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ABOUT THE SERIES IN SPECIALTY COMPETENCIES 
IN PROFESSIONAL PSYCHOLOGY

Th is series is intended to describe state-of-the-art functional and founda-
tional competencies in professional psychology across extant and emerging 
specialty areas. Each book in this series provides a guide to best practices 
across both core and specialty competencies as defi ned by a given profes-
sional psychology specialty.

Th e impetus for this series was created by various growing movements 
in professional psychology during the past 15 years. First, as an applied dis-
cipline, psychology is increasingly recognizing the unique and distinct 
nature among a variety of orientations, modalities, and approaches with 
regard to professional practice. Th ese specialty areas represent distinct ways 
of practicing one’s profession across various domains of activities that are 
based on distinct bodies of literature and oft en addressing diff ering popu-
lations or problems. For example, the American Psychological Association 
(APA) in 1995 established the Commission on the Recognition of Specialties 
and Profi ciencies in Professional Psychology (CRSPPP) in order to defi ne 
criteria by which a given specialty could be recognized. Th e Council of 
Credentialing Organizations in Professional Psychology (CCOPP), an inter-
organizational entity, was formed in reaction to the need to establish crite-
ria and principles regarding the types of training programs related to the 
education, training, and professional development of individuals seeking 
such specialization. In addition, the Council on Specialties in Professional 
Psychology (COS) was formed in 1997, independent of APA, to foster com-
munication among the established specialties, in order to off er a unifi ed 
position to the pubic regarding specialty education and training, credential-
ing, and practice standards across specialty areas.

Simultaneously, eff orts to actually defi ne professional competence regard-
ing psychological practice have also been growing signifi cantly. For example, 
the APA-sponsored Task Force on Assessment of Competence in Profes-
sional Psychology put forth a series of guiding principles for the assessment 
of competence within professional psychology, based, in part, on a review 
of competency assessment models developed both within (e.g., Assessment 
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of Competence Workgroup from Competencies Conference—Roberts et al., 
2005) and outside (e.g., Accreditation Council for Graduate Medical Edu-
cation and American Board of Medical Specialties, 2000) the profession of 
psychology (Kaslow et al., 2007). 

Moreover, additional professional organizations in psychology have pro-
vided valuable input into this discussion, including various associations pri-
marily interested in the credentialing of professional psychologists, such as 
the American Board of Professional Psychology (ABPP), the Association 
of State and Provincial Psychology Boards (ASPBB), and the National Reg-
ister of Health Service Providers in Psychology. Th is wide-spread interest 
and importance of the issue of competency in professional psychology can 
be especially appreciated given the attention and collaboration aff orded to 
this eff ort by international groups, including the Canadian Psychological 
Association and the International Congress on Licensure, Certifi cation, and 
Credentialing in Professional Psychology.

Each volume in the series is devoted to a specifi c specialty and provides 
a defi nition, description, and development timeline of that specialty, includ-
ing its essential and characteristic pattern of activities, as well as its distinc-
tive and unique features. Each set of authors, long-term experts and veterans 
of a given specialty, were asked to describe that specialty along the lines of 
both functional and foundational competencies. Functional competencies 
are those common practice activities provided at the specialty level of prac-
tice that include, for example, the application of its science base, assessment, 
intervention, consultation, and where relevant, supervision, management, 
and teaching. Foundational competencies represent core knowledge areas 
which are integrated and cut across all functional competencies to varying 
degrees, and dependent upon the specialty, in various ways. Th ese include 
ethical and legal issues, individual and cultural diversity considerations, 
interpersonal interactions, and professional identifi cation.

Whereas we realize that each specialty is likely to undergo changes in the 
future, we wanted to establish a baseline of basic knowledge and principles 
that comprise a specialty highlighting both its commonalities with other 
areas of professional psychology, as well as its distinctiveness. We look for-
ward to seeing the dynamics of such changes, as well as the emergence of 
new specialties in the future. 

Originally called “Industrial-Organizational Psychology (I/O),” practitio-
ners of this specialty emanate from varying backgrounds in business-
psychology related fi elds. Although it was one of the original four specialties 
of the American Board of Professional Psychology (ABPP) established in 
1947, as described in chapter 1, the domain of contemporary I/O professional 
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practice can best be thought of as a hybrid across multiple traditions. For 
this volume in the series, we asked Jay Th omas to describe this particular 
hybrid model. Th e original board refl ecting the specialty of I/O psychology 
(the American Board of Industrial and Organizational Psychology) within 
the greater organization of ABPP (which at the time of this writing encom-
passes 13 diff ering specialty boards in professional psychology), was restruc-
tured in 2005 and is now called the American Board of  Organizational and 
Business Consulting Psychology (ABOBCP). Th is name change was made 
in order to best capture the notion that specialists in this area can be edu-
cated and trained (and practice) in related, but somewhat diff ering tradi-
tions.  Readers interested in this specialty area within psychology will fi nd 
this text invaluable as the most current description of the competencies 
thought important to help defi ne the OBC psychologist.

Arthur M. Nezu
Christine Maguth Nezu
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ONE

Hybrid Power

The History of Organizational and Business Consulting Psychology

Organizational and business consulting psychology (OBCP) is a hybrid 
specialty composed of multiple sets of traditions.

Industrial psychology began almost as soon as psychology had developed 
enough of a science for it to be applied to industry. As early as the 1890s, 
Hugo Munsterberg, the German American psychologist, was involved with 
the selection of street car operators (cf. Koppes, 2007), and by the 1920s, 
business applications of psychology in employee selection, advertising, and 
organizational design were thriving. Industrial psychology was one of the 
four original specialties of the American Board of Professional Psychology 
(ABPP) in 1947. By the late 1960s, the word “industrial” was recognized as 
misleading in that psychologists were working at all levels in many types 
of organizations; hence, the name of the primary professional organization 
was changed from Division 14 of the American Psychological Association to 
Industrial and Organizational Psychology in 1973, later Society for Industrial 
and Organizational Psychology (SIOP) in 1982 (Koppes, 2007). In Europe the 
specialty includes the appellation “work psychology.” Th roughout its history, 
industrial/organizational (I/O) psychology has drawn heavily from the tra-
ditions of experimental, social, and diff erential psychology. Th ere has been a 
consistent and heavy emphasis on quantifi cation (Zickar & Gibby, 2007). 

Consulting psychology has historically also been associated with the appli-
cation of psychology in organizations. Developing in parallel with I/O psy-
chology, consulting psychology has traditionally had more of a “clinical” 
fl avor, with many practitioners originally trained in clinical or counseling 
psychology. Th ese traditions permit “knowledge” to be formed via means 
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other than quantifi cation, so some consulting psychologists have been 
attuned to phenomenological, narrative, or interpretive forms of investiga-
tion (Lewin, 1947; Nevis, 1987). Consulting psychologists have been more 
likely to emphasize services to individuals or groups than have traditional 
I/O psychologists, who tend to put more emphasis on building or changing 
processes or systems that subsequently result in changes in work-related 
behavior or performance. It is fair to say that consulting psychologists have 
put greater emphasis on licensure and credentialing than I/O psychologists 
have. Like two siblings who occasionally fi ght and occasionally play together, 
the two disciplines have developed concurrently and today are heavily 
intertwined at the practitioner level. Th ere is overlap in the membership of 
SIOP and the Society for Consulting Psychology (SCP). Both are divisions of 
the American Psychological Association (APA). In 2005, the American Board 
of Industrial and Organizational Psychology, a specialty board of the American 
Board of Professional Psychology (ABPP) and an original specialty within 
ABPP, was reconstituted as the American Board of Organizational and Busi-
ness Consulting Psychology to refl ect the fact that specialists may be trained, 
experienced, and practice in related but somewhat diff erent traditions. 
In this book, the term OBC psychologist will be used to refl ect the hybrid 
practice. Th e terms I/O psychology and consulting psychology will be used 
when referring specifi cally to the discipline.

Competencies and Outcomes

Competencies are the knowledge, abilities, skills, and other characteris-
tics (KSAOs) that are needed to perform well in a task, job, or profession. 
Th ey are oft en associated with the activities the professional performs 
(Rodolfa et al., 2005). Th is emphasis on KSAOs and activities is incomplete. 
To get the whole picture we begin with the outcomes the psychologist, or 
the psychologist’s client, is seeking to achieve. In logic modeling (Frechtling, 
2007; McLaughlin & Jordan, 2004), desired longer term and short-term 
outcomes are identifi ed fi rst, then outputs from the intervention, inputs 
including resources (time, budget, capability, etc.) are considered. Contex-
tual factors are considered since the culture of the organization can heav-
ily infl uence the chance of success of various types of interventions. Only 
then are activities that constitute the intervention specifi ed. Competencies 
are a form of input that the OBC psychologist brings to the situation and 
they are only relevant in connection with the goals of the consultation. 
For example, a psychologist may spend a good deal of time, eff ort, and 
money developing expertise in a statistical analysis methodology—say, 
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time series analysis—and thus this would be considered a competency of 
the psychologist. But it is not a requisite competency unless the goals of 
the consultation and resources available call for its use: a question about 
change over time and a minimum of 100 or so data points. Similarly, a psy-
chologist may be very good at observing group processes or identifying 
training needs, but these competencies come into play only if the situation 
calls for them.

Table 1.1 lists the competencies identifi ed by professional organiza-
tions as germane to OBC psychology (APA, 2007; Education and Training 
Committee, 2002; SIOP, 1998). It is a long list and few, if any, psychologists 
have all of these competencies in their repertoire. In fact, most practitioners 
will be limited to reliance on a relative few. Ask an OBC psychologist what 
he or she does and a likely answer might be “I work in employee selection”; 
“I do organizational development”; or “Most of my work is coaching and 
individual assessment.” Th eir brochures and websites may list a half dozen 
or so activities, more only if several consultants work in the same group. 
My goal in writing this book is to put the competencies into a context. By 
concentrating on clients’ objectives rather than activities, the OBC psy-
chologist gains fl exibility in providing services. For example, an employee 
selection program may be intended to increase job performance among 
a class of workers. However, a tight labor market may mean few qualifi ed 
workers are available and thus require that emphasis be placed on creating 
a more comprehensive training program or redesigning the job to achieve 
the same objective. Th e results may not be exactly similar, but resources 
are not infi nite. Th e competent OBC psychologist fi nds a way either to 
reach the goal or to convince the client that there is a need to recalibrate 
aspirations.

Th e ABPP bases its specialty certifi cations on competencies. Candidates 
are expected to demonstrate that they are competent in their specialty 
area through education, practice samples, and examinations. ABPP dis-
tinguishes between foundational and functional competencies. Functional 
competencies represent the day-to-day activities, presumably with intended 
outcomes, provided by a specialist psychologist. Foundational competen-
cies represent those aspects of practice that cut across functions and activ-
ities and, taken as a whole, make a psychologist a psychologist as opposed 
to another type of professional. ABPP (2007, p. 7) defi nes functional and 
foundational competencies as shown in Table 1.2.

Roldofa et al. (2005) envision a cube model with functional and foun-
dational competencies laid out at right angles to one another and stages 
of professional development providing depth to the cube. Th eir list of 
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TABLE 1.1  Competencies and Proficiencies Recommended by the American Board of Professional Psychology (ABPP), the Society for Consulting 

Psychology, the American Psychological Association, and the Society for Industrial and Organizational Psychology

ABPP COMPETENCIES
(FUNC = FUNCTIONAL;
FOUND = FOUNDATIONAL)

PROFICIENCIES FROM THE 
STANDARDS FOR DOCTORAL 
TRAINING IN CONSULTING 
PSYCHOLOGY (APA DIVISION 
13, 2002)

COMPETENCIES FROM GUIDELINES 
FOR EDUCATION AND TRAINING AT 
THE DOCTORAL AND POSTDOCTORAL 
LEVELS IN CONSULTING 
PSYCHOLOGY/ORGANIZATIONAL 
CONSULTING PSYCHOLOGY (APA, 
2007)

PROFICIENCIES FROM 
THE STANDARDS FOR 
DOCTORAL TRAINING 
IN INDUSTRIAL/
ORGANIZATIONAL ( I/O) 
PSYCHOLOGY (APA 
DIVISION 14, 1998)

PRIMARY 
CHAPTER

Education and Training Committee, 
Div. 13 (2002).

American Psychological Association (2007) Society of Industrial/
Organizational Psychologists 
(1999).

Ethics and legal foundations (Found) Ethics Professional ethics and standards:
Awareness of relevant ethical principles: i.e., 
confi dentiality, culture-centered awareness/
understanding guanxi as they apply in the OCP 
context.

Ethical, legal, and professional 
contexts of I/O psychology

12

Science Base and Application (Func) Research and evaluation Research methods and statistics Research methods 2

Science Base and Application (Func) Research and evaluation Process consultation/Action research Statistical methods/data 
analysis

2, 9

Primarily Individual-Level Core 
Competencies:

Listed out of order to fi t with 
Division 13 Standards

Assessment,
Intervention, Consultation (all Func)

Individual assessment of purposes of 
career and vocational assessment

Individual assessment of purposes of career 
and vocational assessment

Career development 6, 9
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Assessment (Func) Individual assessment for purposes of 
employee selection or development

Individual assessment for purposes of 
employee selection or development

Personnel recruitment, 
selection, and placement

6, 9

Assessment (Func) Job analysis for purposes of individual 
assessment

Job analysis and culture/diversity as found in 
race, ethnicity, gender (women/men), sexual 
orientation, disability status, socioeconomic 
status, national heritage, industry, education, 
job/role calibrations for purposes of individual 
assessment

Job/task analysis and 
classifi cation

4

Intervention, Consultation (Func)
Interpersonal Interactions (Found)

Executive and individual coaching Executive and individual coaching Leadership and management 7

Intervention, Consultation, some 
Assessment (all Func)
Interpersonal Interactions (Found)

Individual-level intervention for job- 
and career-related problems

Individual-level intervention for job- and career-
related problems

Performance appraisal and 
feedback

7, 5

Primarily Group-Level Core 
Competencies:

Consultation (Func)
Science Base and Application (Func)

Assessment of functional and 
dysfunctional group behavior

Assessment of functional and dysfunctional 
group behavior

Small group theory and team 
processes

9

Assessment, Consultation, Intervention 
(Func)

Assessment and development of teams Assessment and development of teams with 
attention to diversity (here and after used to refer to 
the full range of diversity variables) considerations

Training: Theory, program 
design, and evaluation

7, 9

(Continued )
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TABLE 1.1  Competencies and Proficiencies Recommended by the American Board of Professional Psychology (ABPP), the Society for Consulting 

Psychology, the American Psychological Association, and the Society for Industrial and Organizational Psychology (Continued )

ABPP COMPETENCIES
(FUNC = FUNCTIONAL;
FOUND = FOUNDATIONAL)

PROFICIENCIES FROM THE 
STANDARDS FOR DOCTORAL 
TRAINING IN CONSULTING 
PSYCHOLOGY (APA DIVISION 
13, 2002)

COMPETENCIES FROM GUIDELINES 
FOR EDUCATION AND TRAINING AT 
THE DOCTORAL AND POSTDOCTORAL 
LEVELS IN CONSULTING 
PSYCHOLOGY/ORGANIZATIONAL 
CONSULTING PSYCHOLOGY (APA, 
2007)

PROFICIENCIES FROM 
THE STANDARDS FOR 
DOCTORAL TRAINING 
IN INDUSTRIAL/
ORGANIZATIONAL ( I/O) 
PSYCHOLOGY (APA 
DIVISION 14, 1998)

PRIMARY 
CHAPTER

Intervention, Consultation (Func) Creating group-level teams in 
organizations (e.g., self-directed 
work groups)

Creating group-level teams in organizations 
(e.g., self-directed work groups)

Work motivation 8

Assessment, Consultation, Intervention 
(Func)

Intergroup assessment and 
intervention

Intergroup assessment and intervention 9

Assessment, Consultation, Intervention 
(Func)

Group boundary assessment and 
intervention

Group boundary assessment and intervention 9

Individual and Cultural Diversity (Found),
Science Base and Application (Found)

Identity group (racial, gender, ethnic) 
management in the organizational 
context

Identity group (racial, gender, ethnic, age, 
nationality, sexual orientation, life span, disability 
groups, social prejudice, culture, religion, belief 
systems, organizational hierarchy role)

Individual differences 12, 4, 5, 6, 8, 9

Primarily Organizational/Systemic-
Level Core Competencies:

Assessment (Func) Organizational diagnosis, including 
systemic assessment of the entire 
organization or large component 
parts of the organization

Organizational diagnosis, including systemic 
assessment of the entire organization or large 
component parts of the organization and 
diversity cohorts within the organization’s 
stakeholder groups

9
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Assessment (Func) Attitude, climate, and satisfaction 
surveys

Attitude, climate, and satisfaction surveys, 
including portioned profi les representing 
work units, organizational-level groups, 
diversity/multicultural groups, and upfront/
nonnegotiable announcements of ethical 
commitments, especially confi dentiality

8,9

Assessment, Consultation (Func) Evaluation of corporate management 
philosophy, organizational culture, 
and nature of systemic stressors

Evaluation of corporate management 
philosophy, organizational culture, and nature 
of systemic stressors

Health and stress in 
organizations

9

Supervision and Management (Func) Workfl ow and project planning 
activities

Workfl ow and project planning activities (e.g.,
Gantt charts, PERT (Program Evaluation Review 
Technique) charts, fi shbone diagrams

10

Assessment (Func) Identifi cation of aggregate 
performance measures

Identifi cation of aggregate performance 
measures, charting and plotting measures

4, 10

Assessment, Consultation (Func)
Individual and Cultural Diversity (Found)

Assessment of organizational values 
and management practices

Assessment of organizational values and 
management practices and philosophy/policy

Organizational theory 9

Interventions, Consultation (Func) Organizational-level interventions Organizational-level interventions, collating 
data, portioning data, intervention design

Organizational development 9

Interventions, Consultation (Func) Change management of 
organizational systems

Change management of organizational 
systems

9

Science Base and Applications (Func) Consumer behavior 9 (some)

(Continued )
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TABLE 1.1  Competencies and Proficiencies Recommended by the American Board of Professional Psychology (ABPP), the Society for Consulting 

Psychology, the American Psychological Association, and the Society for Industrial and Organizational Psychology (Continued )

ABPP COMPETENCIES
(FUNC = FUNCTIONAL;
FOUND = FOUNDATIONAL)

PROFICIENCIES FROM THE 
STANDARDS FOR DOCTORAL 
TRAINING IN CONSULTING 
PSYCHOLOGY (APA DIVISION 
13, 2002)

COMPETENCIES FROM GUIDELINES 
FOR EDUCATION AND TRAINING AT 
THE DOCTORAL AND POSTDOCTORAL 
LEVELS IN CONSULTING 
PSYCHOLOGY/ORGANIZATIONAL 
CONSULTING PSYCHOLOGY (APA, 
2007)

PROFICIENCIES FROM 
THE STANDARDS FOR 
DOCTORAL TRAINING 
IN INDUSTRIAL/
ORGANIZATIONAL ( I/O) 
PSYCHOLOGY (APA 
DIVISION 14, 1998)

PRIMARY 
CHAPTER

Assessment (Func) Criterion theory and 
development

4

Science Base and Applications (Func) Human performance/ human 
factors

4, 8

Assessment (Func) Job evaluation and 
compensation

8

Science Base and Applications, 
Consultation(Func)

Judgment and decision making 8

Internship N/A

OCP = organizational consulting psychology; I/O = industrial/organizational.

Note: Adapted from the American Board of Organizational and Business Consulting Psychology. (2008). Examination manual. Chapel Hill, NC: American Board of Professional Psychology. 

Sources:

American Psychological Association. (2007). Guidelines for education and training at the doctoral and postdoctoral levels in consulting psychology/organizational consulting psychology. American Psychologist, 62(9), 980–992.

Education and Training Committee, Division 13, Society of Consulting Psychology, American Psychological Association. (2002). Principles for education and training at the doctoral and postdoctoral level in consulting psychology/organizational. 
Consulting Psychology Journal: Practice and Research, 54(4), 213–222.

Society for Industrial and Organizational Psychology. (1998). Guidelines for education and training at the doctoral level in industrial/organizational psychology. Dayton, OH: Author.
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foundational competencies is slightly diff erent from those of the ABPP, 
including refl ective practice/self-assessment, scientifi c knowledge and 
methods, relationships, and interdisciplinary systems, as well as ethical 
standards/policy issues and individual and cultural diversity. Regardless 
of which list is relied on, we can expect that a properly trained doctor-
al-level professional psychologist should possess most of the foundational 
competencies needed for any established specialty, with some modifi cation 
allowed for diff erences in the context and scope of practice. Th e functional 
competencies diff er from one specialty to another; skills in, say, assessment 
may not eff ectively transfer from one specialty to another. If a psychologist 
changes or adds a new specialty, a critical question is how the new compe-
tencies were developed and applied. Th e context is always important. It is 
noteworthy that the Society for Consulting Psychology has demarcated the 
various competencies in its list as being at the individual, group, or organi-
zational level. A psychologist who is capable at one level may not have the 
same capacity at another level.

Th ese lists are useful to accreditors, regulators, and credentialing groups. 
Th e psychologist in practice probably does not think in these terms so 
much as asking the question “Am I competent to take on this task?” Th e 
approach of this book is to describe the various fi elds of OBC psychology 
from the point of view of (1) what is known or believed; (2) what standards 

TABLE 1.2 ABPP’s functional and foundational competencies

FUNCTIONAL COMPETENCIES 

Assessment. Defi ning, diagnosing, and conceptualizing problems and issues associated with individuals, groups, and/or 
organizations.

Intervention. Developing, implementing, and evaluating interventions designed to produce positive change.

Consultation. Providing expert guidance or professional assistance to a consultee’s needs or goals.

Science Base and Application. Producing, consuming, or communicating scientifi c theory and knowledge relevant to areas of 
professional practice.

Supervision and Management. The guidance, direction, and monitoring of trainees, residents, staff, or programs.

Teaching. Formal teaching (including workshops, coursework, and presentations) related to the specialty.

FOUNDATIONAL COMPETENCIES 

Ethics and Legal Foundations. Awareness and application of appropriate ethical and legal practice requirements.

Individual and Cultural Diversity. Awareness and sensitivity in working with diverse individuals, groups, and communities who 
represent various cultural and personal background and characteristics.

Interpersonal Interactions. Ability to relate effectively and meaningfully with individuals, groups, and/or communities, and the 
ability to function effectively in interdisciplinary systems.

Professional Identifi cation. Practice conducted within the boundaries of competencies, including involvement in the profession 
and the specialty in particular. Continuing development as a psychologist specialist. Advocacy for the profession.
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exist, if any, for practice within a domain; (3) what should the psychologist 
be able to do to help the client organization reach its goals; and (4) what 
about this role is diff erent from the roles of other psychologists and other 
professionals.

The Psychologist as Technologist

Th e services we provide are intended to achieve objectives, typically more 
than one objective. We use science and a little art to design assessments 
and interventions to achieve these goals; in short, we have a technology. 
I prefer the terms technology and technologist to scientist-practitioner and 
similar labels that convey little meaning about what the psychologist does 
that benefi ts the client. Some authors (e.g., Blanton, 2000) dislike the term 
technologist because to them it implies that the psychologist is a technician 
who applies the same techniques over and over. On the contrary, a tech-
nologist solves problems, oft en using whatever science applies but equally 
oft en being ahead of science (Petroski, 2003). Th e analogy with engi-
neering is apt. Petroski points out that engineers were developing steam 
engines long before thermodynamics was developed as a branch of phys-
ics. Indeed, the development of the engines propelled the development of 
the science. Necessity may be the mother of invention; and invention, in 
turn, may beget science. Quoting a design text, Petroski says, “Engineers 
use science to solve their problems if the science is available. But available 
or not, the problem must be solved, and whatever form the solution takes 
under these conditions is called engineering” (Z. M. Lewalski, quoted in 
Petroski, 2003, p. 241). Th e psychologist consultant is in many ways like 
the engineer. A given assignment may require approaches and solutions 
that the science of psychology has not yet addressed, or if addressed, not 
yet resolved. Th e technologist recognizes that no design is ever perfect and 
there is no optimal solution to any problem that involves multiple objec-
tives. Because the technologist is concerned with solving problems, a 
whole range of research and investigative techniques open up beyond the 
standard methods for determining causation and association prevalent in 
psychology. Th e technologist models a solution, tries it out, and tinkers 
with it until it seems to work well enough. When the solution fails or has 
unexpected eff ects, the technologist performs failure analysis to determine 
what went wrong to avoid the same scenario the next time (Petroski, 1985). 
Th e competent psychologist strives to fi nd workable solutions that achieve 
the client’s goals as well as possible given resources, budget, timelines, cul-
ture, and other situational factors. Th ere are no universal “best practices.”
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All authors hope that their work stands up to the test of time. In psy-
chology in general and OBCP in particular, there are numerous journals, 
technical and research reports, books, and other media published around 
the world that have the potential to change the fi eld every year—more than 
one person or a team can keep up with. To make matters worse, for at 
least the past half-century the fi eld has been pushed and pulled by fads 
and fashions, only some of which are relevant a decade later (Dunnette, 
1966). Other trends, such as the emphasis on quality in the 1980s and 90s, 
have an impact, then fade from prominence while leaving an imprint on 
the fi eld. However, over long stretches of time the framework of practice 
remains relatively stable. For that reason I have chosen to rely mostly on 
references from classic sources or major integrative sources such as the 
Annual Review of Psychology, handbooks, and other edited works rather 
than rely as heavily on individual papers as I might in a theoretical piece, 
textbook, or literature review. In places in the book are examples drawn 
from my experience or the experiences of other OBC psychologists. Th ese 
are intended as examples, not proofs. In general, I assume that the reader 
has a reasonably strong background in the science of psychology, methodol-
ogy, and related foundational areas. In OBC psychology the skills to practice 
generally are developed aft er graduate school (Silzer, Erickson, Robinson, 
& Cober, 2008; Somerville, 1998), so when possible I have included occa-
sional tables, checklists, or procedures that help translate foundational 
knowledge into functional capacity. Th ese do not represent the only way 
to accomplish a particular goal. Somerville (1998) notes that the large con-
sulting fi rms tend to develop their own ways of accomplishing the tasks of 
an OBC psychologist, so it is likely that readers will either have or develop 
their own versions of these methods. Within our hybrid discipline there 
are few standard ways of doing anything; if there is one constant in compe-
tent practice, it is that the context guides the solution. 



TWO

Conceptual and Scientifi c Foundations

Since the work of Lewin (1947) and, more formally, Katz and Kahn (1966, 
1978), organizational theory has used force fi eld analysis and systems theory 
as conceptual frameworks for understanding the development, evolution, 
and eff ects of changes in organizations. Th eories originating in social psy-
chology have infl uenced concepts of small work group and team dynamics. 
At the individual level, several theories of personality, cognition, human 
abilities, and attribution are infl uential. Th ere is, however, no universally 
recognized conceptual framework for groups and individuals. What is 
recognized is the need to examine the situation. Th e OBC psychologist 
must be an expert at job or work analysis and in comprehending organiza-
tional culture and climate. Some forms of work done by OBC psychologists 
are constrained by legal and professional standards. Other forms of work 
have not been regulated to this degree.

Research Methods

Because I/O psychology was rooted in employee testing and the use of 
research to inform practices, there has always been a tradition compara-
ble to what clinicians call evidence-based practice. Th e specialty of OBCP 
encompasses a number of empirical traditions. Research methods in active 
use range from full-experiments and quasi-experiments to fi eld stud-
ies. Action research was developed in the 1940s and is still a mainstay of 
organizational development, particularly in Europe (Gustavsen, 2008). 
Action research involves the consultant working with the client organiza-
tion to gather information through surveys, focus groups, interviews, or 
other means; analyzing the information; and using it to plan the next phase 
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of change. Th e focus is on using the information to support the change 
eff ort rather than collecting data for long-term scientifi c purposes.

Although both quantitative and qualitative methods are used, studies that 
supply numerical data are clearly more abundant in the research journals. 
Th ere seems to be an antiquated belief still current that equates quantitative 
data, however derived, with greater scientifi c rigor (Blanton, 2000). Designs 
used in other areas of psychology such as single-subject designs (cf. Barlow 
& Nock, 2009; Barlow, Nock, & Hersen, 2009) are rarely encountered even 
though they could be very useful, particularly in studying individual develop-
ment eff orts. For those who insist on applying statistical methods to single-
case or small sample studies, randomization tests are well established and 
proven (Edgington & Onghena, 2007; Todman & Dugard, 2001); they just 
have not been widely used in I/O or consulting psychology.

Experimental laboratory research has infl uenced many theories in orga-
nizational psychology, including motivation and goal setting, training meth-
ods, infl uence processes, and others. Although highly infl uential through 
the 1970s, the ecological validity and consequent generalizability of results 
from lab experiments became questioned as they challenged common 
practice and common sense. For example, several theories that stemmed 
from studies of undergraduates seemed to indicate that extrinsic reinforc-
ers (e.g., pay for performance) were not only ineff ective but were contra-
eff ective (Rynes, Gerhart, & Parks, 2005). Today it is the studies that are 
questioned, not the practices.

Laboratory experiments may still be useful, provided some means of 
determining how to estimate the generalizability of experimental studies is 
established. Campbell (1986) provides fi ve criteria:
1. Empirical results obtained in the fi eld are identical to those obtained in 

the laboratory.
2. Th e direction of empirical relationships is the same as those found in the 

laboratory.
3. Th e conclusions drawn about a specifi c question are the same for fi eld 

studies as they are for laboratory studies.
4. Th e existence of a particular phenomenon can demonstrated in the labo-

ratory as well as the fi eld.
5. Data from the laboratory can be used to justify or support the application 

of a particular practice or program in an operational setting. (p. 270)

Campbell states that although most people consider ecological validity 
to apply to the fi rst criterion, he believes that numbers 3 and 5 are the most 
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useful conceptualization because it is so rare to obtain an exact replica-
tion from the laboratory to the fi eld. Indeed, the reason laboratory studies 
are done in the fi rst place is to gain an element of control over extrane-
ous factors that reduce the eff ect to be observed. Th erefore, laboratory 
results should almost always provide greater eff ect sizes than fi eld studies 
can produce.

Industrial and organizational psychologists continue to place the bulk 
of their bets on surveys and self-report. A study of the contents over the 
fi rst decade of Organizational Research Methods found that surveys were 
the most popular research technique used in about a third of the articles 
(Aguinis, Pierce, Bosco, & Muslin, 2009). Th is reliance on surveys contin-
ues to increase (Aguinis et al., 2009) even though it is widely established 
that the results can be misleading due to variations in question wording, 
format, context (Schwartz, 1999), and the infl uence of faulty memories and 
emotions (Stone et al., 2001). Th is is not to say that self-report should not be 
used, but it should rarely be the exclusive means of information gathering 
in a study or in practice. Many survey-based studies ignore sampling strat-
egies. Th e researchers send out several hundred surveys, get back a couple 
of hundred and subject the data to the most sophisticated analyses even 
though descriptive statistics would be more informative. Doing sophisti-
cated analyses on survey data with 25%–35% return rates, even when this 
is comparable to return rates obtained in other studies, is not appropriate 
(Freedman, Pisani, & Purves, 2007). Matching mediocrity is not a path to 
competence or relevance (Smith, 2006); that is, choosing a methodology or 
analytical method simply because others use it is not an eff ective research 
practice. Studies useful for both research and practice incorporate more 
than one measurement technique, pay attention to sampling issues, and 
employ interpretable analytic methods.

Statistical Analysis

Spector (2001) described statistical analysis procedures that are most pop-
ular in I/O psychology. Most are based on correlation/regression methods, 
including bivariate correlations, partial correlation, multiple regression, 
moderated regression, mediation tests, and logistic regression. Analysis of 
variance is used oft en enough to mention, but it does not hold the central 
place in industrial/organizational psychology that it does in experimen-
tal psychology. Factor analysis, including confi rmatory factor analysis, is 
an analysis family of which I/O psychologists should have at least basic 
familiarity. Recently, structural equation modeling (SEM) has become 
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very popular, although its use in studies probably exceeds its usefulness. 
Hierarchical linear modeling (HLM) is useful in that it allows for control-
ling for category or block membership—for example, a study may examine 
employee attitudes and organizational outcomes in a company with sev-
eral locations. HLM allows for examining the location eff ect in the most 
unbiased manner (Bickel, 2007). Th e fi nal method in Spector’s treatment is 
item response theory (IRT). IRT has found its use in evaluating test fair-
ness at the item level and in the purpose it was originally developed for: 
adaptive testing. Adaptive testing is unusual in that it is one of the few 
applications in psychology of Bayesian probability theory as trait estimates 
are adjusted based on prior information of the diffi  culty levels of items 
passed and failed by the individual examinee and future items are chosen 
based on these estimates.

Spector and other writers (e.g., Blanton, 2000; Peterson, 2009; Th omas, 
2008) have lamented the tendency of journal editors and reviewers to 
demand the most sophisticated analyses possible, even when the required 
analysis provides no additional understanding and oft en obfuscates the 
results. Most researchers are university faculty and the reward contingen-
cies are much diff erent for them than for practitioners. Unfortunately, this 
results in a large body of work being published that is essentially irrelevant 
to practice (Blanton, 2000), and I would add, to real life.

Th e competent practitioner needs to know statistics at some level, 
but the degree and nature of skills vary depending on the nature of the 
work in which the OBC psychologist engages. Th ose who develop and 
select instruments using criterion-related validation methodology need a 
high level of expertise in psychometrics and many of the methods Spec-
tor listed. Research with immediate application uses surveys, interviews, 
focus groups, and observation. Specialists must have a strong background 
in psychometrics, information gathering and integration, and the capabil-
ity of using and understanding statistical procedures. Overall, as practi-
tioners they need to be able to conduct appropriately sized and targeted 
studies aimed at producing usable results in the spirit of Patton’s (2009) 
concept of utilization-focused evaluation—that is, paying more attention 
to the practical use of research data than on the internal validity of eval-
uation studies. Th ose who try to keep up with the literature need a basic 
understanding of these statistical procedures but need not be capable of 
performing them. Competence requires an understanding of the strengths 
and limits of statistical theory, particularly the severe logical limitations of 
signifi cance testing (Gigerenzer, 1993, 2008; Th omas, 2008; Wilkinson and 
the Task Force on Statistical Inference, 1999).
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Qualitative research methods are widely used by practitioners. For 
example, interviews and focus groups are used extensively in consumer 
research and action research. A few journals such as Consulting Psychology: 
Research and Practice and Organizational Dynamics publish some quali-
tative studies, usually case studies, but generally qualitative research lies 
outside the mainstream of research. Given the usage in application, this 
neglect of qualitative methods is unfortunate. Th is could change; a recent 
edited handbook on research methods in I/O psychology contains two 
chapters on qualitative methods (Rogelberg, 2004), which is more atten-
tion than other handbooks in the fi eld have paid to the methods. With the 
exception of engineering psychologists, psychologists in general pay little 
attention to the analysis of errors with the intent to understand their ori-
gins and prevention. Techniques such as failure analysis and root cause 
analysis (cf. Dekker, 2006; Heuvel et al., 2009) are extensively used in 
industry, transportation, hospitals, and even schools. With a tradition of 
collecting critical incidents, this seems a natural methodology for OBC 
psychologists to adopt. It has the advantage of preparing them for work-
ing with interdisciplinary teams on important problems. Since psycholo-
gists are ethically bound to use methods they are competent in, it makes 
sense to increase the attention to these techniques in training programs for 
OBC psychologists.

Cascio and Aguinis (2008) examined the topics studied by I/O psychol-
ogists over a 45-year period, from January 1963 to May 2007, as published 
in Personnel Psychology and the Journal of Applied Psychology. Th ey found 
that those journals tend to publish in much the same areas, as shown in 
Table 2.1. Th ey also examined trends in human capital, an updated term for 
human resources, and found little overlap between the published research 
in I/O psychology and these trends. Cascio and Aguinis concluded that 
several factors need to change if I/O psychology is to achieve its goals 
of increasing infl uence with leading executives, policy makers, and pol-
iticians. A survey of organizational consulting psychologists by Blanton 
(2000) found that, as a group, these professionals saw the research litera-
ture as having little relevance to their daily work.

OBC psychologists are not alone in fi nding the research that suppos-
edly underlies the fi eld to be lacking in relevance and its ability to guide 
the practitioner. Our colleagues in the other disciplines of professional 
psychology have debated the same issue (cf. Persons & Silberschatz, 1998; 
Truax & Th omas, 2003). Th e idea of evidence-based practice has stirred a 
large controversy, with a special APA task force reporting in 2006 that sci-
ence should drive practice, but that practitioners need to be able to adapt 
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it to the needs of their clients (APA Task Force on Evidence-Based Prac-
tice, 2006). A similar approach would be helpful in OBC psychology, but 
researchers need to focus more on studying relevant topics (Aguinis & 
Cascio, 2008).

Developing Research Competence

Graduate programs develop research competence. However, competence 
in research and related skills are not all one needs to be a competent, prac-
ticing OBC psychologist. Th e SIOP Professional Practice Committee 
surveyed members on professional practice and development activities 
(Silzer et al., 2008). Th ey divided respondents into four categories: full-
time practitioners (n = 594), part-time practitioners (n = 96), occasional 
practitioners who spend a day or less per week in practice (n = 180), and 
nonpractitioners (n = 89). Silzer et al. found that full-time practitioners 
said their most important activities are these:

Consulting and advising clients •
Building relationships •
Managing work projects and administrative activities •
Implementing and delivering programs and/or tools •
Developing and designing systems, methods, and/or programs  •

TABLE 2.1  Top Five Topics of Articles Published in Two Leading Industrial/
Organizational Psychology Journals 1963–2007

TOPIC PERSONNEL PSYCHOLOGY JOURNAL OF APPLIED 
PSYCHOLOGY

% of articles % of articles

Methodology- psychometric issues 21 22

Predictors of performance 20 13

Work motivation and attitudes 12 16

Performance measurement-work outcomes 11 10

Leader infl uences 7 6

Human factors-applied experimental psychology 0 9

Source: Cascio, W. F., & Aguinis, H. (2008). Research in industrial and organizational psychology from 1963 to 2007: Changes, choices, and 
trends. Journal of Applied Psychology, 93(5), 1062–1081.
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Th e least important activities were
Writing for a scientifi c journal •
Teaching courses or training programs •
Writing reports, articles, chapters •
Conducting primary research and data analysis •

Profi ciency in the latter group was gained in graduate school. Profi -
ciency in actual consulting activities is learned on the job and through 
self-learning; the only professional activity that was reported as learned 
in graduate school was “Conducting selection and development assess-
ments” (51%). Diff erent from other fi elds of professional psychology, the 
concept of “supervision” as used in those fi elds does not exist in OBC psy-
chology. OBC psychologists may have bosses and mentors who teach them 
the ropes and guide them to competence and success, but clinical-type 
supervision is never discussed in the literature and does not appear in the 
Silzer et al. survey.
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THREE

Legal and Professional Standards Related 
to Assessment and Personnel Decisions

No other area of practice in organizational and business consulting psy-
chology is as contentious as the development, validation, and collection 
of information used in personnel decisions. Th e competent OBC psy-
chologist working in this arena must be cognizant of laws, regulations, 
court cases, and professional standards. Th is chapter outlines this area of 
knowledge but does not attempt to provide a defi nitive presentation of all 
these areas.

