, audiovisual

equipment, and so on.
❏ Establish priorities by sequencing agenda items

and allotting time to each item.
❏ Prepare and distribute an agenda before, or at

the beginning of, the meeting.
❏ Choose the most appropriate decision-making

format structure for each item (for example,
ordinary group discussion, brainstorming, or
one of several consensus-building techniques).

4. Process In managing the group dynamics,
specify the target time length, and highlight
specific tasks by doing the following:
❏ Establish process ground rules, such as how

decisions will be made.
❏ Allow members to become acquainted (if

necessary) and make them feel comfortable.
❏ When critical thinking is important, refrain

from expressing strong personal opinions.
Also, assign the role of critical evaluator to a
group member.

❏ Sustain the flow of the meeting by using
informational displays.
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❏ Encourage the group not to stray from assigned
tasks.

❏ Manage the discussion to achieve equitable
participation.

❏ Discourage the premature evaluation of ideas.
❏ Prevent “social loafing” by assigning specific

responsibilities and stressing the importance of
group tasks.

❏ Discourage “conceptual misers”—those who
opt for the “quick fix.”

❏ Counteract the natural tendency for groups
to make risky decisions by touching base
with participants prior to the meeting so
discussion-induced trends can be detected.
(The rule of halves helps with getting this
information.)

❏ Deal with disruptive members by using
supportive communication and collaborative
conflict management skills.

❏ Conclude the meeting by summarizing what
was accomplished, reviewing assignments,
and making preparations for subsequent
meetings, if necessary.

5. Perspective Evaluate each meeting using the
KSS (Keep, Stop, Start) methodology by asking
the following:
❏ What went well in this meeting that we

should keep?
❏ What was nonproductive that we should stop

or phase out?
❏ What didn’t happen in this meeting that we

want to start in the future?
6. Group Members Foster constructive group

dynamics as a participant by doing the following:
❏ Take time to prepare for the meeting, and gain

a clear understanding of the purposes of the
meeting.

❏ Respect other group members by arriving 
on time and leaving personal agendas at the
door.

❏ Listen to other group members, be supportive
of them, and clarify and build upon points
made by others.

❏ Encourage participation by all members.
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EXERCISES FOR CONDUCTING MEETINGS

Preparing and Conducting a Team Meeting at SSS Software

Part 1
Refer to the SSS Software In-Basket exercise at the end of this section. Assume the role of
Chris Perillo. Since you are new to your position, you decide to hold a meeting with some
or all of your direct reports tomorrow afternoon (Tuesday). You want to be brought up to
date as well as to handle the items of business introduced in your e-mail, phone messages,
and memos.

1. Review each of the 16 items in the SSS Software In-Basket exercise. This is the
“business” to be covered in this meeting.

2. Determine the purpose of the meeting, the participants (who should attend), the
plan (write an agenda; establish a time limit for the meeting) as well as the meeting
process you will use, using the appropriate Behavioral Guidelines.

Part 2

3. Now select the nine other individuals who will be attending the meeting and
assign them their roles in the Health and Financial Services Group. Each team
member should realistically play the role assigned to him or her, even if not much
specific information exists for the role in the memos. Each team member should
play the role as though he or she were attending the first team meeting with a
new leader. Each person should be prepared to make recommendations for each
in-basket item pertaining to their role. The team should consist of:
Chris Perillo, Vice President
Bob Miller, Group 1 Manager
Wanda Manners, Group 2 Manager
William Chen, Group 3 Manager
Leo Jones, Group 4 Manager
Mark Mclntyre, Group 5 Manager
John Small, Group 6 Manager
Marcus Harper, Group 8 Manager
Armand Marke, Customer Service Manager
Michelle Harrison, Office Administrator

4. At the conclusion of the meeting, assigned observers will provide feedback, using
the Meeting Evaluation Worksheet as a guide.

Role Diagnosis

This exercise is intended to help you identify and practice effective role performance in
meetings.

Listed on the next page are a set of roles organized into three categories. As you are
observing a team meeting, put check marks by the roles performed by the team members
you are observing each time they make a comment or display behaviors that match one of
the roles listed on the next page. If you are analyzing your own team after it has completed

SKILL PRACTICE
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its meeting, put names of team members next to the roles they played. (See the chapters on
Building Effective Teams and Teamwork for more information about these roles.)

Task-Facilitating Roles
Direction-giving
Information-seeking
Information-giving
Elaborating
Coordinating
Monitoring
Process-analyzing
Reality-testing
Enforcing
Summarizing

Process (Relationship-Building) Roles
Supporting
Harmonizing
Tension-relieving
Energizing
Developing
Facilitating
Processing

Blocking Roles
Overanalyzing
Overgeneralizing
Fault finding
Premature decision making
Presenting opinions as facts
Rejecting
Pulling rank
Dominating
Stalling

What suggestions do you have for improvement in the team members’ performance?
Identify some specific suggestions for more effective role performance in the meeting.
Who could have done more and who could have done less? Why?

Meeting Evaluation Worksheet

It is important individuals planning, conducting, and participating in meetings are asked
periodically to evaluate the effectiveness of the time spent meeting together. The follow-
ing worksheet can be used for this purpose.

To gain experience evaluating meetings, use the following questions to assess the
effectiveness of a class or work-related project or staff meeting:

1. What is the specific purpose of the meeting?
2. Who was invited to attend? How were they contacted? Was the way in which the

meeting announced appropriate (e.g., face-to-face, e-mail, secretary phone call)?
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3. Was the agenda that was constructed consistent with the following rules?
❏ The Agenda Rule (use action words)
❏ The Rule of Sixths (two-thirds current items, one-third past and future items)
❏ The Rule of Thirds (one-third warm up, one-third work, one-third wind down)
❏ The Reports Rule (reports nonexistent; content reordered into specific items—

announcements, decision, and brainstorm issues)
❏ The Agenda Bell Rule (agenda ordered according to a bell-shaped “level of

difficulty” process)
❏ The Temporal Integrity Rule (start and stop on time)
❏ The Minutes Rule (someone assigned to keep minutes)

4. What was done especially well in preparing for this meeting?
5. To what extent were the rules of effective meeting process followed in the

meeting? Rate each step in terms of its effectiveness in the team meeting:

Ineffective Effective
1. Review purpose ________ ________
2. Make introductions ________ ________
3. Establish ground rules ________ ________
4. Use informational displays ________ ________
5. Ensure participation ________ ________
6. Summarize conclusions ________ ________

6. What could have been improved upon? What was omitted?

SSS Software In-Basket Memos,
E-Mails, Faxes, and Voice Mails

ITEM 1 – E-MAIL

TO: All Employees

FROM: Roger Steiner, Chief Executive Officer

DATE: October 15

I am pleased to announce that Chris Perillo has been appointed as Vice President of
Operations for Health and Financial Services. Chris will immediately assume responsibility
for all operations previously managed by Michael Grant. Chris will have end-to-end respon-
sibility for the design, development, integration, and maintenance of custom software for
the health and finance/banking industries. This responsibility includes all technical, financial,
and staffing issues. Chris will also manage our program of software support and integration
for the recently announced merger of three large health maintenance organizations
(HMOs). Chris will be responsible for our recently announced project with a consortium of
banks and financial firms operating in Tanzania. This project represents an exciting opportu-
nity for us, and Chris’s background seems ideally suited to the task.

Chris comes to this position with an undergraduate degree in Computer Science from the
California Institute of Technology and an MBA from the University of Virginia. Chris began as
a member of our technical/professional staff six years ago and has most recently served for
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three years as a group manager supporting domestic and international projects for our
airlines industry group, including our recent work for the European Airbus consortium.

I am sure you all join me in offering congratulations to Chris for this promotion.

ITEM 2 – E-MAIL

TO: All Managers

FROM: Hal Harris, Vice President, Community and Public Relations

DATE: October 15

For your information, the following article appeared on the front page of the business
section of Thursday’s Los Angeles Times.

In a move that may create problems for SSS Software, Michael Grant and Janice Ramos
have left SSS Software and moved to Universal Business Solutions Inc. Industry analysts
see the move as another victory for Universal Business Solutions Inc. in their battle with
SSS Software for share of the growing software development and integration business.
Both Grant and Ramos had been with SSS Software for over seven years. Grant was most
recently Vice President of Operations for all SSS Software’s work in two industries: health
and hospitals, and finance and banking. Ramos brings to Universal Business Solutions
Inc. her special expertise in the growing area of international software development and
integration.

Hillary Collins, an industry analyst with Merrill Lynch, said “the loss of key staff to a com-
petitor can often create serious problems for a firm such as SSS Software. Grant and
Ramos have an insider’s understanding of SSS Software’s strategic and technical limita-
tions. It will be interesting to see if they can exploit this knowledge to the advantage of
Universal Business Solutions Inc.”

ITEM 3 – E-MAIL

TO: Chris Perillo

FROM: Paula Sprague, Executive Assistant to Roger Steiner

DATE: October 15

Chris, I know in your former position as a group manager in the Airline Services Division,
you probably have met most of the group managers in the Health and Financial Services
Division, but I thought you might like some more personal information about them.
These people will be your direct reports on the management team.

Group #1: Bob Miller, 55-year-old white male, married (Anna) with two children and three
grandchildren. Active in local Republican politics. Well regarded as a “hands-off” manager
heading a high-performing team. Plays golf regularly with Mark Mclntyre, John Small,
and a couple of VPs from other divisions.

Group #2: Wanda Manners, 38-year-old white female, single with one school-age child.
A fitness “nut” has run in several marathons. Some experience in Germany and Japan.
Considered a hard-driving manager with a constant focus on the task at hand. Will be
the first person to show up every morning.
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Group #3: William Chen, 31-year-old male of Chinese descent, married (Harriet), two
young children from his first marriage. Enjoys tennis and is quite good at it. A rising star in
the company, he is highly respected by his peers as a “man of action” and a good friend.

Group #4: Leo Jones, 36-year-old white male, married (Janet) with an infant daughter.
Recently returned from paternity leave. Has traveled extensively on projects, since he
speaks three languages. Has liked hockey ever since the time he spent in Montreal.
Considered a strong manager who gets the most out of his people.

Group #5: Mark Mclntyre, 45-year-old white male, married (Mary Theresa) to an execu-
tive in the banking industry. No children. A lot of experience in Germany and Eastern
Europe. Has been writing a mystery novel. Has always been a good “team player,” but
several members of his technical staff are not well respected and he hasn’t addressed
the problem.

Group #6: John Small, 38-year-old white male, recently divorced. Three children living
with his wife. A gregarious individual who likes sports. He spent a lot of time in Mexico
and Central America before he came to SSS Software. Recently has been doing mostly
contract work with the federal government. An average manager, has had some trouble
keeping his people on schedule.

Group #7: This position vacant since Janice Ramos left. Roger thinks we ought to fill this
position quickly. Get in touch with me if you want information on any in-house candidates
for any position.

Group #8: Marcus Harper, 42-year-old African American male, married (Tamara) with two
teenage children. Recently won an award in a local photography contest. Considered a
strong manager who gets along with peers and works long hours.

Customer Services: Armand Marke, 38-year-old male, divorced. A basketball fan.
Originally from Armenia. Previously a group manager. Worked hard to establish the
Technical Services Phone Line, but now has pretty much left it alone.

Office Administrator: Michelle Harrison, 41-year-old white female, single. Grew up on a
ranch and still rides horses whenever she can. A strict administrator.

There are a number of good folks here, but they don’t function well as a management
team. I think Michael played favorites, especially with Janice and Leo. There are a few
cliques in this group, and I’m not sure how effectively Michael dealt with them. I expect
you will find it a challenge to build a cohesive team.

ITEM 4 – E-MAIL

TO: Chris Perillo

FROM: Wanda Manners, Group 2 Manager

DATE: October 15

CONFIDENTIAL AND RESTRICTED

Although I know you are new to your job, I feel it is important I let you know about some
information I just obtained concerning the development work we recently completed for
First National Investment. Our project involved the development of asset management
software for managing their international funds. This was a very complex project due to
the volatile exchange rates and the forecasting tools we needed to develop.

As part of this project, we had to integrate the software and reports with all their exist-
ing systems and reporting mechanisms. To do this, we were given access to all of their
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existing software (much of which was developed by Universal Business Solutions Inc.). Of
course, we signed an agreement acknowledging the software to which we were given
access was proprietary and our access was solely for the purpose of our system integra-
tion work associated with the project.

Unfortunately, I have learned some parts of the software we developed actually “bor-
row” heavily from complex application programs developed for First National
Investment by Universal Business Solutions Inc. It seems obvious to me one or more of
the software developers from Group 5 (that is, Mark Mclntyre’s group) inappropriately
“borrowed” algorithms developed by Universal Business Solutions Inc. I am sure that
doing so saved us significant development time on some aspects of the project. It
seems very unlikely First National Investment or Universal Business Solutions Inc. will
ever become aware of this issue.

Finally, First National Investment is successfully using the software we developed and is
thrilled with the work we did. We brought the project in on time and under budget. You
probably know they have invited us to bid on several other substantial projects.

I’m sorry to bring this delicate matter to your attention, but I thought you should know
about it.

ITEM 5A – E-MAIL

TO: Chris Perillo

FROM: Paula Sprague, Executive Assistant to Roger Steiner

DATE: October 15

RE: Letter from C.A.R.E. Services (copies attached)

Roger asked me to work on this C.A.R.E. project and obviously wants some fast action.
A lot of the staff are already booked solid for the next couple of weeks. I knew Elise
Soto and Chu Hung Woo have the expertise to do this system and when I checked with
them, they were relatively free. I had them pencil in the next two weeks and wanted to
let you know. Hopefully, it will take a “hot potato” out of your hands.

ITEM 5B – COPY OF FAX

C.A.R.E.
Child and Adolescent Rehabilitative and Educational Services
A United Way Member Agency
200 Main Street
Los Angeles, California 90230

DATE: October 11

Roger Steiner, CEO
SSS Software
13 Miller Way
Los Angeles, California 90224

Dear Roger,

This letter is a follow-up to our conversation after last night’s board meeting. I appreciated
your comments during the board meeting about the need for sophisticated computer
systems in nonprofit organizations and I especially appreciate your generous offer of
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assistance to have SSS Software provide assistance to deal with the immediate problem
with our accounting system. Since the board voted to fire the computer consultant, I am
very worried about getting our reports done in time to meet the state funding cycle.

Thanks again for your offer of help during this crisis.

Sincerely yours,

Janice Polocizwic

Janice Polocizwic
Executive Director

ITEM 5C – COPY OF A LETTER

SSS SOFTWARE
13 Miller Way
Los Angeles, CA 90224

DATE: October 12

Janice Polocizwic
Executive Director, C.A.R.E. Services
200 Main Street
Los Angeles, California 90230

Dear Janice,

I received your fax of October 11. I have asked Paula Sprague, my executive assistant, to
line up people to work on your accounting system as soon as possible. You can expect
to hear from her shortly.

Sincerely,

Roger Steiner

Roger Steiner
cc: Paula Sprague, Executive Assistant

ITEM 6 – E-MAIL

TO: Michael Grant

FROM: Harry Withers, Group 6 Technical Staff

DATE: October 12

PERSONAL AND CONFIDENTIAL

Our team is having difficulty meeting the submission deadline of November 5 for the
Halstrom project. Kim, Fred, Peter, Kyoto, Susan, Mala, and I have been working on the
project for several weeks, but we are experiencing some problems and may need addi-
tional time. I hesitate to write this letter, but the main problem is our group manager,
John Small, is involved in a relationship with Mala. Mala gets John’s support for her
ideas and brings them to the team as required components of the project. Needless to
say, this has posed some problems for the group. Mala’s background is especially valu-
able for this project, but Kim and Fred, who have both worked very hard on the project,
do not want to work with her. In addition, one member of the team has been unavailable
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recently because of child-care needs. Commitment to the project and team morale have
plummeted. However, we’ll do our best to get the project finished as soon as possible.
Mala will be on vacation the next two weeks, so I’m expecting some of us can complete
it in her absence.

ITEM 7 – VOICE MAIL MESSAGE

Hello, Michael. This is Jim Bishop of United Hospitals. I wanted to talk with you about
the quality assurance project you are working on for us. When Jose Martinez first
started talking with us, I was impressed with his friendliness and expertise. But
recently, he doesn’t seem to be getting much accomplished and has seemed distant
and on edge in conversations. Today, I asked him about the schedule and he seemed
very defensive and not entirely in control of his emotions. I am quite concerned about
our project. Please give me a call.

ITEM 8 – VOICE MAIL MESSAGE

Hi, Michael. This is Armand. I wanted to talk with you about some issues with the
Technical Services Phone Line. I’ve recently received some complaint letters from
Phone Line customers whose complaints have included long delays while waiting for a
technician to answer the phone, technicians who are not knowledgeable enough to
solve problems, and, on occasion, rude service. Needless to say, I’m quite concerned
about these complaints.

I believe the overall quality of the Phone Line staff is very good, but we continue to be
understaffed, even with the recent hires. The new technicians look strong, but are work-
ing on the help-line before being fully trained. Antolina, our best tech, often brings her
child to work, which is adding to the craziness around here.

I think you should know we’re feeling a lot of stress here. I’ll talk with you soon.

ITEM 9 – VOICE MAIL MESSAGE

Hi, Chris, it’s Pat. Congratulations on your promotion. They definitely picked the right per-
son. It’s great news—for me, too. You’ve been a terrific mentor so far, so I’m expecting
to learn a lot from you in your new position. How about lunch next week?

ITEM 10 – VOICE MAIL MESSAGE

Chris, this is Bob Miller. Just thought you’d like to know John’s joke during our planning
meeting has disturbed a few of the women in my group. Frankly, I think the thing’s being
blown out of proportion, especially since we all know this is a good place for both men
and women to work. Give me a call if you want to chat about this.

ITEM 11 – VOICE MAIL MESSAGE

Hello. This is Lorraine Adams from Westside Hospital. I read in today’s Los Angeles Times
you will be taking over for Michael Grant. We haven’t met yet, but your division has
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recently finished two large million-dollar projects for Westside. Michael Grant and I had
some discussion about a small conversion of a piece of existing software to be compati-
ble with the new systems. The original vendor had said they would do the work, but they
have been stalling, and I need to move quickly. Can you see if Harris Wilson, Chu Hung
Woo, and Elise Soto are available to do this work as soon as possible? They were on the
original project and work well with our people.

Um . . . (long pause) I guess I should tell you I got a call from Michael offering to do this
work. But I think I should stick with SSS Software. Give me a call.

ITEM 12 – VOICE MAIL MESSAGE

Hi, Chris, this is Roosevelt Moore calling. I’m a member of your technical/professional
staff. I used to report to Janice Ramos, but since she left the firm, I thought I’d bring my
concerns directly to you. I’d like to arrange some time to talk with you about my experi-
ences since returning from six weeks of paternity leave. Some of my major responsibil-
ities have been turned over to others. I seem to be out of the loop and wonder if my
career is at risk. Also, I am afraid I won’t be supported or seriously considered for the
opening created by Janice’s departure. Frankly, I feel like I’m being screwed for taking
my leave. I’d like to talk with you this week.