Laws and Regulations Affecting Personnel Decisions

Tiffi  n (1943) noted that “recent social legislation” (p. 3) placed limits on 
employers that were unheard of even 10 years earlier. Tiffi  n had it easy 
compared to the myriad laws, regulations, executive orders, and court 
decisions faced by anyone working today in the human resources fi eld. 
Th ese rules emanate from all layers of jurisdiction from cities and counties 
to states and the federal government. Th ese laws prohibit discrimination 
on the basis of race, gender, ethnic or national origin, age, and disability. 
Th ere are, however, subtle diff erences in how each of these read and are 
administered. Some states and cities add other factors such as sexual ori-
entation. Psychologists working with multinational organizations will also 
need to know the legal limits in each country or jurisdiction in which the 
organization recruits or places employees. Laws and regulations in many 
jurisdictions can be found on websites of enforcement agencies. For exam-
ple, the U.S. Equal Employment Opportunity Commission lists the “laws 
prohibiting discrimination” as well as provides defi nitions of harassment, 
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retaliation, and responsibilities of employers (http://eeoc.gov/, down-
loaded October 6, 2008). Th is site also provides links to comparable sites 
covering laws in the European Union, the United Kingdom, Canada, and 
Hong Kong. Th e major U.S. laws relating to discrimination are shown in 
Table 3.1. Laws, regulations, and court decisions in the states can be found 
on websites managed by each state and oft en private organizations or foun-
dations. For example, laws, regulations, and court decisions of California 
and Oregon can be found on www.eeolaw.org/ (downloaded October 6, 
2008). A comprehensive treatment of discrimination law as it applies to 
employment is provided by Landy (2005). In addition, readers are encour-
aged to read the column “On the Legal Front” by Art Gutman and Eric 
Dunleavy, which appears in Th e Industrial-Organizational Psychologist 
(TIP), the quarterly newsletter of the Society for Industrial and Organi-
zational Psychology (SIOP). Current and past issues of TIP may be down-
loaded at SIOP.org. Th e laws and court decisions from all the jurisdictions 
in which an OBC psychologist may work form a complex body of knowl-
edge that changes—sometime subtly, sometimes drastically—with actions 
from legislative bodies and the courts.

Th e level of competency required of the psychologist varies depending 
upon each one’s role. All OCB psychologists need to have a basic under-
standing of the primary discrimination and equal employment laws1 as 
well as the basics of laws relating to family leave and harassment. Psy-
chologists who develop procedures for employment decisions, including 
hiring, fi ring, and promotion, must have a deeper working knowledge of 
issues relating to adverse impact and affi  rmative action. Th ose who have 
administrative responsibility for human resources must have even broader 
knowledge encompassing wage and hour laws, conditions of work, safety, 
and other matters beyond the scope of this book. Regardless of the role 
of the psychologist, it is necessary to maintain a boundary and not step 
into the role of proff ering legal advice. Clients may wish to know if a particu-
lar action is “legal,” is defensible, or will keep them “out of trouble.” Based on 
the principle that telling people they may not rob banks is not the practice of 
law, it seems reasonable that the psychologist may describe how the services 
or technology have fi t legal  requirements or how the same issue has been 
dealt with in the past. However, a defi nitive answer must come from an 

1 To simplify the writing, unless otherwise stated, I am going to refer to “laws” as including 
the various laws, regulations, and court decisions. Th is is consistent with everyday usage 
but is formally incorrect. Unfortunately, attempting to be formally correct results in an 
unreadable document, so I trust the reader can parcel out the meaning in this section. 

http://eeoc.gov/
www.eeolaw.org/
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TABLE 3.1 The Major United States Laws on Discrimination 

LAW COVERAGE COMMENT

Title VII of the Civil Rights Act of 
1964 (Title VII), which prohibits 
employment discrimination based on 
race, color, religion, sex, or national 
origin.

“…cover all private employers, 
state and local governments, 
and education institutions that 
employ 15 or more individuals. 
These laws also cover private and 
public employment agencies, labor 
organizations, and joint labor 
management committees controlling 
apprenticeship and training.”

The Equal Pay Act of 1963 (EPA), 
which protects men and women who 
perform substantially equal work in 
the same establishment from sex-
based wage discrimination.

“… covers all employers who are 
covered by the Federal Wage and 
Hour Law (the Fair Labor Standards 
Act). Virtually all employers are 
subject to the provisions of this Act.”

The Age Discrimination in Employment 
Act of 1967 (ADEA), which protects 
individuals who are 40 years of age 
or older.

“… covers all private employers 
with 20 or more employees, state 
and local governments (including 
school districts), employment 
agencies and labor organizations.”

Title I and Title V of the Americans 
with Disabilities Act of 1990 
(ADA), which prohibit employment 
discrimination against qualifi ed 
individuals with disabilities in the 
private sector, and in state and local 
governments.

…”cover all private employers, 
state and local governments, 
and education institutions that 
employ 15 or more individuals. 
These laws also cover private and 
public employment agencies, labor 
organizations, and joint labor 
management committees controlling 
apprenticeship and training.”

Recently updated in the Americans 
with Disabilities Act Amendments Act 
of 2008. Changes the law to counter 
some court fi ndings by changing 
the defi nition of disability, major life 
activities, and the rights of those 
“regarded to have a disability”.

Sections 501 and 505 of the 
Rehabilitation Act of 1973, which 
prohibit discrimination against 
qualifi ed individuals with disabilities 
who work in the federal government.

The Civil Rights Act of 1991, 
which, among other things, 
provides monetary damages in 
cases of intentional employment 
discrimination. 

This act also bans the use of racial 
norming. 

Note: Descriptions of laws and coverage taken verbatim from U.S. Equal Opportunity Commission, http://eeoc.gov/, downloaded 
October 6, 2008. 

http://eeoc.gov/
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attorney who knows the intricacy of the laws in all of the jurisdictions that 
may be involved. I posed the question of where the role boundaries are to 
an I/O psychologist who is also an attorney, Gerald V. Barrett, he replied 
that attorneys typically do not have the mathematical, scientifi c, or even 
labor law background to fully understand the concepts and precedents in 
discrimination law, much less those related to psychometrics, validation 
strategies, and statistical analyses (G. V. Barrett, personal communication, 
October 17, 2008). Th us, the psychologist may have to take on the role of 
instructor and interpreter. In addition, Barrett agrees that it is reasonable 
to describe similar cases in which a company prevailed over a plaintiff . 
Presumably the psychologist would also include discussions of cases when 
the plaintiff  prevailed. When it comes to a psychologist testifying in court 
as an expert witness, Barrett points out that diff erent judges will have 
diff erent standards for role boundaries.

Professional Standards

All psychologists working in the area of employment decision making 
should be intimately familiar with regulatory and professional standards. 
Th ese include the federally produced Uniform Guidelines on Employee 
Selection Procedures (1978), the Standards for Educational and Psycholog-
ical Testing (American Educational Research Association, American Psy-
chological Association, & National Council on Measurement in Education, 
1999), the Society for Industrial and Organizational Psychology’s (2003) 
Principles for the Validation and Use of Personnel Selection Measures, the 
APA’s Report of the Task Force on Test User Qualifi cations (APA, 2000), and 
the APA’s (n.d.) Rights and Responsibilities of Test Takers: Guidelines and 
Expectations. An excellent background on the history, contents, disagree-
ments, defi ciencies, and positive qualities of most of these documents is 
provided by Jeanneret (2005).

UNIFORM GUIDELINES ON EMPLOYEE 

SELECTION PROCEDURES

Th e Uniform Guidelines were adopted in 1978 and refl ect the profes-
sional, political, and legal climate of the time. Being three decades old they 
are somewhat out of date in all three of those arenas. Th ey do, however, 
provide some degree of uniformity across federal agencies. Prior to the 
Uniform Guidelines, each agency had its own set of standards or guide-
lines and these oft en confl icted with one another. In 1979 a set of Ques-
tions and Answers (Q & As) was published; generally these are included 
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in discussions of the Uniform Guidelines. Jeanneret (2005) points out 
that the Uniform Guidelines do not cover all federal discrimination laws. 
Th e Age Discrimination Act of 1967, sections 501, 503, and 504 of the 
Rehabilitation Act of 1973 (regarding disability), and the Americans with 
Disabilities Act of 1991 are not included, nor are the Americans with Dis-
abilities Act Amendments of 2008.

Jeanneret (2005) parsed the Uniform Guidelines and pointed to the 
most critical sections. Some of the most signifi cant or interesting aspects 
are these:

Discrimination and adverse impact. Th e defi nition of discrimination is  •
that there is unjustifi able adverse impact. Adverse impact is explained 
as occurring when the selection ratio of a protected group is 80% that 
of the group with the highest selection ratio. Usually this is expected 
to be the nonprotected group (i.e., white males), but this is not always 
the case. Th e four-fi ft hs (80%) rule is not logical on a number of counts 
and is oft en contravened by those bringing suit. At best it is a weak 
guideline for employers to keep an eye on.
Fairness. If technically feasible, there should be an investigation into  •
the fairness of a selection procedure. Under the Uniform Guidelines, 
such investigations are to be conducted using moderated multiple 
regression methods. Jeanneret (2005) points out that there have been 
no consistent research fi ndings of slope or intercept diff erences 
comparing African American or Latino groups relative to whites on 
cognitive tests and job performance.
Cutoff  scores. Th e Uniform Guidelines state that cutoff  scores should  •
normally be set “so as to be reasonable and consistent with normal 
expectations of acceptable profi ciency within the work force” (§5H). 
Jeanneret (2005) concludes that this implies that professional judgment 
is needed in setting such cutoff s.
Th e bottom line. Th e Uniform Guidelines adopted an approach to  •
adverse impact based on the bottom line, that is, the selection ratios 
aft er all hiring procedures have been completed. Only if adverse 
impact occurred did the individual components need to be sub-
jected to review. However, the Supreme Court in Connecticut v. Teal 
(1982) determined that if any component of a selection system showed 
adverse impact, even if the bottom line did not, then the component 
was subject to review.
Alternative selection procedure. If there are two selection procedures  •
that can be shown to have substantially equal validity, the employer is 
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to use the one with less adverse impact. Jeanneret (2005) notes that this 
has become more complicated with the passage of the Civil Rights Act 
of 1991, but in any event, there are problems with the defi nition of the 
terms substantially equal validity and lesser adverse impact as well as 
practicalities of utilizing some alternative procedures.
Job-relatedness and business necessity. A procedure may be job related,  •
that is, there is validity evidence supporting its use, or the procedure 
may be required by business necessity. Th is is oft en determined by laws 
and regulations. For example, nurses may be required to hold a nursing 
license in the state.
Validity. For demonstrating the job relatedness of a selection procedure  •
there needs to be acceptable validity evidence. Th e Uniform Guidelines 
describe the various types of evidence that would be acceptable. Th ese 
are based on earlier version of the Standards and make no mention of 
the Principles. Th e OBC psychologist must be able to justify validity 
evidence for a procedure and generally should be able to explain 
why a method that diff ers from the Guidelines was used and can be 
relied upon.

STANDARDS FOR EDUCATIONAL AND 

PSYCHOLOGICAL TESTING

Th e Standards were published to permit “the evaluation of tests, testing 
practices, and the eff ects of test use” (AERA, APA, & NCME, 1999, p. 2). 
Th ey provide a number of standards for a variety of uses; however, the 
Standards are careful to point out that judging the adequacy of a test does 
not require the literal satisfaction of every standard. Th e standards are pre-
sented in three parts. Test construction, evaluation, and documentation 
describe psychometric standards such as evidence for validity, reliability, 
and precision of measurement, norms, and documentation. It is reason-
able to infer that any psychologists using tests should be able to compre-
hend the material in Part 1. Part 2 is concerned with fairness in testing. 
Various defi nitions of fairness are presented; a competent OBC psychol-
ogist should understand the rationales and problems with each of these. 
Th ere are also standards on testing people from diverse linguistic back-
grounds and testing people with disabilities. Part 3 is dedicated to testing 
applications, of which employment and credentialing constitute a chapter. 
Another application, testing for program evaluation and public policy may 
be relevant for some OBC psychology-related work. Th e other standards 
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for psychological testing and assessment are largely oriented to clinical 
applications but may apply if the psychologist is doing career counseling or 
assessment for developmental purposes.

PRINCIPLES FOR THE VALIDATION AND USE 

OF PERSONNEL SELECTION MEASURES

Th e Principles were issued by SIOP in 2003. Th e current document is the 
fourth edition. Th e content of the Principles is aspirational in character, 
rather than setting standards, and is intended to be “taken in its entirety 
rather than considered as a list of separately enumerated principles” (SIOP, 
2003, p. 1). Further, the Principles do not interpret statutes, regulations, or 
case law. Th e document does provide
1. principles regarding the conduct of selection and validation research
2. principles regarding the application and use of selection procedures
3. information for those responsible for authorizing or implementing 

validation eff orts
4. information for those who evaluate the adequacy and appropriateness 

of selection procedures (SIOP, 2003, p. 1)

Th e Principles provide guidance and do not replace appropriate train-
ing, are not exhaustive, and should not be seen as an attempt to “freeze” the 
fi eld or prevent creative applications in the future.

It is diffi  cult to summarize a document that is intended to be taken in 
its entirety. Jeanneret (2005) noted fi ve critical areas: the analysis of work, 
validation, generalizing validity evidence, fairness and bias, and opera-
tional considerations. OBC psychologists working in the realm of employee 
decision making, including selection, assessment, appraisal, promotion, 
and termination, need to know the Principles and be able to describe 
how their work fi ts the framework within the Principles. Since litigation 
is common over the decisions that result from such decision systems, the 
psychologist must be highly detail oriented and clear about what was done 
and not done.

REPORT OF THE TASK FORCE ON 

TEST USER QUALIF ICATIONS

APA formed a task force on test user qualifi cations because there was some 
evidence that some test users were not qualifi ed to appropriately select, 
administer, and interpret tests. Th e guidelines are aspirational because they 
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are targeted to what APA considers the optimal use of tests. Th e guidelines 
provide generic qualifi cations and specifi c qualifi cations for “optimal use 
of tests in particular settings or for specifi c purposes” (APA, 2000, p. 8), 
which the guidelines term “contexts.”

Generic Qualifi cations Th e generic qualifi cations cover knowledge and 
skills that we would expect any properly trained psychologist to possess by 
the time he or she earns the doctorate. Th e guidelines cover several aspects 
of test usage:
1. Psychometric and measurement knowledge, including classical test 

theory and item response theory, when appropriate, and basic statistics
2. Selection of appropriate tests, including validity concerns
3. Administration procedures, including rights of test takers
4. Ethnic, racial, cultural, gender, age, and linguistic variables
5. Testing individuals with disabilities

Specifi c Guidelines for the Employment Context Th e guidelines distinguish 
among testing for classifi cation, description (i.e., assessment of current 
KSAOs), prediction, intervention planning, and tracking (of employees 
over time, as in criterion-related validation studies). To successfully fulfi ll 
these purposes the psychologist needs knowledge of and competencies in 
job analysis, identifi cation of job families and clusters, labor agreements, 
federal and state laws, professional standards, performance measurement 
and the degree to which criteria may be dynamic, and the potential eff ects 
of the testing on the individuals. Th e guidelines indicate that these compe-
tencies are likely to be acquired in an integrated program of study targeted 
to testing in the employment context and through supervision.

RIGHTS AND RESPONSIBIL IT IES OF TEST 

TAKERS: GUIDELINES AND EXPECTATIONS

Th is short document outlines the rights and responsibilities of test takers 
and also provides guidelines for testing professionals on how to ensure that 
test takers receive their rights and meet their responsibilities. Th e guide-
lines cover similar material as chapters in the Standards but are updated 
and do not provide specifi c standards. Th e guidelines tend to be proce-
dural, making them useful to the professional in ensuring that the test-
ing process is properly managed. Th e guidelines seem most appropriate 
for educational and clinical testing, but there are a number of features that 
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OBC psychologists should attend to in designing a testing program. For 
example, there are test taker rights guidelines about informing test takers 
of planned use of test results, general information about the appropriate-
ness of the test for the purpose, how questions from test takers will be han-
dled, how and when results will be available and at what cost, and that 
accommodations can be made for those with disabilities. Th e guidelines for 
professionals on test taker responsibilities provide potentially useful proce-
dural guidance on how test takers should be instructed of their responsi-
bilities prior to the test.



FOUR

Task Analysis, Job Analysis and Job Modeling

Assessment in OBCP is diff erent in a very important way from assessment 
in other psychological specialties; at least two diff erent types of assess-
ments are required. At a minimum, the OBC psychologist has to assess 
both the job and the person. Indeed, in general, the fi rst sign of an incom-
petent OBC psychologist would be performing assessments of people or 
designing an intervention without fi rst analyzing the position or situation.1 
Contrast this with assessment assignments in other specialties: a clinical 
psychologist may be asked to assess cognitive and personality function-
ing as a means of diagnosing personality, cognitive, or mental disorders; 
a forensic psychologist may be asked to assess an accused person’s com-
petence to stand trial or assess an inmate in a prison regarding risks if 
released to the general population; or a clinical neuropsychologist may be 
requested to evaluate cognitive functioning and possible need for rehabil-
itation services for a patient with a traumatic brain injury. In all of these 
cases the environment is assumed and deviations below normal function-
ing may be of primary interest, although areas of strength are also noted. 
Th e OCB psychologist may be faced with a task of assessing people for fi t 
in a constrained situation with the recognition that those who are deemed 
to be poor fi ts may well thrive in a diff erent position and no dysfunction or 
pathology is implied.

1 Th e exception would be doing assessments for career development counseling because 
in that activity the objective is to determine the sorts of environment a person might best 
fi t and because the environmental assessments have commonly already been conducted 
and published. 
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A simple example can illustrate this dual assessment paradigm. A com-
pany off ers specialized data and information services to other organiza-
tions, including custom designed integrated databases and web interfaces. 
Certain employees act in both sales and project manager roles: they make 
initial contact with a potential customer; assess the customer’s wants and 
needs; outline and price a suitable system; and manage the development, 
implementation, and servicing of the product. To be successful in this posi-
tion a person must have capabilities in sales including being personable 
and able to generate a feeling in the customer that the person is amiable 
and competent. Th e person must know how to design databases, inter-
faces, and related programs; how to estimate development and implemen-
tation time both for costing and delivery estimates; and be able to manage 
the development process as done by multiple engineers or computer pro-
grammers. Th is simple analysis indicates that certain personality factors 
may be important, that technical expertise must be assessed, and that proj-
ect planning and management skills must be determined. Depending on 
the size of the company, labor market, and other factors, the organization 
may use a strategy of hiring people who already have all of these character-
istics or it may have to hire people who have the potential to develop these 
competencies and train or develop them. Th e choice of strategy infl uences 
the assessment process. In the fi rst instance it may make sense to assess 
existing skills through a simulation or knowledge test. In the second case 
the psychologist may need to rely on measures of ability to assess potential. 
Of course the actual decisions are more complex and require more system-
atic evaluation and knowledge of the methods of assessment of both jobs 
and of people. Th e remainder of this chapter concentrates on methods of 
job analysis and job modeling and the primary types of assessment apt to 
be employed by an OCB psychologist. It is important to remember that all 
of this work takes place in a framework of technological, fi nancial, legal, 
and social constraints.

Th e earliest industrial psychologists recognized the need for an analy-
sis of the job for which they were to help select employees. For much of the 
20th century the emphasis was on “the” job or a family of jobs. For exam-
ple, a factory may employ people in several mechanic positions, and these 
positions may even form one or more lines of progression over a career; 
a new employee may begin as a mechanic helper then progress into a spe-
cialty such as diesel mechanic, hydraulic systems mechanic, machine repair, 
and so on. All of these may require similar forms and levels of mechani-
cal aptitude and so could be treated as essentially similar in a job family. 
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With rapid technological and social change it has become necessary to 
oft en go beyond the existing job or job family with the consequence that 
OCB psychologists may perform their analysis at larger clusters of jobs and 
may analyze jobs that do not yet exist. In addition, traditional job analy-
sis can be expensive and time-consuming so it frequently makes sense to 
combine as many functions as possible in a given analysis. At a minimum 
the job analysis may inform both the employee selection and training pro-
cesses. In large organizations the OCB psychologist may be performing job 
modeling, which combines the analysis of positions, workforce planning 
and analysis, and strategic planning (Schippmann, 1999). In large-scale 
endeavors the psychologist may need to interface with human resource 
professionals, managers from many functions, and even labor economists.

Task Analysis

A task analysis provides a step-by-step description of how to perform a 
task. It includes a description of the conditions in which the task is per-
formed (e.g., extremes of temperature, timing factors, time of day), refer-
ences referred to, performance standards, and the other information listed 
in Table 4.1. For example, a task might be “Rotates tires on commercial 
trucks.” A step might be “Torques lug nuts to 50 foot pounds.” In addi-
tion to providing input to training programs and procedures, a task anal-
ysis might be useful in identifying common points of errors or hazards 
present on the job and needed tools or other resources. For instance, the 
lug nut example indicates that the mechanics must have a torque wrench 
available and that it be calibrated so that 50 foot pounds of torque can 
be easily read. Th e task analysis would reveal that training to use certain 
tools or following critical procedures may be needed to ensure that the 
task is successfully completed. A critical aspect of any task analysis is the 
selection of subject matter experts (SME; commonly pronounced “smee”). 
SMEs need to be experienced and knowledgeable guides to the task. Th ey 
must also be competent communicators and cooperative. One danger the 
analyst must watch out for is a tendency of supervisors to assign the most 
expendable members of their crews to be SMEs. Th e most expendable 
crew member is oft en the least experienced or the least capable, hardly 
fulfi lling the “expert” part of SME. Outside of training program develop-
ment, task analyses are relatively uncommon activities for the OBC psy-
chologist. Th ey are more commonly part of the work of an engineering 
psychologist.
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Job Analysis

Job analysis is performed to determine what people do in the job and what 
knowledge, skills, abilities, and other characteristics (KSAOs) are required 
to do the job well. Th ere is some confusion inherent in distinguishing 
between what is a knowledge, a skill, or an ability, so KSAOs are now oft en 
lumped together as “competencies.” In addition a comprehensive job anal-
ysis will oft en gather additional information depending on the purpose 
behind doing the analysis.

From the job analysis we can determine the following:
Recruitment strategies for new personnel (sometimes) •
Selection methods for hiring successful employees •

TABLE 4.1  Job Analysis Information for Training Program Development, 
Job Design, or Content Oriented Assessments

The following list is information to be routinely collected prior to developing a content valid selection system and for use in 
guiding the development of training programs. 

1. Tasks performed on the job.

2. Materials, tools, equipment used to perform the tasks.
 Identifying the materials, tools, and equipment often highlights knowledge, skills, or abilities needed to perform the job. 

As a simple example, a Commercial Vehicle Enforcement Offi cer (CVEO) may have to check tire pressures using a tire 
pressure gauge. This, in turn, would require suffi cient manual dexterity and acuity of vision to use the gauge.

3. Communications and interpersonal contact.
 With whom do people on the job interact and in what manner (e.g., CVEO interacts with supervisor, co-workers, truck 

drivers, public, state patrol offi cers, judges, etc.). Different groups and types of contact may place different behavioral 
demands on a person. Samples of written communication should be collected (e.g., citations).

4. Documents and other written material used.
 These include manuals, instructions, specifi cations, regulations, job aids, electronic support systems, computer inter-

faces/programs. This establishes what sorts of documents job incumbents have to be able to read. Samples of the most 
important or most commonly used materials should be taken and a readability analysis conducted to determine reading 
diffi culty.

5. Hazards and safety precautions encountered on the job.
 These may help identify or justify a knowledge, skill, or ability (KSA) as being needed for job performance.

6. Consequences of errors.
 This can easily establish the criticality or business necessity of KSAs.

7. Knowledge, skills, and abilities required.
 Also document when these are acquired (e.g., pre-hire, during training, after extended experience). Depending on the 

job, physical abilities may also be assessed.

8. Standards of performance (when applicable and available).
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Criteria for measuring job success •
Changes in job design to make people more productive and/or satisfi ed  •
(sometimes)
Job families and career paths useful for career planning, succession  •
planning (sometimes) (Job families are jobs that require similar abili-
ties and skills.)
Determining compensation strategies and levels •
Motivational components present in the job situation or which might  •
work for the people in the job (sometimes)

Although a “job” is an abstract concept, the job exists within a context 
of an organization, its culture, the workplace environment, and other 
factors that may vary from one situation to another. For this reason the 
SIOP Principles use the term analysis of work.

Th ere are many forms of job analysis. Schippmann (1999) lists 15 prom-
inent models that are in current use. A recent variation on job analysis, 
competency modeling, puts less emphasis on tasks and functions and more 
on worker-oriented constructs. Although widely discussed in the human 
resources fi eld, competency modeling has a number of defi ciencies that 
must be remedied in each use (Markus, Cooper-Th omas, & Allpress, 2005; 
Shippmann et al., 2000). Each job analysis model was developed to sat-
isfy somewhat diff erent objectives yet are typically used in a range of appli-
cations. It is unlikely that the typical practitioner would have expertise in 
each of these. Th ey do share components in common and all OCB psy-
chologists should have at least basic knowledge of these and expert 
levels of expertise in the methods most applicable for the type of prac-
tice they engage in. According to Schippmann, all job analysis models can 
be arranged using two sets of two continua. Th e fi rst is worker-oriented 
versus job-oriented (McCormick, 1976, 1979). A worker-oriented analysis 
concentrates on the characteristics required of the worker. For example, in 
the database job described earlier an analysis might lead to the hypotheses 
that a successful employee would have an above average level of extrover-
sion, a high numerical relations ability, knowledge of certain program-
ming techniques, and know-how to write a sales agreement (remember 
this is a simple example). A job-oriented analysis concentrates on what is 
actually done on the job, such as calls on customers, prepares budget, uses 
Adobe Dreamweaver to design webpage, creates database using Oracle. 
A job-oriented analysis will also examine the conditions under which the 
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job is performed just as is done in a task analysis. Th ese range from physical 
(temperature, time of day, pace) to social (alone, with others, via telecon-
ference), and other factors. A worker-oriented analysis has the advantage 
of permitting direct inferences to personal characteristics. Many worker-
oriented analysis questionnaires will identify cognitive abilities or per-
sonality factors that appear to be related to job performance. Job-oriented 
analyses can require a somewhat greater inferential leap. Does calling on 
customers require an extroverted personality or elevated social skills? Such 
analyses do have the advantage of providing information useful for train-
ing and development purposes (we could train the budgeting process) and 
can highlight opportunities for job redesign or safety improvements.

Th e second pair of continua identifi ed by Schippmann (1999) involve 
whether the analysis is conducted relying on rational (qualitative) methods or 
empirical (quantitative) approaches. Th e former methods include interviews, 
focus groups, and observation by the analyst. Th ese methods can be especially 
useful in gaining an understanding of the position and the people in it. Th e 
empirical methods predominantly consist of questionnaire-based techniques.

Depending on the purpose of the analysis the focus might be on job-
specifi c analyses—that is, a job as it exists within a particular organization 
or context—or an analysis of a job or occupation as it commonly is done in 
many organizations. Job-specifi c analyses are described by Harvey, Ander-
son, Baranowski, and Morath (2007). Th eir approach is similar to that pre-
viously shown in Table 4.1, but they are not concerned with tasks as the 
unit of analysis. Th ey do develop task lists to guide the rest of the analy-
sis and for the development of job specifi c questionnaires. Harvey et al. 
provide detailed instructions for developing these lists and accompanying 
surveys. Th e surveys typically ask how frequently each task is performed 
and how important the task is. Rating of the diffi  culty of each task is oft en 
added by other analysts. One note of caution: Th e lists are oft en made up 
using information from analyses of similar jobs at other sites. It is impor-
tant to make sure that the tasks are actually performed at the new site. One 
consultant was embarrassed to discover that certain highly rated tasks were 
not performed by the employees on site; the tasks were so important that 
specialists were called in to do them.

An all-purpose rational technique that should be in every OCB psychol-
ogist’s repertoire is the critical incident technique (CIT) (Flanagan, 1954). 
Th is method is useful in job-specifi c analyses and task analyses. Criti-
cal incidents are examples of extremely eff ective or ineff ective job behav-
iors. Th ese are collected from many people in a position to know fi rsthand 
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about such incidents using the following four questions adapted from 
McCormick (1979):
1. What led up to the incident?
2. What exactly did the person do that was so eff ective (or ineff ective)?
3. What were the consequences of the behavior?
4. Were the consequences within the control of the person?

Ideally a great number of critical incidents are collected and content ana-
lyzed for common factors or themes relating to performance. Harvey 
et al. (2007) describe a workshop-based method that requires far fewer 
incidents, but it must be done in conjunction with other techniques. It should 
be noted that the performance may or may not be due to an individual’s 
competence or motivation. Fitts, for example, found that the design of 
cockpit controls confused pilots and led to crashes of U.S. Army Air Force 
planes in World War II (Dekker, 2006). Changing the design of the con-
trols so they could not easily be confused was a more robust solution than 
changing training, selection, or discipline systems.

Rational methods can be time-consuming and may be expensive. Th ey 
can also be impractical for those working in very large organizations, par-
ticularly fi rms with locations around the world. Regardless, the compe-
tent OCB psychologist should be able to justify why these methods were or 
were not used and how the psychologist is convinced the job analysis infor-
mation is credible.

Schippmann’s empirical dimension is primarily characterized by the 
use of surveys. Job analysis surveys may be custom made for the project, 
or standardized instruments may be employed. One of the most common 
of the latter is the Position Analysis Questionnaire (PAQ), originally devel-
oped by McCormick, Jeanneret, and Meacham (1969) and since refi ned 
and revised several times. Use of an instrument such as the PAQ allows for 
preexisting information to be incorporated into the job analysis, a tech-
nique Peterson and Jeanneret (2007) refer to as the deductive method of 
job analysis. Th e PAQ can be used for traditional job analysis purposes as 
well as compensation analyses and a variation can be used for obtaining 
information useful for career development. PAQ data have been obtained 
from hundreds of thousands of jobs, thus providing an extensive database 
for comparative purposes. Th ey provide information on expected abilities, 
skills, knowledge, and other personal characteristics as well as educational 
and training levels. Th e data also provide information useful for compensa-
tion studies. It is possible to conduct a complete analysis using just survey 
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methods, although when possible I prefer to include job observation and 
interviews with experts and job incumbents to augment the information 
and create a context for understanding the position in the organization.

Th e Occupational Information Network (O*NET) is the replacement 
for the Dictionary of Occupational Titles (DOT; U.S. Department of Labor, 
1991). Th e DOT was based on extensive nationally conducted job analyses 
that provided job descriptions, qualifi cations, and ratings on data, people, 
and things for thousands of jobs. With the O*NET the information avail-
able was expanded to include more information so that the following cate-
gories are now included (Peterson & Jeanneret, 2007):

Worker requirements (including basic skills, cross-functional skills,  •
knowledge, education)

Experience requirements (level of education, training, experience, licensing) •

Occupational requirements (generalized work activities, work context,  •
organizational context)

Occupation-specifi c requirements (occupational knowledge;  •
occupational skills; tasks, duties, machines, tools, and equipment)

Occupation characteristics (labor market, occupational outlook, wages) •

Worker characteristics (abilities, interests and work values, work styles) •

Much of the information in the O*NET was obtained using PAQ-like sur-
veys, and anyone gathering occupational information may obtain survey 
materials from the O*NET center (Peterson & Jeanneret, 2007). Anyone 
doing a job analysis should start with the O*NET. It is especially useful when 
analyzing a job prior to performing an individual assessment. One must 
confi rm the information for the specifi c organization since the information 
is generic. Much of the information on requisite business and consulting 
skills for OBC psychologists in chapter 10 was taken from the O*NET.

Since both rational and empirical methods can be eff ective but have 
limitations, some models of job analysis integrate both methods. Such 
hybrid models (Brannick, Levine, & Morgeson, 2007; Schippmann, 1999) 
can be especially useful since they provide both comparative quantitative 
information and the richness obtained through qualitative techniques. Th e 
ultimate choice of technique will depend on the type of job being analyzed 
and the purpose of the analysis. A resource for templates for job analyses 
of a variety of jobs is Prien, Goodstein, Goodstein, and Gamble (2009). 
Much of the job analysis work I have performed has been intended to 
guide training program development, job design, and the development 
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of content-oriented selection or assessment procedures in technical jobs. 
Table 4.1 describes the job analysis methods I have found most useful for 
these purposes. Th e information can be gathered through a variety of 
means, including the following:

Individual interviews with job incumbents •
Group interviews with job incumbents •
Interviews with supervisors, managers, subordinates, customers, and  •
staff  (e.g., training personnel)
Critical incidents •
Questionnaires based on the interviews •
Standardized questionnaires •
Job element surveys •
Observation by the job analyst •
Measurements taken by the job analyst •
Review of archival materials, documents, and similar materials •

Although some organizations will emphasize one method over another, 
well-done job analyses usually include three or more of these methods.

LEGAL REQUIREMENTS FOR JOB ANALYSIS

Th e Uniform Federal Guidelines on Employee Selection Procedures 
describe several aspects of job analysis information that should be docu-
mented. Table 4.2 summarizes these. Th e “status” column may be used to 
record the current status of job analysis information for a particular job.

JOB DESCRIPTIONS

Job descriptions are a common product of a job analysis. Th ey are not as 
ubiquitous as a few years ago, with some organizations fi nding them overly 
confi ning and leading to a lack of fl exibility. However, they do have their 
uses in designing organizations, staffi  ng, and reducing role ambiguity. Th e 
format of job descriptions varies across organizations, but a few general 
principles apply. Brannick et al. (2007, p. 179) list four components that 
should be included in a job description:
1. Identifi ers (job title plus other classifying information)
2. Summary (mission or objective statement)
3. Duties and tasks (what, why, how)
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4. Other information, such as responsibility, including nature of 
supervision given and received; knowledge, including education 
experience or other minimum qualifi cations; and context, such as 
hazardous working conditions or rotating shift  work

Job Modeling

Job analyses work well for describing jobs or job families. Job modeling 
involves taking the job analysis results and augmenting them with addi-
tional information to allow strategic planning of the workforce. A psy-
chologist working in the realm of job modeling may be asked to analyze 
jobs that do not yet exist or that are changing so substantially that pres-
ent workers may not be able to perform many of the functions without 

TABLE 4.2 Summary of the Job Analysis Requirements of the Uniform Guidelines Requirements

REQUIREMENT CRITICALITY OF THE 
INFORMATION

STATUS; USED TO RECORD 
THE CURRENT STATUS OF 
JOB ANALYSIS INFORMATION 
FOR A PARTICULAR JOB

Description of the method used to analyze the job 
is provided

Essential ____________________

The work behavior should be completely described Essential ____________________

 - associated tasks Essential ____________________

 - work products Essential ____________________

Measures of criticality and/or importance of the 
work behavior should be provided

Essential ____________________

  -  method of determining criticality/importance 
described

Essential ____________________

Operational defi nition of each knowledge, 
skill, ability

Essential ____________________

Relationship between each KSA and work 
behavior

Essential ____________________

 -  method used to determine relationship of 
KSAs to work behavior

Essential ____________________

Work situation described ____________________

 - setting in which work behavior occurs ____________________

 - manner in which KSAs are used ____________________

Complexity and diffi culty of the KSA as used in the 
work behavior

____________________
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signifi cant retraining. In some cases the change may be so great that it is 
unlikely that the employees who currently perform the job will be able to 
adapt, resulting in replacement of entire categories of the workforce or the 
reassignment of products or services to another location.

Job modeling is much more directed to the outside world and the future 
than is traditional job analysis. Th e OBC psychologist must be able to inter-
act with strategic planners, market researchers, labor force analysts, tech-
nical experts, and even authorities on politics and law. For example, dental 
hygienists traditionally perform such tasks as cleaning teeth, doing minor 
or preliminary procedures, assisting dentists, and instructing patients in 
oral hygiene. In recent years some states have enlarged the scope of practice 
of licensed dental hygienists to include interpreting radiographs (X-rays), 
performing restorative procedures (fi lling cavities), and even practicing 
independently without a dentist on the premises. A large dental services 
organization in a state considering such a change needs to estimate the 
eff ects on practice policies, training, hiring patterns of dentists and hygien-
ists, hiring standards of hygienists, whether trained hygienists will be avail-
able for hire, compensation strategies, risk management of professional 
liabilities, the marketing impact (Will this change allow lower charges and, 
hence, a larger pool of potential patients? Will current patients accept the 
change?) and numerous other factors.

Schippmann (1999) describes the process of job modeling as progress-
ing through stages of NOW, WOW, and HOW. NOW involves examining 
the current macro, micro, and organizational environments in which the 
organization lives. Analyzing macroenvironments includes examining the 
social, economic, political/legal, and technological conditions. Microenvi-
ronment analysis will include gathering information about market condi-
tions, competitors, customers, and suppliers. Th e organizational analysis 
will include the job analysis information along with documentation of 
current technological, fi nancial, infrastructure, and contextual and cultural 
factors. Together these create a detailed snapshot of the organization as it 
is. WOW takes the vision of the organization’s leaders and stakeholders to 
describe what could be. Th e HOW phase involves developing competitive 
strategies, strategic initiatives, and functional initiatives. Th e latter include 
research and development, purchasing, manufacturing or service delivery, 
distribution, fi nance, marketing, sales, and human resources. In this way all 
of the critical parts of the organization’s anatomy are planning and imple-
menting change in coherent and coordinated ways. Th e OCB psychologist 
in job modeling thus needs to have the ability to work with the broad-
est possible spectrum of people found in the business. Th e psychologist’s 
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fullest contribution will come from moving beyond analysis to assisting 
with the envisioning of the future and facilitating planning and change.

Outcomes of Job Analysis and Job Modeling

Th e activities of job analysis and job modeling provide documentation 
used in designing many types of programs. Th e nature of the reports gen-
erated by the analyst will depend on which purposes are most important. 
It can be expected that most work products from these analysis will empha-
size specifi c job/job family requirements and associated employee charac-
teristics since the most common purposes of job analysis and modeling 
are to support employee selection, training, and career development pro-
grams. Schippmann (1999) presents the structure of the results graphically 
in an appealing manner using two pyramids. Th e fi rst is the work pyramid. 
At its base are the organizational vision, competitive strategy, and strategic 
business initiatives. Th e second level consists of work activities and work 
context. At the peak are required work competencies. Th e second pyramid 
addresses the people in the job. At the base are abilities, traits, and interests/
values/motivations. Th e second level is made up of education and training 
as well as experience. Th e peak indicates the available competencies. Since 
both pyramids are capped by common terms it is relatively easy to move 
from one focus to the other. Whether or not Schippmann’s approach or 
some other rubric is employed, a basic competency of the OBC psycholo-
gist is to arrange and present the results of an analysis in a useful manner. 
Th ere should be clear connections between the job requirements, train-
ing needs, and other work factors and the requisite human qualities to be 
considered in selection, training, and other assessment or intervention.