ITEM 13 – E-MAIL

TO: Michael Grant

FROM: Jose Martinez, Group 1 Technical Staff

DATE: October 12

I would like to set up a meeting with you as soon as possible. I suspect you will get a call
from Jim Bishop of United Hospitals and want to be sure you hear my side of the story
first. I have been working on a customized system design for quality assurance for them
using a variation of the J–3 product we developed several years ago. They had a number of
special requirements and some quirks in their accounting systems, so I have had to put in
especially long hours. I’ve worked hard to meet their demands, but they keep changing
the ground rules. I keep thinking, this is just another J–3 I’m working on, but they have
been interfering with an elegant design I have developed. It seems I’m not getting any-
where on this project. Earlier today, I had a difficult discussion with their controller. He
asked for another major change. I’ve been fighting their deadline and think I am just
stretched too thin on this project. Then Jim Bishop asked me if the system was running
yet. I was worn out from dealing with the controller, and I made a sarcastic comment to
Jim Bishop. He gave me a funny look and just walked out of the room.

I would like to talk with you about this situation at your earliest convenience.

ITEM 14 – E-MAIL

TO: Chris Perillo

FROM: John Small, Group 6 Manager

DATE: October 15

Welcome aboard, Chris. I look forward to meeting with you. I just wanted to put a bug
in your ear about finding a replacement for Janice Ramos. One of my technical staff,
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Mala Abendano, has the ability and drive to make an excellent group manager. I have
encouraged her to apply for the position. I’d be happy to talk with you further about this,
at your convenience.

ITEM 15 – E-MAIL

TO: Chris Perillo

FROM: Paula Sprague, Executive Assistant to Roger Steiner

DATE: October 15

Roger asked me to let you know about the large contract we have gotten in Tanzania. It
means a team of four managers will be making a short trip to determine current needs.
They will assign their technical staff the tasks of developing a system and software here
over the next six months, and then the managers and possibly some team members will
be spending about 10 months on site in Tanzania to handle the implementation. Roger
thought you might want to hold an initial meeting with some of your managers to check
on their interest and willingness to take this sort of assignment. Roger would appreciate
an e-mail of your thoughts about the issues to be discussed at this meeting, additional
considerations about sending people to Tanzania, and about how you will put together an
effective team to work on this project. The October 15 memo I sent to you will provide you
with some information you’ll need to start making these decisions.

ITEM 16 – E-MAIL

TO: Chris Perillo

FROM: Sharon Shapiro, VP of Human Resources

DATE: October 15

RE: Upcoming meeting

I want to update you on the rippling effect of John Small’s sexual joke at last week’s
planning meeting. Quite a few women have been very upset and have met informally to
talk about it. They have decided to call a meeting of all people concerned about this kind
of behavior throughout the firm. I plan to attend, so I’ll keep you posted.

ITEM 17 – E-MAIL

TO: All SSS Software Managers

FROM: Sharon Shapiro, VP of Human Resources

DATE: October 15

RE: Promotions and External Hires

YEAR-TO-DATE (JANUARY THROUGH SEPTEMBER) PROMOTIONS AND EXTERNAL HIRES

Race Sex
Level White African Asian Hispanic Native M F Total

American American

Hires into 0 0 0 0 0 0 0 0
Executive 
Level (0%) (0%) (0%) (0%) (0%) (0%) (0%)
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YEAR-TO-DATE (JANUARY THROUGH SEPTEMBER) PROMOTIONS AND EXTERNAL HIRES (CONTINUED)

Race Sex

Level White African Asian Hispanic Native M F Total
American American

Promotions to 0 0 0 0 0 0 0 0
Executive 
Level (0%) (0%) (0%) (0%) (0%) (0%) (0%)

Hires into 2 1 0 0 0 2 1 3
Management
Level (67%) (33%) (0%) (0%) (0%) (67%) (33%)

Promotions to 7 0 1 0 0 7 1 8
Management
Level (88%) (0%) (12%) (0%) (0%) (88%) (12%)

Hires into 10 6 10 2 0 14 14 28
Technical/
Professional 
Level (36%) (21%) (36%) (7%) (0%) (50%) (50%)

Promotions to 0 0 0 0 0 0 0 0
Technical/
Professional 
Level (0%) (0%) (0%) (0%) (0%) (0%) (0%)

Hires into Non- 4 10 2 4 0 6 14 20
management
Level (20%) (50%) (10%) (20%) (0%) (30%) (70%)

Promotions to 
Nonmanagement
Level NA NA NA NA NA NA NA NA

SSS SOFTWARE EMPLOYEE (EEO) CLASSIFICATION REPORT AS OF JUNE 30

Race Sex
Level White African Asian Hispanic Native M F Total

American American

Executive 11 0 1 0 0 11 1 12
Level (92%) (0%) (8%) (0%) (0%) (92%) (8%)

Management 43 2 2 1 0 38 10 48
Level (90%) (4%) (4%) (2%) (0%) (79%) (21%)

Technical/ 58 20 37 14 1 80 50 130
Professional 
Level (45%) (15%) (28%) (11%) (1%) (62%) (38%)
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Race Sex
Level White African Asian Hispanic Native M F Total

American American

Non- 29 22 4 4 1 12 48 60
management
Level (48%) (37%) (7%) (7%) (2%) (20%) (80%)

Total 141 44 44 19 2 141 109 250
(56%) (18%) (18%) (8%) (1%) (56%) (44%)

NOTE: The SSS Software exercise is used with permission. Copyright © 1995 by Susan Schor, Joseph Seltzer,

and James Smither. All rights reserved.
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A P P E N D I X  I
G L O S S A R Y

A

ability: the product of aptitude multiplied by training and
opportunity. p. 327

abundance approach: the right side of the performance contin-
uum, characterized by concepts such as striving for excellence and
being ethically virtuous, which are especially relevant to the skill of
leading positive change. p. 541

accommodating approach: a response to conflict that tries to
preserve a friendly interpersonal relationship by satisfying the other
party’s concerns while ignoring one’s own. It generally ends with
both parties losing. p. 383

achievement orientation: an emphasis on personal accomplish-
ment and merit as the basis for getting ahead, used in contrast to an
ascription orientation. One of the key dimensions that identifies
international culture differences. p. 67

advising response: a response that provides direction, evaluation,
personal opinion, or instructions. p. 257

affectivity orientation: an emphasis on open displays of emo-
tion and feeling as being acceptable, used in contrast to a neutral
orientation. One of the key dimensions that identifies international
culture differences. p. 264

alarm stage: initial response to stress characterized by increases
in anxiety, fear, sorrow, or depression. p. 114

ambidextrous thinking: the use of both the left and right sides
of the brain, indicative of the most creative problem solvers. p. 193

analytical problem solving: a method of solving problems
that involves four steps: (1) defining the problem; (2) generating
alternative solutions; (3) evaluating and selecting an alternative;
and (4) implementing and following up on the solution. p. 187

anticipatory stressor: the anxious expectation of unfamiliar,
uncertain, or disagreeable events. p. 120

appropriately challenging goals: one of the factors affecting
the motivating potential of stated goals—hard goals tend to be
more motivating than easy goals. p. 334

ascription orientation: an emphasis on attributes such as age,
gender, or family background as the basis for getting ahead, used in

contrast to achievement orientation. One of the key dimensions
that identifies international culture differences. p. 67

attraction: also referred to as personal attraction, “likability” stem-
ming from agreeable behavior and attractive physical appearance; a
combination of behaviors normally associated with friendships that
has been shown to contribute to managerial success. p. 289

autonomy: the freedom to choose how and when to do a partic-
ular task; one of the characteristics of an intrinsically satisfying job.
p. 131

avoiding response: an unassertive, uncooperative reaction
to conflict that neglects the interests of both parties by side-
stepping the issue. The resulting frustration may engender power
struggles as others rush to fill the leadership vacuum. p. 384

B

benchmarking: comparing current levels of performance to the
highest standards available, by finding best practice, studying it in
detail, and planning to exceed it. p. 552

bias against thinking: the inclination to avoid mental work,
one indication of the conceptual block, complacency. p. 193

blocking roles: behaviors that stand in the way of or inhibit the
effective performance of a team, or that subvert team member
effectiveness. p. 515

brainstorming: a technique designed to help people solve
problems by generating alternative solutions without prematurely
evaluating and rejecting them. p. 199

C

centrality: the attribute of a position in which the occupant is a
key member of informal networks of task-related and interper-
sonal relationships. The resulting access to information, resources,
and the personal commitment of others is an important source
of power. p. 293

clarification probe: question(s) designed to clarify information
given by the interviewee. p. 259

closed questions: interview questions designed to elicit specific
information from interviewees by restricting the possible answers
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the interviewee can give. Useful when time is limited and/or
when answers to open questions need clarifying. p. 621

coaching: interpersonal communication used by managers to pass
along advice and information or to set standards for subordinates.
p. 245

cognitive style: the manner in which an individual gathers and
evaluates information he/she receives. p. 74

collaborating approach: the cooperative, assertive, problem-
solving mode of responding to conflict. It focuses on finding solutions
to the basic problems and issues that are acceptable to both parties
rather than on finding fault and assigning blame. Of the conflict
management approaches, this is the only win-win strategy. p. 385

collective feeling: a feature of compassionate organizations, in
which managers plan events where people can share feelings such
as grief, support, or love. p. 546

collective noticing: a feature of compassionate organizations, in
which managers notice or simply become aware when employees
suffer or experience difficulty. p. 546

collective responding: a feature of compassionate organizations,
in which managers ensure an appropriate response is made when
healing or restoration is needed. p. 546

collectivism orientation: an emphasis on the predominance
of groups, families, or collectives over individuals, used in contrast
to individualism orientation. One of the key dimensions that
identifies international culture differences. Also referred to as
communitarianism. p. 67

commitment: the conceptual block that results when an individ-
ual endorses a particular point of view, definition, or solution. p. 188

comparative standards: standards that compare current
performance to similar individuals or organizations, one of several
different kinds of best practice standards. p. 552

compassion: in an organization, the capacity to foster collective
noticing, feeling, and responding. p. 546

competence: areas in which a person performs fine—not stellar,
but good enough. p. 549

complacency: the conceptual block that occurs not because of
poor thinking habits or inappropriate assumptions but because
of fear, ignorance, self-satisfaction, or mental laziness. p. 192

compression: the conceptual block that results from an individual’s
looking at a problem too narrowly, screening out too much relevant
data, or making assumptions that inhibit solving the problem. p. 190

compromising response: a reaction to conflict that attempts
to find satisfaction for both parties by “splitting the difference.” If
overused, it sends the message that settling disputes is more impor-
tant than solving problems. p. 384

conceptual blocks: mental obstacles that restrict the way a
problem is defined and limit the number of alternative solutions
that might otherwise be considered. p. 183

conformity level: the second level of values maturity, at which
moral reasoning is based on agreement with and support of society’s
conventions and expectations. p. 70

congruence: exactly matching the communication, verbally
and nonverbally, to what an individual is thinking and feeling.
p. 247

conjunctive communication: connection of responses to
previous messages in such a way that conversation flows smoothly.
p. 254

consistent goals: one of the factors affecting the motivating
potential of stated goals—it is difficult to pursue goals that are
inconsistent or incompatible. p. 334

constancy: the conceptual block that results from using only one
way to look at a problem—to approach, define, describe, or solve
it. p. 186

continuous improvement: small, incremental changes team
members initiate. p. 504

core competence: an aggregation of individual team member
skills, including knowledge, styles, communication patterns, and
ways of behaving.  p. 504

core self-evaluation: a concept that captures the essential
aspects of personality; it accounts for the five personality dimen-
sions (neuroticism, extroversion, conscientiousness, agreeableness,
and openness). p. 62

counseling: interpersonal communication used to help subordi-
nates recognize their own problems rather than offering advice,
direction, or a right answer. p. 245

creating irreversible momentum: ensuring positive change
gains such momentum that it becomes institutionalized and cannot
be thwarted. p. 562

creative problem solving: a method of solving problems
that involves four stages: preparation, incubation, illumination,
and verification. p. 194

D

deep breathing: relaxation technique of taking several succes-
sive, slow deep breaths, then exhaling completely. p. 145

defensiveness: focusing on self-defense rather than listening;
occurs when an individual feels threatened or punished by the
communication. p. 246

deficit approach: the left side of the performance continuum,
characterized by concepts such as solving problems and mak-
ing a profit, which has garnered much more attention than the
abundance approach but is less relevant to the skill of leading
positive change. p. 541

deflecting response: a response that switches the focus from
the communicator’s subject to one selected by the listener; or sim-
ply the change of subject by the listener. p. 258

delegation: assignment of responsibility for tasks to subordinates.
p. 443

descriptive communication: objective description of the
event or behavior that needs modification; description of the reac-
tion to the behavior or its consequences; and suggestion of a more
acceptable alternative. p. 248
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diffuseness orientation: an emphasis on integrating work,
family, and personal roles in a society, used in contrast to specificity
orientation. One of the key dimensions that identifies international
culture differences. p. 67

dignity (and liberty): the ethical decision principle that a deci-
sion is right and proper if it preserves the basic humanity of
individuals and provides the opportunity for them to have greater
freedom. p. 73

direct analogies: a Synectic problem-solving technique in
which individuals apply facts, technology, and previous experience
to solving a problem. p. 196

dirty dozen: twelve negative attributes found in companies
facing decline, turbulence, downsizing, and change. p. 444

disciplining: a motivational strategy by which a manager
reacts negatively to an employee’s undesirable behavior in order
to discourage further occurrences. Disciplining may be useful up
to a point but does not encourage exceptional performance.
p. 339

disconfirmation: a “put-down”; or the feeling resulting from
communication that demeans or belittles the recipient and threatens
his or her sense of self-worth. p. 246

disjunctive communication: responses that are discon-
nected from what was stated before. It can result from (1) a lack
of equal opportunity to speak; (2) long pauses in a speech or
before a response; or (3) when one person decides the topic of
conversation. p. 254

disowned communication: attribution to an unknown per-
son, group, or some external source; allows the communicator to
avoid responsibility for the message and therefore avoid investing
in the interaction. p. 255

distributive bargaining perspective: negotiation tactic that
requires both parties to sacrifice something to resolve the
conflict—to divide up a “fixed pie.” (Contrast with the integrative
approach.) p. 386

double-barreled question: a problematic question that actu-
ally consists of two questions that should be asked separately in
order to avoid confusing the interviewee. p. 622

E

effort: an important source of power suggesting personal
commitment. p. 290

elaboration probe: question(s) designed to pursue a topic further
when an interviewee has responded with superficial or inadequate
information. pp. 259, 626

emotional intelligence: the ability to manage oneself emotionally
and to manage relationships with others. p. 61

empowerment: the use of acquired power to give others power
in order to accomplish objectives; it strikes a balance between lack
of power and abuse of power. p. 443

enactive strategy: a method of managing stress that creates a
new environment by eliminating the stressors. p. 116

encounter stressor: the type of stressor that results from inter-
personal conflict. p. 118

environmentally induced stress: conflict-fostering tension
induced by such organizational factors as budget tightening or
uncertainty caused by rapid, repeated change. p. 382

equity: workers’ perceptions of the fairness of rewards based on
the comparison of what they are getting out of the work relationship
(outcomes) to what they are putting into it (input). p. 348

ethical decision making: a well-developed set of moral principles
used when making decisions. p. 72

evaluative communication: a statement that makes a judg-
ment about or places a label on other individuals or on their
behavior. p. 248

Everest goals: goals that represent an ultimate achievement, an
extraordinary accomplishment, or a beyond-the-norm outcome.
p. 509

expertise: cognitive ability resulting from formal training and
education or from on-the-job experience; an important source of
power in a technological society. p. 288

extrinsic outcomes: rewards for performances that are controlled
by someone other than the employee—usually the supervisor—such
as appreciation, job security, or good working conditions. (Compare
with internal motivators.) p. 342

F

false bipolar question: a poorly worded interview question,
implying the choices are mutually exclusive, when in fact, the
respondents are more likely to have mixed feelings (e.g., do you
approve or disapprove of overtime work?). p. 622

fantasy analogies: a synetic problem-solving technique in
which individuals ask, “In my wildest dreams, how would I wish
the problem to be resolved?” p. 196

feedback: information regularly received by individuals from
superiors about their performance on a job. Knowledge of results
permits workers to understand how their efforts have contributed
to organizational goals. pp. 131, 334

flexibility: the freedom to exercise one’s judgment—an impor-
tant prerequisite for gaining power in a position—particularly in
tasks that are high in variety and novelty. p. 295

flexibility of thought: the diversity of ideas or concepts
generated. p. 199

flexible communication: the result of the willingness of the
coach or counselor to accept the existence of additional data or other
alternatives and to acknowledge that other individuals may be able
to make significant contributions both to the problem solution and to
the relationship. p. 252

flow: a psychological state in which a person’s mind is so totally
engaged in a challenging task that he or she often loses track of
time, physical appetites, and outside influences. p. 541

fluency of thought: the number of ideas or concepts produced
in a given length of time. p. 199
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forcing response: an assertive, uncooperative response to
conflict that uses the exercise of authority to satisfy one’s own
needs at the expense of another’s. p. 383

forgiveness: in an organization, the capacity to abandon justified
resentment, bitterness, and blame, and instead, to adopt positive,
forward-looking approaches in response to harm or damage. p. 546

forming stage: first stage of team development in which the
team is oriented to each other and establishes clarity of purpose.
p. 498

frameworks: familiar patterns that managers can use to clarify
complex or ambiguous situations. p. 539

funnel sequence: a sequence of interview questions that
begins with general questions and moves toward more and more
specific questions. p. 623

G

goal characteristics: effective goals are specific, consistent, and
appropriately challenging. p. 334

goal setting: the foundation of an effective motivational program,
which consists of (1) including employees in the goal-setting
process; (2) setting specific, consistent, and challenging goals; and
(3) providing feedback. p. 333

goal-setting process: the critical consideration is that goals
must be understood and accepted if they are to be effective. p. 333

goal standards: standards that compare current performance
to publicly stated goals, one of several different kinds of best
practice standards. p. 552

gratitude: in an organization, the frequent expression of thank-
fulness that leads to reciprocal behavior, equity, and justice. p. 547

groupthink: one of the pitfalls in group decision making that occurs
when the pressure to reach consensus interferes with critical thinking.
When the leader or the majority appear to prefer a particular solution,
holders of dissenting views are reluctant to speak out. p. 205

H

hardiness: a combination of the three characteristics of a highly
stress-resistant personality—control, commitment, and challenge.
p. 139

hierarchical-needs model: a general theory of motivation, posit-
ing that behavior is oriented toward need fulfillment, and that human
needs tend to be arranged hierarchically (i.e., lower-level needs must
be fulfilled before higher-order needs become salient). p. 345

human capital: a person’s abilities and competencies (“I know
the answer to the question”). Compare with social capital. p. 288