FIVE

Assessment of Performance

William sells appliances for a locally based company with several stores. As a 
longtime employee he serves both walk-in customers and contractors who buy 
in bulk. Th e latter are given lower prices in exchange for the high volume 
of appliance purchases. William tracks his success primarily through 
his commissions and partly from the satisfaction he gets from helping his 
customers fi nd the best solution for their needs and budgets. Because he 
has lived in the area his whole life, has a large network of friends, many 
dating back to his school days, and because he has worked for the store for 
over 20 years, William has a large number of repeat customers and refer-
rals. Th is results in a relatively steady level of sales, so even though he does 
not maximize his revenue since he gives his friends the “contractor dis-
count,” he is a consistent performer. Harry, the sales manager, tracks total 
revenue but is also very interested in maximizing revenue per sale; one of 
his objectives for the year is to increase this fi gure by an ambitious per-
centage. William’s use of the contractor discount for his friends brings in 
repeat business but does not result in the highest dollar value per sale. For 
this reason Harry does not see William as a high-performing sales person. 
Beth, the store manager, notes that William is always pleasant and profes-
sional, meets customers immediately when they enter the store, is usually 
willing to stay late or come in on a day off  when needed, and helps mentor 
the younger sales people. She sees William as one of the store’s most impor-
tant employees and dreads the day he retires. 

William’s situation is an excellent illustration of the problems we encoun-
ter when attempting to measure performance. Diff erent people have vary-
ing perceptions as to what constitutes success. 
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Defi ning and measuring success has plagued OBC psychologists for a 
century, so much so that the Criterion Problem is one of the fundamental 
issues of the fi eld (Austin & Villanova, 1992). Th e outcomes from perfor-
mance measurement activities fall into four main categories: between indi-
vidual comparisons, within individual comparisons, system maintenance, 
and documentation (Cleveland, Murphy, & Williams, 1989). Performance 
measures used for comparing between individuals contribute to decisions 
on salary, promotion, termination, and similar actions. Th ose intended for 
within-individual comparisons are primarily used for identifying train-
ing and development needs and giving individual feedback. Performance 
appraisal systems intended for systems maintenance have outputs involved 
with goal attainment and clarifi cation, evaluating the personnel system, 
and identifying organizational development needs. Documentation results 
in recording personnel decisions, meeting legal requirements, and provid-
ing criteria for validation research. Th is validation related output was less 
closely related to the documentation factor than the other two. 

Th e activities associated with each of these seem similar, but because 
of contextual and impact factors they diff er in important ways. For crite-
ria used in administrative decision making, a fundamental requirement is 
meeting the demands of discrimination laws and creating the perception of 
procedural justice among employees. Administrative criteria must refl ect 
the goals, purpose, and mission of the larger organization. A major con-
cern is that they be fair and be seen as fair by the employees and the orga-
nization. Th e weighting of the components of success may change from 
time to time as the organization chooses to emphasize diff erent sorts of 
behavior. For example, in a production job there are two classic criteria: 
productivity (how much is produced) and quality (how well it is produced). 
Aft er a certain point these are oft en in opposition. One can produce more, 
but with lower overall quality, or one can take time and produce high qual-
ity, but less product. An organization may choose to reward productiv-
ity at one time and quality at another. In addition, in deciding who might 
get promoted, the organization might look beyond performance on the 
current job and instead assess potential for the next job. Th e latter would 
not constitute criteria, but employees oft en confuse performance measure-
ment and the appraisal of potential, leading to feelings of inequity when 
performance is higher than future potential.

Developmental criteria are used to provide feedback to people about 
how well they are doing so they can improve. Success might be defi ned 
for the individual in terms of the types of assignments they have had, 
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a comparison based on where they are in their career (e.g., rookie vs. 
seasoned performer), and their aspirations. A research-oriented measure 
or even an administrative measure may give people little information about 
how to improve their performance in the near and long term.

Research-oriented criteria diff er from the others in that they are not 
infl uenced by discrimination law (so long as they are not used in admin-
istrative decision making). Th e quality of a research study is limited by 
the quality and relevance of the outcome measures the study employs. 
Th ese criteria may be developed to refl ect the researcher’s interests and 
goals rather than those of the organization. In many cases, such as vali-
dation research, these coincide, and standards for criteria in such stud-
ies represent the union of the two sets. Criteria devised for research may 
be expensive to gather and tend to target one or a few facets of perfor-
mance that the researcher is interested in. Understanding some aspect of 
performance may require the use of very narrow measures. Comparabil-
ity between studies may require measures that are used in several diff erent 
organizations but are of little interest to any given organization. Alterna-
tively, some studies, particularly older ones, will use employee compar-
isons (who is the best worker, next best, etc., down to the worst). Th ese 
comparisons would have little value for administrative or developmental 
purposes. (A rank ordering from best to worst might conceivably be used 
in determining some administrative decisions, such as the order in which 
layoff s occur, but usually other measures take precedence).

Although performance is oft en recognized as being multidimensional, 
administrative decisions oft en require these dimensions to be reduced to a 
single composite. Th ere is no single best way to accomplish this (Schmidt 
& Kaplan, 1971). Schmidt and Kaplan distinguished between judgmental 
and statistical forms of combination. Th e former utilizes importance judg-
ments to create a combination of dimensions that represent their utility to 
the organization. Statistical combinations rely on the results of a numerical 
analysis such as canonical correlation to obtain weights for dimensions that 
result in the highest possible relationship of the combination with another 
set of variables (e.g., predictors). Generally, judgmental combinations are 
preferred because they represent utilities of the client organization rather 
than the arbitrary weighting that results from statistical analysis, partic-
ularly with relatively small samples (i.e., fewer than thousands of cases). 
Even with judgmental composites, a good deal of information is lost, espe-
cially if the performance dimensions are relatively independent. It may be 
as important to know why a predictor relates to a form of performance as 
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it is to know the degree of association. In such cases, Schmidt and Kaplan 
recommend not creating composites at all but concentrating on methods 
that provide the most understanding.

In considering performance measurement, two key concepts should be 
kept in mind at all times. First is Wallace’s (1965) injunction that the primary 
use of criteria is for understanding. If we do not understand performance 
we can not effi  ciently shape it, and if we do understand it we can devise ever 
more powerful ways of managing it. Th e second key concept is Fiske’s (1951) 
principle that criteria ultimately derive from values. A criterion measure has 
no meaning outside of the value system in which it is used. Th e OBC psy-
chologist is not in a position to impose values (Harrison, 1974/1968; Kend-
ler, 1993) but can help a client organization become aware of how its values 
are expressed, or not expressed, in its performance measurement system.

The Theory of Criterion Measurement

CONCEPTUAL AND ACTUAL CRITERIA

Th e conceptual criterion is the ideal that we would measure if we could. 
However, doing so is not always practical. For example, we might be inter-
ested in success over an entire career, but we don’t have 20 to 40 years 
to wait. So we use a substitute measure, the actual criterion. We assume 
that the actual criterion is highly correlated with the conceptual criterion. 
A similar distinction was made by Th orndike (1949), who diff erentiated 
between ultimate, intermediate, and immediate criteria. Th e ultimate crite-
rion is “the fi nal goal of a particular type of selection or training” (Th orndike, 
1949, p. 121). Th e ultimate criterion refl ects the career of the individual, 
at least in the organization in question. It is “complex and always multiple” 
(p. 121). Immediate criteria are performance measures that are available 
soon aft er a person joins an organization. Th ese are oft en training grades 
or successful completion of a probationary period. Intermediate crite-
ria are measures that can be obtained aft er a person has been in the job 
long enough for behavior and performance to become reasonably stable. 
Th orndike considered immediate and intermediate criteria to be partial 
because they necessarily do not refl ect all aspects of the ultimate criterion. 
In other words, they are to some extent defi cient because some information 
is not available and so not included in the measure. Immediate and inter-
mediate criteria may also be contaminated to some degree simply because 
the weighting of information may not refl ect the weights in the ultimate 
criterion. It is important to be aware of the limitations of data.
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CRITERIA FOR CRITERIA

Weitz (1961) discussed criteria for criteria in terms of time, type, and level. 
Th ese remain important practical considerations and serve as a useful 
taxonometric scheme. Viswesvaren (2001) elaborated on the literature on 
criteria for criteria and identifi ed three additional aspects: user accept-
ability, reliability, and construct validity of the measures. 

Time Consistent with Th orndike’s (1949) distinction we need to con-
sider the point in an individual’s career at which criterion data are gath-
ered. For most purposes you don’t compare the performance of a person 
who has been on the job for one month with the performance of someone 
who has years of experience. Usually there is a learning curve (negatively 
accelerated and oft en consisting of multiple plateaus) and people diff er in 
the slope of that curve. In addition, during the acquisition of skill, perfor-
mance may be unstable, changing from day to day. For many purposes 
it does not make sense to take criterion measures until performance has 
leveled off  and is stable. 

Type Th ere are many diff erent types of performance, each of which is 
relevant in some circumstances and not relevant in others. Th ere are 
two basic types of criteria: hard and soft , otherwise known as objective 
and subjective (Smith, 1976). Most of us would intuitively prefer hard 
criteria—items such as total sales, amount produced, absenteeism, acci-
dents, and so on. However, these are beset with problems and are diffi  cult 
to use eff ectively. 

Rothe (1978), in a series of studies over many years, studied productivity 
in many industrial occupations. Th ese serve to illustrate the problems in 
hard criteria. He found that productivity varied greatly among individuals 
from day to day, week to week, and month to month. His examination of 
the causes of this variation revealed that it was more oft en due to situation 
factors (e.g., capacity of the machinery, availability of materials) rather than 
to diff erences between individuals. Although these causes of unreliability 
of criteria are important to know about and must be dealt with, psycholo-
gists are oft en more interested in individual performance and not machine 
performance. Getting a measure of productivity that takes into account 
the extra-individual factors in productivity is oft en too expensive and dif-
fi cult to be practical. In addition, these sorts of measures are oft en mis-
leading. For example, in factories, how people are scheduled to machines 
oft en makes a big diff erence in individual productivity. At times supervisors 
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will schedule the best people on the best machines with the intent of max-
imizing the performance of both. Other times they will assign the best 
people to the worst machines thinking that those people can make the 
most of a bad situation. In these cases the productivity of the best people 
may be below that of the worst performers! 

Th ese days there are more jobs outside of factories than in them, but the 
issues with hard criteria remain. Many organizations use sales as a crite-
rion, but to do so involves taking into account opportunity bias. One insur-
ance company consistently experienced more sales in a few square blocks 
of Manhattan than in the entire state of Montana. In that company a sales 
person based in New York City would almost surely have greater produc-
tivity than one in Montana just because of the potential sales inherent in 
the location. 

Other types of hard criteria are diffi  cult to work with, even though there is 
no acceptable substitute. Behaviors that are relatively rare—for example, acci-
dents and detected theft —are hard to work with statistically. You will fi nd in 
the safety literature that accidents are notoriously hard to predict. Th is is not 
necessarily because of poor theorizing or poor measures of traits or behav-
iors thought to result in accidents, but because accidents tend to be few and 
far between. Really lousy drivers, for example, may have only two or three 
accidents in a couple of years, even though their probability of having one at 
any one time is far higher than that of the average person. Such rare events 
result in very low reliability and low correlations with other variables.

Overall, hard criteria have much appeal and oft en excellent face valid-
ity, but they present challenges for the creation of reliable and valid per-
formance measures. It’s not unusual for a creative and competent OBC 
psychologist to overcome challenges, but to establish that competence it is 
necessary that the logic and method be clearly explicated.

Frequently the problems with hard criteria force us to use subjective 
criteria, usually ratings by supervisors or other people in a position to 
evaluate performance. Essentially we are asking these people to take into 
account all of the factors that limit the value of hard criteria and somehow 
make a judgment of each person’s performance. I don’t know exactly how 
people do this, but it does seem to work. While it would be quite diffi  cult to 
program a computer to computationally make these adjustments, trained 
raters seem to be able to do so quite readily. Th e key is training of the raters. 
Untrained raters tend to give unreliable results, whereas trained raters tend 
to agree well with one another. More important, the ratings tend to agree 
well with long-term measures of success.
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Soft  criterion measures typically take the form of rating scales. Th e 
many types of rating scales are covered in many books. Newman, Kinney, 
and Farr (2004) and Pulakos (2007) provide useful surveys of the most 
common formats; graphic rating scales, behaviorally anchored scales, 
behavioral summary scales, and mixed standard scales. Th e type to use 
depends on the situation and organizational tradition. Raters must accept 
the format and it must ideally be easily convertible to allow for feedback. 
For several decades a good deal of research was conducted to determine the 
psychometric characteristics of various formats, most notably their resis-
tance to various types of rater error (see Th omas & Meeke, 2010, for a brief 
discussion of rater errors). Rater errors, such as halo eff ect, lenience, sever-
ity, and others, have not been shown to seriously aff ect the validity of per-
formance ratings (Murphy & Balzer, 1989; Murphy, Jako, & Anhalt, 1993). 
In any event, Landy and Farr (1980) concluded that no rating scale format 
was superior to the others in resistance to errors and called for a morato-
rium on research on rating formats. 

Multisource ratings, or 360 degree assessments, became popular in the 
1980s and 90s. Th e idea is to get performance ratings from peers, subor-
dinates, supervisors, customers, and suppliers and combine them all into 
a set of appraisal documents (Balzer, Greguras, & Raymark, 2001). Th is 
sounds like a great idea, but it has large logistical problems. Contamina-
tion as described when the ratings are to be used for administrative versus 
developmental purposes is a problem when data are collected from peers 
and subordinates. In addition, peers may be in competition with each 
other, making the ratings suspect. Not oft en discussed in the literature, 
but discussed among raters, is the potential for political fallout; there is a 
fear that candid observations may be traced by the boss to the subordinate 
with consequent repercussions. In addition, peer and subordinate raters 
may not have all the information needed to make wise judgments. Th is is a 
common concern I have heard from many supervisors who are required by 
company needs, policy, or their own superiors to take unpopular actions 
without being able to provide adequate explanations to their subordinates. 
Today 360 degree appraisals are largely used for developmental purposes. If 
used for decision making, then the guidelines from Bracken and Timmrick 
(1999) apply and should be referenced.

Level Level refers to the point at which we consider outcomes or behav-
iors as representing success, what is considered failure, and what is in-
between. Th is is completely open to judgment, but judgment tempered by 
experience and business necessity. Frequently the level changes over time. 
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What was considered adequate in the past is no longer satisfactory. Th us, 
the level changes, and workers and management must change with it. In 
some organizations this is seen as performance creep or “raising the bar” 
and can be met with opposition, both overt and covert in nature. 

Sometimes new performance levels in part of an organization result in 
unexpected problems in another part. For example, in one company pro-
duction was limited by the machinery in the factory. Th e sales force could 
achieve satisfactory performance by selling enough work to maximize the 
production of the factory. However, new equipment and new procedures 
greatly increased the productive capacity of the factory. Th e sales force 
needed to climb to far higher levels of performance to keep the factory 
busy and to meet company goals. Although this level of sales was possible 
given the market, the sales people had a diffi  cult time adapting to the new 
requirements because marketing systems and techniques were not up to 
the increased demands.

User Acceptability When raters and the rated do not believe criterion 
measures to be appropriate it will not take them long to derail the system. 
Forced choice and mixed standard scales were devised to eliminate halo 
and manipulation of the system by raters. It did not work (King, Hunter, 
& Schmidt (1980). Viswesvaren (2001) reviewed the research on this issue 
and concluded that if people know about the standards, if there is a hear-
ing process perceived as being fair, if standards are consistently applied 
across individuals, and if raters are involved in the development process 
there may be better acceptance. Achieving all this is not a panacea; it is 
hard to see how to make this work in many organizations in which people 
are hired based on diff ering types of expertise, and jobs become molded to 
the capacity of the individual. 

Reliability Reliability is important for all types of criteria, and rating scales 
present their own challenges. Viswesvaren (2001) reviewed the issues related 
to reliability of criteria in general. Unfortunately, he places more value on 
internal consistency than is warranted given the nature of most rating sys-
tems. Interrater reliability is oft en seen as the most critical form for ratings, 
but it is subject to infl ation due to various forms of rater error (cf. Th omas 
& Meeke, 2010). Training of raters can help alleviate some of this problem. 
In addition, there is the problem of fi nding multiple raters who are roughly 
equally informed of an employee’s performance. Even the best rater train-
ing cannot compensate for diff erential opportunities to observe and dis-
cuss performance such as exists between diff erent levels of administrators.
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Construct Validity Viswesvaren’s (2001) review indicated that attempts to 
demonstrate the construct validity of criterion measures through conver-
gent validity procedures have not yielded particularly impressive results. 
A lack of discriminant validity across rating scales is usually blamed on 
rater errors or judgmental errors. Unfortunately, psychologists have a ten-
dency to declare that when others behave in a manner that is not in accord 
with our expectations it is due to errors on the part of the actors. Seen from 
another perspective, the behavior may be completely reasonable and ratio-
nal. So, the lack of discriminant validity may be due to a lack of distinction 
between constructs, not the failures of those who provide the data. 

Th orndike (1949) identifi ed three aspects of the construct validity of 
criterion measures: criterion defi ciency, criterion contamination, and cri-
terion relevance. Criterion defi ciency is the extent to which the conceptual 
criterion contains aspects of job performance that are somehow missing 
from the measured, actual criterion. For example, an important part of 
a sales manager’s job might be developing the skills of sales people. If we 
use a measure of sales volume in the manager’s region we will probably 
miss this aspect of performance unless the measure is taken over a very 
long time and there is not much turnover in sales people during that time. 
Criterion contamination is the extent to which the actual criterion includes 
facets that are not supposed to be measured. For example, if the actual per-
formance measure consists of ratings by supervisors (the most common 
type) and the ratings are infl uenced by sexual or racial bias, then the cri-
terion is contaminated. Criterion relevance is simply the extent to which 
the conceptual and actual criteria match. We never know the exact degree 
of relevance, but it is usually estimated through the judgment of SMEs. 
When a criterion measure is brought into play it is necessary to describe 
how each of these is controlled, or not controlled when it is not possible to 
corral sources of invalidity.

All criterion measures should be as free as possible from contamination 
and defi ciency; they should be as reliable and valid as possible. Diff erent 
forms of contamination may impact criterion data collected for diff erent 
reasons. Jawahar and Williams (1997), among others, found that perfor-
mance ratings collected for administrative purposes, such as determin-
ing salary or promotion, tend to be more lenient than ratings collected for 
developmental or research purposes. It is important for the OBC psychol-
ogist to recognize how situational and political pressures can impact per-
formance ratings (Kozlowski, Chao, & Morrison, 1998). 

One common source of criterion defi ciency is the failure to include 
contextual performance (Borman & Motowidlo, 1993), or what some call 
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organizational citizenship behavior (OCB). OCB includes productive 
behaviors such as fi lling in for an ill colleague, cleaning up the lunch room, 
restocking shelves, and arriving early or staying late to serve a custom-
er’s special needs. OCB also includes counterproductive behaviors such as 
back-stabbing, taking needed resources away from a co-worker, spreading 
gossip and rumors, and retaliating against real or imagined slights. Many of 
the “dark side” behaviors discussed in chapter 8 come under this heading. 
Kaufman and Borman (2004) described the issues regarding the dimen-
sionality of OCB and how it can be eff ectively and practically measured. 
Since behavior that is recognized and rewarded tends to predominate and 
unrecognized eff orts tend to extinguish, if positive OCB is important for 
an organization’s success it must be included in any performance assess-
ment system. Similarly, if counterproductive behaviors harm the organiza-
tion, which seems obvious, they too should be included the measurement 
and reward systems, albeit in a negative manner.



SIX

Assessment for Employee Selection, 
Promotion, and Termination Programs

Psychologists have been involved with employee selection for well over 
100 years. Even at the earliest stages, psychologists expected that the use 
of scientifi c methodologies would enhance productivity. Since science 
demands systematic methods, the early industrial psychologists insisted 
that any tests or other instruments developed by psychologists for use in 
hiring have demonstrated empirical relationships with job success. Th us, 
the standard models for validation were developed in a form recogniz-
able to current psychologists by the mid-1920s. As recently as 1998, Guion 
(1998) attributed his basic approach and methods in personnel selection 
as coming from Freyd (1923). Today’s workplace would astound Freyd and 
others of his era. Th rough technological change, economic advance to a ser-
vice and information economy, changes in demographics and social roles, 
civil rights, and immense changes in the science of psychology, the basic 
pattern in many ways remains much as it was so many decades ago. Th e 
psychologist is expected to provide evidence that the methods employed in 
selection, promotion, and classifi cation procedures are helpful in making 
better decisions. Th e methods may be statistical/empirical (criterion -related 
validation, validity generalization), judgmental (content validation), or 
empirical/theoretical (construct validation). Th ey are all forms of evidence 
under one validity umbrella, although there is some controversy over the 
status of the content strategy as providing validity evidence versus being 
a method of test construction (Murphy, 2009). Today’s OBC psychologist 
must have many competencies far beyond those expected of our forebears. 
In addition to knowledge of validation and assessment techniques, today’s 
psychologist must be knowledgeable about social trends, demographics, 
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culture, and, most important, the laws, regulations, and court decisions 
that constrain personnel actions. 

Although the focus is on selection, much of the following also applies 
to other personnel decisions including classifi cation, promotion, and ter-
mination. Of course slightly diff erent technologies are employed for these, 
and the competent psychologist working in those areas is cognizant of 
the diff erence. Professional and legal standards were covered in chapter 3. 
Th ey permeate all aspects of personnel decision making and could be cited 
every other sentence. Th e fact that they are not cited at every opportunity 
in this chapter is only a consequence of trying to keep the chapter as read-
able as possible.

Criterion-Related Validation Strategies

Th e basic approach to criterion-related validation was described by Guion 
(1998): Analyze jobs and organizational needs, choose a criterion, form pre-
dictive hypotheses, select methods of measurement, design the research, 
collect data, evaluate results, and justify the use of the selection proce-
dure. Th ese methods have been augmented over the decades as many more 
sophisticated methods of establishing validation evidence have been devel-
oped and the meaning of validation itself has evolved (cf. McPhail, 2007). 
But the basic ideas remain. When using an empirical approach to valida-
tion, small sample studies do not suffi  ce for generating empirical validity 
evidence. Conditions oft en preclude predictive studies, leaving only con-
current approaches as practical options in spite of controversy over the 
meaning of the results (Barrett, Phillips, & Alexander, 1981; Guion, 1998). 
Faced with small or inappropriate samples, the psychologist must use more 
creative methods of demonstrating empirical relationships between pre-
dictors and criteria. Th e volume edited by McPhail (2007) provides current 
information on the use of job component validity, synthetic validity, and 
validity generalization for utilizing existing validity information in new 
situations. Some of these concepts have been around for decades, but it 
has taken years to develop the technology allowing for their common use. 
McPhail’s book also presents recent methods for developing new evidence 
for validity, such as consortium studies. Because there are highly technical 
aspects of each of these methods, it is not feasible that all OBC psycholo-
gists have operational competencies in all these methods. Another newly 
developed method is the use of neuronetwork analysis (Scarborough & 
Somers, 2006). Th is method moves away from the traditional reliance 
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on correlational methods and substitutes a nonlinear pattern recognition 
model. It is controversial in that the model may make predictions that are 
diffi  cult to understand, and, perhaps hard to replicate. An OBC psycholo-
gist who is involved with test validation and usage should be aware of these 
methods and competent in the ones employed in the projects in which the 
psychologist participates. Th e psychologist should, of course, be able to 
justify the methods used in light of the project goals and resources.

Content Validation Strategies

For many years content validation was perceived to be a method that 
lacked scientifi c rigor and so was referred to with some embarrassment 
by I/O psychologists. Like Cinderella, content validity was hidden away, 
doing the dirty work, while criterion-related validation got all the atten-
tion. Th is changed in the 1970s as princes such as Guion (1974) placed the 
glass slipper on content validity and elevated it to royal status. 

Th e content validation procedure depends heavily on the job analysis. 
Th e job analysis establishes the KSAOs, defi nes the content domain to be 
covered, and indicates the relative importance of each KSAO, task, or out-
come. If SMEs are used, a procedure for identifying those who are suf-
fi ciently knowledgeable to contribute to the project must be established. 
Once a content domain is clearly defi ned, it is necessary to determine the 
selection procedure (SIOP, 2003). Th e possibilities may include a broad 
range of methods including written or oral tests (oft en specially developed 
for the particular use), simulations and job samples, evaluations of prior 
experience and education, and interviews. Th ere can be unexpected dif-
fi culties for the unwary in this process. SMEs and consequent job anal-
ysis results may refer to KSAOs developed as a consequence of training 
or experience aft er hire. Th ese would be off -limits to a test or other selec-
tion procedure. For example, R. S. Barrett (1992) gives the example of a 
school principal job in a district where only the principal deals with the 
teacher’s union. Barrett stated it would be inappropriate to test an appli-
cant for promotion on dealing with the union. Th e competent OBC psy-
chologist would recognize that even though specifi cs of dealing with the 
union would not be appropriate for a test, the job analysis might reveal 
that skill in negotiating, conferring with experts such as attorneys or human 
resource professionals, or similar skills could be developed in earlier positions 
and contribute to success in dealing with the union. Similarly, it is sometimes 
thought necessary to test on material that is easily looked up or rarely actually 
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done on the job. R. S. Barrett gave an example of police offi  cers needing to 
refer to lists of other states with reciprocity agreements with the home state 
on traffi  c violations. Th e list might seem like a good candidate for a content 
valid promotion test, but most offi  cers simply kept a copy of the list in their 
pocket and referred to it as necessary. Th e requisite knowledge is to know 
the information is important and where to fi nd it, not what is on the list. 
Knowledge of the rules of engagement with an armed and dangerous sus-
pect could be testable since there likely would be little chance to reference 
the information. It is important that the test measure what is actually used. 
Barrett gave the example of a fi refi ghter setting the pressure on a pumper 
based on experience and feedback from the person wielding the nozzle 
rather than using an extensive knowledge of theoretical hydraulics. Testing 
on material that is rarely actually used on the job is a common trap when 
SMEs choose to show off . Th e psychologist is not in a position to second 
guess the technical aspects of the job, but he or she should be asking, “Does 
anyone ever actually do that in that manner?”

Subject matter experts will be needed in the development or adapta-
tion of tests, simulations, and job samples. Th ey may help generate items, 
scenarios, and similar components and will be very important in the devel-
opment of scoring rubrics. Th e SMEs will typically judge the relevance of 
each component and the correct mode(s) of response. Items and such that 
cannot be shown to be important or for which there is little agreement 
on scoring need to be eliminated or modifi ed. Obviously, interrater reli-
abilities of these judgments need to be calculated and be suffi  ciently high 
to allow the process to be defended. Many psychologists ask SMEs who 
are members of protected groups to evaluate the components to identify 
any unintentional bias built into the test. Even if there are no incumbent 
SMEs from these groups to serve, it is still desirable to conduct this sort of 
screening with non-SMEs if necessary.

Once the test, simulation, or interview is developed, pilot testing should 
be done to ensure that it operates as planned. Th is may include training of 
observers or interviewers. Ideally, indications of potential adverse impact 
can be detected at this phase and changes to the instrument made if pos-
sible. Once the test is operational these checks need to continue to protect 
the client organization against claims of illegal discrimination. 

CUTOFF SCORES

Without empirical data showing the relationship between scores and 
job performance, any cutoff  scores will have to be determined through a 
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judgmental process. Frequently these cutoff s are the target of discrimina-
tion complaints. Cascio, Alexander, and Barrett (1988) reviewed the legal 
and professional issues related to the setting of cutoff  scores. Th ey con-
cluded that there is no single “best” method for setting cutoff  scores in all 
situations. Once the validity of the measure is established based on job 
analysis and the development process, it is important to set cutoff  scores 
high enough that they will capture minimal performance standards. Cascio 
et al. also recommend that the cutoff  scores be “consistent with normal 
expectations of acceptable profi ciency within the workforce” (p. 22). A later 
review by Kehoe and Olson (2005) examined cutoff  scores with regard to 
legal and regulatory requirements, case law, professional standards, and 
a variety of methods; some have developed or have come on line in the 
two decades since the Cascio et al. review. Th e conclusions were about the 
same as in the earlier review, although Kehoe and Olson gave more empha-
sis to the determination of the threshold level of work behavior and how 
the test score corresponds to that threshold. Th ey also noted that cutoff  
scores may be adjusted to refl ect various trade-off s between job perfor-
mance and other organizational interests such as the labor market. How-
ever, they recommended against lowering cutoff  scores solely to reduce 
adverse impact, stating that such actions were unlikely to be supported by 
the courts. 

Tests used for certifi cation or licensure purposes are typically devel-
oped using content validation procedures. Th is process has its own chap-
ter in the Standards, and psychologists who work in the area of certifi cation 
and licensing should be aware of the diff erences between professional stan-
dards for these tests and others. It is clear that the same issues exist for set-
ting cutoff  scores, and Kehoe and Olson (2005) recommend close attention 
to the relationship between setting a threshold for behavior in the profes-
sion and setting an appropriate test cutoff . Since most candidates who fail a 
test are permitted to try again, alternate forms are typically developed over 
time. Developing equivalent alternate forms is a science in itself. A com-
plete presentation of the methods and problems in this process is given in 
Dorans, Pommerich, and Holland (2007). A recent study of certifi cation 
examinations for radiology technicians found that scores on retest tend 
to increase scores about the same amount regardless of whether the appli-
cants took the same test or a parallel form (Raymond, Neustel, & Anderson, 
2007). One possible result of these fi ndings is that low-volume creden-
tialing bodies may be able to avoid the cost of developing parallel forms. 
However, before this decision is made, some replication of the Raymond 
et al. study is desirable.
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MINIMAL QUALIF ICATIONS (MQs)

Setting minimal qualifi cations (MQs) for a job is similar to the problem of 
setting cutoff  scores in a content valid selection system. Levine, Maye, Ulm, 
and Gordon (1997) presented a procedure based on the content validation 
process for setting minimal experience, training, and education standards 
for jobs in a large state hospital. Th ey were able to demonstrate satisfactory 
levels of content validity for MQs for several jobs. A similar process was 
followed by Buster, Roth, and Bobko (2005) in another state. Th e results 
of this project were challenged in federal court and upheld, giving added 
incentive to follow this procedure. We can expect that a competent OBC 
psychologist will describe and defend the method of setting cutoff  scores 
for any minimal qualifi cation, test, simulation or job sample, or interview 
regardless of the method of validation. 

Construct Validation

Construct validity is evaluated through the entire research corpus on a test; 
the issue is whether scores represent the construct of interest or are con-
taminated or defi cient in some way (Cronbach & Meehl, 1955). Although 
construct validity is considered synonymous with validity in the Standards, 
demonstrating this in an unequivocal manner is not easy. Th e Uniform 
Guidelines include construct validation as a possible source of validity evi-
dence, but the wording is confusing and inconsistent with professional 
standards (Guion, 1998; Jeanneret, 2005). Th e type of evidence required 
includes demonstrations that characteristics (constructs) important for job 
success identifi ed through job analysis have been related to performance 
and other constructs in other studies. Th us, this becomes an issue of valid-
ity generalization, synthetic validity, job component validity, or transport-
ability of validity evidence. Since each of these has clearer procedures and 
practical theory associated with it, it generally makes sense to concentrate 
justifi cation for test usage on one or more of them than it does to rely on 
a case for construct validity. An exception to this lies in individual assess-
ments, as described in the next section. 

Individual Assessment

Psychologists have performed individual assessments on job candidates 
and people being considered for promotion for generations. Although 
many I/O psychologists engaged in this practice, it was not widely discussed 
until relatively recently because it was seen as somewhat questionable 
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since none of the validity models current at the time could be applied. 
In addition, it seemed that many psychologists doing these assessments 
were using unstructured interviews or clinical instruments and did not 
bother with a job analysis (Ryan & Sackett, 1987). Up to that point a tech-
nology acceptable to the mainstream had not been developed even though 
there were nationally known consulting fi rms that regularly developed 
their proprietary instruments and methods. 

Th ere are three key problems in the process of individual assessment. 
Th e fi rst is that with only a few candidates, it is not possible to perform 
any sort of empirical work beyond the job analysis and job modeling. 
Deductive methods of job analysis and information from sources such 
as the O*NET can provide guidance on personal characteristics believed 
important for success. Th e psychologist who chooses to measure the char-
acteristics in those being assessed still must justify the use of particular 
instruments or techniques. Recently Prien, Schippmann, and Prien (2003) 
have presented a workable and practice method of designing an individual 
assessment based on job and competency modeling methodology. Th eir 
book provides templates for job analysis, likely competencies, and some 
direction in how to match assessment instruments to the competencies. 
It is an invaluable resource for OBC psychologists engaged in individual 
assessment.

Th e second key problem in individual assessment is more diffi  cult to 
resolve. It is the breadth of the criterion. Although the job analysis will 
indicate the types of performance that are expected, in the high-level posi-
tions for which individual assessments are commonly performed, crite-
ria are necessarily diff use. Th e type of high performance that was originally 
expected may not be possible once a person is in offi  ce and external condi-
tions change. Abraham Lincoln provides a good example; had the American 
people hired a psychologist to assess Lincoln prior to his presidency, the 
report probably would have concentrated on Lincoln’s ability to build 
infrastructure such as canals, manage Congress, build foreign trade, and, 
perhaps, constrain the growth of slavery. Th e assessor would have missed 
completely Lincoln’s ability to deal with insurrection and rebellion; choos-
ing and evaluating military leaders, including one who eventually ran 
against him; rallying the Union during its darkest days; and using the elim-
ination of slavery in rebelling states as an economic incentive to end the 
rebellion. On the other side, referring to recent political scandals involv-
ing state governors, an assessor might have tried to examine Illinois’s Rod 
Blagojevich’s propensity for corruption. It is doubtful that an assessor 
would have examined Eliot Spitzer’s moral turpitude that led to the end of 
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his governorship of New York. For better or worse, OBC psychologists do 
not assess political fi gures, but similar problems plague them in industry. 
Th e number of ways of failing as a corporate leader are infi nite and there 
are only so many factors that can be evaluated even in the most extensive 
and expensive assessment. For obvious reasons, cases of individual assess-
ment are not published, and even if they were, the hiring board’s tolerance 
for false negative versus false positive errors could make the diff erence in 
who gets hired. Th us, we can’t learn from others’ past experiences at the 
highest levels. A very interesting ethical dilemma is what to do with assess-
ment information that is damaging to the candidate but concerns potential 
behavior not established by the job analysis.

Th e third problem lies with the psychologist. According to Somerville 
(1998), the skills of interpreting results from proper assessment instruments 
are learned relatively quickly by doctoral-level psychologists, although 
learning to use the data wisely can take years. Interviewing skills take 
longer to learn and “it is a signifi cant blunder to take them for granted” 
(Somerville, 1998, p. 238). For psychologists originally trained as clinicians 
there is a signifi cant tendency to rely on models of pathology, “thereby 
doing the individual and the company grievous damage” (Somerville, 1998, 
p. 238). Th e psychologist must learn about the job, organization, indus-
try, and about his or her own tendencies in interpreting others’ behavior. 
According to Somerville (1998), it takes 2 to 3 years and 50 to 100 assess-
ments under the supervision of an accomplished practitioner to become a 
capable assessor. 

Common Assessment Instruments and 
Methods for Employee Selection

Th ere are literally hundreds, perhaps thousands, of tests and other meth-
ods of assessing potential employees. Th e volume edited by Th omas (2004) 
contains descriptions of the most common tests and methods used in 
selection. Th at section of the volume runs over 300 pages with chapters 
provided by a number of authors with special expertise, so it obviously is 
not feasible to cover all instruments and methods in this chapter. Many 
of the methods may be employed in large-scale employee selection pro-
grams and in individual assessment. As a practical matter only one or a few 
paragraphs on selected methods are possible in this book.1 Of course, the 

1 In order to keep this book to a reasonable size (and given the number of possible 
citations for this section, which could run into the thousands), I will rely heavily on 
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competent OBC psychologist will be able to evaluate, choose, and justify 
the use of whatever measures were employed. 

COGNITIVE ABIL ITY

Th e testing of cognitive ability and intelligence has a long history in psychol-
ogy. Tests of general mental ability (GMA) on average have the highest cor-
relations with job performance of any type of measure (Grubb, Whetzel, 
& McDaniel, 2004). Unlike clinically oriented intelligence tests, tests of 
GMA are relatively easy to administer and score with relatively inexpen-
sive paper and pencil and computer/Internet versions available. GMA tests 
may measure a general intelligence factor (g) or multiple factors. All else 
being equal, their use could be widespread in virtually all organizations. 
Unfortunately, GMA tests have a serious limitation that prevents this wide-
spread usage. Th ere is a very large score diff erence between racial groups; 
an overall eff ect size, d, of about 1.0 can be found in meta-analyses of Black-
White diff erences. Th is diff erence is somewhat moderated by type of job or 
industry, but it remains high nonetheless (Roth, Beviev, Bobko, Switzer, & 
Tyler, 2001). Th ere is a somewhat smaller diff erence between “Hispanic” 
test takers and White test takers.2 Th ere is not a corresponding diff erence 
in the prediction of job performance, indicating that the tests may be used 
for predictive purposes equally well across groups. Th e costs of doing so 
are potentially serious. It reduces the opportunity to hire a diverse work-
force and, second, exposes the organization to probably expensive claims 
of discrimination. Th ese claims, even when disproven, are expensive both 
in legal fees and in poor publicity, so many organizations shy away from 
using tests that may bring them on. Grubb et al. (2004) write that this is 
due to a bias in the law, not the tests. Unfortunately, that may be the worse 
situation since the law is less amenable to change than are the tests.

An alternative is to use cognitive ability tests that are more targeted to 
specifi c aspects of selected jobs. Mechanical ability tests and spatial ability 
tests used to predict performance in engineering, technical, or mechanically 

the information in Th omas (2004) and cite the information in chapters in it whenever 
possible. In general, I will refrain from citing particular tests or instruments to avoid 
replicating the earlier book.

2 Th ere are many separate cultural groups who unwittingly and unwillingly are lumped 
together into the general category “Hispanic” or, sometimes, “Latino.” Although they 
share a common language of Spanish (sometimes as a second language), they are 
culturally distinct. It is not clear that studies that engage in this combining of cultures 
are particularly informative, although it is oft en a reaction to small sample sizes from any 
one culture.
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involved jobs are examples (Muchinsky, 2004). As expected, meta-analyses 
have found these to be less valid for jobs in general, but more valid for 
the jobs for which they are intended. Mechanical aptitude tests are basi-
cally tests of applied physical principles such as leverage, pulleys, and gears. 
Spatial ability tests assess the extent to which the test taker can envision 
the components of fi gures or see how a three-dimensional object may be 
depicted in two dimensions. As with tests of GMA there are problems with 
adverse impact, but in this case the diff erences in scores lie across gen-
ders rather than race or ethnicity. Th is is not diffi  cult to explain given the 
traditional diff erential opportunities and tendencies for boys and girls to 
engage in mechanical pursuits. A potential contributor to the diff erence is 
the drawings used in the fi gures in many mechanical aptitude tests; they 
tend to be outdated with old cars and out of fashion garments that Muchin-
sky suggests may diff erentially aff ect test takers depending on gender. In 
the past, some organizations used separate scoring procedures for men and 
women. Th at was outlawed in the Civil Rights Act (CRA) of 1991, so test 
users are faced with the dilemma of choosing between “high validity” and 
“high adverse impact” (Muchinsky, 2004, p. 25). Th e OBC psychologists 
must be aware of these decision points and make sure the client organiza-
tion is informed of potential consequences of the use of these tests. 