I

idea champion: person who comes up with the innovative
solutions to problems. p. 207

ideal standards: standards that compare current performance
to an ideal or perfect standard, one of several different kinds of best
practice standards. p. 552

ignoring: a manager’s neglect of both the performance and the
satisfaction of employees. Such a lack of effective leadership can
paralyze a work unit. p. 331

ignoring commonalities: a manifestation of the commitment
block—the failure to identify similarities among seemingly disparate
situations or data. p. 189

illumination stage: in creative thought, the third stage, which
occurs when an insight is recognized and a creative solution is
articulated. p. 195

imagery and fantasy: a relaxation technique using visualization
to change the focus of one’s thoughts. p. 145

imagination creativity: the pursuit of new ideas, break-
throughs, and radical approaches to problem solving. p. 179

imperviousness in communication: the failure of the com-
municator to acknowledge the feelings or opinions of the listener.
p. 252

imposing: a manager’s exploitation of employees by assigning
tasks with the sole emphasis on performance and without
regard to their job satisfaction—usually disastrous in the long
term. p. 331

improvement creativity: the pursuit of incremental improve-
ments on existing ideas. p. 181

improvement standards: standards that compare current
performance to improvements made in the past, one of several dif-
ferent kinds of best practice standards. p. 552

incongruence: a mismatch between what one is experiencing
and what one is aware of, or a mismatch between what one feels
and what one communicates. p. 247

incubation creativity: the pursuit of creativity through team-
work, involvement, and coordination among individuals. p. 181

incubation stage: an early stage in creative thought in which
mostly unconscious mental activity combines unrelated thoughts
in pursuit of a solution to a problem. p. 195

indifference: a type of communication in which the other person’s
existence or importance is not acknowledged. p. 252

individualism orientation: an emphasis on the self, unique-
ness, and individuality, used in contrast to collectivism orientation.
One of the key dimensions that identifies international cultural dif-
ferences. p. 67

indulging: a manager’s emphasis on employee satisfaction to the
exclusion of employee performance; the resulting country club
atmosphere hinders productivity. p. 330

informational deficiencies: breakdowns in organizational
communication. Conflicts based on the resulting misunderstand-
ings tend to be common but easy to resolve. p. 381

initiator role: the part played in a conflict management model
by the individual who first registers a complaint with another
person who is the “responder.” p. 392

innovation: large, visible, discontinuous changes; breakthroughs.
p. 174
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innovativeness: fostering new ideas among individuals by meth-
ods such as placing them in teams and separating them at least
temporarily from the normal pressures of organizational life. p. 445

instrumental values: those values that prescribe desirable stan-
dards of conduct or methods to reach a goal. p. 68

integrating: a motivation strategy that emphasizes job perfor-
mance and job satisfaction equally—a challenging strategy for a
manager to implement, but one that can result in both high pro-
ductivity and high morale of employees. p. 331

integrative perspective: negotiation tactic in which the
focus is on collaborative ways of “expanding the pie” by avoid-
ing fixed, incompatible positions. (Contrast with distributive
approach.) p. 386

internal locus: the viewpoint of an individual who attributes the
success or failure of particular behavior to his/her own actions. p. 78

interpersonal competence: the ability to manage conflict, to
build and manage high-performance teams, to conduct efficient
meetings, to coach and counsel employees, to provide negative
feedback in constructive ways, to influence others’ opinions, and
to motivate and energize employees. p. 130

interview: a specialized form of communication conducted for a
specific, task-related purpose. p. 620

intrinsic outcomes: job characteristics inherent in the job itself,
over which the manager has no control, and that determine
whether or not a particular employee will find that job interesting
and satisfying. (Compare with external motivators.) p. 342

invalidating communication: that which denies the other
person the possibility of contributing to the communication. p. 251

inverted funnel sequence: a sequence of interview questions
that begins with specific questions and moves toward more and
more general questions. p. 623

investment creativity: the pursuit of rapid goal achievement
and competitiveness. p. 181

issue-focused conflict: interpersonal conflicts that are substan-
tive, or content, oriented. See people-focused conflict. p. 379

issue selling: influence strategy characterized by being the
champion or representative of an issue. p. 303

J

Janusian thinking: thinking contradictory thoughts at the
same time; conceiving two opposing ideas to be true concurrently.
p. 198

L

leadership: a temporary, dynamic condition that can be developed
and demonstrated by any person willing to choose to adopt a certain
mind-set and implement certain key skills and competencies. p. 538

leading positive change: a management skill that focuses on
unlocking positive human potential, creating abundance and
human well-being, and acknowledging that positive change
engages the heart as well as the mind. p. 542

leading question: a tricky interview question that includes
the desired answer in the question itself. While useful in a sales
interview, it can lead to biased answers in other types of inter-
views. p. 622

learning stair: a model, developed by researchers at the
National Training Laboratories in Bethel, Maine, that grades learn-
ing retention; at the lowest level, people remember only 5 percent
of what they hear in a lecture, while at the highest level, people
remember 90 percent of what they teach to others. p. 562

learning style: the way in which individuals perceive, inter-
pret, and respond to information. Four main learning styles exist.
p. 132

left-hemisphere thinking: brain activity concerned with logical,
analytic, linear, or sequential tasks. p. 193

legitimacy: conformity with an organization’s value system and
practices, which increases one’s acceptance and thus one’s influ-
ence in that organization. p. 292

life balance: the development of resiliency in all areas of one’s
life in order to handle stress that cannot be eliminated. p. 134

locus of control: the second dimension of orientation toward
change; the viewpoint from which an individual judges the extent
to which he/she controls his/her own destiny. p. 78

M

manifest needs model: a general theory of motivation,
positing that individuals can be classified according to the
strengths of their various needs, which are often divergent and
conflicting. p. 345

measures: methods for assessing levels of success. p. 564

mediator role: the conflict management role played by the third
party who intervenes in a dispute between an “initiator” and a
“responder.” p. 392

metrics: specific indicators of success. p. 564

milestones: benchmarks to determine when detectable progress
will have occurred. p. 564

morphological synthesis: a four-step process intended to
expand the number of creative alternatives available for solving a
problem. It involves combining the different attributes of a problem
together in unique ways. p. 201

motivation: a combination of desire and commitment demon-
strated by effort. p. 327

muscle relaxation: technique of relaxation by easing the tension
in successive muscle groups. p. 144

N

need for achievement: an expressed desire for accomplishment
and recognition. p. 345

need for affiliation: an expressed desire for social relations. p. 346

need for control: the desire to maintain for oneself a satisfactory
balance of power and influence in relationships. p. 462



678 GLOSSARY

need for power: an expressed desire for control, or influence,
over others. p. 346

negative deviance: change toward illness, error, conflict, and
the like, usually depicted as a shift to the left along the continuum
that shows normal, healthy performance in the middle. p. 540

negative energizers: people who deplete the good feelings and
enthusiasm in others and make them feel diminished, devalued, or
criticized. p. 545

negotiation strategies: two broad approaches or perspectives
used for resolving differences or allocating scarce resources—
integrative and distributive. p. 386

neutral orientation: an emphasis on rational and stoic
approaches to problem solving, used in contrast to an affective
orientation. One of the key dimensions that identifies international
cultural differences. p. 67

noninquisitiveness: the failure to ask questions, obtain informa-
tion or search for data; an example of the complacency block. p. 192

norming stage: the second stage of a team’s development in
which expectations become clear, a group identity is formed, and
the norms become clear and accepted. p. 498

O

open questions: interview questions designed to elicit general
information from interviewees—how they feel, what their priorities
are, and how much they know about a topic. Useful for establishing
rapport, they can be time-consuming. p. 621

orchestrator: person who brings together cross-functional
groups and necessary political support to facilitate implementation
of a creative idea. p. 207

organizational culture: the values and basic assumptions that
typify an organization. It refers to the most basic elements of an
organization, or “just the way things are around here.” p. 68

orientation toward change: an individual’s adaptability to
ever-increasing levels of ambiguity and turbulence. p. 62

owning communication: statements for which a person takes
responsibility, acknowledging that he or she is the source of the
message; an indication of supportive communication. p. 255

P

participants: individuals invited to attend a meeting. p. 653

participation: the actual process of meetings and the methods
used to ensure that meetings involve everyone present. The
involvement of individuals—in addition to a single leader—in an
activity. p. 655

particularism orientation: an emphasis on relationships and
close personal connections to govern behavior, used in contrast to
universalism orientation. One of the key dimensions that identifies
international cultural differences. p. 67

people-focused conflict: interpersonal conflict that is personal
(e.g., a clash between different personalities or interpersonal
styles). See issue-focused conflict. p. 378

perceptual stereotyping: defining a problem by using precon-
ceptions based on past experience, thus preventing the problem
from being viewed in novel ways. p. 189

performance: the product of ability multiplied by motivation.
p. 327

performing stage: stage of a team when it is able to function as
a highly effective and efficient unit. p. 498

personal analogies: recommended as part of Synectics,
whereby individuals try to identify themselves as the problem, ask-
ing the question, “If I were the problem, what would I like? What
would satisfy me?” p. 196

personal differences: variations among individuals’ values and
needs that have been shaped by different socialization processes.
Interpersonal conflicts stemming from such incompatibilities are
the most difficult for a manager to resolve. p. 380

personal management interview program (PMI): a regu-
larly scheduled, one-on-one meeting between a manager and his or
her subordinates. p. 261

personal values: an individual’s standards that define what is
good/bad, worthwhile/worthless, desirable/undesirable, true/
false, moral/immoral. p. 61

perspective: the evaluation of a meeting from a distance. p. 657

planning: preparation for the meeting agenda. p. 654

positive deviance: change toward excellence, perfection, psy-
chological “flow,” and the like, usually depicted as a shift to the
light along the continuum that shows normal, healthy performance
in the middle. p. 541

positive energizers: people who strengthen and create vitality
and liveliness in others. p. 545

positive energy networks: interconnected groups of vitality
and liveliness creators, being a member of which has been shown
to be more predictive of success than being at the center of an
information network or influence network. p. 545

positive interpersonal relationships: relationships that cre-
ate positive energy and physiological, emotional, intellectual, and
social consequences. p. 238

preparation stage: a stage in creative thought that includes
gathering data, defining the problem, generating alternatives, and
consciously examining all available information. p. 195

principled level: the third and highest level of values maturity
in which an individual judges right from wrong by following
internalized principles developed from personal experience. 
p. 70

proactive strategy: a method of managing stress that initiates
action in order to resist the negative effects of stress. p. 116

probing response: a response that asks a question about what
the communicator just said or about a topic selected by the
listener. p. 259

problem-solving process: an approach to conflict resolution
that focuses on identifying underlying problems, or issues, and
brainstorming solutions. p. 392
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process: a sequential set of activities designed to lead to a specific
outcome. p. 59

process improvement: stage in process management where
process itself is changed so as to foster advancement. p. 498

purpose: the reason a meeting is held, including information
sharing, commitment building, information disseminating, and
problem solving and decision making. p. 652