Consistent with the use of specialty cognitive tests such as mechanical apti-
tude and spatial ability, there are entire sets of tests of several specifi c abil-
ities known as multi-aptitude test batteries (Doverspike, Cober, & Arthur, 
2004). Th e aptitudes measured by these batteries vary somewhat but are 
typically comparable to those reported by the U.S. Department of Labor’s 
(DOL) General Aptitude Test Battery (GATB). According to Doverspike 
et al. (2004, p. 38), the nine factors reported by the GATB are
1. General Learning Ability (Vocabulary, Arithmetic\Reasoning, 

Th ree-Dimensional Space)
2. Verbal Aptitude (Vocabulary)
3. Numerical Aptitude (Computation, Arithmetic Reasoning)
4. Spatial Aptitude (Th ree-Dimensional Space)
5. Form Perception (Tool Matching, Form Matching)
6. Clerical Perception (Name Comparison)
7. Motor Coordination (Mark Making)
8. Finger Dexterity (Assemble, Disassemble)
9. Manual Dexterity (Place, Turn)
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In the 1980s, the DOL began encouraging states through state employ-
ment agencies to use the GATB in the selection of employees for all jobs. 
Because the GATB had racially adverse impact common to cognitive 
ability tests used in industry, the DOL used separate norms by race. Th is 
ran into legal challenges and eventually the GATB program was discon-
tinued. However, by then employers had a need for multi-aptitude test 
batteries, so several batteries were developed or updated. In addition, the 
U.S. military has used its own multi-aptitude batteries for many years and 
continues to do so. Because targeting specifi c tests to components of jobs 
identifi ed in job analysis provides both a modicum of face validity and 
easier to understand justifi cations for test use, while maintaining reason-
able validity eff ect sizes, it is likely that multi-aptitude batteries will con-
tinue to be used in many work settings. 

BASIC SKILLS

At times a job analysis may reveal the importance of the basic academic 
skills that are supposedly possessed by high school graduates or even drop-
outs who completed more than elementary school. Unfortunately, some 
people who have educational credentials do not have the skills in read-
ing, writing, mathematics or arithmetic, speaking, listening, or learning 
that the diploma implies. Fortunately, some people without the diploma 
do have skills at an adequate level to achieve success in certain positions. 
In such cases the psychologist may choose to validate and rely on tests 
designed to measure these basic skills. A number of basic skills batteries 
(Cornwell, 2004) are available with suffi  cient psychometric properties and 
validity evidence to permit their consideration as possible predictors, par-
ticularly for lower level jobs. Because the basic skills batteries have been 
developed or updated relatively recently, eff orts have been made to reduce 
adverse impact. Still, the OBC psychologist needs to evaluate the battery 
for the situation for appropriateness, validity, fairness, and the possibility 
of adverse impact.

PERSONALITY AND INTERESTS

To many laypeople, psychology is the study of personality, both abnormal 
and normal. Although virtually all psychologists would disagree with this 
concept, it is suffi  ciently widespread that many requests for consultation 
are to help select the employees with the “right personality” for the job and 
to keep out those with the “wrong personality.” Early conceptualizations of 
personality concentrated on traits or needs without much consideration 
of situations. An exception was Allport (1937), who distinguished between 
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cardinal, central, and secondary traits. Cardinal traits are always in play in 
infl uencing the individual’s behavior, central traits are normally active, and 
secondary traits come into play only when the situation allows or calls for 
them. Th ere is a lot to be said for Allport’s taxonomy, but because whether 
a trait is cardinal, central, or secondary is idiosyncratic to each individ-
ual, it was not very useful in traditional selection paradigms. Simply corre-
lating trait scores of a number of people against job performance without 
regard to situation or person factors was not particularly successful, and by 
the mid-1960s the prevailing view was that the evidence indicated person-
ality tests were not apt to be valid for personnel decisions (Ghiselli, 1966; 
Guion & Gottier, 1965). Interest revived in the 1970s with the development 
of the Big 5 model of personality (also known as the Five Factor Model) and 
with validity generalization results indicating the situation was not as dire 
as it had appeared a few years before. Th e Big 5 came about aft er numer-
ous investigations around the world tended to fi nd the same fi ve (or four 
or six, depending on whom you read) personality factors. Th e factors have 
diff erent names depending on a particular author; this book will use the 
terms employed by Kroeck and Brown (2004): conscientiousness, extra-
version, emotional stability (opposite of “neuroticism”), agreeableness, and 
openness to experience. Across all jobs, conscientiousness appears to be 
the strongest predictor of performance; thus science seems to have con-
fi rmed what parents, grandparents, and kindergarten teachers have said 
for eons. Even for this factor, the validity generalization coeffi  cients are not 
high, ranging up to the mid .20s at the highest. Th e other factors do not 
fare quite so well in general. Barrett (2008) maintained the validity gener-
alization evidence for Big 5 and other personality traits is tenuous at best 
(I’m not sure he would agree with the “at best” qualifi er). He describes sev-
eral situations in which U.S. Department of Justice attorneys and experts 
attempted to cause a replacement of cognitive ability tests with personality 
tests based on fl awed analyses of the validity of personality testing studies. 
It would be surprising if one or a few traits predicted success in all occu-
pations. Environments diff er, and, just like the case for abilities, we would 
expect diff erent traits to be infl uential in diff erent environments. 

Th ere is some controversy over whether the Big 5 traits are too broad 
to be useful in many situations (Hough, 1992; Hough & Oswald, 2008), 
known as the bandwidth-fi delity problem. Levy, Cober, and Norris-Watts 
(2004) reviewed the controversy and several personality inventories that 
concentrate on more specifi c traits. Trait measures with narrow bandwidth 
oft en predict performance measures as well as, or better than, even tests 
of ability in some, but not all, instances. So long as the instruments measure 
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theoretically meaningful constructs, it makes sense to continue to use these 
measures when job modeling suggests their potential and validity evidence 
can be obtained. 

Hough and Oswald (2008) discussed the bandwidth match between per-
sonality trait measures and performance criteria. Although broad, com-
plex criteria should be best predicted by broad, complex predictors, that is 
true only if the complexity matches. Th at is, a broad trait, such as a Big 5 
trait, may include a good deal of construct variability that is not related to 
all aspects of the criterion. 

A fundamental assumption of psychology is that the situation infl uences 
behavior and that individual characteristics, such as personality traits, 
generally operate within the constraints of the situation. Indeed, even psy-
chopathological traits can be seen as behavior that is inappropriate for the 
situation. For example, it is reasonable for all people to feel anxiety in cer-
tain situations. It is not reasonable to feel anxiety in all situations as a person 
with generalized anxiety disorder does. Part of the role of job analysis and 
job modeling is to identify the particular traits or characteristics that may 
be important in specifi ed situations. One aspect of situations that appears 
to impact the ability of personality to exert itself is the extent to which the 
situation is “strong” or “weak” (Mischel, 1977). A strong situation is one 
that limits the type of behavior that can be expressed, or in Mischel’s terms, 
has limited outcome expectancies. A weak situation exerts little infl uence. 
At a funeral almost everyone is somber, quiet, subdued. Th ere is little dif-
ference in behavior and not much impact from personality diff erences. Th e 
only exceptions might be a person with severe problems such as demen-
tia or a child who hasn’t yet learned to read situations. A resort or gam-
bling mecca may be a weak situation, witness the advertising campaign 
slogan “What happens in Vegas stays in Vegas.” Whether or not the hap-
penings stay there, and I doubt they do, it does seem that personality has a 
greater infl uence there than it would at home. Th us, we would expect per-
sonality to have greater infl uence when an element of choice of behavior is 
involved (Hough & Oswald, 2008). So personality may predict behaviors 
such as absenteeism or turnover since there is some discretion in whether 
to come to work when an illness or injury is mild. Pro-organizational citi-
zenship behavior is largely voluntary and it can be predicted by personal-
ity (Hough & Oswald, 2008). Identifying the degree of strong versus weak 
in situations is a challenge for job analysis and modeling.

Th ere is considerable controversy over whether personality measures 
are susceptible to faking and whether any faking that does occur is impor-
tant enough to reduce validity. In their reviews, Levy et al. (2004) and 
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Hough and Oswald (2008) concluded that faking was not such a problem 
and noted that some researchers believe the ability to manipulate how one 
presents oneself may be an advantage in some jobs. Much of the faking 
data came from laboratory studies with eff ects that were not replicated in 
the fi eld. Th ey did agree that people can fake or distort responses when 
instructed to do so, but that social desirability response in real life was 
not as large as found in lab studies (Hough & Oswald, 2008). Th is conclu-
sion was challenged by White, Young, Hunter, and Rumsey (2008) in their 
commentary on the Hough and Oswald paper. Th eir longitudinal analy-
sis of the Army’s Project A data indicated that social desirability attenuated 
the predictions of performance by personality measures to a much greater 
extent than the concurrent study had indicated. On yet another hand, 
Griffi  th and Peterson (2008) disputed that social desirability measures had 
been shown to be reliable and valid measures of faking. At this point the 
issue is unresolved. Th e OBC psychologist should be able to defend his 
or her use of personality tests through some validity evidence and be able 
to defl ect criticisms of faking potential through some reasonable set of 
arguments.

Th e adverse impact of personality tests tends to be low for race and 
gender (Hough & Oswald, 2008; Kroeck & Brown, 2004). Indeed this may 
make the use of such tests inappropriately attractive (Barrett, 2008), since 
the constructs they measure are limited to nonabilities and because the 
evidence may be misinterpreted by advocates. Care must be taken, how-
ever, to make sure that the test is using the same norms for both men and 
women; otherwise the requirements of the CRA of 1991 will not be met 
(Jones & Arnold, 2008). Th ese same authors warn that some measures of 
Big 5, and presumably other traits, include questions that may be related to 
psychological disorders such as depression, anxiety, or even bipolar disor-
der. If used in preemployment screening, this would violate the Americans 
with Disabilities (ADA) act. 

INTERESTS

Psychologists began their attempts to measure interests soon aft er Parsons 
established the fi eld of vocational counseling (Parsons, 1909/2005). Parson’s 
collection of information from a counselee mixed together what would be 
considered abilities, interests, and personality. Strong published the Strong 
Vocational Interest Blank (SVIB), now the Strong Interest Inventory, in 1927 
(cf. Donnay, Morris, Schaubhut, & Th ompson, 2005; Hansen & Dik, 2004). 
Ever since the SVIB there has been controversy over whether interests are 
separate from, or a form of, personality. Current thinking has not resolved 
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the issue. A major theorist (Holland, 1997) sees interests as integral to per-
sonality. However, Low and Rounds (2006) described many diff erences 
as well as similarities between interests and personality traits. Interests 
seem to be somewhat more stable and relate to somewhat diff erent out-
comes. Interests predict occupational membership fairly well; personality 
traits generally do not. On the other hand, personality traits, particularly 
conscientiousness and emotional stability from the Big 5, tend to have at 
least moderate correlations with performance across a wide range of jobs. 
Hansen and Dik (2004) point out that interests correlate well with measures 
of job satisfaction, adding fuel to the notion that interests are important in 
determining the types of work environments that are most appealing to an 
individual. Personality may be more important in explaining the type of 
behavior emitted once on the job. In general, interest inventories are prob-
ably more apt to be useful in classifi cation rather than selection. Th ey also 
have a clear and important role in career planning. 

SPECIAL CONCERNS IN PERSONALITY AND INTEREST 

TESTING: IPSATIVE VERSUS NORMATIVE MEASUREMENT

Psychometricians distinguish between ipsative measurements, those that 
are based on individual (within person) norms, and normative measure-
ments, based on distributions of scores in groups (Broverman, 1962). Most 
psychological instruments are normative, at least in intent. Some person-
ality and interest inventories are ipsative, relying on comparisons within 
the person such as forced-choice formats. For example, if you ask a person 
whether he or she prefers chocolate or vanilla ice cream, the answer does 
not indicate how well the person likes either fl avor or ice cream in general. 
Th e consequence of this type of measurement is noteworthy resulting in 
changes in statistical and psychometric characteristics of the instrument, 
including correlations with outside criteria, factor structure, and reliability 
(Baron, 1996; Broverman, 1962). Some instruments combine ipsative mea-
surement with other questionable practices such as dichotomization of con-
tinuous variables resulting in an uninterpretable mishmash (cf. Pittenger, 
2005). Should an OBC psychologist use such an instrument, a demonstra-
tion of competence would include being able to justify its use given these 
limitations.

INTEGRITY TESTS

Not too many employers, at least of those who hire psychologists, wish 
to hire dishonest employees. Th ere are two types of test that attempt to 
predict honesty by employees. Overt integrity tests directly ask about 
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attitudes toward theft  and the history of dishonest or illegal acts by the 
test taker (Cullen & Sackett, 2004). Others are personality-based measures 
that attempt to infer a “propensity for dishonesty” (Cullen & Sackett, 2004, 
p. 150) from personality attributes. Both appear to be valid, although how 
valid and why remains an issue. More recent research may give the edge to 
personality-based tests, at least for predicting absenteeism (Berry, Sackett, 
& Weimann, 2007). A recent study by Oliver, Shafi ro, Bullard, and Th omas 
(in press) found that the use of an overt personality test reduced worker’s 
compensation claims and associated costs in four organizations: a state 
automobile club, a nursing home chain, a food processing company, and a 
multimedia company. Th ere are two interesting issues with regard to these 
tests. One is fakability. Studies indicate that it is possible to fake scores, but 
there is little evidence that this happens (Berry et al., 2007). A second issue 
is the legality in some states of “honesty testing.” Two states, Massachusetts 
and Rhode Island, forbid the use of written honesty tests. Th is appears to cover 
both covert and personality based measures (Jones & Arnold, 2008). Psychol-
ogists and test users are cautioned not to position other tests as measuring 
honesty to avoid legal problems in these states (Jones & Arnold, 2008). 

JOB-RELATED EXPERIENCE, TRAINING, AND EDUCATION

A client once told me he wanted to hire someone with 30 years’ experience, 
not one year’s experience repeated 30 times. Experience counts, but only 
if the person has taken advantage of the opportunity to learn and change 
his or her ways in accord with what has worked and not worked. Most 
people intuitively accept this notion and it has been borne out in numer-
ous studies (Levine, Ash, & Levine, 2004). Experience and time on the job 
does correlate with performance. Presumably there is both job knowledge 
and world of work knowledge (Osborne, Brown, Niles, & Miner, 1997); 
that is, socialization into what is expected in a workplace, and some super-
visory or mentoring capacity. Education is also necessary for many jobs. 
At times it will compensate for lack of experience; good examples of this 
are given in Buster et al. (2005) of how various forms of experience and 
education can combine for minimum qualifi cations as a pharmacy techni-
cian. Levine, Ash, and Levine describe several methods for establishing the 
amount of credit to award for education, training, and experience. Th ese 
tend to parallel the methods used to establish the content validity of MQs. 
An interesting problem is how to deal with online resumes and applica-
tions. Review of these materials may be either scientifi c or nonscientifi c 
(Handler, 2001, cited in Levine et al., 2004). Th e diff erence, as you might 
expect, is whether the screening method is based on doing one’s homework 
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and a job analysis. Depending on the technology used, the screening can 
be relatively cumbersome or mechanized by searching for a small subset 
of characteristics. I am not aware of any applications of data-mining tech-
niques to do this, but if it hasn’t been done already it is only a matter of 
time before someone begins using it. Online screening and recruiting do 
have associated equal employment opportunity issues. Some of the diff er-
ences in web usage between groups that were cited by Levine et al. (2004) 
may have changed; it is probably a moving target. However, using the 
World Wide Web to search for candidates may change the defi nition of 
the labor market, and consequently change adverse impact statistics. Since 
these trends continually change, the OBC psychologist should be aware of 
the possibility and take steps necessary to allow the client organization to 
make informed judgments about how to proceed.

BIODATA

Systematically scored biographical data have been used in personnel 
selection for well over 100 years (Stokes & Cooper, 2004). Once called 
the weighted application blank, biodata came into its own in the 1970s as 
Owens (1976) moved the fi eld from a strictly empirical foundation to a 
more construct-theoretical position. Today the use of biodata rests on mul-
tiple theoretical foundations. Biodata forms have been shown to have pre-
dictive validity and incremental validity over cognitive and personality 
factors in a number of studies (Stokes & Cooper, 2004). 

Several ways of developing biodata scales are described by Stokes and 
Cooper (2004). Th ey provide extensive references to detailed accounts 
of how to use each method. All methods begin with job analysis; worker-
oriented or attribute-oriented methods tend to be more successful and 
the critical incident technique is a proven performer. Once the job anal-
ysis is complete, potential items are identifi ed and written to a set of spec-
ifi cations. Stokes and Cooper join with Owens (1976) in concluding that 
potential biodata items that are theoretically aimed at particular types of 
performance are more apt to prove valid than items that have no theoret-
ical expectation of validity. Th e items are prescreened: fi rst, rationally to 
make sure there are not multiple interpretations, and second, frequently to 
identify items that may generate negative reactions of applicants. Ideally, 
it probably makes sense to have members of a variety of minority groups 
participate in this prescreening to catch any inadvertent discriminatory or 
aversive content. Next, some data must be collected and the items scaled. 
Scaling may be done through empirical keying (i.e., relationship of items to 
criteria), following some theoretical approach, methods intended to maximize 
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internal consistency, and a content or rational approach. Although Stokes 
and Cooper say the research does not identify a consistent best approach, 
they clearly have been disappointed by the methods intended to maximize 
internal consistency. Finally, Stokes and Cooper review some legal and 
ethical concerns about the use of biodata, including issues related to poten-
tial discrimination against people with disabilities. Obviously the psychol-
ogist developing or using biodata scales must be aware of these issues and 
be able to address them.

SIMULATIONS AND WORK SAMPLES

Th e director of a large symphony is less concerned with what school an 
aspiring violinist graduated from than whether and how well the candi-
date can play the violin. Th e candidate auditions, playing music he or she 
has selected (probably indicating maximal performance) and sight-reading 
material chosen by the director. No qualifi ed director would attempt to 
build a world-class orchestra without auditions. 

Th e audition is a work sample. Work samples, or job samples, have been 
critical methods of personnel selection, qualifi cation, and promotion sys-
tems as long as psychologists have worked on these problems (Vinchur & 
Koppes, 2007). Th ey may be very elaborate, multiple-day aff airs such as 
many assessment centers or simple tasks designed to elicit specifi c infor-
mation. As an example of the latter, for a time an assistant and I performed 
assessments of the potential of lumber experts to represent a wood prod-
ucts association. Part of the job was to explain lumber grading standards at 
mills. From a trip to the lumber yard we obtained boards of varying con-
dition and type that the experts could grade and describe how each one fi t 
or didn’t fi t standards. In this case we were assessing the candidate’s ability 
to explain the standards; a more elaborate work sample would have been 
required to assess knowledge and ability to apply the standards. 

Th e literature distinguishes between the terms work or job, sample and 
simulation. However, the distinctions are not obvious. Truxillo, Donahue, 
and Kuang (2004) presented a continuum based on psychological fi del-
ity. At the highest level of fi delity are assessments based on “authentic” job 
performance, such as job tryouts, probationary periods, or portfolios. Even 
these have an element of artifi ciality. As an example that is probably famil-
iar to many readers, university faculty members are considered for tenure 
aft er a 6-year probationary period. Deans, personnel committees, and col-
leagues fear the person who performs well during this time, then settles 
into a life of mediocrity once tenure is granted. Work samples grade into 
simulations as fi delity to the actual job is reduced. As another example, it 
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is not desirable or practical in real life to assess how a police offi  cer will 
respond to a person who might or might not pull a gun. Instead multime-
dia-based or video simulations are used. 

Several common forms of simulation are described by Th ornton and 
Rupp (2004) and Th ornton and Mueller-Hanson (2004): case studies, oral 
presentations, leaderless group discussions, one-on-one interactions, role-
plays, in-baskets, oral fact fi nding, business games, and day-in-the-life— 
an integrated simulation that includes several components. Assessment 
centers may include several simulations as well as competency testing and 
even cognitive and personality assessment, along with interviews. Work 
samples and simulations have been shown to relate very well to later job 
performance (Truxillo et al., 2004) and surprisingly, the degree of fi del-
ity does not make too much diff erence. Most of the time work samples 
and simulations are developed following content validation procedures. 
Because they involve degrees of judgment in scoring, training observers 
and scorers is especially important and is given special attention. Work 
samples and simulations generally have high levels of face validity, leading 
to ready acceptance by participants. Some reviews have found subgroup 
diff erences in scoring, but adverse impact is typically less than found with 
cognitive tests (cf. Truxillo et al., 2004). Th e primary area of controversy on 
these methods is the construct validity of dimensional scores from assess-
ment centers. Lance (2008) holds that ratings obtained aft er exercises 
refl ect the exercise more than the dimensions the raters are supposed to 
evaluate. Commentators on this paper are split, with some agreeing (e.g., 
Howard, 2008) and others disagreeing. Arthur, Day, and Woehr (2008), in 
particular, claim that Lance’s fi ndings are a consequence of misinterpreta-
tions of the nature of constructs and construct validity. At this point, no 
defi nitive answer is possible; a psychologist engaged in the development 
and use of assessment centers should be aware of the issue and be able to 
justify the actions taken in the project.

INTERVIEWS

Th e interview is probably the most widely used selection procedure. It is 
the rare manager who will employ an applicant without any personal con-
tact with the person. Th e employment interview serves many functions. 
It is an opportunity for the interviewer to sell the applicant on the orga-
nization. Even if the applicant does not get the job it is important that he 
or she leave with a positive view of the organization and process (Bauer, 
Truxillo, & Paronto, 2004; see also Posthuma, Morgeson, & Campion, 2002). 
A second purpose of the interview is that it oft en marks the beginning 
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of the new employee’s socialization process into the organization and the 
development of working relationships with new co-workers and superiors. 
Th is aspect is not oft en commented on in the literature, but it is a common 
experience, as shown by discussions with and observations of many inter-
viewers and interviewees. Although these aspects of interviewing may fore-
shadow the form and level of job performance that may be attained, they 
are not directly related to the prediction of job performance or determi-
nation of applicant qualifi cations. An interview that emphasizes either of 
these functions may drift  and be unstructured—the interviewer’s decision 
reached through “gut feeling” rather than considered judgment. However, 
psychologists have long known that unstructured interviews have essen-
tially no ability to predict an applicant’s future job performance. Interviews 
that are intended to do this or determine applicant qualifi cations should 
be designed so that the sales or negotiating portions are separate from the 
selection portion. 

Th e third function of the interview is to evaluate applicants and col-
lect information that will be useful for making personnel decisions. For 
this purpose a structured interview is based on a job analysis (prefera-
bly including critical incident analysis), and includes systematic scoring, 
and training for the interviewers on how to conduct and score the inter-
view. OBC psychologists are involved with the development of interview 
systems and oft en serve as interviewers. Th e primary types of structured 
interviews, behavioral and situational, were reviewed and described by 
Dipboye, Wooten, and Halverson (2004). Th ese authors presented a three-
dimensional model of interview structure; the axes were job-relatedness, 
standardization of interview conduct, and structure of data use. Th e fi rst 
axis includes job analysis and the extent to which KSAOs are specifi ed. Th e 
second axis involves issues of question focus, fl exibility, and note taking 
or other means of recording the interview. Th e third axis is concerned 
with how the data are used to evaluate the candidate; types of rating scales, 
how data are combined, whether the interviewer has the opportunity to 
access ancillary materials, and whether a decision model is used. Th ere is 
a tendency to believe that the more an interview system falls on the highly 
structured end of the axes, the more valid the interview will be. However, 
there are some caveats to this. For example, Dipboye et al. (2004) reviewed 
opinions and studies about the extent to which interviewers can deviate 
from a set of questions that are asked the same way every time. Interrater 
reliability may be higher, and it may be possible to do this with interviews 
for entry or low-level positions, but it doesn’t seem practical for higher 
level positions. Interviewing someone for a top executive post with an 
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infl exible interview style would probably reduce the interviewer’s credi-
bility to near zero. 

Two common structured interview methods are the situational inter-
view (SI) and the behavior description interview (BDI). Both are based on 
critical incidents based job analyses. Th e development of the situational 
interview parallels the development of a behaviorally anchored rating scale 
in many respects. Th e incidents are allocated by SMEs into categories (with 
reallocation by another group), then yet another group of SMEs rates each 
incident as to where it falls on a continuum of performance. Questions 
are developed from this. Th e questions are posed as hypothetical situa-
tions presented to the applicant. Responses are scored based on a set of 
benchmarks developed by experienced interviewers. Dipboye et al. (2004) 
include some example SI questions in their chapter. 

Th e BDI follows a similar development process. In the BDI the applicant 
is asked to describe an incident in which the applicant was involved. To 
eliminate as much as possible the tendency of applicants to search memory 
for what seems like the “best” example, the question is worded in terms of 
specifi cs “Tell me about the most recent time (worst time, last time, most 
satisfying time, etc.).” As with SIs, responses to BDIs are evaluated using a 
predefi ned and pilot tested scoring system. 

To illustrate the diff erence between an SI and a BDI, consider the fol-
lowing real incident (in developing both interviews a good many incidents 
are gathered and more than one is used to defi ne a dimension, but this is 
an example). 

A man entered an auto parts store looking for an oil fi lter. Th e counter 
person off ered to help him fi nd the right one but the customer refused her 
help because he thought a young woman wouldn’t be capable of knowing 
anything about auto parts. When it was obvious that he was unable to prop-
erly read the applications book, she was able to show him how to fi nd the 
correct part listing. She sold him the correct oil fi lter.

An SI question might be “A customer comes into the store and seems 
unable to read the applications book to fi nd the right part. He has already 
refused help from you once. What do you do?” Common answers are iden-
tifi ed and scaled. For example, “since he already refused my help I would 
ignore him and assist another customer” might be scored low, while the 
response “I would ask him again if I could be of some help” might be scored 
higher. Of course, if this interview is for an entry position, care would have 
to be taken to not score according to store policies that an employee would 
be trained in aft er hire.
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A BDI question based on the same incident might be, “Tell me about a 
recent time that a customer refused help but clearly was unable to identify 
the part needed.” Th e interviewer would be supplied with follow-up ques-
tions such as, “How did you know the person needed help?” and “How did 
you approach the person to off er help the second time?” Responses would 
typically be evaluated against a scale similar to the one used in the SI. 

In both the SI and BDI, but more so in the latter, the scoring of responses 
may be specifi c to the organization. For example, a candidate for a senior 
executive position might be asked, “Tell me about a recent decision you 
had to make in which you knew popular sentiment favored one course 
of action and your belief was another course was better for the organiza-
tion.” It is likely that the answer will provide an indication of the executive’s 
decision-making style, political adeptness, and willingness to take respon-
sibility. In one organization that favors consensus, one type of action may 
be preferred; in another organization that favors “doing the right thing,” 
another action could be scored high; and in another organization in which 
executives are expected to “take the bull by the horns,” yet another form of 
response would be seen as most positive. A psychologist performing the 
interview on behalf of a client organization, as in an individual assessment 
would have to know the culture of the organization and whether a change 
in culture is in store.

Both SI and BDI methods have been shown to result in valid interview 
systems using both content- and criterion-oriented approaches. Th e BDI 
approach is not always appropriate for entry level workers because they 
have few experiences to draw on. In that case the SI would be more appro-
priate. However, the BDI is more predictive of performance in higher level 
jobs (Huff cutt, Weekley, Wiesner, Degroot, & Jones (2001). 

Th ere are other exemplary structured interview systems available (cf. 
Dipboye et al., 2004). Th ose developed by fi rms for use in a variety of orga-
nizations are based on long-standing research programs and utilize exten-
sive job analysis systems in their implementation.

Although interviews can be highly valid, they are susceptible to sources 
of bias. Some evidence suggests that the adverse impact can be small, but 
other researchers indicate that the eff ect sizes may be larger than previously 
believed once corrections for restriction of range are incorporated into the 
analysis (Roth, Van Iddekinge, Huff cutt, Eidson, & Bobko, 2002). Inter-
viewer training is always important, and part of that training should be ori-
ented toward avoiding improper discrimination. Interviewers are typically 
aware of an applicant’s appearance, gender, stature, and approximate age. 
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Th e psychologist should be able to describe what measures were taken to 
minimize undesirable eff ects of this knowledge. In addition, there is some 
controversy over whether the standardization of interview questions can 
undercut eff orts to treat members of diff erent cultures in an appropriate 
manner (Spence & Petrick, 2000, cited in Dipboye et al., 2004). Organi-
zational culture and past practices can also impact whether interviewers 
adhere to a structured interview and whether the interview will attract 
applicants who will most fi t the organization in the long run (cf. Dipboye 
et al., 2004). As a consequence, the OBC psychologist must not only know 
how to design, develop, validate, and train interviewers, and implement 
the interview program, but he or she must also know how to fi t the pro-
gram to the culture of the organization and to the labor market.

PHYSICAL, SENSORY, AND PSYCHOMOTOR ABIL IT IES

With expertise in testing and validation, psychologists were draft ed to 
develop selection procedures for physical abilities, sensory capability, and 
psychomotor abilities some decades ago. Guion (1998) commented that the 
civil rights acts and ADA “damped what little enthusiasm existed for physi-
cal and sensory competencies for personnel decisions” (p. 146). Th ough it is 
oft en assumed that size matters, old-fashioned height and weight require-
ments have become passé except in situations in which a clear relevance 
can be demonstrated. Danica Patrick in auto racing and Dustin Pedroia 
of the Boston Red Sox and 2008 American League Most Valuable Player 
(MVP) demonstrate that small size is not an impediment to success in phys-
ically demanding jobs. Guion noted that even in cases in which size can be 
demonstrated to be a valid selection criterion, the better move is oft en to 
redesign the position than select people to fi t it.

Some jobs require a certain level of physical ability. Fleishman has been 
at the forefront of identifying those that are most useful for employment 
(cf. Fleishman & Reilly, 1992). Th e list of physical factors consisted of 
static strength, explosive strength, dynamic strength, trunk strength, extent 
fl exibility, dynamic fl exibility, gross body coordination, gross body equi-
librium, and stamina. Hogan (1991a) identifi ed three general factors that 
subsume these: muscular strength, aerobic capacity (cardiovascular endur-
ance), and movement quality (coordination); she later combined strength 
and endurance into one factor (Hogan, 1991b). Guion (1998) provides a 
model illustrating the relationships between the Fleishman and Hogan 
factors. Unfortunately, the adverse impact on female applicants when using 
physical ability tests can be very pronounced. Th ere can be fairness issues 
as well when it is noticed that current, longtime workers do not have the 
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level of fi tness expected of new hires. When a degree of physical ability is 
required to prevent injury to the worker or others, such tests may be nec-
essary. In general, whenever possible it makes sense to try to redesign the 
job. For example, at one factory where I consulted, a relatively inexpen-
sive piece of equipment was purchased as an accommodation for a dis-
abled worker. It worked so well that the same equipment became standard 
for all workers, increasing productivity and reducing injuries at the same 
time. Military organizations cannot easily redesign jobs and there are obvi-
ous physical demands on soldiers, sailors, and aircrew. Rayson, Holliman, 
and Belyavin (2000) described how the British Army developed criterion 
measures and selection tests that were as bias free as possible from discrim-
ination between the sexes. Similarly, fi refi ghters and other public safety 
personnel necessarily need a level of strength and fi tness to perform these 
very diffi  cult and demanding jobs. Henderson, Berry, and Matic (2007) 
found that for several years of fi refi ghter recruits, the recruits’ pretraining 
strength and endurance measures predicted how well they performed on 
physically demanding work simulations at the end of training. 

Sensory abilities have engaged the attention of psychologists working in 
personnel selection and human factors over several decades. Th ere was a 
considerable amount of research on vision for selection done in the years 
following World War II (Guion, 1965), but not very much recently. Th at is 
probably because of the ADA and because vision testing has shift ed to the 
ophthalmologic and optometric professions. Color vision is important in 
certain jobs, which makes it diffi  cult to design the job without the need to 
be able to distinguish colors—for example, in quality control. Birch (2008) 
examined the pass rates on one color vision test, the Farnsworth D15 Colour 
Vision Test, and concluded that certain patterns of scored responses are 
most applicable. Examination of her article quickly reveals the need for 
specialist knowledge beyond that of the typical OBC psychologist. As with 
most things, it is possible to access simple tests of color vision on the Inter-
net. Care must be taken, however, because even if the test as presented is 
appropriate, the video display may not accurately present the colors in the 
actual plates. 

Although it seems as if auditory perception would be as important as 
visual perception in many jobs, Guion (1998) was unable to fi nd many stud-
ies of the use of auditory tests in personnel selection. Th is trend, or lack of 
one, appears to continue. A search on May 2, 2009, of Psych INFO using 
keywords of auditory acuity, auditory discrimination, and auditory percep-
tion combined with personnel selection identifi ed only eight papers, none 
of which were relevant for this chapter. Since auditory ability is known 
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to decline with age, and with an aging population, it is likely that more 
attention will have to be devoted to auditory abilities on the job, job and 
equipment design may be more important than selection testing. If an 
OBC psychologist is using tests of sensory ability the best way to judge 
competence is to ask how the psychologist established the validity of the 
test and include a discussion of special competencies and how these were 
developed.

CLINICALLY ORIENTED MEASURES

For personnel selection, classifi cation, promotion, or other decision-making 
purposes, with only a few exceptions it is generally unwise to use clini-
cally oriented psychological instruments. Unless done as part of a medical 
evaluation aft er a job off er is made, the use of these instruments will be 
a violation of the ADA. Th e few exceptions for their use lies in the post-
hire decision for assessing fi tness for duty or return to work evaluations or 
psychological fi tness for occupations such as police offi  cer in which the 
public safety is paramount. In these cases the tests should be administered 
and interpreted by qualifi ed psychologists (or under their supervision) 
trained in these instruments and purposes. 
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SEVEN

Training and Development

All organizations must engage in training and development. Th ey train 
employees, customers, and suppliers. Training is necessary for learning 
job tasks, to develop skills for advancement, for the establishment of inter-
personal skills, and to protect the organization against legal problems. 
Because the internal and external environments of organizations do not 
remain stable for long, members of the organization must undergo contin-
ual development to master new conditions, remedy defi ciencies, and meet 
additional challenges. Organizational and business consulting psycholo-
gists have been involved in training and development since the fi eld began. 
Th eir roles have been varied across the training program cycle and its crit-
ical steps: needs analysis, program design and development, pilot testing, 
implementation, transfer of training to the job, and evaluation. Aguinis 
and Kraiger (2009) concluded that attention to each of these steps is neces-
sary to maximize the value of training and development activities. Th e six 
steps are not always followed; a large meta-analysis of training eff ects found 
that only about 6% of programs were preceded by a needs analysis (Arthur, 
Bennett, Edens, & Bell, 2003). Training is oft en an interdisciplinary enter-
prise; subject matter experts are requisite partners, experts in technology 
utilization may be necessary, and frequently professional trainers deliver 
the material. On the development side, OBC psychologists may work with 
individuals, groups, or teams to achieve improvement in job performance, 
teamwork, interpersonal functioning, and promotability. Th ese activities 
should ideally be preceded by the same steps as followed for training pro-
grams, although for interventions directed at individuals or small groups 
the steps may be less elaborate. Th is chapter covers the steps in developing 
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training programs and the competencies and ethics of development activ-
ities. It ends with a brief discussion of how OBC psychologists work with 
organizations on problems related to dysfunctional employee behavior.

Training Programs

NEEDS ANALYSIS

Th e basic methods of needs analysis were covered in chapter 4. Analyses for 
selection and training can share data and results, although those done for 
training purposes will be more detailed. A cognitive task analysis may be 
necessary to identify mental demands of a job including decision making, 
problem solving, pattern recognition, and situation assessment (Dubois, 
2002). Commonly, a training needs analysis will diff erentiate between 
needs and wants (Barbazette, 2006); the wants have to be justifi ed as part 
of a larger strategy moving the organization toward a new technology or 
culture. Barbazette’s book is an excellent resource for ideas and methods on 
conducting needs analyses. 

Th e needs analysis process must include considerations of timing such 
as determining when the training needs to happen, the duration of train-
ing needed, and whether it can be accomplished during the regular work 
schedule. For example, a large hospital planned to move to electronic record 
keeping. Management assumed all the nurses would have basic knowledge 
of how to work with computers so that instruction could be devoted to 
navigating the interface and be accomplished during a slow period a couple 
of months before the implementation. A fairly quick and inexpensive needs 
analysis using a simple survey and some interviews indicated that these 
assumptions were wrong. Many of the nurses had little experience with 
computers, so more in-depth instruction was necessary. Th is would take 
longer than initially planned. In addition, the needs analysis showed that 
the nurses were apprehensive that they would forget the new knowledge 
and skills if they learned them too long before the system was implemented. 
Experts may scoff , thinking this should have been obvious, but validating 
that judgment with the needs analysis input led to a change in plans. Th is 
example also illustrates how training needs analyses can be done at the 
task, job, personal, and organizational level. Th e nurses needed to learn 
how to access the record keeping system and enter and retrieve informa-
tion (task). Th e record keeping system either needed to fi t into their daily 
routines and procedures or these would have to change to accommodate it 
(job). Nurses had varying levels of familiarity and expertise with computers, 
necessitating some individualized training (personal). In spite of complaints 
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that the new system was disruptive and a pain to have to deal with, the 
organization needed the system to increase overall effi  ciency as well as 
meet external forces—such as payers, accreditation, legal system, and so on 
(organizational). A meta-analysis of training outcomes found that eff ects 
of training tended to be higher when more of these levels were analyzed 
(Arthur et al., 2003).

Management oft en turns to training to fi x performance problems. Th is 
oft en makes sense. During periods of low unemployment the organization 
may have to hire people with less experience and qualifi cations or lower 
aptitude than it would prefer. Training is necessary to make up for what 
the selection system cannot provide (and vice versa). However, sometimes 
training is seen as a solution for a problem that does not arise from a lack 
of know-how. A PROBE (short for “profi ling behavior”) analysis (Gilbert, 
1994) should be conducted to determine the nature of a performance defi -
ciency before committing to training. Th e PROBE analysis examines both 
the behavioral environment and the behavioral repertoires of the people 
who perform the work. Th e behavioral environment consists of directional 
cues (information or signals that a qualifi ed person needs to perform well), 
confi rmation (availability of task-relevant feedback), tools and equipment, 
procedures, resources, and incentives. Gilbert asserts that if the behavioral 
environment is lacking in any of these features, changing the environment 
makes more sense than putting resources into training. Behavioral reper-
toire questions focus on knowledge and training (including knowing good 
from poor performance, having basic skills needed to benefi t from train-
ing), capacity (identifying the cognitive and emotional limitations that 
may interfere with learning the job), and motives. 

PROGRAM DESIGN

Once present and future needs are identifi ed, training can be developed 
or purchased based on specifi cations derived from these needs. One set 
of specifi cations that typically trumps the others is practicality (Rogers & 
Peterson, 2002). It is oft en necessary to forego optimally eff ective training 
for training that gets done on time and with a minimum of interference 
to the daily routine. Early career psychologists who are working in applied 
areas such as training oft en feel as if their work does not measure up to stan-
dards expected by an academically oriented fi eld, not recognizing that the 
measure of competence is how trade-off  decisions were made to achieve the 
desired results, not how well the application represents the state of the art. 

A second critical set of specifi cations that infl uences the design of training is 
the organizational culture and the greater cultures from which organizational 
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members are recruited. Th e use of training technologies such as computers 
and Internet versus personal contact by a trainer may be more infl uenced 
by what is acceptable within and without the organization than by which 
technology seems the best based on training research. One high-tech orga-
nization has training delivered only via electronic media without regard 
to the eff ectiveness of the medium. High tech is what the company is and 
what it sells; anything else is contrary to what the company stands for. Th us, 
competence of the psychologist may be revealed in how the training is tai-
lored to fi t the situation; a simple inspection of the product may not reveal, 
and could belie, the nature of expertise involved in its genesis.

TECHNOLOGY IN TRAINING

Technological choices are an important part of training design. “Technol-
ogy” is oft en shorthand for the use of computers and other electronic media 
in training. Kraiger (2008) (see also the commentary which follows his 
article) suggests that web-based training off ers an opportunity to develop 
a “third generation” of social constructivist learning models. A somewhat 
incompatible model of “evidence-based principles” for designing multi-
media was presented by R. E. Mayer (2008). His view is less social, but it 
also seems constructionist at its core. Th ere is not complete agreement on 
this at the time of writing this chapter, but an OBC psychologist working in 
the area should be familiar with the controversy and its implications. 

Brown and Ford (2002) reviewed the literature on the use of computers 
and found four elements that infl uence results: information structure and 
presentation, the extent of learner control and guidance, learning activities 
and feedback, and meta-cognitive monitoring and control during training. 
Th ey provide excellent guidelines for guiding design. Some are surprising—
for example, intuitively one might think the more control learners have 
over the training, the better. Th is turns out to not be the case; there are 
times when people do a poor job of estimating the degree of practice they 
need to gain a skill and oft en overestimate their level of profi ciency. Many 
of Brown and Ford’s guidelines apply for other forms of training and are a 
worthy starting point in making decisions.

Th e term technology encompasses more than the employment of high-
tech devices. It includes the use of traditional classroom and trainer-based 
methods or on-the-job training when these are directed at producing 
particular training solutions. Th e physical and social environments are 
also aspects of the training technology and can impact training outcomes. 
A simple example: I recently observed a 3-hour diversity training pro-
gram held by an organization with about 75 people in attendance. It was 
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presented in a large auditorium, the only large space available, with large 
round tables seating eight or so participants each. Th e members of the 
organization generally get along and have a record of being supportive of 
each other and the organization’s diversity initiative. During the group dis-
cussions that are key components of this sort of training, I noticed that 
many of the senior members of the audience were not participating in an 
engaged manner. Aft er the training concluded, a quick check confi rmed 
that the nonparticipation was not due to disinterest or reaction to the con-
tent. Th e noise level of the room made it diffi  cult for these participants to 
hear and comprehend what was being said. How much latitude the train-
ers had in modifying their program to fi t the space is not known, but such 
problems are common and should be expected and anticipated by those 
developing and delivering the training. 

TRANSFER OF TRAINING

Training doesn’t accomplish anything if on-the-job behavior does not 
change. Th e problem of transfer has vexed training professionals and con-
sultants for decades. Lack of support by supervisors or a poor “transfer 
climate” have been blamed for lack of transfer (Aguinis & Kraiger, 2009; 
Salas & Cannon-Bowers, 2001), although research support is spotty, at least 
for the latter. Unfortunately, research on transfer has been done primarily 
using surveys (Salas & Cannon-Bowers, 2001), not examining what actu-
ally happened, so the meaning of the results is questionable. One can expect 
that transfer will be limited if leadership practices, performance appraisal 
and compensation systems, team members, and a host of other factors do 
not encourage it. Tannenbaum (2002) described how training has to fi t the 
strategic initiatives of the organization. Th e training department does not 
set the strategic agenda for the organization, and if the business strategies 
the training is based on are not disseminated and accepted, there will be 
little transfer. Th ere are a number of within-training and post-training fac-
tors that have been identifi ed at one time or another that impact transfer 
(Machin, 2002). Some have been known for generations, such as the iden-
tical elements approach, in which the same interfaces, tools, procedures, 
and such are used both in training and on the job. Another classic transfer 
element is the time between training and usage: the longer the delay, the 
less transfer is expected. Health professionals need to periodically requal-
ify on life-saving procedures such as cardiopulmonary resuscitation (CPR) 
to ensure that transfer occurs when needed. If you have a heart attack you 
want someone who has at least practiced CPR within the past few months 
helping you, not someone who learned it several years ago. More recent 
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additions to the transfer tool kit include goal setting and relapse preven-
tion. Although these do not seem to have an eff ect in every environment, 
it seems sensible to ask training participants how they will use their new 
skills on the job. For example, in one hospital the staff  received annual 
training on the eff ects of patients’ cultures on their response to treatment. 
Not much transfer happened; perhaps the training was too general or too 
infrequent, and the staff  did not know how to apply it. A team of organiza-
tional consulting psychologists recommended that the training be revised 
to include more specifi cs and to build in goals for specifi c and immediate 
applications such as “I will ask Jose who he considers to be his family. How 
do members of his family provide social, emotional, fi nancial, and other 
forms of support to each other?” 

PROGRAM EVALUATION

Because nobody is smart enough to consistently develop training pro-
grams that achieve all of the objectives on the fi rst try, evaluation eff orts are 
encouraged by all recognized experts in training. One classic distinction is 
between formative and summative evaluation. Formative evaluation infor-
mation is intended to be used to refi ne or revise the training so that the 
program continues to improve. Summative evaluation is done to provide 
“bottom-line” information for decision making. A summative evaluation 
may derive fi gures on the proportion of trainees who met certain criteria 
aft er training and whether the training was worth the expense. Although 
many organizations claim they want the latter, it is not clear that the data 
are used once obtained, particularly for programs that necessarily recur 
oft en due to regulation or mandate (Patton, 2009). 

Th e second classic taxonomy of forms of evaluation was developed by 
Kirkpatrick over half a century ago (Kirkpatrick, 1959a, 1959b, 1960a, 1960b). 
It is still the predominant taxonomy in the fi eld (Salas & Cannon-Bowers, 
2001). Kirkpatrick noted that training programs could be evaluated using 
four categories of criteria: reaction, learning, behavior, and results. Reac-
tion refers to the initial emotional response of participants to the training. 
It is oft en measured using the brief surveys ubiquitously passed out aft er 
training sessions, oft en called “smile sheets.” Reaction can be better mea-
sured by asking participants what appealed to them and what did not such 
as might be done in a usability study. Learning criteria assess whether the 
material, skills, attitudes, and other elements covered in the training were 
actually learned by the trainees. Behavior criteria are intended to assess 
whether the trained material is actually used back on the job: Did partic-
ipants’ change the way they work due to the training? Behavior criteria 
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are concerned with whether training has transferred. Results criteria are 
used to determine whether the behavior change due to the training made 
an important diff erence in operations. Results can be measured fi nancially 
(e.g., benefi t-cost analysis) or in terms of productivity, quality, or similar 
hard criteria. Although Kirkpatrick originally expressed the four criteria 
as following a causal sequence, a meta-analysis by Alliger and Janak (1989) 
found that reaction criteria were not related to the others. Th e data sup-
ported two causal models for the other three criteria; one is the expected 
learning → behavior → results model; the other is a more complex model 
with learning and behavior independently contributing to results. It seems 
reasonable to believe that reaction data other than smile sheets of ques-
tionable validity might have led to diff erent results for that criterion and 
for the other criteria the choice of actual measures may infl uence the form 
of the causal model. A more recent meta-analysis by Arthur et al. (2003) 
found eff ect sizes of roughly .60 (using d) from training evaluations for 
each of Kirkpatrick’s criteria. Th e observed eff ect sizes varied a good deal; 
only reaction and results had confi dence intervals not including zero. But it 
appears that training will generally produce improvement in performance 
as measured with well-validated criteria.

Development

For purposes of this chapter, development refers to activities directed at indi-
viduals to improve their performance or opportunities for advancement. 

A primary method of development is mentoring by leaders and more 
experienced peers. Mentoring consists of a long-term relationship in which 
an older, established person guides a new, or at least, younger person to 
“learn the ropes” (McCauley & Hezlett, 2001). A mentor teaches norms 
and limits, encourages development, introduces the mentee to the “right” 
people, advises, and coaches. McCauley and Hezlett noted that there are 
two primary ways of establishing mentoring programs. One is by devel-
oping opportunities for senior and junior employees to interact, and the 
other is through formal mentoring programs. Research supports both, 
but informal programs appear somewhat more eff ective (Chao, Walz, & 
Gardner, 1992). Mentoring programs can be benefi cial in furthering the 
business career of the mentee and can have long-term benefi ts outside 
of work. Westermeyer (1998) examined long-term outcomes of college 
students having a mentor and found that those with a mentor had both 
higher status positions and better health at midlife. OBC psychologists get 
involved with mentoring in helping design programs, training and coaching 
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mentors, and convincing the organization to support mentoring over the 
long haul. 

Performance appraisal feedback is also a common developmental strat-
egy. Somehow, in spite of all common sense, the yearly performance review 
has become institutionalized throughout organizations. In the words of 
one observer: “Performance appraisal could be compared to a medication 
that doesn’t work very well, has lots of terrible side eff ects, but which we 
continue to use because we have nothing better” (Gellerman, 1992, p. 166). 
Th ere are methods for making performance appraisal feedback useful; it is 
a job of the OBC psychologist to introduce organizations to these methods 
and assist in their implementation. 

Performance is assessed in organizations for three basic reasons: admin-
istrative, research, and development and motivation. Th e research purpose 
is rare, so for practicality, there are two reasons. Th e administrative pur-
pose of appraisal is to ensure that all employees know where they stand 
and to allow decisions to be made about employees. In a large organization 
there needs to be some way to distinguish between levels of performance 
and potential across many locations and functions. In many cases, to suc-
cessfully fi re someone you have to be able to show that the person was told 
of his or her inadequate performance.1 For all practical purposes, yearly 
performance appraisals are essentially required by the legal environment, 
not for increasing employee performance and development. 

Gellerman (1992) makes the very strong point that an appraisal system 
designed for administrative purposes is almost never eff ective at increas-
ing motivation, and typically it interferes with other motivation initiatives 
undertaken by a manager. Note that performance assessment is oriented 
toward the past; you measure what the person has already accomplished. 
Performance appraisal should be oriented toward the future—what the 
person should accomplish in the coming months. Th e developmental or 
motivational purpose makes sense only if the performance appraisal gives 
credible feedback that either

Can be acted upon. For this you need feedback that is negative, but  •
appropriate for the current development and goals of the individual. 
Negative feedback indicates how the person is off  track. Th e appraisal 
meeting should concentrate on how to get back on track.

1 Th is can also hurt your case. Lots of appeals, mediation, and lawsuits are lost because the 
employee had a history of receiving “meets standard,” “above average,” or even “excellent” 
ratings.
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Can sustain present performance. For this you need positive feedback.  •
It must be specifi c enough that the person knows what behavior to 
continue. 
Can increase future performance and opportunities. Both positive and  •
negative feedback are needed as well as frank discussions of the relative 
strengths and weaknesses of the person’s capabilities. It should include 
what needs to change to allow for opportunities of the 
foreseeable future.

Several manager-related factors can limit the value of continuing the pro-
cess. Time, the number of appraisals to prepare, the ability to observe and 
recall important details and incidents, and similar items are going to limit 
the value of the information (Barnes-Farrell, 2001). It has become common 
to utilize data obtained from multiple sources in addition to supervisors 
including peers, subordinates, and sometimes customers and suppliers 
(London, 2003). Multisource data have some value for developmental pur-
poses but should generally not be used for administrative purposes unless 
managers using the data have been trained in the use and limitations of 
the information and the instruments meet technical standards (Bracken & 
Timmreck, 1999). London (2003) reviews the uses and limitations of mul-
tisource feedback and provides some suggestions for improving its use. 

Meyer (1991) summarizes many years of work at General Electric and 
other places on performance appraisal interviews. Th e following are among 
the discoveries made 40 or more years ago:

Having the manager split roles of both (1) giving developmental feed- •
back and (2) determining merit raises, results in role confl ict and a 
confused message.
Once the employee hears about the raise, he or she doesn’t listen to  •
much else.
Once the employee hears any negatives, his or her defenses come up  •
and the employee doesn’t attend to much else.

Meyers’s solution is a fi ve-step process in which an employee and supervi-
sor discuss
1. Overall progress toward objectives; analyze accomplishments and 

shortcomings
2. Problems encountered in meeting job requirements
3. Opportunities to improve job performance
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4. Long-range plans, opportunities for the job and the individual’s career
5. General discussion of possible plans and goals for the coming year

Meyer’s (1991) suggestions are consistent with recommendations made 
by London (2003). London goes further in describing personal feedback 
skills managers can develop. Th ese parallel those used in coaching improved 
performance. Th e OBC psychologist has a role in training these skills.

Managers need both “soft ” or “people” skills and “hard” business knowl-
edge and skills. Some of this can come from formal education such as busi-
ness schools, some from internal training, and much from experience. Th e 
most eff ective high-level managers have a variety of experiences that allow 
them to see business problems and opportunities from multiple perspec-
tives. A development plan intended to increase the possibility of promo-
tion of a current or potential manager should include a method for gaining 
new experiences. Methods can range from task forces and special assign-
ments to working as part of a multifunctional team to job rotation. In the 
last the person moves to a succession of jobs in diff erent departments or 
functions in the organization. Th ese methods have been in use for decades 
but are still eff ective. A survey of 878 senior managers in Finland by 
Suutari and Viitala (2007) found that most had engaged in these methods 
and found them helpful. International assignments are also used as a form 
of development and are helpful for those in multinational fi rms (Suutari & 
Viitala). Th ere are several cross-cultural considerations that must be con-
sidered in making these assignments; these are discussed in chapter 12.

CAREER DEVELOPMENT AND PLANNING

Organizational and business consulting psychologists may be called upon 
to engage in career counseling. In general this will not be the sort of career 
planning that vocational counselors engage in with students and new grad-
uates. Th e information and competencies for such counseling is covered 
in such texts as Amundson, Harris-Bowlsbey, and Niles (2010) and the 
review by Fouad (2007). Instead, the OBC psychologist is apt to engage in 
career development and planning in four other ways. First, the psycholo-
gist may build career planning into a broader organizational initiative such 
as succession planning, planning for future human resource needs, or a 
performance evaluation system. Second, the psychologist may help design 
and manage a career center within an organization. Th ird, an OBC psy-
chologist may provide services in outplacement, helping laid-off  employ-
ees fi nd new careers. Fourth, career planning may be part of an ongoing 
individual development or coaching relationship. For each of these the 
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OBC psychologist needs familiarity with career assessment instruments 
(cf. Hansen & Dik, 2004) and theories of vocational choice. Th ere is a sur-
feit of the latter, with the Holland theory (Holland, 1997); Super’s devel-
opmental theory, as updated by his followers (e.g. Osborne et al., 1997; 
Savickas, 2000); social cognitive career theory (Lent, Brown, & Hackett, 
1996); and career anchor theory (Schein, 1993) as probably the most used 
approaches. Recent entrants, such as narrative, personal construct, and bio-
graphical-hermeneutic (Savickas, 2000) theories, appeal to many psycholo-
gists who focus more on phenomenological experience. Generally working 
with people who have anywhere from some to extensive work experience, 
the OBC psychologist will need to spend little time on what Super termed 
“World of Work” experience (cf. Osborne et al., 1997); instead, his or her 
attention will be more toward trends within and without the organization 
(Doyle, 2000) and life events that have occurred or will occur to the person 
(Sterns & Subich, 2002) and the salience of these events to the person and 
that portion of the person devoted to the career (Savickas, 2000). Because 
of this, the OBC psychologist needs a good understanding of development 
from young adulthood, through midlife, and into old age. Th is requires 
an ability to go beyond standard assessments and learn from people what 
is particularly meaningful for them, their sense of effi  cacy to accomplish 
career goals and clear hurdles (Lent et al., 1996), and their priorities in life. 
Th is requires skill at interviewing, rapport building, and suffi  cient empa-
thy to understand the client’s attempts to explain what is meaningful and 
whether such experiences are consistent with the client’s value system. 

COACHING

An individual development phenomenon that has grown tremendously 
in the past couple of decades is coaching, reaching what Levinson (2002) 
termed “fad level proportions” (pp. 415–416). It is probably not a coinci-
dence that the great growth in coaching corresponds with the develop-
ment of new forms of organization that eliminate many middle managers. 
Th ese were the natural mentors for developing managers, and with their 
loss a void opened. At its best, coaching is an outgrowth of the practice 
of consulting psychologists who met with managers and executives on a 
one-to-one basis to help improve performance, remove impediments, and 
expand capability. Experts disagree on the nature and purpose of coaching. 
Levinson (1996) held that most coaching focuses on maladaptive behav-
iors while Peterson (2002) claims it has become focused more on helping 
all managers deal with change, with no implied dysfunction. It is critically 
important that the OBC psychologist keep the consulting role separate 
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from the role of being a therapist. Although many OBC psychologists have 
a background in clinical or counseling psychology, when functioning in a 
consulting mode they avoid the unethical mixing of roles. 

Regardless of the models used, there is very little empirical evidence indi-
cating that coaching has any positive benefi ts (Lowman, 2005; Peterson, 
2002). Not only is there little outcome data but there is almost no indi-
cation that clients change as a consequence of the intervention. Th e OBC 
psychologist engages in coaching when it is an appropriate professional 
activity, but those who are competent practitioners have more than one 
service or intervention to off er their clients.

In contrast to using therapy-driven coaching models, OBC psycholo-
gists who work one-on-one with managers or executives follow a diff erent 
tack. As in process consultation, once the person’s situation and goals are 
clarifi ed, the psychologists are at times much more directive; oft en nondi-
rective models only frustrate the client and do not accomplish the goals the 
psychologist was assigned. Winum (2005) presented a case that illustrates a 
structured approach typical of that used by competent OBC psychologists. 
In this case a company promoted an African American manager, Tom, to 
a senior position based on his potential. Due to urgency to keep a highly 
marketable young executive and to meet diversity goals, Tom was promoted 
with less experience than usual for those at his current level and he was not 
succeeding. Winum describes his meetings with Tom’s boss and the human 
resources manager and with Tom. However, Winum did not rely on just 
one-on-one discussions. He collected a considerable amount of informa-
tion from Tom’s co-workers, subordinates, superiors, and others and ana-
lyzed it within the context of the company and the people who work there. 
Although Winum’s work in the meetings may have been infl uenced by his 
clinical experience from years ago, the critical ingredients included his fact 
fi nding, knowledge of business in general and the business in particular, 
his knowledge of leadership, organization, learning, and most other topics 
covered in this book. 

DEALING WITH INEFFECTIVE PERFORMANCE

Sometimes an organization member’s performance is seriously defi cient in 
some way, yet he or she retains signifi cant value to the company so there is 
a reluctance to dismiss the person. Take, for example, the production man-
ager who is absolutely brilliant in implementing new processes, putting his 
plant at the forefront of innovation, but he is one of the worst managers 
of people on the planet. Th ere is a very high proportion of the population 
who at one time or another can be expected to perform below standard due 
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to behavioral problems (Th omas & Hite, 2002). Whether these are seen as 
personality or mental disorders, as dysfunction, or ineff ective coping skills, 
solving the individual’s problem is probably beyond the OBC psycholo-
gist’s scope. Th e OBC psychologist may well be asked to help the organi-
zation as personifi ed by supervisors, team members, and the individual in 
question adapt or manage the behavior in a fruitful manner. It is possible 
that success in the workplace will spill over into other areas of the person’s 
life, but that is not the goal.

Frew (2004) diff erentiated between individual dysfunction and systemic 
dysfunction. Th e former was defi ned as “an impairment in the capacity to 
work that is related primarily to psychological distress which has noth-
ing or very little to do with the workplace itself ” (p. 294), while systemic 
dysfunction is “not solely the domain of the individual but is a product 
of the dynamic relationship between the individual and the environment” 
(p. 295). Examples of systemic dysfunction include disputes with a boss, 
transfer to an unchallenging job, or sexual harassment. Individual dysfunc-
tion probably falls into the domain of the ADA (see chapter 3). Accom-
modations may be necessary. Once the ADA requirements are met, Frew 
recommended four guidelines for managers. Th e OBC psychologist’s job is 
to help management comprehend the situation, understand options, and 
be able to follow these guidelines:

1. Assessment and disclosure. Th e assessment consists of work-related 
metrics (attendance, productivity, etc.), not psychological. Once the 
data are identifi ed the manager can arrange to meet with the employee. 

2. Work or leave determination. If it is not possible to raise perfor-
mance to requisite levels the employee may need to leave the job either 
through resignation, retirement, disability, or transfer. 

3. Designated implementation and follow-up of a plan of action. If the 
employee stays, the action plan must be implemented and followed.

4. Motivation and leadership. Employees will not follow a leader they do 
not trust. In working with individual dysfunction, trust is an extremely 
important factor. Managers should try to fi nd a means of developing 
trust between themselves and employees.

Frew assumes that in the case of systemic dysfunction the employee was 
once in a balanced situation which was thrown off  kilter by some change. 
Systemic dysfunction is more complex to work with because there is no 
single feature such as a mental disorder as the central causative factor. Th e 
person, other people, and the organization may need to engage in diffi  cult 
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change eff orts. Ultimately, the same guidelines as for individual dysfunc-
tion need to be followed. Th e demands on the OBC psychologist are greater 
because the increased complexity requires a broad view of organizational, 
business, and legal principles and fl exibility in implementing change strat-
egies. For managers, the methods described by Schein (2009) for helping 
may be useful.



EIGHT

Organizational Psychology

Organizations are complex systems. As a complex system, an organiza-
tion melds the social, individual, technological, fi nancial, and other com-
ponents. To navigate such a system one must understand organizational 
culture, leadership, how decisions are made, and motivation. OBC psy-
chologists must understand systems theory and how an organization has 
evolved to fi t its environment if they are to devise interventions that will be 
accepted and will result in the client’s meeting its objectives. 

Modern organization theory was formed from the conjunction of open 
systems theory stemming from biology, specifi cally ecology, and infor-
mation theory from mathematics and engineering. Th e former is gener-
ally explicitly recognized; the latter has had most of its direct infl uence 
through the development of cognitive theories and in engineering psychol-
ogy. Information theory is, however, at least implicit in systems theory. 
Coming from ecology, open systems theory emphasizes the relationship 
between a system, such as an organization, and the environment. An orga-
nization that does not fi t in its environment is doomed to eventual extinc-
tion. Organizations evolve and, unlike individual members of species, 
individual organizations can evolve or change with the times. Th at insight 
forms the foundation for this chapter and the next. 

Systems Theory

Th e classic presentation of systems theory as it applies to organizations was 
that of Katz and Kahn (1966, 1978). Th ey noted that the fundamental issue 
with a system is identifying its boundary. A system does not exist without 
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a boundary between it and the rest of the universe. Boundaries may be 
more or less permeable. Employee selection systems are a good example of 
how organizations manage one aspect of permeability—who is and is not 
a member of the system. However, this illustrates a problem with defi n-
ing boundaries. Many people who are associated with organizations are 
not “members,” including temporary workers, contract workers, new hires 
on probation, vender personnel located on site, and so on. Church and 
Waclawski (1998) bemoaned the fact that even though they were highly 
qualifi ed professionals, to their client organizations they were just ven-
dors, people who are not worthy of full system membership. Just as people 
from diff erent cultures may have diff erent meanings for the word “family,” 
organizations diff er in who and what is considered inside the boundary. 
Regardless, once established, the system must take pains to maintain the 
boundary or risk disappearing. A second fundamental issue with systems 
is they strive to survive. Th at is typically the number one goal. 

A third fundamental is the fact that there are subsystems—systems 
within systems. Just as our Earth is part of the solar system and we belong 
to systems on the Earth, one system can be embedded within another. As 
another example, companies hire law fi rms to represent them. Th e lawyers 
bring with them attorney-client privilege, meaning most, but not all, com-
munications are protected and confi dential. Th us, the lawyers cross into 
the organization’s boundary, yet remain within their own fi rm. Th e subsys-
tems have their own boundaries and these can be distinctly diff erent from 
the boundary of the greater system. For example, an automobile manufac-
turing company has a marketing subsystem that makes arrangements with 
dealers who purchase cars from the company, sometimes on credit from 
the company or a subsidiary (i.e., subsystem) of it. Th e dealers are both 
separate entities and in a sense belong to the system. To add more weird-
ness to the soup, the dealers may sell more than one brand of car, thus being 
parts of competing systems. So, the nature of subsystems can confuse the 
boundaries. Katz and Kahn (1966, 1978) identifi ed fi ve types of subsystems 
that all systems must have: the managerial, supportive, production, main-
tenance, and adaptive subsystems. An important goal for the OBC psychol-
ogist when consulting with organizations is to identify these subsystems. 
Within a given organization the tasks of each may be split among multiple 
subsystems and a given subsystem may serve more than of these roles.

As a biological theory, open systems theory operates on the basis of energy 
exchange. An animal, for example, takes in energy in the form of food, 
converts the energy into a form the body can use, and the result is move-
ment, nerve conduction, and by-products from digestion and respiration. 
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Katz and Kahn (1966, 1978) identifi ed fi ve common characteristics of all 
systems based on this energy transfer. Th e fi rst is the importation of energy. 
For an organization, inputs include people, ideas, money, raw materials, 
customer needs, orders, and so on. Th e second characteristic is the through-
put. Just as the body transforms food, the organization must transform 
these inputs into something usable. Th is transformation process itself takes 
energy, as when the organization provides training to new employees. Th ird 
is the output. Some outputs are desirable and expected, such as products 
and services. Other outputs are not desirable, but expected, such as emis-
sions from a smokestack. Th en there are unexpected outputs—for exam-
ple employees who take a new idea out of the company to form their own 
fi rm. Fourth, systems are made up of cycles of events. A great symphony 
is made up of movements. Each movement is distinct, but themes may be 
carried from one movement to another. Some cycles are short, some long. 
It is important for the consultant to observe and identify the cycles within 
a system in order to create interventions that fi t the system. Th e fi ft h char-
acteristic is negative entropy. Since entropy as a law of physics says that all 
organized systems will eventually disorganize and disperse, the organiza-
tion works to put that fate off  as long as possible. Th at means that the orga-
nization must continually bring in more energy than it expends. It must 
either hoard resources against lean times or attempt to control the envi-
ronment so that lean times do not occur. For example, a manufacturing 
company can either build up inventories or slack resources, or it can adopt 
a just-in-time delivery system. Th e latter requires careful control over the 
habits of suppliers, delivery systems, and other components. 

Causality in systems is complex. Th ere is oft en not a single cause of a 
problem, nor a single problem, nor a single solution at hand. If there were, 
there would be little need for consultants. Th ere are multiple causes, some 
more tractable than others. Th ere is also a phenomenon of equifi nality; 
there is usually more than one route to a goal. Th ere is also the fact that 
a change at one point in a system can result in unanticipated changes in 
other parts. Sometimes these are benefi cial and sometimes they create new 
problems. Organizations and their consultants work hard to anticipate 
these changes, but there are always some that are not predicted. 

Organizational systems are constructed from roles (Katz & Kahn, 1966, 
1978). Each member of the organization has at least one role and may have 
more. Since people belong to multiple systems—some work and career 
related, others centered outside the workplace, such as family, friends, 
and clubs—Katz and Kahn observed the phenomenon of partial inclu-
sion, meaning the entire person is not necessarily immersed in a given role. 
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Roles are socially defi ned and role expectations are sent by others, within 
and without the system. Th is can lead to role confl ict—for example, role 
expectations sent by the organization that the person work late and the role 
expectation sent by the family that the person spend quality time at home. 
Role confl ict can also arise just within organizational systems; the problem 
of multiple bosses is a classic example. OBC psychologists as both inside 
or outside consultants can take advantage of permeable system boundar-
ies and of the psychologists’ status as partial members of the organizational 
systems they consult with by (1) avoiding some role signals to bring new 
perspectives into the system and (2) to interject new role expectations. Th e 
process consultant (see chapter 9) is the quintessential example of this, but 
the psychologist can accomplish regardless of the type of project or most 
relationships with the client. Sent role expectations are a form of norm 
setting and norms are an aspect of organizational culture.

Organizational Culture

Th e fi rst and, perhaps, most critical aspect of consulting with organizations 
is to understand the culture of the particular organization. Th e concept 
of organizational culture derives from anthropological notions of culture. 
Th ere are several defi nitions of organizational culture; Schein (2004) lists 
11, each with variations. Schein lists several basic elements of organizational 
culture: structural stability, depth, breadth, and patterning or integration. 
Th e last refers to the various components of a culture including rituals, cli-
mate, values, and behaviors that combine into a coherent whole, or Gestalt. 
From these considerations, Schein goes on to provide a formal defi nition 
of the culture of a group (and, hence, organization) as

a pattern of shared basic assumptions that was learned by a group as it 
solved its problems of external adaptation and internal integration, that has 
worked well enough to be considered valid, and therefore, to be taught to 
new members as the correct way to perceive, think, and feel in relation to 
those problems. (Schein, 2004, p. 17)

Schein, however, is not the only one to provide a defi nition. Ashkanasy 
and Jackson (2001) note that there are at least three types of the defi ni-
tion stemming from diff erent ontologies ranging from structural realist 
to social constructionist to a form of linguistic convenience. Th ey also 
note that defi nitions depend on what epistemological approach is chosen 
by the defi ner. A deductive approach emphasizes the development of cul-
tural dimensions, constructing measures of these, gathering evidence, and 
revising the dimensions as new results become available. An inductive 
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approach, one favored by Schein in his writings, emphasizes tacit elements 
that may or may not be explicit. What Ashkanasy and Jackson term a 
“radical” approach has observers less interested in accuracy than “pro-
ducing constructions that refl ect their own interests and experiences” 
(p. 399). Th e choice of approach has resulted in considerable intellectual 
battles. Most prominently, those who create surveys are concerned with 
fi nding dimensions or factors that explain the common elements of orga-
nizational culture the world around, much as personality theorists have 
focused on the Big 5. Others, of whom Schein is the most prominent, seem 
more inductive or intuitive. Th ey tend to eschew universal elements and 
concentrate on what aspects of the local culture diff erentiate the organiza-
tion from others and how the culture will impact attempts to change. Such 
attempts are thought by some not to be “scientifi c,” because there is little 
interest in generalizing from one study to another. Th e counterargument 
is that the Schein approach is more scientifi c because it relies on multiple 
sources and types of information rather than questionnaires. Both sides 
have their strong points. Th ere is no general resolution because the solu-
tion depends on one’s aims. Th ere is a close analogy to personality theory, 
in which there is value both in studying common elements of personality 
and in studying the idiosyncrasies of the individual. For the psychologist 
interested in intervention, the former allows comparisons with others in 
a normative fashion or a comparison with desired state, while the latter is 
most helpful in understanding the specifi c person, especially when chang-
ing the individual is the focus. As discussed elsewhere in this volume, the 
development of rival perspectives in clinical and counseling psychology 
has been more harmful than helpful and in the treatment of organizational 
culture the beginnings of such rivalries can be seen in OBC psychology. 

Th ere are several survey-based measures of organizational culture (cf. 
Ashkanasy & Jackson, 2001; Svyantek & Bott, 2004). Th e question has 
been whether the various instruments are measuring the same constructs, 
particularly as one moves from one social culture to another. Results are 
inconsistent, with Askanasy and Jackson (2001) reporting that only two 
broad factors, instrumental and expressive, could be consistently replicated 
across organizations and societies. Recently, De Beuckelaer, and Lievens 
(2009) reported success in fi nding similar factor structures in samples from 
the same organization around the world (as well as measurement equiva-
lence between Internet and paper-and-pencil surveys). However, it is clear 
that less broad cultural elements, such as communications or safety, are more 
apt to be replicable, at least across organizations. Th ere are serious limita-
tions to the use of survey-based measures across organizations and societies, 
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the most obvious of which are problems in verifying that the same linguis-
tic concepts are being expressed in the items across translations (Spector, 
2001). In addition, because the data are collected at the individual level 
but applied at the group or organizational level, there are concerns about 
level of analysis issues. Th e most serious of these are the potential for 
misspecifi cation, aggregation bias, the cross-level fallacy (i.e., assuming 
relationships found at one level hold at another level), and contextual falla-
cies (not taking context into account) (Ashkanasy & Jackson, 2001). Th ese 
are serious enough that Ashkanasy and Jackson (2001, p. 403) concluded 
that, “Taken together, these four problems represent a central threat to the 
validity of survey-based measures of culture and climate.” Th us, it could 
be expected that an OBC psychologist relying solely on survey measures 
to establish climate would address these concerns in the situation the psy-
chologist is working in.

Perhaps the most informative informal defi nition that is of use to con-
sultants who are entering an organization for the fi rst time is Schein’s (1968; 
cited in Schein, 2004, p. 13) earlier defi nition that culture is “the way we do 
things around here.” A consultant who has worked with multiple organiza-
tions in the same industry or functions knows exactly what Schein means. 
At an extreme level, one organization may value only individual achieve-
ment. Another organization in the same industry may emphasize team-
work. Even functions vary in how organizations do things. Employees in 
the accounting department are likely to follow procedures strictly while 
those in sales may stress fl exibility and doing “whatever it takes” to make 
the sale. Culture functions in much more subtle ways, of course; these 
examples are of the more obvious manifestations. 

Schein (2004) describes culture as occurring at three levels (a reduc-
tion from fi ve levels in earlier work): artifacts, espoused beliefs and values, 
and underlying assumptions. Artifacts refer to the visible products and 
accoutrements of the group. Offi  ce decorations and layout are common 
examples:Th e size of a desk or depth of carpet in the offi  ce are traditional 
markers of status. Behavior is also a type of artifact: Do people interrupt 
personal conversations to answer the phone? Schein points out that sym-
bols can be ambiguous to the uninitiated, so it is risky to make inferences 
from artifacts alone. Th ey can be helpful, though. One small company 
had a central offi  ce area in which all managers, regardless of level, were 
housed. On an early visit I noticed the head of customer service had boxing 
gloves hung on the outer doorknob of his offi  ce. I’m not sure what the intended 
impression was, but aft er I mentioned to the president that the impression 
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this might generate in both customers and company employees who 
worked with customers might not be desirable, the gloves were removed. 
Still, the boxing gloves demonstrated an attitude that “the company is 
right, the customer is asking for something unreasonable,” an attitude 
that proved diffi  cult to change. In the same company I noticed a degree of 
resentment in the back, production area against the young President/owner. 
Although reasonably well paid under a union contract, the workers felt 
they were being exploited by the executives. Whether accurate or not, the 
perception needed to be recognized and dealt with. As I reported this I 
made what I thought was an exaggerated fantasy example that the president 
ought to not park his Ferrari in the front lot. He looked at me strangely and 
only then did I learn that over the weekend he had bought a Lamborghini 
and it was parked out in front. Th e symbolism to the workers in back was 
powerful. 

Th e values and beliefs of an organization are fundamental to its culture. 
Th ese include beliefs about the environment (e.g., are regulators on the 
company’s side or opposed to it?), customers (do they have highly sophis-
ticated tastes or can they be duped into accepting anything?), the nature of 
employees and management, and a myriad of others. Th e critical point is 
that in a cohesive organizational culture, members are socialized to accept 
the values and beliefs and those whose adherence is questioned may be 
“excommunicated” from the fold. One problem is that since organizational 
culture is in a sense a Gestalt, there must be some elements that are fi gural 
at any one time. Th is can create confl icts when the culture holds incompat-
ible beliefs or values. University faculty, for example, may adhere to values 
of “academic freedom” simultaneously with values of a more ideological or 
strict paradigmatic nature. A faculty member whose pronouncements or 
writings defy the ideology or paradigm may be condemned by some while 
others applaud the inherent freedom to present divergent views. Only 
when the institution becomes aware of two incompatible values does the 
culture quake and a shift  become necessary.

Th e basic underlying assumptions made by an organization’s mem-
bers represent the deepest level of organizational culture. Many of these 
assumptions are not easily identifi ed. Schein (2004) gives examples of how 
a person at work who is apparently doing nothing at his or her desk can be 
seen as “loafi ng” or as “thinking out an important problem” (p. 33). A school 
system that assumes that students diff er in innate ability, and hence, poten-
tial achievement, will have quite a diff erent culture from one that assumes 
that all students can achieve the same level of success. Schein presents some 
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persuasive examples of cross-cultural (societal level) organizational culture 
problems that stem from diff erent underlying assumptions, as for instance 
between an American manager and a Chinese subordinate working in 
China. Th e competence to identify these underlying assumptions must be 
continually developed; it is doubtful that anyone achieves anything close 
to perfection in this. Th e development of such a competency comes from 
self-refl ection, discussion and instruction with mentors, working with and 
asking people in various organizational cultures why they do many of the 
things they do. I fi nd it helpful to study the history of diff erent societies 
to learn how their underlying assumptions impacted social structure and 
allowed the culture to surmount environmental stressors or to collapse. 
I believe it is much easier to get the gist of this reading about, say, the trials 
and tribulations of the Han Dynasty in China, the Meiji Restoration in 
Japan, or the European Reformation than it is to begin with the examina-
tion of the assumptions underlying one’s own organizations. Other OBC 
psychologists may have their own ways of accomplishing this. 

Organizational Culture Versus Organizational Climate

At some point it is important to confront the debate over the relation-
ship between organizational culture and organizational climate. Th e two 
concepts are frequently confused and there is some debate over whether 
they are independent from each other or from other concepts such as job 
satisfaction. Syvantek and Bott (2004) addressed the distinction. Th ey see 
organizational culture as more oriented to the big picture; to long-term 
values and norms; and more integrative. Climate is said to correspond 
to management practices that are linked to specifi c behaviors thought to 
be important in the specifi c organization. Svyantek and Bott expect that 
climate will be more closely linked with specifi c aspects of organizational 
performance, while culture will not link with performance. Th e lack of rela-
tionship, or inconsistent relationships, between culture and performance 
was also noted by Ashkanasy and Jackson (2001) in their review of culture 
and climate. Culture is important because it limits what can and cannot be 
done in an organization. Presumably culture evolves to fi t the internal and 
external environment, both of which it then infl uences as much as possible. 
Th us, culture will limit the eff ectiveness of the consultant’s activities if the 
consultant has not adapted them to fi t the organization. Culture will take 
a long time to change, while climate will change more quickly and have a 
more immediate impact on certain aspects of performance.
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Leadership

Ask 20 people what leadership is and you will get 20 diff erent answers. 
To illustrate the diff use nature of the concept, in recent weeks the sub-
ject of leadership has come up in a number of encounters I’ve had with 
colleagues, administrators, consulting clients, friends, and family. A high 
school teacher told me of a student who was acting in an immature manner 
around his friends. Th e teacher said, “He was not showing good leader-
ship.” Is a manager who is avoiding taking sides in a controversial issue 
and pushing decision making down to subordinates engaging in “good” 
leadership as some say, or “demonstrating a lack of leadership” as claimed 
by others? Is a politician who is reneging on campaign promises showing 
poor leadership through a lack of character or great leadership by changing 
with the times? Is a basketball coach whose teams win games and cham-
pionships but who engages in fi ts of temper on the court a great leader or 
such a poor role model he should be banned from competition? If a fi c-
tional man-of-action hero like the Lone Ranger is a leader, is there room 
in the concept for a quiet, unassuming soul like George Bailey, the central 
fi gure in It’s a Wonderful Life? Is a Wall Street executive who pockets a 
multimillion-dollar bonus while laying off  hundreds of employees a scam 
artist or a leader who keeps the best interests of the business and stock-
holders in focus? Th e last question leads to another: Who is the executive 
a leader of? Organizations have multiple stakeholders and the interests of 
these occasionally clash; whom each group sees as a leader and how they 
evaluate leadership can vary. 