Q

quality circles: A problem-solving process originating in Japan in
which teams who meet to discuss issues and make recommenda-
tions to upper management. p. 610

R

reactive strategy: a method for managing stress that copes with
the stressors immediately, temporarily reducing their effects. p. 116

reason: the influence strategy that relies on persuasion and
appeals to rational consideration of the inherent merits of the
request in order to gain compliance. It is explicit and direct, not
manipulative. p. 300

reassigning: moving the poor performer to a position more con-
sonant with his or her skill level and aptitude. p. 329

reciprocity: an influence strategy through which a manager uses
bargaining as a tool for exacting a subordinate’s compliance. This
approach operates on the principle of self-interest and respect for
the value of the interpersonal relationship. p. 300

recreational work: work that people willingly engage in due to
characteristics such as clearly defined goals, objective evaluations,
frequent feedback, the presence of personal choice, consistent
rules, and a competitive environment. p. 559

redirection: a behavior-shaping process that follows a reprimand
and gives the offender the opportunity to receive a future reward
by modifying his or her behavior. p. 341

refitting: adapting the requirements of a job to an employee’s
abilities in order to improve poor performance. p. 329

reflected best-self feedback: a technique that managers can
use to enhance positivity and focus on strengths, by providing
people with feedback on their strengths and unique capabilities
rather than their weaknesses. p. 549

reflecting response: a response that serves two purposes: (1) to
confirm a message that was heard and (2) to communicate under-
standing and acceptance of the other person. p. 260

reflection probe: nondirective question(s) used for either elabo-
ration or clarification of information; it generally mirrors or repeats
some aspect of the interviewee’s last answer. p. 259

reflective probe: a response to a communicator by reflecting
back in one’s own words what the communicator said. The pur-
pose is to clarify the message and help the communicator feel open
and safe in sharing more messages. p. 627

reframing: stress-reduction technique of redefining a situation as
manageable. p. 145

rehearsal: relaxation technique of trying out stressful scenarios
and alternative reactions. p. 145

reinforce: when rewards are linked to desired behaviors they
are said to reinforce those behaviors (i.e., increase their fre-
quency). p. 342

relational algorithm: a blockbusting technique for combining
unrelated attributes in problem solving by connecting words to
force a relationship between two elements in a problem. p. 201

relationship-building roles: those that emphasize the inter-
personal aspects of the team. p. 513

relevance: the characteristic of a position whose tasks relate most
closely to the dominant competitive goals of an organization and
therefore enhance the power of the occupant. p. 297

repetition probe: a repeated or paraphrased question used if
the interviewee has not directly answered a question the first
time. pp. 259, 627

reprimand: a behavior-shaping approach used to transform unac-
ceptable behaviors into acceptable ones; the discipline should be
prompt and it should focus on the specific behavior. p. 341

resiliency: one’s capacity to cope with stress. p. 134

resistance stage: response to stress in which defense mecha-
nisms predominate. p. 114

respectful communication: treating subordinates as worth-
while, competent, and insightful by emphasizing joint problem
solving rather than projecting a superior position. p. 252

responder role: the part played in a conflict management model by
the person who is supposedly the source of the “initiator’s” problem.
p. 392

resupplying: managerial option for overcoming an employee’s
lack-of-ability problem that focuses on supplying the support
needed to do the job. p. 329

retraining: a management tool for overcoming the problem of an
employee’s poor performance, especially needed in rapidly chang-
ing technical work environments. p. 329

retribution: an influence strategy that involves a threat—the
denial of expected rewards or the imposition of punishment. It
usually triggers an aversive response in the subordinate and the
breakdown of the interpersonal relationship. p. 298

reverse the definition: a tool for improving and expanding
problem definition by reversing the way you think of the problem.
p. 197

rewarding: the motivational strategy that links desired behaviors
with employee-valued outcomes. Such positive reinforcement
gives an employee more incentive for exceptional accomplishment
than does disciplining. p. 339

right-hemisphere thinking: mental activity concerned with
intuition, synthesis, playfulness, and qualitative judgment. p. 193

rigidity in communication: a type of message that portrays
the communication as absolute, unequivocal, or unquestionable.
p. 251
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role incompatibility: the conflict-producing difference between
workers whose tasks are interdependent but whose priorities differ
because their responsibilities within the organization differ. The
mediation of a common superior is usually the best solution.
p. 382

rule breaker: the person who goes beyond organizational bound-
aries and barriers to ensure success of the creative solution. p. 207

S

self-awareness: a knowledge of one’s own personality and
individuality. p. 57

self-centered level: the first level of values maturity. It contains
two stages of values development, moral reasoning and instrumen-
tal values, which are based on personal needs or wants and the
consequences of an act. p. 70

self-determination: feelings of having a choice. p. 448

self-disclosure: revealing to others ambiguous or inconsistent
aspects of oneself, a process necessary for growth. p. 59

self-efficacy: empowered feeling of possessing the capability and
competence to perform a task successfully. p. 447

sensitive line: an invisible boundary around one’s self-image,
which, if threatened, will evoke a strong defensive reaction. p. 58

separating figure from ground: the ability to filter out inac-
curate, misleading, or irrelevant information so the problem can
be defined accurately and alternative solutions can be generated.
p. 192

situational stressor: the type of stressor that arises from an
individual’s environment or circumstances, such as unfavorable
working conditions. p. 118

skill variety: an attribute of a job that uses an individual’s talents
and abilities to the maximum and thus makes the job seem worth-
while and important. p. 131

small-wins strategy: a strategy for individuals to use for coping
with stress; it involves celebrating each small successful step,
especially changes that are easy to implement and that build
momentum, in the attack on a large project. p. 453

SMART goals: goals that are specific, measurable, aligned,
realistic, and time-bound. pp. 453, 509

social capital: a person’s social connections (“I know someone
who knows the answer to the question”). Compare with
human capital. p. 288

source credibility: a judgment about the extent to which informa-
tion can be believed, three attributes of which are trustworthiness,
expertise, and dynamism. p. 566

specific goals: goals that are measurable, unambiguous, and
behavioral. p. 334

specificity orientation: an emphasis on separating work, family,
and personal roles in a society, used in contrast to diffusion orienta-
tion. One of the key dimensions that identifies international cultural
differences. p. 67

sponsor: person who helps provide the resources, environment,
and encouragement that the idea champion needs in order to
work. p. 207

stakeholder expectations: a best-practice standard in which
current performance is compared with the expectations of
customers, employers, or other stakeholders. p. 552

storming stage: team development stage in which members
question the team’s direction, the leader, roles of other members,
and task objectives. p. 498

strength: areas in which a person is an outstanding performer,
has special capabilities or talents, and does better than most
people. p. 549

stressors: stimuli that cause physiological and psychological
reactions in individuals. p. 120

subdivision: the breaking apart of a problem into smaller parts.
p. 200

superiority-oriented communication: a message that gives
the impression that the communicator is informed while others are
ignorant, adequate while others are inadequate, competent while
others are incompetent, or powerful while others are impotent. 
p. 251

supportive communication: communication that helps man-
agers share information accurately and honestly without jeopardizing
interpersonal relationships. p. 242

symbolic analogies: symbols or images that are imposed on
the problem; recommended as part of Synectics. p. 196

Synectics: a technique for improving creative problem solving
by putting something you don’t know in terms of something you
do know. p. 196

T

task-facilitating roles: those that help the team accomplish its
outcome objectives. p. 513

task identity: an attribute of a job that enables an individual to
perform a complete job from beginning to end. pp. 131, 458

task significance: the degree to which the performance of a
task affects the work or lives of other people. The greater its signif-
icance, the more meaningful the job is to the worker. p. 131

terminal values: those values that designate desirable ends or
goals for an individual. p. 68

thinking languages: the various ways in which a problem
can be considered, from verbal to nonverbal or symbolic lan-
guages as well as through sensory and visual imagery. Using only
one thinking language is one indication of the constancy block.
p. 187

threat-rigidity response: the tendency of almost all individuals,
groups, and organizations to become rigid, meaning conservative
and self-protective, when faced with a threat. p. 59

time stressor: the type of stressor generally caused by having
too much to do in too little time. p. 117
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tolerance of ambiguity: an individual’s ability to cope with
ambiguous, fast-changing, or unpredictable situations in which
information is incomplete, unclear, or complex. p. 62

two-way communication: the result of respectfulness and
flexibility. p. 253

Type A personality: a hard-driving, hostile, intense, highly
competitive personality. p. 140

U

uniquenesses: areas in which a person has special capacities,
gifts, talents, or skills. p. 549

universalism: the ethical decision principle that a decision is
right and proper if everyone would be expected to behave in the
same way under the same circumstances. p. 67

V

validating communication: a message that helps people feel
recognized, understood, accepted, and valued. It is respectful,
flexible, two-way, and based on agreement. p. 251

values maturity: the level of moral development displayed by
individuals. p. 69

verification stage: the final stage in creative thought in which
the creative solution is evaluated relative to some standard of
acceptability. p. 195

vertical thinking: defining a problem in a single way and then
pursuing that definition without deviation until a solution is
reached. p. 186

visibility: the power-enhancing attribute of a position that can
usually be measured by the number of influential people one inter-
acts with in the organization. p. 296

vision of abundance: an image of a positive future, a flourishing
condition, and a legacy about which people care passionately, which
a leader articulates in order to promote positive change. p. 553

vision statement: a leadership document that outlines an
organization’s guiding values and principles, provides a sense of
direction and possibilities, and inspires optimism and hope for a
better future. p. 554

W

weaknesses: areas in which a person is underdeveloped, un-
informed, or has little skill. p. 549

work design: the process of matching job characteristics and
workers’ skills and interests. p. 342
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Ability, and performance, 327
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Accommodating, in conflict 

management, 383–384, 
385t, 389
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ACTH, in stress reactions, 116
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Avoiding, in conflict management, 384,
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Brainstorming, and problem solving,
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Case of the Missing Time, the, 150–154
Center for Leadership and Change
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effect on stress, 118–119
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predictions of, 3
and tolerance of ambiguity, 77–78
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Characteristics, in learning plan, 92–93
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Clan skills, 16–17
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628t
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Cognitive style, 61, 74–76, 75t
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knowing style, 74–75
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385–386, 390, 391–402

Collaboration, in stress management,
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244–246
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descriptive, 248–250
effective, importance of, 239–240
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specific, 253–254
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384, 385t, 389, 389t
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and mental filtering, 183–184
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Conflict management
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Core Self-Evaluation Scale, 55–56, 103
Core Self-Evaluation Survey, 81
Counseling, on communication,
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Creating style, 75–76
Creativity, and problem solving,
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Credibility, and teamwork, 507–509
Cuban Missile Crisis, 500
Culture. See also Diversity

affectivity in, 118
and communication, 241
and conflict management, 390
egalitarian, 118
hierarchical, 118
personal, learning plan for, 92–94
and power, 284
as predictive factor in stress, 118
sensitivity for, 22
and teamwork, 512
values of different, 61–63

Customer relationships, establishing, 131
Customer Undeniably Deserves

Attention (CUDA), 220

D
Dalkon Shield, 72
Decision dilemmas, exercise on, 86–88
Defensiveness, and communication, 246
Defensiveness, and self-awareness, 59
Defining Issues Test, 48–51, 99–101
Definitions, reversing, 197–199
Deflecting response, 258
Delegation. See also Empowerment

advantages of, 463–464, 463t
behavioral guidelines for, 472–473
principles for, 471f
process for, 465–470, 466f
relationship to empowerment, 473f
scoring key for, 485
skill analysis for, 474–475
skill application for, 483–484
skill assessment for, 440–442
skill practice for, 476–480
timing for, 464–465, 466f

Desert Storm. See Persian Gulf War
Deviance, negative and positive,

540–541, 546f
Dietary control, to combat stress,

137–138
Disconfirmation, and communication,

246, 246t
Distance learning, 329
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Diversity
differences vs. distinctions, 60–61
growth of, in workplace, 82
and individual differences, 21–22
and self-awareness, 61–62, 63f
and Trompenaars model, 22

Doctor’s dilemma, exercise on, 50, 100
Dominant response pattern, 21
Double-barreled questions, for 

interviews, 622, 623t

E
E-mail, tone for, 605
Effort, as power source, 290–292
Egalitarian communication, 252
Elaboration probe, for interviews, 

626, 628t
Elaboration, used in problem solving, 197
ELITE team, 519–521
Embedded pattern puzzle, 192f, 230
Emotional bank account, 129
Emotional competence, 62–64
Emotional Competence Inventory, 63
Emotional Intelligence, 63
Emotional Intelligence Assessment, 65
Emotional intelligence (EQ)

assessment for, 97–99
capabilities of those with, 63–64
compared to IQ, 64–65
and cultural diversity, 22
defined, 62
vs. emotional competence, 65
EQ-I measure, 63
as factor in success, 61, 62
falling scores of, 12
improving, 23
refining concept of, 61–63
skill assessment for, 47–48
and stress management, 128–130

Empowerment. See also Delegation
behavioral guidelines for, 472–473
defined, 443
developing, 451–461
by connecting to outcomes, 

457–458, 461t
by creating confidence, 458–459, 461t
with emotional arousal, 455–456, 460t
by fostering personal mastery, 453
by modeling, 454, 460t
by providing information, 456–457,

460t–461t
by providing resources, 457, 461t
by providing support, 454–455, 460t
SMART goals for, 453, 460t
inhibitors to, 461–463
international caveats for, 471–474
managers’ dilemma with, 443–444
and meaning, 449–450, 451
negative attributes affecting,

444–445, 445t
and personal consequence, 449, 451
vs. power, 445–446, 446t
practical suggestions for, 459–461,

460t-61t
relationship to delegation, 473f
roots of, 446–447
scoring key for, 485–486
and self-determination, 448, 451
and self-efficacy, 447–448, 451
skill analysis for, 474–475
skill application for, 483–484
skill assessment for, 440–442
skill practice for, 476–482
and trust, 450–451

Encounter stressors, 118, 128–130
Energy, positive and negative, 545
Entitlement vs. accountability, 330–331
EQ-I measure, 63

Equity, and rewards, 348
Escaped prisoner, exercise on, 49–50,

99–100
Ethics, and values, 72
Exercise, to combat stress, 136–137
Exhaustion, as stress mechanism, 114
Expertise, as power source, 288–289
external locus of control, 79
Extraversion, 75–76

F
False bipolar questions, for interviews,

622, 623t, 627
Feedback

exercises for, 535–536
in learning plan, 93–94
and positivity, 551t
of reflected best-self, 549–550
in teams, 516–517, 516t
at work, 131–132, 348–351

Fight or flight, as stress mechanism, 116
Figure from ground, separating, 192
Find Somebody Else exercise, 266–267
Five-figure problem, 197
Fixation, as stress mechanism, 114
Flexibility

in communication, 252–253
in conflict management, 387–389
as power source, 295
in problem solving, 195, 199

Fluency, and problem solving, 199
Forcing, in conflict management, 383,

384t, 389, 388f
Forgiveness, and leadership, 546–547
Format, for presentations, 605
Forming stage, of team development,

498–499, 498t
Frameworks, and leadership, 539–540

G
Gender, and conflict management, 387
Goals. See also Motivation; Performance

characteristics of, 334
Everest, 510–511
motivating potential of, 333
removing obstacles to, 334–336
setting, to reduce stress, 

132–133, 133f
SMART, for empowerment, 453
SMART, and teamwork, 509–511

Google, 568–570
Gratitude, and leadership, 547–548
Groupthink, 205, 500–501, 502, 504

H
Hardiness, and stress, 139
Heliotropic effect, on change, 542, 565
Hierarchal needs model, 345
Hierarchy skills, 16f, 17
Human resource departments, and

power, 297

I
Idea champion, 207
Illness, injury, 120, 130–131, 135
Illumination, and creativity, 195
Imagery and fantasy, to reduce 

stress, 145
Imagination, and creativity, 179–180,

180f, 182, 182f
Imperviousness, in communication, 252
Implementation, in problem solving,

177–178
Improvement, and creativity, 180–181,

180f, 182, 182f
Incubation, and creativity, 180f, 181,

182, 182f, 195
Indifference, in communication, 252

Individualism, 67
Influence

behavioral guidelines for, 308–309
model of, 307f
neutralizing attempts at, 304–307
and power, 298, 308
scoring key for, 319–320
skill analysis for, 310
skill application for, 317–318
skill assessment for, 280–282
skill practice for, 311–316
strategies for, 298–304, 298t, 

299t, 301t
and upward issue selling, 303–304,

304t, 308
using wisely, 283

Initiator, in conflict management,
392–395, 403

Innovativeness, and empowerment, 445t
Intelligence quotient (IQ), 65, 129–130
Interviews

behavioral guidelines for, 632–633
and behavioral information, 630
conducting. See also

Communication, supportive
probes for, 626–627, 628t
recording, 628–629
sections of, 626
supportive climate for, 625–626

defined, 620
employee-orientation, 634–637
employment-selection, 629–630,

631t, 643–650
information-gathering, 629
performance-appraisal, 630–632,

632t, 637–642
planning

checklist for, 625t
failure to, 620–621
funnel sequences for, 623–624,

624t, 629
problems with, 624–625
purpose and agenda for, 621
setting for, 624
types of questions for, 

621–623, 622t
skill practice for, 634–650

Introductions, for a presentation, 597t
Investment, and creativity, 180f, 181,

182, 182f, 183f
Issue selling, as influence, 303–304, 308

J
Janusian thinking, and problem solving,

198–199

K
Kaizen, 155
Knowing style, 74–75
Knowledge, half-life of, 77
Korean War, 143

L
Language, for positive change, 553, 554t
Language, single thinking, as conceptual

block, 187
Leadership, and management, 16, 17, 18f
Leadership, for positive change. See also

Vision statements
approaches to, abundance and

deficit, 541–542
behavioral guidelines for, 566–567
and benchmarking, 552, 554t
and change, escalating, 539
defined, 538
and deviance, negative and positive,

540–541, 540f

and frameworks, 539–540,
542–544, 544f, 566f

identifying strengths, 548–549
institutionalizing

creating momentum for, 562
creating teachers for, 562–563

language for, 553, 554t
and positivity, establishing, 

544–550, 551t
and reflected best-self feedback,

549–550
scoring key for, 587–588
skill analysis for, 568–580
skill application for, 584–586
skill assessment for, 534–537
skill practice for, 581–583
and small wins, 560, 561t
and symbolism, 552, 554t
as temporary position, 538–539
and vision of abundance, 553–554,

557–562, 561t
Leading questions, for interviews,

622–623
Learning stair, 562, 563f, 567f
Learning style

defined, 74
dimensions of, 74–76
institutionalizing

human capital for, 563–564
metrics, measurements, 

milestones for, 564–565
and self-awareness, 61–62, 63f
types of, 74–76

Legitimacy, as power source, 292–293
Life balance analysis, 156–158, 157f
Live for Life program, 136
Locus of control, 62, 78–79
Locus of Control Scale, 52–54, 79,