Th e examples in the previous paragraph suggest that leadership is many 
things and what it is depends on your vantage point. Part of the problem in 
understanding leadership is that the term encompasses many separate con-
cepts. A leader may be the person at the top of the administrative pyramid 
of a large organization. Leadership may be seen as being a role model, a 
mentor, an effi  cient factotum, a dispenser of wisdom and justice, a decision 
maker, a builder of climate and culture, a money maker, a planner and stra-
tegic thinker, and so much more. OBC psychologists are frequently asked 
to evaluate potential hires for leadership qualities, to work with someone 
who needs to “learn leadership,” to design leadership training, to infuse the 
organization with a culture of leadership, and similar leadership assign-
ments. As psychologists we have a huge theoretical and empirical base to 
call on in meeting these assignments. But, psychology is not the only dis-
cipline that has examined the concept and the OBC psychologist needs to 
know these areas as well. 
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LEADERSHIP FROM HISTORY AND POLIT ICS

One of the most famous paintings in the country is Emanuel Leutze’s 
George Washington Crossing the Delaware, which hangs in the Metropol-
itan Museum of Art in New York. Th e painting depicts the attack by the 
American Revolutionary Army on December 26, 1776, on the English and 
Hessian forces in the Battle of Trenton (see http://www.metmuseum.org/
explore/gw/el_gw.htm for a photo and more information on the painting). 
Washington stands in the bow of the boat, in clearly bitterly cold weather. 
He is in the forefront of the troops, not commanding from behind. Wash-
ington is not asking the troops to do what he will not do. Th is quintessential 
image of leadership gets at the heart of what historically has been recog-
nized as a sign of great leadership (Keegan, 1978, 1988). Teddy Roosevelt 
leaving his position as Secretary of the Navy to join the troops in the Spanish 
American War, ultimately leading the charge up San Juan Hill, is an exam-
ple of this form of leadership (Brands, 1997). Th is is not culture specifi c. 
Keegan cites historical examples from around the world of respected lead-
ers leading from the front. A tragic example is Japan’s Saigō Takamori, “the 
Last Samurai” (Ravina, 2004), who devoted his life to living the ideals of 
the samurai and died leading his troops into a battle they could not win. 
Fortunately, most leaders do not have to lead their forces into battle to lead 
from the front. Nobody represented the Victorian era or epitomized her 
society more than Queen Victoria herself (Strachey, 1921). 

Many cultures expect leaders to be humble, not self-aggrandizing. 
While the leader may profi t from his or her endeavors, leadership in both 
the American and Confucian traditions requires humility and character. 
Shortly aft er the Revolutionary War was concluded, former Army offi  cers 
met to form a new American government, one based on a new king: George 
Washington. Th ey held what Flexner (1974) termed “the most impor-
tant single gathering ever held in the United States” (p. 174) on March 15, 
1783. Clearly this was a great personal opportunity for Washington, but 
he was opposed to a new king, even if he was to be the king. He origi-
nally announced he would not attend the meeting but then unexpectedly 
appeared. He spoke to the assembly, yet failed to move the crowd’s opin-
ion. Finally, at his wit’s end, he pulled a letter from his pocket and could not 
see well enough to read it. Few had ever seen Washington rely on glasses, 
a possible sign of weakness in those days. He pulled them from his pocket: 
“Gentlemen, ‘he said,’ you will permit me to put on my spectacles, for 
I have not only grown gray but almost blind in the service of my country” 
(Flexnor, 1974, p. 174). In Flexnor’s words, “this homey and simple statement 
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did all that Washington’s arguments failed to do. Th e hardened solders 
wept. Washington had saved the United States from tyranny and civil dis-
cord” (pp. 174–175).

George Washington’s policies were not all successful; no leader’s are. 
He is remembered as much for his character as for his victories. In the 
20th century two presidents faced impeachment—Richard Nixon and Bill 
Clinton—not because of their policies (it is expected that presidents will 
pursue policies that will be criticized by others) but because of their moral 
failings. Klann (2007), a former Army offi  cer and leadership trainer who is 
not a psychologist, placed character at the forefront of leadership qualities. 
His argument is historical and philosophical, not empirical, but it is one 
that should be studied by those who would build leaders.

PSYCHOLOGICAL AND SOCIAL SCIENCE-

BASED THEORIES OF LEADERSHIP

Psychologists and other social scientists have studied leadership since their 
fi elds developed. Trends have followed the evolution of the disciplines. 
Early leadership studies concentrated on the “Great Man” phenomenon, 
examining what made historical or contemporary fi gures so important. 
Th e earlier examples of George Washington, Saigō Takamori, and Queen 
Victoria are typical of this school. Such studies are fascinating, thought pro-
voking, and a mainstay of leader training. People do look to such fi gures as 
role models. Such role modeling can be important for guiding the behav-
ior of followers and the next generation of leaders. Th eories of transforma-
tional (Burns, 1978) and charismatic (House, 1976) leadership continue this 
tradition. Aditya (2006) reviewed the literature on transformational lead-
ership and its relationship to personality. Although some aspects of trans-
formational leadership can be predicted from combinations of personality 
variables, with explained variances running as high as .67, it is diffi  cult to 
reduce transformational leadership to either personality or strict behavioral 
factors. One reason for this is that charismatic, and by extension, transfor-
mational leadership results from the dynamic interactions between lead-
ers and followers. Transformational leadership has positive eff ects around 
the world. For example, in a study of bank branches in China, Th ailand, 
and Kenya, Wang and Walumba (2007) found that transformational lead-
ership moderated the relationship between the presence of family-friendly 
policies and organizationally relevant outcomes such as withdrawal and 
commitment. When transformational leadership was present the relation-
ships were stronger. 
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Trait theories have been around almost as long as the Great Man theory. 
Inspired by that legacy, trait theorists believed there must be some trait or 
set of traits that predicted successful leadership. Aft er years of study there 
are some traits that seem to be related to leadership (Bass, 1981; Northouse, 
2007). Although fi ndings are inconsistent across studies, Northouse deter-
mined that there seems to be support for intelligence, self-confi dence, 
determination, integrity, and sociability as correlates of leadership success. 
Aditya (2004) reviewed trait theories and measures in the context of other 
leadership theories and concluded that there are at least some universal 
(i.e., cross-cultural, worldwide) traits that contribute to leadership in busi-
ness settings. Citing the GLOBE studies, a series of large scale international 
surveys, Aditya concluded that charismatic/value-based leader behaviors are 
seen around the world as contributing to eff ective leadership. Participative 
leadership was almost universal in its endorsement while self-protective 
behaviors were globally seen as inhibiting the eff ectiveness of leaders. Aditya 
also pointed out that certain leadership measures were developed and vali-
dated in studies within single organizations over as many as 30 years. 

One problem that trait theories, as well as other leadership theories, 
encounter is defi ning the criterion. Relatively few studies examine the eff ects 
of leader behavior on organizational outcomes; most concentrate on defi n-
ing good leadership through follower perceptions. Emotional intelligence 
has been ballyhooed of late as a critical leadership trait. According to Frost 
(2004), the currently accepted defi nition is from Mayer and Salovey (1997) 
that emotional intelligence has four components: emotional perception 
and identifi cation, emotional facilitation, emotional understanding, and 
emotion management. Zaccaro (2007) reviewed trait theories and con-
cluded that relationships are, at best, complex and moderated by situa-
tional factors. Th e OBC psychologist is most apt to rely on traits during 
the selection or assessment process. In such a case a job analysis or com-
petency model should indicate which traits are most apt to be success-
ful in the position and environment, somewhat simplifying the theoretical 
issues. Aditya (2004) provides descriptive and evaluative defi nitions of 
several measures related to leadership.

An interesting development over the past few years is the recognition 
that leadership traits may have a “dark side.” Robert Hogan and his col-
leagues have suggested that fl awed leadership is common; perhaps as many 
as 50% of corporate leaders are, in Hogan’s view, ineff ective (Hogan, 1994). 
Some incompetence can result from nonpersonality factors, but severe dis-
ruptions can occur because people in leadership positions have seriously 
fl awed personalities. Hogan cites arrogance, insensitivity, vindictiveness, 
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selfi shness, and dishonesty as representing the dark side of personality. 
Th ese become a problem when they are paired with excellent social skills. 
Presumably a person with lousy social skills would not be placed in these 
leadership positions in the fi rst place. Perhaps it is no coincidence that the 
popular media typically portray hard-hearted business executives with 
exactly these qualities. Hogan’s fi rm has gone so far as to develop a per-
sonality inventory that assesses personality traits analogous to the personality 
disorders described in the Diagnostic and Statistical Manual-III-R (American 
Psychiatric Association, 1987). Hogan and Hogan (2001) report relations 
between these scales and other personality traits as well as ratings from 
spouses and coaches. Moscoso and Salgado (2004) validated a similar non-
clinical personality instrument developed in Spain to match the DSM-IV 
personality disorder criteria and found the predicted relationships between 
personality scales and task, contextual, and overall performance ratings. 

It is generally agreed that the most perilous hires are people who fi t the 
mode of a “subclinical psychopath”; that is, a person who has the requi-
site personality traits associated with psychopathy but (so far at least) has 
not engaged in the criminal lifestyle that people with a full diagnosis must 
engage in to be accorded that label. A good deal of attention was directed 
at these people following the excesses of Wall Street and businesses such 
as Global Crossing and Enron in the 1990s. One can be assured that fol-
lowing the conviction of con-man Bernard Madoff  and other exposés of 
fi nancial frauds in 2008–09 the interest will skyrocket. Th e subclinical 
psychopath—or as they are oft en called, aberrant self-promoter (ASP)—
worms his or her way into positions of leadership and power through such 
devices as having excellent social skills, forming allegiances with people 
who can help advance them, dropping allies once they are no longer of 
value, taking credit for others’ work, spreading tales and “badmouthing” 
superiors to higher bosses in an attempt to undermine the supervisor, and 
similar behavior. Babiak (1995) presents an excellent case study of an ASP 
who successfully snaked his way up the corporate ladder sowing discord 
and broken dreams along the way. LeBreton, Binning, and Adorno (2006) 
reviewed the literature on subclinical psychopaths and presented a theory 
of how the personality develops. Th e most recent conceptualization has 
three factors that predominate in the personality. First is an arrogant and 
deceitful interpersonal style characterized by grandiosity and a narcissis-
tic sense of self-worth. Such a person will engage in personal self-promo-
tion and grandstanding. Th ey will criticize anyone who is a potential rival 
or a threat. Th ey might claim to have specialized knowledge in some fi eld, 
although this is easily detected by true experts. In addition, they are well 
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practiced in deceit. Second, like full psychopaths they have defi cient aff ec-
tive experience. Th ey lack empathy in the sense that they have no regard for 
the eff ects of their actions on others. Th ey do, however, have skill at read-
ing and playing on the emotions of others. Th ey tend not to have strong 
emotional attachments to others and their relationships tend to be one-
sided. Th ey have a general failure to feel fear and anxiety in situations that 
others would fi nd arousing. Th e latter is consistent with Lykken’s (1995) 
theory of psychopaths, which holds that they are born with a higher fear 
threshold than other people due to an inability to connect feedback to their 
actions. Th ere is, however, a tendency to project malevolent feelings onto 
others; they feel others are out to get them. Th e third factor is an impul-
sive and irresponsible behavioral style. Th ere is a narcissistic quality to 
this in that they describe their lifestyle as spontaneous, unstructured, free-
spirited. Others see them as “hasty, reckless, and triggered by whims with 
purpose of immediate egocentric gratifi cation” (LeBreton et al., 2006, 
p. 393). To avoid boredom, they may move from job to job or turn to drugs 
or promiscuous relationships. Th ey oft en fail to honor commitments. Th ey 
have great expectations for the future, but no way of making eff ective plans 
to reach these goals. Th ey consequently oft en must use parasitic relation-
ships to achieve a degree of success. Remember, however, all this is coupled 
with excellent social skills that allow them to sell themselves to unsuspect-
ing others. 

Base rates of subclinical psychopathy are not known, but it is widely 
believed that people possessing these traits will migrate toward industries 
that are fast moving, have the opportunity for big fi nancial gains, and are 
relatively free from standard operating procedures. Th us, it is expected that 
they will appear more oft en in fi nancial industries than, say, an electrical 
utility. However, Enron was originally based in utilities, so the general rule 
is not foolproof. 

Th is material on ASPs could have been located in the sections of the book 
dealing with employee selection, motivation, teams, or organizational citi-
zenship behavior. It appears here because the ASP is rightly regarded as the 
most toxic possible leader. It is quite likely that the OBC psychologist will 
encounter such individuals during assessment or coaching assignments. 
Care must be taken to not fall under their spell and, as always, the psychol-
ogist needs to rely on multiple sources of data in making judgments. 

Behavioral theories of leadership have been popular for 60 years. Th e 
famous Ohio State studies of Initiating Structure and Consideration more 
or less paralleled work on employee versus production orientation at the 
University of Michigan of roughly the same era (see Bass, 1981, for a detailed 
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discussion and history). Th e theories culminated in the Grid models of 
Blake and Mouton (1964) and Blake and McCanse (1991). Given a tradi-
tional production organization, the behavioral theories may be useful in 
training leaders. 

Th e last couple of decades have seen a number of leadership theories 
presented and subjected to some level of research. Th ese are fully reviewed 
by Avolio, Walumbwa, and Weber (2009). One set of theories is exempli-
fi ed by leader-member exchange (LMX) theory in which the relationship 
between the leader and follower is a critical consideration. More recent 
thought on LMX emphasizes consistency between leader and follower 
goals. Th ere appear to be some relationships with performance and orga-
nizational citizenship behaviors, although there has been criticism of the 
type of performance measures used. In general LMX gets criticized for a 
number of reasons (see Avolio et al., 2009). Th ere are also cognitive theo-
ries that emphasize self-concept, meta-cognitions, and implicit leadership. 
Other theories seem to be more trendy, servant leadership being a good 
example. I’d like to make a comment about the competent OBC psychol-
ogist having mastered all these theories, but to be honest, few of the prac-
titioners I encounter have either heard of them or, if they have, take them 
seriously. I have had the chance to observe a number of leaders at various 
levels in diff erent types of organizations and at no time did their behavior 
bring any of these theories to mind. 

Leadership can thus be seen as a set of traits, charisma and visionary qual-
ities, behavioral patterns, or an exchange between leaders and followers. 
But what happens when the leader is leading? Leadership is oft en seen as 
being rooted in power. An alternative way to envision leadership is as an 
infl uence process. Indeed, in his undergraduate text, Northouse (2007) 
defi nes leadership as “a process whereby an individual infl uences a group 
of individuals to reach a common goal” (p. 3). Instead of asking where 
power devolves from, it is more profi table to ask how a person gains infl u-
ence. French and Raven (1959) presented the classic taxonomy of sources 
of social power as forms of infl uence. Th ey identifi ed fi ve sources: legiti-
mate, reward, coercive, referent, and expert power. If a person’s boss makes 
a request, the person may comply for any of these fi ve reasons; the boss’s 
job is to make assignments, the boss can proff er rewards now or in the 
future for compliance, the boss can institute punishment, the boss may 
be a friend so compliance comes from mutual regard, or the person may 
believe the boss knows what is best and complies due to the boss’s greater 
expertise. Reversing the situation, a person may request an action from the 
boss. Why would the boss comply when the person has no authority? 
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Perhaps the boss wants to ensure getting greater cooperation in the future 
(reward power), the person may quit if he or she doesn’t get the boss’s compli-
ance (punishment), the two may be friends, or the person may know some-
thing the boss does not. In the latter situation the boss must acknowledge the 
greater expertise of the subordinate; perhaps that results in an equalization 
of power in some sense. Viewing power, infl uence, and leadership through 
lenses such as these promotes an optimistic view among both leaders 
and subordinates. For example, one organization I worked with recently 
held one of its periodic diversity trainings for the staff . Th e facilitator 
assigned various groups to discuss which groups held power in the orga-
nization, which, of course meant that some groups did not. Unfortu-
nately, the use of the term “power” can lead to a variety of mental images. 
Perhaps the powerful groups consist of benevolent tyrants, but tyrants 
nonetheless, or they could be misusing their power to oppress the others. 
Th ese mental images dictate how the session will proceed and whether 
anything useful may come of it. Another approach would be to ask which 
groups have infl uence and through what means that infl uence has been 
accrued. Th is leads to strategies through which the other groups can learn 
to exert infl uence and gain power, an outcome more likely to benefi t the 
organization. 

Decision Making

Individuals, groups, and teams make decisions—some big, some small; 
some important, some less so. Th ere are extensive literatures in psychology, 
management, operations research, consumer behavior, and economics, 
and SIOP considers that an understanding and ability to apply decision-
making theory is a competence an I/O psychologist, and by extension an 
OBC psychologist, should have. Th e literature on decision making can be 
roughly divided into two types. Th e fi rst is prescriptive and deals with how 
decisions should be made. Th e second is descriptive and is concerned with 
how people actually make decisions. As in human aff airs generally, how 
people should do something and how they actually do something are quite 
diff erent things. Gigerenzer (2008) summarizes the main themes and fi nd-
ings in the decision-making literature as it applies to individuals, and his 
summary will be relied upon here. Th e prescriptive decision-making lit-
erature is largely concerned with optimization: how to make the best pos-
sible decision given a known and defi ned set of criteria, constraints, and 
probabilities of future events. Given a team of highly competent mathema-
ticians and operations researchers, a good deal of time and resources, and 
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the most powerful computers, optimized solutions can be determined only 
for problems containing a few variables. Optimization models tend to not 
generalize and can lead to seriously bad decisions when their assumptions 
are not met (Taleb, 2005, 2007). Even when the assumptions of optimiza-
tion models can be met the computing requirements are beyond human 
capacity, to the point that many observers believe they should not even 
be considered as suitable comparison models to the way humans actually 
behave (Gigerenzer, 2008; Klein, 1998, 2009; Reason, 2008). Th e short-
comings of optimization models have been recognized for many decades; 
Simon (1955, 1956) proposed the alternative satisfi cing model over a half-
century ago. In this model constraints are established prior to the deci-
sion making and the decision maker examines each alternative in turn and 
accepts the fi rst one that meets the constraints. Satisfi cing models repre-
sent a more practical description of how one should make decisions and 
have been supported in several instances (cf. Gigerenzer, 2008). Th ey are 
not workable in every circumstance; constraints sometimes prove to be 
modifi able or redefi ned. Th ey can even shift  at the last minute, as for exam-
ple happens in the auto show room when a customer who has come pre-
pared with a set of constraints regarding price, safety, comfort, and mileage 
suddenly shift s to purchasing a model based on styling. 

Th e cognitive constraints on decision making led researchers to iden-
tify some heuristic strategies that people employ. Originally these were 
characterized as leading to characteristic errors because the resulting deci-
sions varied from those specifi ed by the researchers’ version of optimiza-
tion (cf. Tversky & Kahneman, 1974). More recently, heuristics have come 
to be viewed as eff ective adaptations that oft en lead to decisions superior 
to those that would be arrived at even if optimization models could be 
employed (cf. Gigerenzer & Selton, 2001; Klein, 2009). Th e opportunity 
for the OBC psychologist is to work with clients to identify when particu-
lar heuristics are apt to be eff ective and when not and to develop training 
or decision-making systems that encourage adaptive heuristics. For exam-
ple, Klein (1998) both observed and interviewed decision makers in high-
stakes, fast-paced situations such as fi re fi ghting and military situations 
and found that eff ective decision makers utilized certain identifi able and 
replicable decision procedures. For instance, a fi re crew captain may draw 
upon past experiences to understand an unusual feature of a fi re, establish 
a few constraints, and generate solutions one at a time to be compared to 
the constraints. Th e fi rst solution that meets the constraints is implemented. 
Klein’s Recognition Primed Decision Making has been shown to be eff ective 
in a number of situations. It is similar to Simon’s (1955) satisfi cing model but 
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incorporates the use of experience and setting of constraints. Klein’s model 
has the advantage of being amenable to post-event reviews and root cause 
analyses leading to improvement in the decision-making system. Klein’s 
work demonstrates how the OBC psychologist can benefi t from collabo-
ration with human factors or engineering psychologists and from creative 
use of alternative research methodologies.

Decision making at the organizational level is infl uenced by individ-
ual limitations and strategies but has characteristics of its own. Th ese 
were reviewed by Koopman, Broekhuijsen, and Wierdsma (1998). Under-
standing and working with an organization on decision-making processes 
requires an understanding of the organization’s culture, history, context, 
power relationships, and other fa2ctors (Koopman et al., 1998; Schein, 
2004). It is also necessary that the goal structure of the organization be 
understood. For example, the classical, rational decision-making model 
applied to organizations requires that there be only one, clearly specifi ed 
goal. A satisfi cing model requires broad goals, limited information regard-
ing risks, the impossibility of knowing all alternatives, and a short-term 
orientation (Koopman et al., 1998). A “garbage can” model was identifi ed 
by Cohen, March, and Olsen (1972) based on the workings of universi-
ties. In this model there are inconsistent and unclear goals, an obscure and 
little understood technology, and very variable member participation. In 
this model problems, solutions, participants, and choice opportunities in 
which a problem and solution can be joined are jumbled together much as 
trash in a garbage can. Since there is little prioritizing and, oft en, little con-
certed eff ort to tackle certain problems, the combinations resulting from 
the choice opportunities are largely unpredictable. Having worked in an 
academic setting, I would have to say this model has some appeal in its 
descriptions. However, a form of recycling has been developed in which 
innovations or “best practices” at one institution are adopted by others 
in the classic “solution in search of a problem” paradigm. Th is recycling 
depletes the garbage can of needed components and distracts from true 
decision making. Last, but not least, is a political model. It is based on the 
assumption that the participants have divergent and perhaps contrasting 
goals. In this model of decision making the key element is how confl ict is 
handled. Th e criterion for a decision is whether it is acceptable to as many 
players and coalitions as possible. In this model, the use of, and nature of, 
power is critical. In addition to identifying which of these or other models 
are being followed in the organization, the OBC psychologist must also 
be aware of the phases of decision making, how context and environment 
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are considered and conceptualized, how solutions are generated, how prob-
lems are identifi ed, and a myriad of other details. Consultants are frequently 
asked to help an organization improve its decision making. To do so com-
petently requires a high degree of expertise in understanding and working 
in the culture and context of the organization, yet being able to bring in an 
outsider’s informed view.

Motivation

Motivation in the workplace has been of interest to psychologists for many 
decades, both as a scholarly pursuit and because the consultant who solves 
the riddle of how to consistently motivate employees is going to be very 
successful. Pinder’s defi nition is this:

Work motivation is a set of energetic forces that originate both within and 
as well as beyond an individual’s being, to initiate work-related behavior and 
to determine its form, direction, intensity, and duration. (Pinder, 1998, cited 
in Latham & Pinder, 2005, p. 486)

As with leadership there have been a number of theories that can gen-
erally be divided into need based, trait based, values, context, person-
context fi t, cognition based, and aff ect and emotion based (Latham & 
Pinder, 2005). Th is section is based largely on the review by Latham and 
Pinder, 2005. 

NEED BASED THEORIES 

Th e most widely cited need theory is Maslow’s need hierarchy theory, the 
theory that would not die. As every introduction to psychology student 
learns, Maslow posited fi ve levels of needs: physiological, safety, social 
or relationship, esteem, and self-actualization. He included a notion of 
prepotency, that needs at a lower level must be satisfi ed before the next 
level becomes prepotent. Maslow’s theory is periodically chased from the 
domain of OBC psychology, only to reappear a few years later. Latham 
and Pinder (2005) cite recent research by I/O psychologists supporting 
the theory, and Warr (2007) presents a large amount of cross-cultural 
research that is consistent with Maslow’s. Other need-based theories 
include Alderfer’s (1969) existence-relatedness-growth (ERG) theory and 
the socioanalytic theory of Hogan (cf. Hogan & Warrenfeltz, 2003). As 
Latham and Pinder point out, need-based theories account for action but 
not specifi c actions, and they do not allow for individual diff erences among 
people with similar levels of need fulfi llment. 
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TRAIT-BASED THEORIES 

Latham and Pinder (2005) review several meta-analytic studies indicating 
that some traits are able to predict job search, choice of job, performance, and 
satisfaction. Th e list of traits includes extraversion, conscientiousness, self-
regulatory and self-monitoring strategies, tenacity, core self-evaluations, 
and goal orientation. Th ere appear to be important person-situation eff ects 
and job characteristic eff ects that moderate these relationships.

VALUES 

Values are seen as functioning midway between needs and action. Th ey are 
not conscious but can be easily accessed, and they are acquired through 
cognition and experience (Latham & Pinder, 2005). Values play a major 
role in vocational theory (Osborne et al., 1997) in the choice of occupation 
and role. According to Latham and Pinder (2005), there has not been much 
research on values as motivators since at least 1977.

CONTEXT 

Two aspects of context have been examined in terms of motivational eff ect 
(Latham & Pinder, 2005). One is national culture. Th ere is no question that 
the culture a person identifi es with has a major infl uence on values and 
needs. Th ere are some constants across cultures, such as self-effi  cacy, but it 
goes without saying that to understand motivation, one must take culture 
into account. Th e second context feature discussed by Latham and Pinder 
is job design characteristics. Th ere has been a considerable amount of the-
orizing about the eff ects of job design, ranging from socio-technical sys-
tems theory (see chapter 9) to its eff ects on job satisfaction and happiness 
as discussed later on in this chapter. According to Latham and Pinder there 
is some confl ict between designing jobs for effi  ciency and designing them 
for satisfaction. One wonders if the expertise of engineering psychologists 
were utilized whether this would continue to be the case.

PERSON-CONTEXT FIT 

Since Parsons (2005/1909), vocational counselors and psychologists 
have assumed that people will be happier in jobs that match their inter-
ests, values, and abilities. Th is has not been easy to test and some say the 
research off ers only small eff ects (e.g., Fouad, 2007). However, if people 
largely sort themselves over time into positions that more or less fi t them, 
or adapt themselves to fi t the position, there will not be much variance that 
fi t can account for. Latham and Pinder (2005) review some recent studies 
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which indicate that person-context fi t is a viable concept, although some-
times what is being fi t is preferences for hours of work rather than factors 
related to the work itself. Th e role theory of Miner (1993, 2006) states that 
people have role repertoires and that they move into environments most 
suitable for the roles they are most comfortable in. Miner does not attempt 
to specify levels of success once in these environments and roles other than 
asserting that attrition will be lower for those whose role preferences fi t the 
environment. 

COGNITIVE THEORIES 

Cognitive theories of motivation have been the most fashionable for the 
past two or three decades. One of these is goal-setting theory. Goal setting 
was well established as one of the most powerful motivational techniques 
as early as the 1960s, but only in 1990 did the fi rst full theoretical treatment 
appear (Locke & Latham, 1990). Research on the theory was reviewed by 
Latham and Pinder (2005) and they reported positive results for several 
studies, but it is not clear if the results are due to the technique or the theory. 
Th ere are some interesting theory-based results on contextual moderators 
and feedback conditions that can have practical implications. 

Expectancy theory was all the rage from the late 1960s through the 
1980s. Interest cooled by the 1990s as psychologists realized the theory 
made impossible demands on human cognitive capacities. Th ere has been 
little research since the early 1990s and Latham and Pinder (2005) cite 
Ambrose and Kulik (1999) as concluding that there are “few theoretical or 
applied reasons for additional research on the application of this theory to 
organizational behavior” (Latham & Pinder, 2005, p. 502). In other words, 
the theory is dead. Th ere have been attempts to resuscitate it—for exam-
ple, Lord, Hanges, and Godfrey’s (2003) attempt to reduce the cognitive 
load using neuronetwork theory. It would seem just as easy to create a new 
theory as to burden the dead with additional complexity.

Social cognitive theory is an outgrowth of what was originally known 
as social modeling theory (Bandura, 1977). It was elevated to the status of 
a cognitive theory by its originator Bandura (2001). Social learning theory 
originally was concerned with learning that occurred without direct 
contingencies—for example, a younger sibling could learn to avoid “bad” 
behavior by observing an older brother get in trouble for various off enses. 
With the shift  to a cognitive focus came the introduction of self-effi  cacy 
and goal setting. Th is theory has had enormous theoretical impact and has 
some good support in the work setting (Latham & Pinder, 2005). 
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AFFECT/EMOTION 

One cognitively based theory of motivation is founded on social exchange, 
the idea that people seek to maintain a balance in their relations with 
others. Adams (1965) proposed that workers seek to maintain a ratio of 
their inputs to the workplace and outputs from work that is comparable to 
the ratios of relevant others. Inconsistencies between ratios result in pre-
dictable outcomes depending on the situation. In an underpayment situ-
ation, if wages are fi xed or hourly, quantity of output is expected to drop. 
If work is done on a piece rate, so it is impractical for the worker to reduce 
output, quality will go down. An overpayment situation will result in cor-
responding increases in productivity or quality. Most likely in that case, the 
person will simply eventually recalibrate the inputs to bring the ratio in line 
with others. Alternatively, he or she could redefi ne who the relevant com-
parison people are. In recent years the theory has been extended to include 
the concepts of procedural and distributive justice, as well as a more con-
troversial concept of interactional justice (Latham & Pinder, 2005) and 
taken on overtones of aff ect and emotional reaction to the situation. Social 
exchange theory intuitively seems to be a theory that would not cross 
cultural boundaries very well. However, Chinese scholars at least appear 
comfortable with the concept. Zhang (2009) presented a theoretical anal-
ysis of the social exchange implications of the value of money and self-
esteem that seems consistent with equity theory. In addition, Zhou and 
Martocchio (2001) compared Chinese and American managers making 
compensation and recognition decisions. It would appear that the major 
cultural diff erence lies in how various inputs and outputs are valued and 
weighed rather than on the relations between them.

Industrial/organizational psychologists have historically left  emotions 
out of their theories, with values, satisfaction, and valence of outcomes 
being about as close as they get to aff ective reactions. Th at has begun to 
change, for which the recent volume edited by Ashkanasy, Zerbe, and 
Härtel (2002) is evidence. It is too early to tell whether emotions and aff ect 
will have a major impact on motivational theories, but anecdotally, it is 
common for the OBC psychologist to be asked how to deal with emotion-
ally charged issues or employee emotional reactions to change.

Behavioral approaches to motivation have not been fashionable in OBC 
psychology for the past 25 years or so (Latham & Budworth, 2007), despite 
evidence indicating they can have powerful eff ects within organizations (Nord, 
1969; Stajkovic & Luthans, 1997) as well as other areas of application within 
psychology. Latham and Budworth (2007) attribute this decline in interest to 
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a desire to utilize cognitive approaches in theory and discomfort with deter-
ministic philosophy. Th e absurdity of assuming that a cognitive approach 
obviates a behavioral one would be obvious to anyone who has ever 
attended a meeting of the Association for Behavioral and Cognitive Th era-
pies and demonstrates the problem of an insular I/O psychology that is not 
open to studying other applications of psychology. Consistent with Harri-
son’s (1974/1968) depth of intervention approach presented in Chapter 11, 
a good psychologist should begin at the simplest explanation and inter-
vention, then move to more complicated and deeper theories and meth-
ods when needed.

EXTRINSIC REWARD SYSTEMS

Compensation systems are clearly motivational devices, even though they 
were not discussed in the Latham and Pinder (2005) review. It is gener-
ally believed that few people would show up for work at most jobs if they 
were not being paid.1 Pay, then, at least motivates showing up for work. 
Because the compensation has such a large impact in recruiting, retain-
ing, and motivating personnel, organizations oft en use pay systems as a 
strategic device to achieve their objectives (Heneman, Fay, & Wang, 2001). 
Designing compensation systems is oft en an interdisciplinary eff ort 
because there are economic and labor market analyses involved besides 
the human resource and psychological analyses to perform (Gerhart & 
Milkovich, 1992; Rock & Berger, 1991). Market surveys and job evaluation 
surveys are still commonly used methods to determine appropriate pay 
levels and ranges for job families, and a psychologist working in employee 
compensation would be expected to know how to conduct them. Th ese 
methods are not without their problems; diff erent methods of job eval-
uation surveying may lead to diff erent results (cf. Heneman et al., 2001). 
In addition, such a psychologist would be aware of compensation issues 
relating to Equal Employment Opportunity and comparable worth as well 
as state, federal, and local laws regarding compensation systems in general. 
Compensation traditions, systems, and laws vary around the world and 
a psychologist working with international or multinational organizations 
will need to know these in each venue in which the organization operates. 

1 Th ere are obvious exceptions to this rule. Many retired people volunteer at hospitals or 
charitable organizations, oft en doing work they might have considered beneath them 
during their employed years. Members of some religious groups may donate the pay they 
earn if circumstance dictates that they work on their Sabbath. Professors oft en work for 
less than the going rate for their profession.
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Th e use of pay systems for encouraging high levels of productivity is 
common, although the issue has been largely ignored in the psychological 
literature for the past several decades (Rynes et al., 2005). According to 
Rynes et al., this lack of attention is at least partly the product of an empha-
sis on theories relating to need fulfi llment, intrinsic motivation, or negative 
eff ects of performance feedback. Rynes et al. discuss several pay plans that 
can serve to reward performance at the individual or collective (i.e., team, 
department, or corporate) levels and conclude that there is good empiri-
cal support for the use of such plans. Th ere are, of course, possible nega-
tive eff ects of tying pay too closely to limited forms of behavior. Th is can 
result in a single-minded concentration on doing only what pays, meaning 
noncompensated tasks go begging. Th is can disrupt teamwork. As this is 
being written the nation is focused on the bonuses paid to executives and 
other high-level workers in the fi nancial services industry. Without more 
information, the bonuses seem remarkably high and clearly out of propor-
tion to the poor fi nancial results the companies posted in the previous year. 
At this point (Spring, 2010) it seems a distinct possibility that the recession 
of 2008–09 was in part brought on by pay-for-performance plans that led 
executives to ignore standard risk-management practices because their pay 
was determined by bringing in business, not avoiding risk.

Recognition programs are another form of extrinsic motivation system. 
Informal systems can be used by any manager and can be very inexpensive; 
a common example is giving an employee a gift  card to a popular coff ee 
shop. Such gift s are oft en in recognition of an employee’s going beyond 
the expected demands of the job and used to encourage good organiza-
tional citizenship behavior. Formal systems are also popular. In these sys-
tems employees are given certifi cates, public recognition, or small gift s in 
token of performing at a desired level. Although used in all sizes of organi-
zations, small companies, government agencies, and nonprofi ts fi nd these 
systems especially useful. For example, Saunderson (2005) received survey 
responses from over 300 U.S. and Canadian managers of public service 
organizations. He found that over 90% of the respondents believed that 
recognition improves morale, belonging, commitment, and satisfaction. 

Impact of Organizational Structure and Job Design on 
Effi ciency, Satisfaction, Happiness, and Stress

Organizational structure and job design are not usually paired together 
although they have a good deal in common. Both have been said to 
impact effi  ciency, eff ectiveness, employee satisfaction and commitment, and 
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motivation. Organization design is oft en thought of solving the problem of 
how the boxes on the organization chart are arranged and connected. View-
ing organization design this way leads to the traditional issues of “tall” versus 
“fl at” organization and whether the boxes should be organized by prod-
uct, function, work fl ow, or in a matrix. Th e choice of structure depends on 
several factors that have been recognized for several decades (Üsdiken & 
Leblebici, 2001). Th ese include the degree of uncertainty in the environment 
and the need for stability (Burns & Stalker, 1961) as well as the predomi-
nant technology employed by the organization (Lawrence & Lorsch, 1967). 
Government agencies oft en opt for the traditional bureaucratic structure 
because it ensures a consistent, though oft en ineffi  cient, delivery of services. 
Th e bureaucratic structure comes at a price—slowness to respond to changes 
and an inability to innovate—but that is what governments want to ensure; 
equal treatment to the citizens and compliance with laws and regulations. 
Th e same is true of organizations such as public utilities. Some organiza-
tions have chosen to organize by process, such as those that adopt “six sigma” 
systems or their predecessor, Total Quality Management (TQM). Process-
oriented organizational designs attempt to bring a high degree of certainty 
by strict adherence to the processes and attention to details. In this way they 
are today’s new bureaucracy. Many businesses have found they need a design 
that allows faster response to environmental change and eschew bureau-
cracy in favor of less formal or confi ning designs. Even in those organizations 
some elements of bureaucracy are retained—for example, in the accounting 
department. Accountants are expected to meet certain standards and, to safe-
guard the money, have strict procedures in place designed to track where the 
money comes from and where it goes. Th us, diff ering demands from the envi-
ronment require diff ering structures. In addition, internal expectations and 
a long- versus short-term outlook within the organization can create mixed 
messages and strain when not consistent with the structure and culture.

Designing an organization necessarily involves assumptions about author-
ity and decision making. Sometimes this is explicit, sometimes implicit. Th e 
OBC psychologist can be of great assistance in bringing these assumptions 
to the fore because they do not always represent the foundational princi-
ples that the organization needs to survive and prosper. At this point we 
may see a conjunction with leadership theory, motivation theory, and team 
practices as organization design creates constraints on the form of leader-
ship and motivational initiatives that may be applicable and successful in 
the organization. Th e OBC psychologist, having expertise in each of these 
areas, can provide valuable expertise in alerting the client organization to 
the issues and assisting with the design process.
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Job design has been a matter of interest to both I/O and human fac-
tors psychologists for decades. On the one hand, the design of a job or 
work is believed to have a motivational eff ect on the worker, permitting 
the satisfaction of higher order needs or similar outcome (e.g., Hackman & 
Lawler, 1971; Hackman & Oldham, 1976; Herzberg, 1966; Herzberg, Maus-
ner, Peterson, & Capwell, 1957). When the job is designed with a compen-
sation system at the core, as in piece-rate or commission selling jobs, the 
design directs attention to what is considered by management to matter 
most. Jobs can be designed so they can be performed effi  ciently and easily, 
with reduced risk of discomfort or injury. Th e human factors, or applied 
experimental, or engineering psychologist has expertise in this aspect of 
job design. For some reason there is not much interaction between those 
who would design jobs for motivational purposes and the human factors 
professionals. You would think there would be a powerful combination 
and an excellent market niche for a fi rm of consultants.

For generations of psychologists there has been a controversy over the 
relationship between job satisfaction and job performance. A recent, com-
prehensive meta-analysis was published by Judge, Th oresen, Bono, and 
Patton (2001). Combining all facets of performance and satisfaction, they 
found that the overall correlation is best estimated as .30, but with a wide 
confi dence range of .03 to .57. An examination of moderators revealed 
some infl uence of methodology (e.g., cross-sectional designs had higher 
correlations than longitudinal designs). Th e only job design characteris-
tic they were able to study as a moderator was complexity, which had con-
fusing results. Unfortunately, the critical moderator, the extent to which 
performance depends on discretionary actions (Herman, 1973), was not 
investigated. In some jobs, the assembly line being the classic example, 
productivity is not dependent on the worker, the worker’s pace, intentions, 
or attitude. A toll taker at a bridge cannot bring in more tolls than there are 
cars. Attitudes do seem to impact behavior that is under the control of the 
worker—for example, absenteeism (Johns, 2002). 