101–102
Logos, and vision, 557
Loyalty, and empowerment, 445t

M
Machiavellianism scale (MACH IV),

536–537
Magnetron, 185, 189, 190, 194
Malcolm Baldrige National Quality

Award, 144
Management

as cause of stress, 113–114
defined, 16, 17
and leadership, 16–17, 16f, 18f

Management by objectives, 132, 333
Management skills

applicable to daily life, 5
based on research, 5
characteristics of, 9, 11
curriculum for improving, 12, 15
defined, 8
developing, 4–5
diversity in, 21–22
essential, 8–9
exercises to assess, 24–43, 90–92
importance for managers, 6–7
improving, 12
and leadership, 538–539
learning model for developing,

13–14, 14t
personal assessment for, 42–43
for teams, teamwork, 517–518, 

518f
types and models of, 18–19, 19f

Managers. See also Leadership, for 
positive change; Presentations,
oral and written

attitudes toward subordinates, 462
effectiveness exercise for, 28–29
essential skills of, 9, 9t, 11t, 11–12
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importance of management skills for,
6–7

insecurities of, 462
need for control of, 462–463
as reinforcers, 338
teamwork skills for, 517–518

Manifest needs model, 345–346
Mann Gulch disaster, 210–212
Market skills, 16f, 17
Matchstick problem, 188f, 228
Meaning, and empowerment, 449–450,

451
Mediator, in conflict management,

392–395
Meetings, conducting

rules for group members in, 657–659
rules for managers in

participants, 653, 658
participation, 655–657
perspective, 657, 659
planning, 654–655, 658
process, 658–659
purpose, 652–653, 658

skill practice for, 660–671
Mentoring, 143–144, 297–298, 454
Messages, one-sided, two-sided, 594,

594t
Microwave ovens, 187, 189, 190
Minnesota Multiphasic Personality

Inventory, 62
Mixed-mode interview, 632
Morale, and empowerment, 445t
Morphological synthesis, and problem

solving, 201–202, 202t
Motivation. See also Goals; Performance

behavioral guidelines for, 352–353
elements of program for, 331–334,

333t
fostering environment of, 330–331
and human needs, 345–346
increasing, 326
model for enhancing, 351f
and performance, 327–328
and rewards, 345, 346–351, 347t
scoring key for, 370–371
skill analysis for, 354–360
skill application for, 367–369
skill assessment for, 324–325
skill practice for, 361–366
and work design, 342–344

Moving Up in the Rankings, exercise on,
216–217

Multifactor Emotional Intelligence
Scale, 63

Muscle relaxation, to reduce stress,
144–145

Myers-Briggs Type Indicator, 62

N
Name that ship problem, 191f, 229
Nanobombs, 3
Neuroticism, 80
Newspaper, the, exercise on, 51,

100–101
Nine-dot problem, 191f, 229
Noninquisitiveness, as conceptual block,

192–193
Norming stage, of team development,

598t, 499–501

O
Open questions, for interviews,

621–623
Openness, 80
Operant conditioning, 338
Orchestrator, 207, 209
Organization, for a presentation,

595–596

Orientation, toward change, 62

P
Particularism, 66t, 67, 203
Penicillin, 190
Performance. See also Goals; Motivation

ability deterioration and, 328
ability-enhancing tools for, 328–330
and behavior

discipline for, 339–341
managers as reinforcers of, 338
rewards for, 338–341
shaping and improving, 341–342

behavioral guidelines for, 352–353
diagnosing problems, 326–328
and extrinsic outcomes, 342
increasing, 326
scoring key for, 370–371
and shift work, 327
skill practice for, 361–366

Performing stage, in team development,
498

Persian Gulf War
Pagonis’s team in, 497, 499,

502–503, 505–506
work teams in, 129–129

Personal Assessment of Management
Skills (PAMS), 24–28

Personal consequence, 449, 451
Personal management interview (PMI),

260–263
Personality, and self-awareness, 79–80
Perspective, and empowerment, 445t
Peter Principle, The, 328
Ping-Pong puzzle, 200–201
Placebo effect, on change, 542
Planning, in learning plan, 94
Planning style, 75
Politicization, and empowerment, 445t
Post-it Notes

breaking stereotypes to invent, 189,
192

Fry’s involvement with, 188, 190
importance of teamwork to invent,

206–207
invention of, 185

Power
abuse of, 285–286, 308
balanced view of, 283
behavioral guidelines for, 308–309
building base for, 283
defined, 286
in human resource department, 297
and influence, 298, 308
international caveats for, 287–288
lack of, 283–285
model of, 307f
necessity of, 286–288
personal

negative view of, 284
sources of, 288–293, 307–308
as stepping stone, 286

position-power, sources of, 293–298
and relationship with boss, 291t
scoring key for, 319–320
skill analysis for, 310
skill application for, 317–318
skill assessment for, 280–282
skill practice for, 311–316

Preparation, and creativity, 195
Presentations, oral and written

behavioral guidelines for, 607–608
necessity for, 592
responding to questions on, 605–608
skill practice for, 609–618
strategies for, 593–595
structure for, 595–597
style for oral, 600–602

style for written, 603–605
supporting points for, 597–599
visual aids for, 598–599, 601

Prioritizing, 132
Probing response, 259–260
Problem-oriented communication,

250–251
Problem solving. See also Conceptual

blocks
analytical

constraints on, 179t
exercise to assess, 215
limitations of, 178
model of, 174t
and single thinking language, 187
steps in, 174–178
success of, 207

applying techniques for, 203
behavioral guidelines for, 208–209
in conflict management, 390–404
creative

approaches to, 179–183
exercises to assess, 216–217,

220–221
fostering in others, 203–209,

205t
impediments to, 178–179, 179t
management principles for,

204–209
model of, 204f
as prerequisite for success, 208
stages of creative thought,

194–195
training for, 184–185

and creativity, innovation, 178
generating alternatives for, 199–202,

199t
international caveats for, 202–203
problem definition, improving,

195–199, 208
scoring key for, 224–230
skill analysis for, 210–218
skill application for, 222–223
skill assessment for, 168–173
skill practice for, 214–221

Problem-solving interview, 632
Pronunciation, inconsistent, 241t
Pygmalion effect, on change, 542

Q
Quality circles, exercises for, 610–618

R
Reality therapy, 255
Reason, as influence strategy, 298t, 298,

299t, 300, 301t, 303–304,
306–307

Reassigning, for ability enhancement,
329

Reciprocity, as influence strategy, 299t,
300, 301t, 302–303, 306

Recreation, and empowerment,
455–456

Recreation, and vision, 557–559, 558t,
561t

Redirect, to shape behavior, 341–342
Refitting, for ability enhancement, 329
Reflecting response, 260
Reflective probe, for interviews, 627,

628t
Reframing, to reduce stress, 145
Regression, as stress mechanism, 114
Rehearsal, to reduce stress, 145
Reinforce, to shape behavior, 341–342,

341t
Rejected Plans, 267–268
Relational algorithm, and problem 

solving, 202

Relationship-building roles, on teams,
514–515, 515t

Relationship skills, developing, 4
Relaxation, deep, 142–143
Release, of employee, 329–330
Relevance, as power source, 297–298
Repetition probe, for interviews, 627,

628t
Repression, as stress mechanism, 114
Reprimand, to shape behavior, 

341, 341t
Research, 5, 6
Resiliency, to deal with stress, 134–144,

136t, 140t
Resistance stage, of stress, 114–115
Resources, and performance, 327
Responder, in conflict management,

392–401, 403
Resupply, for ability enhancement, 329
Retraining, for ability enhancement, 329
Retribution, as influence strategy,

298–300, 302, 305–306,
298t, 299t, 301t

Rewards, for performance, 337–338,
346–351, 347t

Rigidity, in communication, 251–252
Rule breaker, 207

S
Sandwiching, a presentation, 595
SCAMPER, used in problem solving,

197
Scapegoating, and empowerment, 445t
Scoring keys

for communication, supportive,
276–278

for conflict management, 434–437
for empowerment, delegation,

485–487
for leadership, positive change,

587–589
for motivation, 370
for performance, 371–372
for power and influence, 319–321
for problem solving, 224–230
for stress, stress management,

164–166
for teams, teamwork, 531

Self-awareness
activities for developing, 95–96
assessment for, 97
behavioral guidelines for, 82
change, attitudes toward, 76–79
core aspects of, 63f
and core self-evaluation, 62, 79–82,

83f
defined, 57
dimensions of, 57
and diversity, 60
effectiveness of training for, 81
enigma of, 58
and learning style, 74–76
and the sensitive line, 58–60
skill analysis for, 84–88
skill application for, 95–96
skill assessment for, 46–47
skill practice for, 89–94
and values, 65–74

Self-determination, 448, 451
Self-disclosure, 59–60
Self-efficacy, 447–448, 451
Self-knowledge, 60–61
Self-portrait, best, 581–582
Sensitive line, the, 58–60
Shakespeare riddle, 189, 190f, 228
Shift work, 327
Silence, in interviews, 627, 628t
Situational stressors, 118–120, 130–132
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Skill analysis
for communication, supportive,

266–268
for conflict management, 405–409
for empowerment, delegation,

474–475
for leadership, positive change,

568–580
for motivation, 354–360
for problem solving, 210–213
purpose of, 19
for self-awareness, 84–88
for stress management, 147–154

Skill application
for communication, supportive,

274–276
for conflict management, 431–433
for empowerment, delegation,

483–484
importance of, 21
for leadership, positive change,

584–586
for motivation, 367–369
for power and influence, 317–318
for problem solving, 222–223
purpose of, 20–21
for self-awareness, 95–96
for stress management, 161–163
for teams, teamwork, 529–530

Skill assessment
for communication, supportive,

234–237
for conflict management, 374–375
for empowerment, delegation,

440–442
for leadership, positive change,

534–537
for managing stress, 106–111
for motivation, 324–325
for power and influence, 280–282,

310
for problem solving, 168–173
purpose of, 19
for self-awareness, 46–56
for teams, teamwork, 490–492,

519–522
for time management, 107–108

Skill learning, purpose of, 20
Skill practice

for communication, supportive,
269–273

for conflict management, 410–430
for empowerment, delegation,
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