Th e concept of job satisfaction in all its manifestations was thoroughly 
explored by Warr (2007), including its relationship with job design, lead-
ership, and organizational factors. In a move worthy of Blackstone the 
Magician, the chess master Bobby Fischer, and Brett Favre, Warr began 
by dethroning the concept of job satisfaction from its haughty position 
as a lead construct in psychology with the argument that what people 
are really interested in is happiness. Centuries of thought have been 
devoted to understanding happiness. Two general perspectives have devel-
oped, each of which had enormous infl uence on the world’s civilizations. 
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One view, generally associated with Western culture, emphasizes accom-
plishment. Warr presents Aristotle’s vision as the defi ning example; happi-
ness comes from achieving that which is worth desiring, not to be confused 
with merely gaining what is desired. Th us, happiness can be derived from 
future-directed activities such as striving for goals. It does not derive from 
the accumulation of wealth for its own sake a la Scrooge. As much as we 
would all like to win a big lottery, studies of lottery winners indicate their 
newfound wealth has not increased their happiness (Brickman, Coates, & 
Janoff -Bulman, 1978). Th e other view, generally seen as Eastern or Bud-
dhist in origin, sees happiness as a sense of personal meaning and inner 
peace. “By training oneself to emphasize tolerance, compassion, and har-
mony with one’s context, a person may experience positive states or inner 
peace that are independent of pleasure in a hedonic sense” (Warr, 2007, 
p. 11). Contrary to the habit of societies over the millennia of proving which 
perspective on happiness is the truth by going to war with one another, 
Warr off ers a compromise: Both forms of happiness are legitimate and 
to understand happiness in the broadest extent one must take both into 
account. Following Warr, we need to recognize that happiness is an inter-
nal qualitative state that may be infl uenced by the workplace. You cannot 
make someone happy; you can, perhaps, set the stage so that people have 
the opportunity to attain happiness in one or both forms. 

Given this insight into job satisfaction as being a subset of happiness 
and that happiness represents two distinct, yet interrelated forms, Warr 
was able to reconceptualize the research and theory on job satisfaction and 
make sense of it. Warr fi nds that the eff ects of some job design elements 
can be best described through a vitamin analogy; up to a point more is 
better, but levels beyond that point can become toxic. Variety is a good 
example. A job that requires a person to do the same thing over and over 
again elicits anathema in most people, but a job that is always changing 
such that it must be remastered with every new task could have the same 
eff ect. Other job characteristics with vitamin-like eff ects include oppor-
tunity for personal control, opportunity for skill use, externally generated 
goals, environmental clarity, and contact with others. Given the curvilinear 
relationships, the fact that people attempt to sort themselves into jobs that 
fi t them best, and achieve some degree of adaptation, it is no wonder the 
research has returned rather low relationships. Th ere are some job charac-
teristics that do not follow the same path; if more is not always better, at 
least it doesn’t hurt. Th ese constant eff ect (CE) factors include availability 
of money, physical security, and valued social position. Warr’s theory has 
some similarities with the Herzberg motivator-hygiene factor theory from 
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the 1950s and 1960s (Herzberg et al., 1957; Herzberg, 1966) and is even 
compatible with Maslow’s (1943) need theory. It is not possible to summa-
rize Warr’s book here. It is too soon since its publication to state that all 
competent OBC psychologists should be familiar with the contents, but it 
is highly recommended that they read it. 

STRESS, STRESSORS, AND WORK FAMILY INTEGRATION

Stress has become one of the major variables of interest in psychology over 
the past few decades, and OBC psychology is no exception. Few factors 
have the clear origins in physiological, social, personal, and physical envi-
ronmental infl uences as does stress. A useful background in the biological 
responses to stress and associated disease and mental health relationships 
associated with the workplace is provided in the volumes edited by Quick 
and Tetrick (2003) and by Antoniou and Cooper (2005). A briefer ver-
sion is provided by Smith, Sulsky, and Uggerslev (2002). Th e most readable 
general introduction to the biology of stress is by Sapolsky (2004). Interest 
in the eff ects of job stress, as well as safety conditions, was partly responsible 
for the spawning of a new subdiscipline, occupational health psychology, 
with its own journal and several books on the topic. Th e OBC psycholo-
gist should have a basic understanding of the underlying biology and an 
acquaintance with its relationships with health and mental health, but only 
needs a command of the details if working specifi cally in this area.

Th ere are a number of theories regarding the nature and origin of job 
stress, some emphasizing the response basis, others the stimulus, the inter-
action between stimulus and response, and others person-environment fi t 
(Sutherland & Cooper, 2002). Sutherland and Cooper identifi ed six sources 
of job stress defi ned as the following:
1. Stress in the job itself—includes workload conditions, the physical 

work environment, hours of working, decision-making latitude, 
and so on.

2. Role-based stress—includes stressors such as role confl ict, role 
ambiguity, and job responsibility.

3. Stress due to the changing nature of relationships with other people at 
work—includes relationships with managers, supervisors, 
subordinates, and coworkers.

4. Career stress—associated with the lack of opportunity for career 
development and promotion, as well as job insecurity.

5. Stress associated with the organizational structure and 
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climate—includes the stressful nature of culture and politics of the 
organization, the restrictions imposed on behavior, and no sense of 
belonging. Essentially, it is about “simply being in the organization.”

. Stressors associated with the home and work interface—includes 
confl icts of loyalty, the spillover demands from one environment to 
another, life events, and life crises. (Sutherland & Cooper, 2002, p. 53)

Th e sixth source was added to an earlier list prepared by Cooper and 
Marshall (1978) because of increasing emphasis on the home and work 
interface of the employee and how it impacts work and life stress. Although 
work and family confl ict and its relation with job and life satisfaction has 
been studied for decades, there has been increasing interest in the topic 
over the past several years (Hammer, Colton, Caubet, & Brockwood, 2002). 
Organizations have been struggling to adapt to changing conditions and 
the willingness of employees with family obligations to invest as much time 
and energy in the workplace as previous generations are thought to have 
done. Th is has opened new opportunities for consultation for the OBC 
psychologist. 



NINE

Organizational Change and Development

Organizational and business consulting psychologists frequently work 
with organizations in creating, planning, implementing, and evaluating 
organization-wide changes. Large scale organizational change was defi ned 
as “a lasting change in the character of an organization that signifi cantly 
alters its performance” by Ledford, Mohrman, Mohrman, and Lawler (1989, 
p. 2). Admittedly this defi nition does not include some forms of change eff orts 
included in this chapter because they are “too micro” (p. 9), but the present 
chapter includes procedures and methods intended to change the charac-
ter of an organization and improve its performance. Change eff orts may 
be directed at selected groups, such as executive teams, certain units, loca-
tions, or the entire organization. Projects involving organizational change 
vary greatly in the nature of planning. Specifi cally, Who does the planning 
with regard to the degree of participation by rank and fi le? Is the change 
eff ort is seen as an evolutionary progress without preset objectives and 
building on the culture and values of the organization? Or is the change 
an imported vision, structure, or objectives that may or may not conform 
with the values and past culture of the organization? At one end of this 
spectrum lie traditional organizational development and process consulta-
tion. At the other end are externally driven eff orts such as those targeting 
process change and dealing with mergers and acquisitions. Th e requisite 
competencies are similar but change in emphasis depending on where in 
the spectrum the psychologist is operating. In all cases the psychologist 
must be able to analyze the organization’s structure, culture, functions, 
and goals. Managing organizational change requires the use of extensive 
communication and infl uence networks. Th e consultant does not directly 
create or disseminate the change. Instead, information is gathered from, 
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and disseminated to, opinion leaders within the organization who have a 
major role in diff using innovations (Rogers, 2003). Th is was recognized as 
soon as action research strategies were developed; Lewin’s (1947) writing 
on the subject is remarkably prescient in his recognition of what evolved 
into modern theory and practice. Th us, an important area of competence 
lies in the understanding and ability to utilize information networks and 
infl uence channels within the organization.

Organizational Development 

Organizational development (OD) refers to endeavors intended to create 
changes in organizations with the intent of increasing organizational pro-
ductivity, effi  ciency, and livability. Th e term is broadly inclusive, taking in 
activities, processes, and methods that are aimed at entire organizations 
down to subsystems and even small groups. Th e time scale of an OD proj-
ect can range from a few days to many years in duration, with a bias toward 
long-term undertakings. Th ere may be a single consultant or an entire team. 
Th e goals of OD projects are equally broad, so much so it is not possible to 
portray a useful logic model for the fi eld as a whole. Th e purposes—and 
there may well be more than one—of an OD intervention may be to change 
management styles, organizational climate or culture, ways in which orga-
nizational members perceive and interact with each other; to modify the 
organizational structure and the functions of the people who populate it; 
to infuse new strategies and organizational missions and visions into orga-
nizational life, and several other possible goals. 

A related approach, socio-technical systems design (STSD) originated 
in the early 1950s as psychologists studied the relationship between tech-
nological and social systems in workplaces (cf. van Eijnatten, 1998). Early 
STSD studies demonstrated that organizational structures need to be fi tted 
to the technology used in performing work; later it was recognized that 
the opposite could also be true: Technology could be designed to fi t with 
desired social systems. Superfi cially this seems to have much in common 
with a human factors/engineering psychology approach, but the latter 
focuses on the individual while STSD concentrates on large-scale systems. 
For example, in a large factory the human factors psychologist may attempt 
to optimize operator-machine interfaces while the STSD practitioner would 
be concerned with participation of workers in the design and governance 
of the greater technical and social systems. STSD has been studied and 
used around the world, with its largest impact in Europe and Australia. 
At present it appears that STSD principles have been incorporated into 
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both mainstream OD and literature dealing with job design, employee sat-
isfaction, and commitment. In addition, the infl uence of technical systems 
and worker participation has had a large impact on process change eff orts 
as discussed later in the chapter.

Beckhard (1969) listed eight characteristics of OD that generally con-
tinue to hold. He noted that OD eff orts are planned and involve the whole 
system. A caveat to this is that many times an organization has begun what 
appears to be a small change and is unsuccessful and brings in the consultant 
only aft er it becomes apparent the change is not working. Th us, the plan-
ning may not take place at the beginning; it may be part of a repair eff ort by 
the consultant. In addition, the members of the client organization may not 
fully comprehend the nature of possible changes or their desirability at the 
beginning; hence, planning may proceed in phases. Beckhard noted that 
the eff ort is supported by the top management of the organization. Th is is 
generally true, but there have been many successful change eff orts within 
subcomponents of the organization. Th e third characteristic he listed is 
that the OD eff ort is directly related to the organization’s mission. Th ere 
are, of course, occasions when part of the eff ort is either to determine or to 
change the organization’s mission. Fourth, the eff ort is long term. Th ere are 
times when the consultant is involved for only a limited time, but the intent 
is typically to set the stage for long-range changes. Beckhard wrote that the 
fi ft h characteristic is an action orientation for all activities. Th e activities 
are engaged in to achieve some later objective; they are not done for their 
intrinsic value. Th is point is frequently missed by clients who desire an 
intervention. Someone hears of an OD activity, say, team building, done in 
another organization and asks the consultant to conduct a similar activity 
in the person’s organization. When the consultant agrees to this, without 
doing further assessment, doing the work pays the bills for the consul-
tant, but it is not a hallmark of ethical, eff ective, or competent practice. 
Admittedly, it may serve as an entre for such a practice to develop with the 
client. Sixth, Beckhard noted that OD has a focus on changing attitudes 
and/or behavior. Th e relationship between attitudes and behavior are con-
troversial and certainly complex, but the practitioner works with what is 
available, changing attitudes when necessary and behavior when possible. 
A weakness of the fi eld is that evaluations oft en focus on attitude change 
and consequent behavior change is assumed. Beckhard’s seventh charac-
teristic is that OD typically relies on a form of experienced-based learning. 
Consultants may present educative material, but they rely on experiences 
that their clients engage in to create change. Finally, Beckhard observed that 
the eff orts are commonly directed at groups. Th e competent OD consultant 
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has a high level of knowledge of group dynamics and the skill needed to 
guide groups through change experiences.

Mirvis (2006) provided a history of OD thought and distinguished 
between evolutionary OD and revolutionary OD. Evolutionary OD was 
“developed from a system’s existing base” (p. 47). Change was built on 
prior knowledge and practice; many elements of the organization were left  
intact. Revolutionary OD is based in “death and rebirth” (p. 47); old norms 
and practices are discarded in favor of new ones imported by the consul-
tant. Th is is not necessarily a positive development; revolutionary OD is 
founded on a set of ideological principles that may be shared by many psy-
chologists and social theorists but are not necessarily accepted by organi-
zation members. Th e needs analysis exists in the head of the practitioners, 
not the needs of the system. As Kendler (1993) noted, psychologists may 
eff ectively inform social systems of the probable or actual consequences of 
social change, but they cannot dictate morality. Harrison (1974/1968) estab-
lished a guideline that the psychologist should intervene only as deeply as 
necessary to achieve the goals of the intervention. Th us, revolutionary OD 
activities imposed on organization members without informed consent 
would be unethical, incompetent, and antithetical to the original values of 
OD. It is the client, not the consultant, who should own the problem and 
the solution (Schein, 1999).

Th is chapter does not attempt to cover all forms of OD exhaustively 
but discusses competencies required for common forms directed at var-
ious degrees of organizational levels and inclusion. OD eff orts follow the 
same general pattern of most interventions by psychologists. Th ey begin 
with assessment, move to diagnosis, then go to the design of the OD eff ort, 
implementation, and evaluation. Ideally, the process begins anew with reas-
sessment, and so on in an action research paradigm until the envisioned 
change is achieved. Th e importance of beginning and renewing with assess-
ment and diagnosis cannot be understated. It is generally recognized that 
failed organizational interventions oft en result from inadequate assess-
ment and diagnostic activities (Kurpius, 1985). Organizational change the-
orists vary in the nature and timing of these eff orts, but regardless of which 
form of change eff ort is employed, the competent psychologist working in 
organizations spends a good deal of time and eff ort in assessing the organi-
zation’s situation, culture, needs, and other factors. Indeed, all organizations, 
and the people within them, are parts of larger systems. Th is is sometimes 
illustrated with the metaphor of Russian dolls, each one fi ts inside the next. 
However, the various systems are intertwined, and no one doll encapsulates 
another. Th e psychologist must remember at all times that the organizations 
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and people the psychologist is working with are infl uenced, perhaps pres-
sured is a better word, by many forces in the environment including the 
social, technical, political, fi nancial, physical, cultural, legal, moral, and, 
oft en, spiritual. Given that each member of the organization has roles 
outside that system (e.g., family), the number of infl uences can increase 
exponentially. Notice that we haven’t even mentioned individual diff er-
ences in personality, education, family background, gender, ethnicity, and 
so on. Th is is why no single perspective can be used by a psychologist who 
aspires to competence. Such an approach is naïve at best and apt to lead to 
poor decision making at worst.

Although some theorists such as Schein (1999) state that one goal of 
OD is to have the client learn to identify the need for changes and to suc-
cessfully implement these, continuing relationships are common. Organi-
zations change, the people change, processes and technology change, and 
so on, and it is likely that consultation will continue to be necessary. 

Process Consultation

Process Consultation (PC) is the most commonly used OD technique, if 
for no other reason than almost all consultants use it at one time or another 
(Schein, 1999). In Schein’s words, “it is a philosophy of ‘helping,’ and a tech-
nology or methodology of how to be helpful” (p. xi). Explicit in PC, the 
consultant is helping the client to make improvements. Again, in Schein’s 
words:

Process Consultation is the creation of a relationship with the client that 
permits the client to perceive, understand, and act on the process events that 
occur in the client’s internal and external environment in order to improve 
the situation as defi ned by the client. (1999, p. 20)

Note that neither the client nor consultant may have specifi c outcomes in 
mind in creating the relationship other than making things in some sense 
better. Th e emphasis on relationship as the method for creating change makes 
PC more like psychotherapy than other organizational change eff orts. It is, 
however, quite diff erent. Typically the consultant observes the group as it 
conducts business. Contrary to the OD characteristics listed by Beckhard 
(1969), the PC consultant necessarily cannot plan activities long in advance. 
Oft en the consultant is changing roles between process consultant and 
expert (i.e., one who knows where the group should head and what it should 
accomplish) rapidly during the consultation in response to the actions of 
the client group (Schein, 1999). Early in the PC eff ort the group is typically 
more task focused and the consultant attends to how group members relate 
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to each other, group norms, culture, oft en the unstated issues that impede 
group eff ectiveness. Th e consultant may or may not point out group task 
process issues; it depends on the consultant’s knowledge. Schein (1999) 
takes care to point out that the consultant works from a state of ignorance 
and attempts to use that ignorance to ask questions for which the answers 
may inform both the client group and the consultant. As the relationship 
with the group progresses and the group develops a degree of trust with the 
consultant, the group meetings may begin to concentrate more on process: 
how dialogue is conducted, the emotional connections between members, 
and similar issues. 

Teams and Team Building

Team building is one of the most common interventions for achieving 
organizational change. A myriad of activities fall under the rubric of team 
building. Th ey range from the silly, such as the “fall backward and your 
team member will catch you” satirized in television commercials to consult-
ing actions based on reasonably well-developed theory and empirical evidence. 
Although there is empirical support for team building (Armenakis & Bedeian, 
1999), the support for these atheoretical activities is scant (Kozlowski & 
Ilgen, 2006). Consulting actions that actually improve team performance 
are based on empirically validated models of teams. Th e consultant recog-
nizes that the team is embedded in a larger system, which itself is embed-
ded in other systems. In addition, the consultant recognizes that team 
members’ roles are, at best, partially included in the team; team members 
oft en have other roles at work and certainly have other roles outside of 
work. Team members have areas of individual expertise that enhance their 
contribution to the team eff ort, yet they also need skills related to working 
eff ectively in a team (Salas, Burke, Fowlkes, & Priest, 2004). Today many 
organizations are structured around teams but have human resource sys-
tems based on individual eff orts. Th e reward system, in particular, must 
reinforce team-based actions and accomplishments, but most organiza-
tions still focus on rewarding the individual’s achievements (Kozlowski & 
Ilgen, 2006). Expert consultants recognize this and either work with the 
organization to change these systems if teamwork is really desired, or pro-
pose a reduction in emphasis on teams. Building reward and recognition 
systems for teams requires attention to stages of team development in cre-
ating performance assessment measures (McIntyre & Tedrow, 2004). It 
should also be noted that basing rewards solely on team performance can 
be problematic, resulting in social loafi ng (Rynes et al., 2005).
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Teams that work together over long periods of time go through devel-
opmental sequences that inspired the notion of team building. An early, 
simple, but still useful model was proposed by Tuckman (1965) of having the 
stages of forming, storming, norming, and performing. During the form-
ing stage team members get to know one another, and through storming, 
learn to manage confl ict. Norms eventually develop allowing team mem-
bers to predict and expect the actions of others. While these are particu-
lar to the individual group, organizations with a history of having teams 
will sometimes develop shared group climates that allow some movement 
between teams. A shared set of norms or climate is associated with better 
team performance (Kozlowski & Ilgen, 2006). Only aft er confl ict resolu-
tion methods are established and norms recognized by team members 
can high performance result. Schein (1999, 2009) points out that teams 
will oft en focus on task issues prematurely before process issues have been 
worked out. It is an evolving process, with task and process issues coming to 
the fore at various points. Schein also states that the consultant who seeks to 
work with a team must get to know the team norms before working on pro-
cess issues. Th us, the process consultant in team-building mode may con-
fi ne his or her activities to task-relevant problems until familiarity with the 
team permits process work.

It is not surprising that teams that train together are more eff ective than 
those that do not (Edmondson, Bohmer, & Pisano, 2001; Kozlowski & 
Ilgen, 2006). Th is is easily seen in sports leagues in which all-star teams 
consist of athletes who are experts in their positions, but the team does not 
achieve at the level of even an average or even below average team from 
the same league. For many task teams it is possible to separate the training 
phase from the doing phase. Th e psychologist should be involved in both to be 
maximally eff ective. For other teams, such as top management teams, train-
ing in task execution is not feasible—hence, the role of process consultant. 
Th ere are, however, teams that may not exist in an intact form for very 
long periods of time. Team members must be trained in their roles, and 
those of everyone else, so that the team can form and perform on short 
notice. In the Navy, for example, fi refi ghting or gunnery teams may need 
to form unpredictably and consist of whoever is available. Commercial 
fl ight crews are brought together for the fl ight and may have never worked 
together before. For these teams it is necessary to employ special training 
models that develop shared mental models of how to perform the task and 
how to communicate, make decisions, and get along (Cannon-Bowers & Salas, 
1998; Kozlowski & Ilgen, 2006). Th e shared mental models approach may not 
be useful for other teams for which performance requires diverse viewpoints 
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and means of negotiating or otherwise managing confl ict. Obviously, the 
role of the consultant in these teams will involve more process than task 
expertise. 

One of the earliest forms of OD concentrated on the development of 
teams through nonstructured groups termed T-groups, sensitivity training, 
or laboratory training (Burke, 2006). Such groups had only the behavior of 
the participants as learning material. Th e idea was that participants would 
eventually come to grips with their “authentic” selves and learn about 
group behavior, norms, and how they are seen by others. Although widely 
hailed as a social breakthrough (Rogers, 1968, cited in Burke, 2006), prob-
lems were soon identifi ed. Marrow, Bowers, and Seashore (1967) recounted 
a near disaster when a CEO unexpectedly visited a group and was shocked 
to learn what his subordinates had discovered about him. By the end of the 
1960s considerable research had been conducted on T-groups with the fi nding 
that some behavior change may occur, but there was no convincing evidence 
that performance on the job was improved (Campbell & Dunnette, 1968) 
and that attitudes were lightly impacted (Neuman, Edwards, & Raju, 1989). 
One would expect that in a science-based psychology, sensitivity training 
would have died out decades ago. Similar interventions are still employed, 
sometimes under their original guise, other times as diversity training, 
cultural awareness, and similar endeavors. Without being able to specify 
logical linkages between the group activity and some set of desirable out-
comes as well as some reasonable degree of empirical evidence, a psychol-
ogist employing these techniques would have a diffi  cult time defending a 
claim of competence.

Survey Feedback and Action Research

Th ere once was a time when it was an uncommon occurrence to complete 
a survey. You would go to a restaurant, eat, and pay your bill without being 
asked to evaluate the server and food. You would take your dog to the vet, 
get the car fi lled up with gas, buy groceries, and play golf and never com-
plete a survey form. All that has changed. Back then, completing a survey 
was a big deal, a rare event to be savored and done with plenty of thought. 
Back then you could survey employees regarding their boss, the company 
climate, communications, and all manner of other potentially important 
factors and it was an event to remember. You could work with an organi-
zation, design an appropriate survey, pass it out, and later, work with the 
sponsors to analyze the results. If a work team was involved from begin-
ning to end, they “owned” the results and were apt to make changes based 
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on them. At least that was the theory behind survey feedback as described 
by Mann (1951) and enlarged on by Likert (1961). For some decades the 
method of survey feedback was one of the most important OD techniques. 
Th e idea of surveying employees, then feeding the results back to manag-
ers has caught on and been extended beyond anything its originators ever 
imagined—to the point that it is so ubiquitous that survey feedback as a 
distinct method has disappeared.1 Although the method originally centered 
on written surveys, today the consultant is likely to use written or Internet 
surveys, focus groups, interviews, or a combination of techniques to col-
lect and assemble data. Th e competencies listed in chapter 1 (Table 1.1) indi-
cate that the OCB psychologist needs to have expertise in this process and 
in action research in general. Th e specifi c competencies include being able 
to write high-quality survey questions, sample the work groups, probably 
using Internet-based survey soft ware, analyze the data, and prepare useful 
reports.2 For focus groups and interviews the consultant must know how 
to design the group, write questions, collate and analyze the data, and pre-
pare the report. For both, the consultant competency that is critical and 
most diffi  cult to learn is the feedback process. For that reason it makes sense 
to devote extra attention to that issue. Not every consultant would neces-
sarily handle feedback the way my team does, but the following procedure 
taken from the team’s informal procedure manual has worked well for us.

FEEDING BACK THE RESULTS OF 

SURVEYS AND FOCUS GROUPS

Th e results of surveys and focus groups are rarely entirely positive. If they 
were, there would be little problem in feeding back results to the sponsors 
of the project, organization staff , and other interested parties. So, based on 
experience and a little bit of psychology, here are some observations on 
how to feed back results.

First, remember the program is a political system and exists within a 
larger political system (which is embedded in a larger political system, etc.). 

1 A search using PsychINFO in March 2009 found 71 references to the term “survey 
feedback”; only two of the papers were published within the last decade.

2 Patton (2009) points out that writing a report on a project may take up to a third of the 
budget. Noting that many reports remain on the shelf unread, he suggests that it may 
oft en pay to not prepare a fi nal report, but rather present the information to the client, 
engage in action planning, and move on. Th is is consistent with an action research model 
used by many consultants.
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Th e client may want as scientifi c an evaluation as possible, but science is 
secondary to politics 99% of the time.

Before you design your feedback, remind yourself of the following:
Who are the stakeholders? •
What are the relationships between stakeholders? •
What was the purpose of the project? Was it the same for all  •
stakeholders?
Who benefi ts from positive fi ndings? •
Who would benefi t from negative fi ndings? •
How does the culture of the program impact the way feedback is  •
utilized?
What kind of pressure are stakeholders under? •

Related to the preceding, Schein (1999, 2009) presents a case of a colleague 
he called Jim. Jim was consistently getting fi red from consulting jobs. Upon 
investigation, Jim and Schein determined that on at least one occasion Jim 
provided negative feedback on the organization’s culture to the CEO of an 
organization. Th e problems with the culture could be seen as refl ecting 
poorly on the CEO. Jim then presented the same information to a man-
agement team with the CEO present. Although the CEO was able to take 
the results in private, presenting them in public was more than he could 
handle. One lesson from this is to know that you are sure of the context in 
which you are presenting data and results and try to determine whether 
there are any hidden agendas before going on.

Second, you have an ethical and professional obligation to present the 
results as objectively as you can. But keeping in mind the purpose of the 
project may assist you in presenting the results in a manner that is most 
likely to lead to positive use of the results. Ask and answer these questions 
before your presentation:

What is your relationship to the organization? •
Do you care what happens to the people who run or work in the orga- •
nization? (Have you unearthed evidence of misconduct or unethical 
behavior? Have they made a good-faith eff ort to run the organization as 
well as they can?)
Put yourself in the place of the various types of stakeholders. How  •
would you react to the data?
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Th ird, the results are rarely wholly negative. Make sure you understand the 
results before you pass them on. Th is means thinking about what is work-
ing as well as what may not be working.

What actions would you recommend to make the organization work  •
better? Even if this was not in the scope of your work, somebody will ask 
you. You should try to identify two or more options (Schein, 2009). If 
you can’t think of options, give guidance on constraints or on goals.
Are there some parts of the organization that are working well or are  •
otherwise worth saving?
Can you quantify or otherwise express your confi dence in the results? •

Fourth, attend to how you structure the feedback. If you present negative 
results you can assume that one or more of the following will occur:

Defense mechanisms of various types will be raised (leading with denial).  •
Nobody will listen to you (except those who are hoping for negative 
results) if you jump right in with the bad news.
People will be thinking of why the results came out as they did. Th ey will  •
attribute the poor results to almost anything, but most likely

� You, your biases, your competence, your political agenda

� Unusual circumstances that occurred when the data were collected

� An inability (on your part) to understand the true nature of the 
program

� Invalidity of the outcome measures

� Invalidity of the analyses

� Invalidity of the design

� Biased informants or other sampling issues

� Something that was wrong with the database
Some people will react with aggression, others passively. Neither  •
response is especially useful for fi guring out how to take constructive 
action.
Strangely, some people will read more negativity into the results than  •
there is in the report, even when it is not in their own best interests. 
Make sure that they do not overinterpret the results. Oft en I suspect they 
had an overly optimistic notion of what the results would show. Failing 
to achieve perfection leaves them only with negatives. Relatedly, there is 
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oft en a tendency toward escalation and catastrophizing; “Th is program 
is worthless. It should be shut down immediately.” Th is isn’t therapy, but 
you need to stop this and redirect the thoughts. Also, you may have these 
same tendencies, so do some introspection and keep yourself under 
control.
In an oral presentation, be aware of group dynamics. No one person  •
may get out of control, but put several people together and it can 
happen. You encourage this in a focus group, as long as they stay on 
task. In a feedback session you encourage it only if they are heading 
toward resolution and action.

Th erefore, structure the feedback as follows:
1. State the reasons for the project as agreed upon when it began.
2. Note how the project was conducted and the scope of your work.
3. Restate the goals of the program as defi ned early in the project process.
4. If the project scope, method, or goals shift ed, comment on that now.
5. If the situation dictates that the negative results be presented fi rst, give 

some encouragement that positive results will be presented later.
6. Unlike a scientifi c paper, in giving feedback to the client you usually 

don’t divide the results and conclusions.
7. Th e emphasis should be kept on the system or program at all times, 

not individuals. If somebody is screwing up it will become apparent 
without fi xating on it during the feedback session.

8. Highest priorities are for action based on the results. You may or 
may not be the person(s) to decide on action. You can keep the 
client focused on determining actions. Don’t let them rush into a series 
of ill-considered actions. Sometimes you need to slow down decision 
making.

Externally Imposed Change

Organizational development as it was originally construed involved the 
organization fi nding its values or vision and learning to make changes to 
reach that vision or to live its values. Just as evolutionary OD gave way to rev-
olutionary OD, in which the consultants imposed their values on the orga-
nization, much organizational change has become externally directed. Early 
examples would be court-directed school desegregation from the 1970s, the 
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introduction of total quality management in the 1980s (Druckman, Singer, & 
Van Cott, 1997), reengineering in the 1990s (Druckman et al., 1997), accred-
iting and credentialing requirements in hospitals (current), and the devel-
opment of new accreditation requirements that change the way universities 
are run (current). In these situations the consultant is not concerned with 
questions of identifying the values or visions of the organization’s mem-
bers and creating new ways of doing things. Instead, the issue may be “how 
do we adapt our values, visions, and accepted norms to fi t this new envi-
ronment?” Much as in the case of mergers and acquisitions (discussed in 
the next section), there may be a period of grieving for the old ways before 
acceptance takes hold. It seems likely that in these cases it will be some-
what easier to fi nd internal champions for the new order than in the case 
of a merger. 

To illustrate the complexities of externally imposed change, my consult-
ing team has been working with a large, public, multisite medical facility 
that serves a restricted clientele. Th e buildings at the main site are well over 
a century old and have been condemned for two decades. Th ey are still in 
use because there is no option except continuing to use them. Under fed-
eral pressure, new buildings are on the drawing board and should be built 
soon. Another site has a building that was built for a hospital but for a 
very diff erent form of medical specialty. In both sites the architecture limits 
the form of the organization and how it can most effi  ciently deliver ser-
vices. In addition, both sites are having to change treatment methods and 
who engages in treatment, again due to federal requirements. Th is, in turn, 
changes social relationships that have built up over the past century. People 
are confused about status, roles, and competence. A third external force 
involves accreditation standards and a simultaneous need to upgrade infor-
mation technology and medical record keeping. Units may go from having 
no computer or one old enough to have a green-font-on-black-screen mon-
itor to state of the art computers and interfaces. Our surveys indicate the 
staff  members are frightened of the technology change and they require 
much more training than had been planned and budgeted for. Fourth, as 
the demographics of the region change so does the clientele. Traditionally 
clients have been White Americans, with the occasional Native American 
or African American. It is clear that in the not-too-distant future the facili-
ties will need to serve clients from a variety of cultural backgrounds. Focus 
groups indicate the need for more and better interpreters and, equally 
important, better access to training or other resources on cultural diff er-
ences. In these circumstances, no one is asking the staff  whether they want 
to change buildings, whether the new treatment regimens fi t their values, 
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if a new record keeping system makes sense to them, or the desirability of 
treating people from other cultures. Th ese things will happen. Th e consul-
tants’ role is to help management and staff  adapt as eff ectively, and in this 
case, as quickly, as possible to the new world that has already arrived. In 
this project we have two senior psychologists who supervise the project, 
two relatively advanced consultants who both coordinate activities and do 
survey and focus group work, and several beginning consultants on their 
fi rst project. Competencies not listed in Table 1.1 (see chapter 1) that are 
involved include maintaining good relations between the consultants, and 
between the consultants and managers and staff . 

Mergers and Acquisitions

Th ose who follow the business news are aware that one indication of the 
state of the economy is the level of activity in mergers and acquisitions 
(M&A). Th e successful combination of two organizations is a problem-
atic business involving corporate history and culture, product or service 
lines, individual and team identities, the integration of diff ering methods 
and procedures, and numerous other facets of organizational life—indeed, 
all other facets of organizational life. In an acquisition, one company takes 
over another and the latter fi rm ceases to exist. In a merger two companies 
decide to go forth as a single entity. At times it is diffi  cult to tell the func-
tional diff erence from the perspective of an insider, customer, or supplier 
because even in mergers of equals one partner oft en tends to dominate; con-
sequently the two are treated as a single subject of M&A. A readable, short, 
but useful discussion of the business side of M&A is provided by the Investo-
pedia website (http://www.investopedia.com/university/mergers/).

M&As are typically developed by specialist bankers or brokers. Th eir 
business is to bring together candidate companies. Th e M&A specialists 
are concerned with “the numbers”; that is, the economic advantages of 
the deal. Th eir rewards, and the rewards of the executives involved, are 
based on closing the deal and are not dependent on the ultimate success of 
the M&A (Marks, 2002). Deals are kept as secret as possible and only the 
minimum number of people are in the know. Unfortunately, that means 
psychologists are unlikely to be involved, so issues involving loss of key 
personnel and incompatibility of cultures are unlikely to be considered. 
Th e expected fi nancial advantages of many M&As accrue from reductions 
in personnel and other cost-saving measures—practices sure to increase 
rumors, job stress, feelings of insecurity, and inevitable turnover. Turn-
over is not limited to lower levels in the organization; Walsh (1988) found 

http://www.investopedia.com/university/mergers/
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it was higher in merged companies than other fi rms at the highest exec-
utive levels. Although over 20 years old, this fi nding seems to still be rel-
evant. For example, Krug and Hegarty (1998) compared U.S. companies 
taken over by foreign fi rms, U.S. companies taken over by domestic com-
panies, and those that were not taken over. Walsh’s top management turn-
over eff ect was replicated and even higher in fi rms taken over by foreign 
companies. 

Th e cost cutting associated with M&As leads to what Mirvis and Marks 
(see Marks, 2002) termed “merger syndrome.” Th e psychologist can help 
with managing merger syndrome through informing employees in work-
shops, collecting data on employee response to organizational changes, 
and working to develop leadership practices that encourage constructive 
engagement between management and employees. Th us, the competencies 
are consistent with those in Table 1.1 but require contextual understand-
ing of the situation to be helpful. Not listed in Table 1.1 are competencies in 
the area of outplacement. Th ese are the individual-level competencies for 
career-related problems and career counseling. Many business organiza-
tions operate internationally. Dealing with the diff erent cultures within the 
company itself can be a challenge. M&A activity is oft en international in 
scope and this can complicate matters exponentially. A psychologist work-
ing in this area may need additional cultural competence covering specifi c 
cultures or in melding many diff erent cultures. 

Planning and Managing Change

“Change Happens” reads a popular statement. It is true. But change that is 
managed and planned is much more likely to achieve goals. Th is requires 
two distinct sets of skills; one psychological, the other business oriented. 
Th e psychological skills include understanding resistance to change or, 
alternatively, how people cope with demands for change. Th e psycholo-
gist must also be able to see the change within a larger context. In planning 
and implementing change eff orts it has been shown that the organiza-
tional context is a critical concern (Armenakis & Bedeian, 1999). Contex-
tual variables include what might be termed organizational demographics 
(e.g., age of the organization, size), recent experience with change, stabil-
ity of the environment (technological, regulatory, competitive, and other 
factors), and past eff ectiveness of the organization in responding to envi-
ronmental change. Some commentators note that resistance to change or 
cynicism of organization members regarding the potential value of change 
eff orts is more common than support for change measures. Probably most 
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OBC psychologists have had the experience of entering a client orga-
nization to assist with some change or another and being told by jaded 
employees that whatever they, the consultants, did, would not make much 
diff erence because management keeps trying to make changes and nothing 
ever works. Herold, Fedor, and Caldwell (2007) studied over 500 employ-
ees in 25 organizations undergoing various types of change. Th ey found 
that regardless of the type of change, commitment was clearly related to 
an interaction of personal self-effi  cacy and turbulence, the extent to which 
there were other changes going on in the organization (context). In a highly 
turbulent organization with multiple changes, there should be a strong 
sense of being able to accomplish any given change among employees to 
have much commitment to carrying the change out to a successful conclu-
sion. Th us, important competencies are to both assess and work with the 
organizational context and commitment to change by its members.

A lack of commitment to change is sometimes thought of as compara-
ble to the clinical concept of resistance to change. In this conceptualiza-
tion, the client resists changing due to some internal confl icts that prevent 
movement. Th ree alternative views are helpful in understanding the failure 
to commit to change that could inform consulting practice. Prochaska and 
DiClemente (cf. Prochaska, 1999) identifi ed fi ve stages (actually phases) 
that people go through as they change or don’t change. Th e fi rst of these, 
precontemplation, describes the state of people who either never seriously 
considered changing or are planning to do so at some indeterminate time 
in the future. An example would be a smoker who says he or she may stop 
next year. A person planning a change in the next 6 months would be in 
contemplation. Such a person is aware of the advantages of changing, but 
also the disadvantages (quitting smoking would be uncomfortable). Once 
the time for the change the person is planning draws near, within a month, 
he or she is said to be in the preparation stage. Such people have a plan for 
action and can be persuaded to change with action-oriented interventions. 
Th ose who are actually implementing changes are in the action stage and 
those who have completed a change and are vigilant about backsliding are 
in the maintenance stage. Th is taxonomy works reasonably well with people 
who are making personal changes. In organizations, the need for change 
may be imposed from outside and may not have been apparent to many 
organizational members. Stayer (1990) recounts a decade-long change 
process in the sausage company he ran. He determined that changes were 
necessary, announced this to his top managers out of the blue, and was dis-
mayed that they did not buy into the change and failed to accomplish his 
objectives—to the point that he ultimately replaced them. Th ey were in 
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the precontemplation stage and had never imagined the need for or the 
nature of the change that was foisted upon them. It is fair to say that this 
is common in organizations, and the clever consultant recognizes this and 
works with the client organization to help members see and adapt to the 
necessity of change, thus reducing apparent resistance. 

Another clinician who has tackled resistance or lack of commitment to 
change in a manner useful in organizations is Leahy (2003). A cognitive ther-
apist, he wondered why many clients would recognize the need for change 
(i.e., be in the contemplation, preparation, or even early action stages) but 
never carry through with implementing it. Borrowing an idea from eco-
nomics, portfolio theory, he analyzed several forms of psychological dis-
orders using fi nancial concepts as metaphors including available assets, 
future earning potential, functional utility of gains, replications of invest-
ment, duration of investments, and portfolio diversifi cation. It is well known 
that people place diff erent valuations on the components of portfolios (the 
risk tolerance of someone 60 years old is probably lower than that of some-
one who is 30 since there is less time for the 60-year-old to make up for 
losses). Basically, Leahy found that failure to change could be predicted 
when potential losses exceeded potential gains, but that the valuation and 
probabilities associated with gains and losses are characteristically skewed 
by various disorders. Th ere is an old question that underlies willingness to 
change: “What is in it for me?” To answer that involves understanding the 
costs and benefi ts of change as seen by the individual, work group or team, 
department, and so on. Leahy’s work can be easily adapted to fi t the busi-
ness setting and can be understood by managers. 

A method of accomplishing Leahy’s portfolio analysis that is eff ective 
with less fi nancially sophisticated organization members is to lead them 
in an examination of the rewards and punishments of changing and not 
changing for the organization (department, team) and the individual. An 
example is shown in Figure 9.1. Th e consultant works with the client or 
team to complete the squares following these directions:
1. Identify the change that has been proposed or implemented.
2. Identify a specifi c individual or set of individuals of special interest. 

If there is more than one individual or set of individuals, create more 
columns. Many stakeholders could result in many columns. Stop 
before it gets too complicated. You can come back and do the exercise 
again to include more stakeholders.

3. Th e next steps involve identifying rewards and punishments for 
making the change and for retaining the status quo. All may be 
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tangible or intangible. If something is listed in one cell, it can’t appear 
in another (e.g., a punisher of change is the cost; a reward for not 
changing can not be not having the cost).

4. Identify rewards for the organization for making the change. Th ese 
include tangible and intangible advantages. Include rewards that may 
accrue in the reasonable future.

5. Identify punishments for the organization for making the change. 
Again, these are tangible and intangible. Include those that may accrue 
in the reasonable future.

6. Identify the rewards for the organization for not making the change. 
Th ese may be tangible or intangible. Some rewards that are always 
included are avoiding the costs and hassles of the change, and avoiding 
uncertainty. 

7. Repeat the above steps for the individual. Th e rewards and punish-
ments will be diff erent (e.g., if the organization makes money, the 

FIGURE 9.1  Simple method for understanding forces for and against 
change in an organization and selected individual(s)
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individual reward might be greater prestige, power, or security). Th is 
is the time to use your empathic powers to see the pressure to change 
and not change from the individual’s point of view.

8. Finally, use the information in the cells to
Identify levers for changing (or not changing) •
Identify obstacles for change •
Identify factors that must be mitigated if the change occurs  •
(i.e., costs, loss of infl uence, stress from uncertainty).

Nevis (1987) presented a somewhat diff erent approach that is not incon-
sistent with those based on stages of change and portfolio theory. Nevis 
does not see resistance as resistance. Rather, it is the attempt by employees 
to retain their integrity. As the crew of a boat crossing a river has to avoid 
being blown off  course by stray breezes and shift ing currents, organization 
members seek to maintain equilibrium by staying the course as much as 
possible. Th ey creatively adjust to conditions but make major changes as 
they perceive the need, much as Katona (1953) observed that people estab-
lish routines and it takes “strong motivational forces” (p. 310) to get them 
to abandon these habits in favor of problem-solving behavior. Nevis invites 
naysayers to participate when they decide to do so. Probably Nevis, and 
certainly Katona, would suggest having those who appear resistant to rede-
fi ne the situation such that problem solving begins. In such cases the psy-
chologist and management are taking the risk that the end result may not 
be the same as planned from above. 

Whether through these means or others, the competent OBC psycholo-
gist plans for and has a repertoire for reducing resistance or inducing com-
mitment. Of course, it is not the psychologist who accomplishes these; 
that is up to the organization. Th e consultant works with sponsors within 
the organization to help them strategize and actualize change. A consul-
tant should never expect to create a climate for and acceptance of change 
solely through personal action. In cases where this is attempted by some 
superhero consultant, the change is doomed to fail because the consul-
tant cannot control the costs and benefi ts or rewards and punishments the 
organization and its environment can provide.



6p835p10

PART I V

Foundational 
Competencies—

Th e OBC Psychologist 
as a Professional



This page intentionally left blank 



TEN

Business and Consulting Skills

A number of competencies needed for success in organizational and busi-
ness consulting psychology are not specifi c to the fi eld. Under Industrial 
and Organizational Psychologists (subsuming Consulting Psychologists), 
the O*NET describes the extent to which a large number of knowledges, 
skills, and abilities are required by the professional (O*NET On-Line, down-
loaded 10/10/2008). Obviously no single person’s repertoire will match the 
list, but it is instructive to examine the top 10 of each. Th e knowledge list pro-
vides few surprises. Psychology is the most important item, followed closely 
by Personnel and Human Resources; Education and Training and Mathe-
matics are fourth and fi ft h, just behind English Language. More salient for 
this chapter is the listing of Customer and Personal Service, Administration 
and Management, Communications and Media, and Clerical (i.e., knowing 
administrative and clerical procedures, knowing how to use word process-
ing, and designing forms). Th ese are the sorts of knowledge expected of 
anyone in middle to upper management in most organizations and in most 
professions. Th ey illustrate that success will not fl ow just from competence 
in psychology; one must know how to operate in a businesslike manner to 
get the job done. 

Table 10.1 lists the top 20 skills for I/O psychologists from the O*NET. 
Most require no elaboration; a few deserve special comment. 

Writing is a skill that ought to be taught in high school or college; in 
graduate school psychologists are taught to write using the style dictated 
by the American Psychological Association (APA style; American Psy-
chological Association, 2009b). While APA style is appropriate for writing 
scientifi c papers and technical reports, the OBC psychologist writes for 
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TABLE 10.1 Top 20 Skills for the Industrial and Organizational Psychologist from the O*NET

IMPORTANCE 
RATING

SKILL O*NET DESCRIPTION

96 Critical thinking Using logic and reasoning to identify the strengths 
and weaknesses of alternative solutions, 
conclusions, or approaches to problems.

92 Active listening Giving full attention to what other people are 
saying, taking time to understand the points being 
made, asking questions as appropriate, and not 
interrupting at inappropriate times.

87 Speaking Talking to others to convey information effectively.

85 Reading comprehension Understanding written sentences and paragraphs in 
work-related documents.

84 Writing Communicating effectively in writing as appropriate 
for the needs of the audience.

74 Coordination Adjusting actions in relation to others’ actions.

73 Judgment and decision 
making

Considering the relative costs and benefi ts of 
potential actions to choose the most appropriate one.

73 Science Using scientifi c rules and methods to solve 
problems.

69 Time management Managing one’s own time and the time of others.

68 Learning strategies Selecting and using training/instructional methods 
and procedures appropriate for the situation when 
learning or teaching new things.

67 Mathematics Using mathematics to solve problems.

66 Monitoring Monitoring/assessing performance of yourself, other 
individuals, or organizations to make improvements 
or take corrective action.

64 Instructing Teaching others how to do something.

63 Complex problem solving Identifying complex problems and reviewing related 
information to develop and evaluate options and 
implement solutions.

62 Social perceptiveness Being aware of others’ reactions and understanding 
why they react as they do.
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a much broader and varied audience. Scientifi c writing calls for descrip-
tion of exact details and rationale for procedure, but a report prepared for 
a client may be confi ned to one or a few pages with just the most impor-
tant points discussed. Technical details can be presented in a technical 
report that is rarely read by anyone unless there is litigation. Similarly, APA 
style calls for a standard outline: Abstract, Introduction, Method, Results, 
Discussion. A report for a client may have an Executive Summary con-
taining a brief description of the project and action items followed by the 
report itself consisting of brief descriptions of method, results, and impli-
cations mixed as appropriate. Other types of writing include letters for 
reporting and marketing, material for popular publications, websites, or 
blogs intended to inform the public and make the psychologist’s name 
or fi rm known, material for company newsletters, and many other forms. 
Th us, an aspiring OBC psychologist may need to relearn how to write aft er 
graduate school.

Speaking is a necessary skill for the professional seeking to make a living 
providing services to businesses and other organizations. Speaking may be 
one on one, to small groups, or to very large assemblies. It may be formal, 
as in a sales presentation to a potential client, or impromptu. Successful 
OBC psychologists learn to think quickly and to express their thoughts 
verbally in a manner suitable for the audience and occasion. Graduate 
training typically emphasizes learning how to make presentations such as 

IMPORTANCE 
RATING

SKILL O*NET DESCRIPTION

61 Active learning Understanding the implications of new information 
for both current and future problem solving and 
decision making.

56 Persuasion Persuading others to change their minds or behavior.

53 Service orientation Actively looking for ways to help people.

52 Systems evaluation Identifying measures or indicators of system 
performance and the actions needed to improve 
or correct performance, relative to the goals of the 
system.

50 Management of personnel 
resources

Motivating, developing, and directing people as they 
work; identifying the best people for the job.

Source: O*NET On-Line (2009). Details report for 19-3032.00 – Industrial-Organizational Psychologists. Downloaded 10/10/2008 from 
http://online.onetcenter.org/link/details/19-3032.00.

http://online.onetcenter.org/link/details/19-3032.00
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those given in convention symposiums; this is only one form of the speak-
ing skills that are needed.

Th e monitoring and instructing skills have obvious relationships to the 
work performed by OBC psychologists. Th ese skills also come into play 
in the work arrangements of many OBC psychologists. Many, but by no 
means all, work as part of groups either as internal consultants or in con-
sulting fi rms. Th ese groups may range from a few people to fi rms with 
many hundreds of consultants. A common career path is to start with a 
group as an entry-level consultant who performs most of the detailed work 
(e.g., job analyses). With time and experience the consultant moves into 
practice management, which involves wooing the client and managing 
projects once they begin. Th e senior consultants may do relatively little 
directly billable work on the details but they supervise the junior consul-
tants. Th is career progression may be required just to remain an associate 
with some fi rms.

Th e primary abilities listed by the O*NET deal with oral and written 
communications, followed by deductive reasoning, inductive reasoning, 
and problem sensitivity (noting there is or may be a problem, not neces-
sarily solving it). Interestingly, given the emphasis on mathematical tasks 
and skills, the abilities of information ordering—“Th e ability to arrange 
things or actions in a certain order or pattern according to a specifi c rule 
or set of rules (e.g., patterns of numbers, letters, words, pictures, mathe-
matical operations)”—category fl exibility, and fl uency of ideas (both rated 
63 in importance) are rated as equal in importance to mathematical rea-
soning (rated 63). 

Characteristics Needed for Forensic Work

Some OBC psychologists will serve as experts in court. Most oft en this 
would probably occur in association with discrimination cases. Borden 
and Sharf (2007) describe personal characteristics to look for in person-
nel for projects that may be subject to litigation. Given appropriate pro-
fessional training and experience and technical skills, the person should 
possess three additional characteristics: attention to detail, a suitable tem-
perament, and communication skills. Th ese are important for competently 
presenting information in court. Missing some details, however minor, 
may make the witness appear sloppy or unprepared. Similarly, being easily 
rattled, becoming defensive, or otherwise tending to behave inappropriately 
can provide an opposing attorney with an opportunity to make the witness 
look “bad,” in spite of technical prowess. In general, court appearances not 
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withstanding, it is hard to deny the importance of these characteristics for 
success in most facets of professional work.

Personal Qualities in Demand by Consulting Firms

In an attempt to identify the competencies most in demand by consulting 
fi rms, my graduate assistant, Heidi Meeke (2009), examined employment 
ads for the second half of 2008 and fi rst part of 2009 and directly contacted 
16 fi rms. Th e fi rms ranged from locally based consulting fi rms to those 
with a global practice and one that specializes in providing services to the 
federal government. Meeke’s fi ndings can be summarized as follows:

Training. Most fi rms require a doctoral degree in I/O psychology, while 
fi rms specializing in change management will accept a doctorate in clinical 
psychology. Some hire staff  with a master’s degree and several will take on 
interns with the hope of keeping them on. One fi rm will accept personnel 
with a bachelor’s degree. Some fi rms primarily perform contract research 
and they also look for PhDs in human factors, applied experimental psy-
chology, and, in one instance, consumer psychology. 

Specifi c areas of training mentioned include statistics beyond the basic 
levels, psychometrics, selection testing and assessment, performance 
appraisal and 360 degree methods, program evaluation, and general psy-
chology background.

Experience. Firms vary in that some take on interns or entry-level pro-
fessionals. Most require “extensive” or “good” business experience for 
anyone above entry level. Experience in coaching and developmental train-
ing, data interpretation, feedback, assessment, and test development were 
mentioned oft en. 

Work Skills. Firms expect to hire people who can work independently 
and as members of teams; plan, track, and manage projects; engage eff ec-
tively with clients or customers; make presentations to clients; write reports; 
and market and bring in new clients.

Personal Characteristics. One fi rm listed fi ve necessary qualities that sum 
up what such companies are looking for: insight, intelligence, solidarity 
(with the organization’s culture), resilience, and impact (being “assertive, 
precise, and on-the-spot” with observations with colleagues and clients). 
Other fi rms desire people who are willing to “pitch in” in whatever way is 
needed to make a project succeed. Th e ability to lead other professionals 
in projects is listed by several fi rms. None of the fi rms specifi ed creativity 
or critical thinking ability, results that are hard to square with the demand 
for advanced degrees and high responsibility to meet the client’s needs. 
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Murphy (2006) wrote that the foundation for professional success is judg-
ment, but none of the fi rms examined mentioned it. In addition, despite 
continuing discussion about the need to work with an increasingly diverse 
workforce, not one of the companies professed an interest in applicants 
having the skills necessary to do this. As a rule, companies do not list qual-
ities such as honesty, integrity, and ethical behavior, but that does not 
mean they are unimportant. In addition, and also unstated, a clear sense of 
boundaries is needed to maintain clear limits with clients. 

Meeke also found resilience listed by one fi rm, and that is an interesting 
and instructive addition. Maddi (2006) wrote that one cannot be resilient 
without hardiness. Hardiness is “a pattern of attitudes that facilitates turn-
ing stressful circumstances from potential disasters into growth opportu-
nities” (p. 306). Hardiness stems from the conjunction of three attitudes 
toward living; commitment, control, and challenge. Together, these form 
existential courage, and courage is what is needed to be hardy, and ulti-
mately, resilient. Th e OBC psychologist in daily practice who seeks to main-
tain competence while utilizing a scientifi cally based technology requires 
courage. Chapter 1 included a discussion of psychology as a technology. 
As stated in the design text cited by Petroski (2003), solving today’s prob-
lems requires solutions today; you can’t wait for the science to catch up. In 
making recommendations to a client the psychologist oft en has to stretch 
the limits of what is known by the fi eld and combine that with what is 
known about the client, the context, and the environment. Th is requires 
courage. Th ose who cannot do it are advised to seek a career in a nonap-
plied area of psychology.

Prior to the Meeke study I ran across a set of job ads by a large, global 
consulting fi rm. Each ad required “executive poise,” which I interpret as 
the ability to remain cool and take positive actions in the midst of chaos. 
Related to the resilience cited earlier, a good OBC psychologist does not 
give in to anxiety, and when members of client organizations are wailing 
and catastrophizing, he or she does not add to the panic but rather assists 
the client to develop positive plans to deal with adversity. 

Business Skills for Consulting

Th e consulting fi rms surveyed by Meeke (2009) want the OBC psychol-
ogists they hire to have at least a modicum of business knowledge and 
skills. Certain of these competencies will be more important in small fi rms 
because there are fewer people to take up the slack. Th e OBC psychologist 
in private practice will need all of these. Stroh and Johnson (2006) provide 
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an excellent outline of the basic business skills of a consultant. Th e fol-
lowing sections describe the typical phases in obtaining, managing, and 
ending a large-scale project such as the development of an employee selec-
tion system, training program, or organization-wide change eff ort. Smaller 
scale assignments such as performing individual assessments or develop-
ment activities will not require such elaborate proposals and tracking, and 
they will employ more targeted reports and feedback.

CONNECT WITH THE CLIENT

Th e fi rst step in any consultation is making a connection with the poten-
tial client, so networking and marketing skills are extremely important. 
Th e connection can come from referrals by existing or past clients or a 
professional colleague, from advertising or a website, or a formal request 
for proposal (RFP). Th ese are sent by organizations, oft en government or 
quasi-government agencies. Th e RFP specifi es what services are to be pro-
vided, the schedule, important contacts, and methods of billing and pay-
ment (see later section). In follow-up telephone or other informal contacts, 
it is necessary to obtain the following information:

Nature of the problem •
Services requested •
Nature of the organization •
Special concerns •
Time and scheduling constraints •
Name and title of contact •

Th e would-be consultant must be able to impress a potential client. New 
graduates oft en generalize the behaviors that were reinforced in graduate 
school and show off  their extensive knowledge of the latest theories, tech-
niques, and fi ndings. By and large, the potential clients don’t care about 
these things. It is not that knowing the fi eld is not important, but the client 
is more concerned with what the consultant has done and can do than with 
the consultant’s knowledge of what others have done. Basic competence in 
the fi eld is oft en assumed by the client, for better or worse. Potential cli-
ents are looking for someone they can work with, who appears and acts 
competent, and, frankly, who looks and acts like the other people they deal 
with at work. Well-known and established consultants can get away with 
idiosyncrasies in dress and manner; new and junior consultants cannot. 
Th ey must learn to dress, speak, and move in a manner consistent with the 
culture of the client. A little etiquette goes a long way. Depending on the 
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type of client one is pursuing, it may make sense to cultivate knowledge of 
literature, arts, sports, world aff airs, and current events. Oft entimes, it pays 
to take up golf or tennis. Th ese sports can be fun and provide networking 
opportunities. Clients want someone who can help them. Whenever possi-
ble, the consultant should fi nd out as much as possible about the potential 
client company through the methods listed in Table 10.2. Be as knowledge-
able as possible about the client organization and its industry. 

Experienced consultants will be able to speak intelligently about the 
type of problems the client is experiencing and suggest possible courses 
of action. Th e ability to think on one’s feet and without noticeable strain is 
invaluable.

TABLE 10.2 Organizational Information to Gather About a Client

Understanding the workplace environment requires knowing the organization. Since organizations are complex, that means 
you have to know many aspects of the organization, present and future. Much, but not all of the following comes from 
Schippmann (1999). Not all of this information can be obtained prior to starting a consultation and much of it may not be 
necessary for a given client. 

1. Basics.
1.1 Organization Chart. This is a snapshot of the organization at a moment in time. You can get an indication of several 

things from it, including
1.1.1 How “tall” the organization is.
1.1.2 Where the unit(s) you are working with fi t into the whole.
1.1.3 Whether the organization is designed according to function, product, a matrix, or a combination.
1.1.4 Whether individuals or teams are the key building block (maybe).

1.2 Annual Report. How is the organization doing as a business? What products/services are central to its strategy? 
What fi nancial problems or opportunities does it face?

1.3 Analysts’ Reports. If you can, fi nd out what stock analysts are saying about the company. You don’t have to go 
through a brokerage for these. Often they are available on the Internet. Also check Dun’s (Dun and Bradstreet), 
Wall Street Journal, CNBC, and similar information sources.

1.4 Competition. Who does the organization compete with? What are the market shares? What are competitors doing?
1.5 Strategic Plan. Where is the organization going in the next few years? Marketing strategy? Production/service 

delivery strategy? Financial strategy? What is the optimal product/service mix?
1.6 Technology. What technology is the organization using for core tasks? How old is it? How much investment is 

required to keep up with changes? How much retraining or reformulating of business processes is required on a 
periodic basis?

1.7 Laws, Regulations, and Standards. What are the key legal issues in this industry? Is the organization vulnerable? Is 
this a hot or sore topic?

1.8 Human Resources and Labor Market. (see attached Due Diligence checklist).
1.9 Cycle Time and pace. What are the cycles in the organization or unit? Is there a rapidly repeating cycle or a slow, 

drawn-out cycle? What is the pace of work, of effort, of schmoozing, of change?
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PREPARE A PROPOSAL

Following the initial meeting or meetings, the psychologist may be asked 
to prepare a proposal. Th e proposal can be verbal for small projects such 
as coaching, but most generally will be written. Proposals can vary from 
one page to detailed aff airs that run to scores of pages, depending on the 
client and nature of the project. Th e type of response to the initial contact 
will vary depending upon the type of contact and the nature of the ser-
vices requested. Responding to an RFP usually requires a detailed proposal 
that specifi es exactly what is to be done, important personnel, schedule, 
payment schedule, and other components. It is important to remember 
that any written proposal, no matter how brief, constitutes a contract with 
clients if it is accepted and signed by them. Great care must be exercised 
because it is possible for a proposal and contract to take eff ect even when 
the people who sign them are not the responsible parties designated by 
their organizations to enter into contracts. Work on any project should not 
begin until a signed commitment is received from the client. Th is may be 
in the form of a signed proposal, a letter, or a purchase order. If you start 
work before the client has accepted the contract you may not be paid for that 
work. Th is is certainly true of government contracts. 

2. The Future. 
 2.1. Predictable Changes. 
 2.2. Product/service.
 2.3. Technology.
 2.4. Competition.
 2.5. Leadership and Key Personnel. Is there a succession plan?
 2.6. Legal, Regulatory, and Standards.
 2.7. Financial.
 2.8. Risk Management.
 2.9. Human Resources and Labor Market. Are demographics changing? Are wages going up? Will organization 

create a new labor market (e.g., move manufacturing overseas)?
2.10. Intellectual.
2.11. Supplies and Suppliers.
2.12. Customers.
2.13. Unpredictable Changes.

2.13.1. What assumptions are made about environmental stability? What if they are wrong?
2.13.2. What assumptions are made about internal stability? What if they are wrong?
2.13.3. Does planning include “worst case scenarios”? Should it?
2.13.4. What if key people are lost with no successors?
2.13.5. What if key customers or suppliers are lost?
2.13.6. What if intellectual property is lost?
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In many cases it will be necessary to prepare a lengthy proposal. Th e 
proposal will be quite detailed in its description of the services to be per-
formed, who is to perform them, the schedule for these services, and other 
contractual matters. In most cases the proposal will include all of the infor-
mation of the work plan (see “Prepare a Work Plan” below), although the 
actual work plan may need to be updated following acceptance of the pro-
posal by the client. For projects that result in a “product,” such as selec-
tion procedures, training programs, and the like, a typical proposal outline 
would follow the outline shown here. Projects for organizational change, 
development eff orts, coaching, and other activities with less well-defi ned 
outcomes and time schedules may use a diff erent format. Following is a 
guide for a proposal outline.

PROPOSAL OUTLINE

1. Executive summary. Similar to an abstract, this is generally no more 
than one page.

2. Description of client’s request. Th is will include the information gained 
from early discussions with the client.

3. Scope of work. Th is section describes the services to be provided. Th is 
is provided in detail. For large projects more than one phase may be 
needed.

4. Responsible parties. Th is section describes the organization structure 
(from the consulting fi rm) for this project. A single person may take 
on more than one role. Typical roles include these:

Project manager. Th is person has overall responsibility for the  •
project, including budget and schedule.
Technical director. For large projects, the person in this role is  •
responsible for ensuring that all technical aspects of the project are 
properly completed. Th e technical director is responsible for quality 
assurance.
Consultant(s).  •
Support staff . •

 Th e proposal will typically identify the individuals who will serve 
in the most important of these roles (project manager, supervisor/
consultant(s), technical director). 

5. Responsible parties from the client organization. For purposes of the 
proposal, much of this information can be described and the client 
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asked to identify who these people are. Th is section specifi es who 
the contact person is, who has the authority to approve services or 
products, whom to contact regarding contract/business issues; also, 
it specifi es who the client is. Th is last information is critical and must 
be agreed upon in writing by all parties. Th e client is usually the 
organization. Do not confuse the client with the contact person or the 
person who originally contacted you for services.

6. Products. If any products, including reports, are to be generated, they 
should be identifi ed and described.

7. Schedule. Specify dates. Alternatively, specify relative dates (e.g., 
“within 2 weeks aft er approval of this proposal”; “within 1 week of 
client approval of the fi nal report”).

8. Terms and conditions. Th is section sets forth the actual business 
arrangements to be agreed upon including price, payment schedule, 
responsibility for expenses incurred, how change orders will be 
handled, and limits of professional conduct. 

 Confi dentiality, implied consent, research, ownership of materials, 
and warranty will be covered in this section. Th e following statements 
should be included:

 Confi dentiality. As licensed psychologists and to be eff ective we must 
promise to keep information and sources of information confi dential. 
Th is means that we will not divulge the information we obtain in a way 
in which the source can be directly identifi ed. If a person asks that we not 
disclose information he or she provides, we will honor that request. It may 
be possible to identify a source of information indirectly—for example, 
when the information could only come from one person or a small set 
of people. We will make every attempt to reduce this possibility but 
cannot absolutely guarantee complete confi dentiality. If asked to divulge 
information that has been obtained confi dentially, we will refuse the 
request. In case of a dispute over the release of confi dential information, 
our judgment will prevail. In the case of mandated reportable information 
we will follow the current procedures established in the state.

 Informed consent. We will ask each person from whom we seek 
information or to whom we provide services to sign an informed consent. 
Each one will know of our confi dentiality agreement and that our client 
is the organization. 

 Research. Research involving humans must be approved by an 
institutional review board (IRB). If we determine that a project requires 
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review by an IRB, we will submit a proposal to an appropriate IRB or to 
another, mutually agreed upon IRB.

PREPARE A WORK PLAN

If the client accepts the proposal, a work plan must always be prepared and 
maintained in the fi rm’s fi les. It is an internal document and is not to leave 
the fi rm (although copies may be disseminated to members of the proj-
ect team). Th e work plan contains all of the information contained in the 
proposal plus additional information. It will be more detailed than the pro-
posal in allocating billable hours to each member of the project team. Th e 
work plan will include the project budget, including hours to be spent. 
Th e budget will specify how every dollar associated with the project is to 
be earned and spent. Typically a percentage of the revenue is dedicated to 
overhead, so not every cost is detailed. All hours spent on the project are 
to be tracked. 

A billable hour consists of time spent performing project-relevant tasks 
as directed by the work plan. In consulting fi rms it is the basis for pay-
ment to professional staff  or allocation of profi ts to partners. Some mem-
bers of the project team may be compensated on the basis of billable hours 
contracted consultants). For government contracts, all hours actually spent 
on the project must be accounted for. For nongovernmental contracts, 
hours spent redoing mistakes are not required to be included (although 
they may be tracked for other purposes). 

Each project will have estimates of the amount of time to be spent on 
each task by category of team member, the amount to be charged per hour 
for that category, and other costs incurred in performing the work—for 
example, preparing manuals or the cost of commercially available sur-
veys or assessment instruments. Travel costs, including mileage, will be 
included whenever necessary.

Th e estimation process is facilitated through the use of a Gantt chart 
that shows the phases of the project as bars on a timeline. Some organiza-
tions may use a program evaluation and review technique (PERT) chart 
instead, but for even large-scale consulting projects, the added complexity 
is not worth the eff ort required for and the confusion that results from a 
more complex presentation. Gantt charts are available in most project man-
agement soft ware programs. Th ere are several soft ware packages for proj-
ect management. Many are rather cumbersome for our purposes, being 
better suited for large-scale engineering projects such as building a large 
bridge. Th ere are other programs that fi t the scale of psychological projects 
and have the additional advantage of being inexpensive and easy to use. 
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My team uses a program that costs less than $120 for one application and 
a few hundred for multiple computers. Of course, the psychologist should 
use these skills throughout the project to verify that resources are spent as 
planned and that the client is getting the service contracted for. 

Occasionally a client asks for a change in procedure or schedule. Except 
for very minor changes, these can be accommodated only if the designated 
contact person in the client organization asks for them in writing. Change 
orders have implications for the amount charged to the client, payment 
dates, and other matters, and these must be refl ected in the work plan.1 

Preparing a proposal involves determining an estimated or actual price 
to be charged. Generally one of three possible methods, discussed next, 
will be used for this.

Time and Materials Th is is the least risky method for the consultants. Th e 
fi rm is to be reimbursed for the amount of time spent on the project and 
any expenses incurred. Th is method is typically employed for very small 
projects or for established, ongoing relationships with clients.

Time and Materials, Not to Exceed a Set Amount Th is is the least preferred 
form of payment arrangement from the consultant’s perspective. If the 
time to perform was underestimated, consultants are paid less than antic-
ipated; but if the time exceeds the estimate, they do not get paid for the 
extra work. 

Fixed Price Th e consultant bids a price and that is what the client pays. 
Th e incentive in the typical fi rm is to bid a fi xed price but do the work in 
less time than specifi ed (hence more fee per hour of work). Th e risk is that 
the project will require more time than anticipated, and the extra time is 
not paid for. Generally, in making a fi xed-price bid, a good faith estimate of 
the costs is made and a company specifi c percentage, oft en 10%, is added. 
Th e exception to this occurs when there are multiple bidders, in which 
case a decision to bid should be made aft er careful consideration of the 
accuracy of the estimated time and materials as well as how much the fi rm 
wants or needs the work.

1 Contractors of all types usually like change orders because such orders almost always 
increase the price of a project, whether in consulting, construction, or remodeling. Many 
contractors bid a project at a low price assuming that they can make up the money not 
in the original bid through change orders. No matter how a project is discounted, change 
orders are priced at the full rate. If you go to work for a consulting fi rm you may be 
expected to generate revenue through change orders.
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In a small project it may be reasonable to wait until it is over before 
invoicing the client. In a larger project it is necessary to schedule periodic 
payments. Th ese may be monthly or aft er important parts of the project 
have been completed.

Consulting fi rms sometimes reduce their price by a percentage in order 
to make sure they get the business or to reward long-term, faithful clients. 
Discounting is always done for some strategic reason, such as (1) the desire 
to move the fi rm into a new service, geographic region, or client indus-
try or (2) the desire to acquire work during slow periods to keep every-
one busy and employed. If the fi rm does discount, then it is important to 
remember to discount only the labor portion of a proposal, not the costs of 
materials, travel, and so on. Discounting would be done only for “produc-
tion” type projects, not organizational change projects.

TRACK BUDGET

As a project proceeds the project manager will track actual hours and 
expenses, and compare these to the budget. So long as the project remains 
on track and on budget, this task is not too diffi  cult. Th e situation changes 
if deviations are noted and the consultant must become a manager. Rea-
sons for the deviations must be discovered and changes made to get back 
on track. At times the consulting team will be able to adjust to meet the 
budget; at other times the project manager may have to open new negoti-
ations with the client. Th is is where keeping close track of contacts, sched-
ules, and receipt of information is important because projects oft en go 
awry because the client organization is unable to respond as planned. My 
guess is that large-scale organizational change eff orts almost always take 
longer to accomplish than anticipated, perhaps by a factor of two or more. 
Th e project manager for the consulting fi rm will have to be able to show 
results when asking the client for more time and money. 

REPORT ON PROGRESS

As a project progresses, interim reports, verbal and written, are oft en 
required and a report is typically delivered at the end of the project. Interim 
reports may be brief updates on current progress and whether the sched-
ule and budget are on track. Obstacles and opportunities may be included, 
depending on the circumstances. Reports at the end of major phases and 
at the conclusion of the project are more extensive. In projects such as test 
development and validation, the reports must carefully document what was 
done—the methods and results—in order to stand up to scrutiny should a 
discrimination claim or court action occur. In other types of projects, such 
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as those in which the OBC psychologist has assessed the capacity of groups 
or teams, performed a program evaluation, or done a similar service in 
which evaluative information is provided, the verbal and written report 
must be carefully structured if the client organization is to obtain any ben-
efi t from the work. Chapter 9 provided some guidance on how to present 
negative information to a client organization for the highest probability of 
positive response.



ELEVEN

Ethical Behavior and Competencies

Th e people who engage psychologists for professional services expect 
that the services will be at least to some extent arcane, but delivered in 
an ethical manner; that is, proff ered within accepted bounds of honesty 
and integrity. Th e American Psychological Association (APA) has promul-
gated ethical principles since 1953. Th e current version, Ethical Principles of 
Psychologists and Code of Conduct, has been in force since June 1, 2003 
(APA, 2002). Licensed psychologists are generally required to adhere to the 
APA code or a code established by the Association of State and Provincial 
Psychology Boards (ASPPB; 2005). Although the code covered all areas of 
psychology, there was a common belief in earlier decades that the code was 
so heavily oriented toward clinical aspects of practice that it was irrelevant 
for the everyday practice of OBC psychology; the current code is clearly 
written to cover organizational consulting activities (Lowman, 2006).

Principles of the APA Code of Ethics

Th e APA ethics code is based on fi ve general principles: Benefi cence and 
Nonmalfi cence, Fidelity and Responsibility, Integrity, Justice, and Respect 
for People’s Rights and Dignity.

BENEFICENCE AND NONMALFICENCE

Th e fi rst of these principles states the aspiration that psychologists will 
“strive to benefi t those with whom they work and take care to do no harm” 
(APA, 2002, p. 1062). Th is would be easy to do except that virtually all of 
the services performed by an OBC psychologist are apt to result in posi-
tive outcomes for some and negative outcomes for others. For example, in 
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employee selection, the client organization benefi ts if people who are hired 
based on the assessment system are likely to perform better than those 
hired through some other process. Th e people who were not hired but who 
believe themselves capable of doing the job may see harm in the system. 
An organizational change eff ort may result in increased opportunities for 
some and a loss of advantage to others. Diff erent people or groups of people 
may have diff erent perspectives based on their priorities and philosophy 
of life and somebody will not be happy with any substantive change. Th e 
OBC psychologist will do well to identify clearly who the client is and the 
goals of the project. Identifying the client can be diffi  cult; the person who 
hires the psychologist may not be a target in the intervention—for example, 
an executive asks for assistance for a unit of the organization (Newman, 
Robinson-Kurpius, & Fuqua, 2002; Stroh & Johnson, 2008). However dif-
fi cult, articulating the client’s and the consultant’s reporting relationship is 
critical in achieving the goals of benefi cence and nonmalfeasance and will 
also help in achieving the aspirations of the second principle.

FIDELITY AND RESPONSIBIL ITY

Psychologists perform their work and achieve their results based on rela-
tionships built on trust. In the case of the OBC psychologist the relation-
ships include the primary client (the organization) and those the contact 
in the course of the consultation including employees. An ethical psychol-
ogist behaves in a manner worthy of the trust placed in him or her by the 
client. In addition, the principle of Fidelity and Responsibility states that 
psychologists “are concerned about the ethical compliance of their col-
leagues’ scientifi c and professional conduct.” Th us, the psychologist has a 
responsibility to the client that includes maintaining as is possible the eth-
ical conduct of colleagues. For this principle, clearly identifying who the 
client is establishes the responsibility of the psychologist. In addition, the 
psychologist must recognize that the client is the one who determines 
the conditions of work, access to the workplace and workers, whether addi-
tional funds are forthcoming, and ultimately defi nes the objectives of the 
consultation (de Wolff , 1998; Th orndike, 1949).

INTEGRITY

Th e integrity principle indicates that psychologists aspire to “honesty, 
accuracy, and truthfulness” (APA, 2002, p. 1062). Reports should be accu-
rate and not misleading. Given that the technical prowess of the typical 
OBC psychologist exceeds that of the client’s, it is not diffi  cult to obfuscate 
results or prepare an executive summary that meets the client’s hopes but 
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diverges from the truth. Lowman (2006) presents a case in which this was 
determined to occur.

JUSTICE

Th e justice principle requires that psychologists take steps to ensure that 
their biases do not intrude on their work, or at least that the client is aware 
of how the bias may impact the results. In working with multicultural orga-
nizations it is particularly important for psychologists to be aware of the 
values, beliefs, and attitudes that infl uence their relations with, and per-
ceptions of, others. In any consulting arrangement the consultant’s inter-
ests and the client’s may confl ict at some level or point in time (Newman 
et al., 2002). Competency requires that the psychologist be aware of such 
confl icts and work toward an ethical resolution. Perhaps the most diffi  cult 
situation is when the person who authorizes payment or continued work 
for the consultant is not going to receive favorably a set of recommenda-
tions. Perhaps the recommendations work against that person’s personal 
interests. Th e OBC psychologist has to be willing to sacrifi ce future oppor-
tunities with the organization and not back off  from meeting the actual 
client’s needs.

RESPECT FOR PEOPLE’S RIGHTS AND DIGNITY

Justice, combined with the fi nal principle, respect for people’s rights and 
dignity, implies that the psychologist not impose a value system on the 
client. As Kendler (1993) pointed out, the psychologist can inform society 
and others about the possible impact of changes or the empirical basis for 
an intervention, but he or she cannot determine morality for others. For 
the OBC psychologist this tenet has its most basic application in the choice 
of intervention. Harrison (1974/1968) laid out the fundamental ethical rule 
as being to intervene no deeper than needed. Th is rule was presented at, 
of all places, a convention on psychoanalysis and at a time when organi-
zational development (OD) eff orts concentrated on sensitivity training 
and “removing the executive mask.” Harrison believed that the ethical OD 
consultant should begin with interventions that changed aspects of the 
workfl ow and workplace, then move deeper only if this was needed. 
Although he did not rule out attempts to alter the fundamental values and 
identities of individuals, such interventions are rarely eff ective in the orga-
nizational context. Harrison identifi ed fi ve levels of depth of intervention:
1. Roles and functions (e.g., operations research and operations analysis). 

Th is level focuses on what people are assigned to do and how they do it.
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2. Evaluating and infl uencing performance (e.g., selection, performance 
appraisal). Th ese are limited to what is public and observable.

3. Instrumental process analysis (e.g., work style or organization 
of work). Th e focus is to change work behavior and working 
relationships.

4. Interpersonal process analysis (e.g., quality of human relationships 
in the organization, warmth and coldness). Th e focus is on feelings, 
attitudes, and perceptions; trust; love and hate.

5. Intrapersonal analysis. Th e focus is on increasing the range of 
experiences that the individual can bring into awareness and cope with.

One possible reason for the problems that Harrison observed and that 
prompted his ethical stand is confusion on the part of practitioners about 
the consulting versus the clinical or counseling role. Although some experts 
(e.g., see Freedman & Bradt, 2009, for several papers on the topic by 
Levinson) would vociferously disagree, a critical competency is managing 
one’s roles and boundaries and not mixing being a consultant with being a 
therapist. Apparently this confusion is common and the mix is encouraged 
in some quarters. I recently received an advertisement for some coaching 
training. Th e fi rm off ers workshops on building empathy, working with 
anger, working with fear, and similar topics. Th e OBC psychologist should 
be able to recognize problems in these areas but in this situation should 
only make referrals. Even if the psychologist has the professional expertise 
to work with clients in a counseling or therapeutic setting, attempting to do 
so in a consulting or coaching capacity is an inappropriate mix of roles.

Standards of the APA Code of Ethics

Th e APA ethical code has 89 separate standards. Th ese, unlike the princi-
ples, are enforceable and not aspirational. An argument could be made that 
a competent psychologist should be able to cite each one, chapter and verse. 
It is not a very convincing argument. Th e competent OBC psychologist 
should be aware of the topics covered. Some standards deal with everyday 
practice management issues, such as maintenance and disposal of records. 
Th e psychologist would design adherence to these into the practice and 
not need to refer to the specifi c standard very oft en thereaft er. Other stan-
dards, such as terminating therapy, are probably not likely to come up in 
a consulting practice. Th ere are standards that can come into play at any 
moment—for example, those dealing with assessments—with which the 
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OBC psychologist needs familiarity, and given faulty memories, the disci-
pline to look up the actual standard when necessary.

Other Ethical Issues

A number of other ethical issues were discussed by Newman et al. 
(2002), including the principle of informed consent and the problem of 
confi dentiality.

INFORMED CONSENT

Members of client organizations are oft en asked to meet with consultants, 
either personally or in focus groups, to participate in surveys, or simi-
lar information gathering procedures. Th ey may also be asked, seemingly 
required, to attend training sessions and development activities, or to par-
ticipate in interventions in some other manner. Although the OBC psychol-
ogist may attempt to make clear that participation is voluntary, in actuality, 
it very well may not be at all voluntary. A manager may have asked for, or 
required, participation. Sometimes there is peer pressure to cooperate or 
not to cooperate. In most people’s eyes the consultant is there for a brief 
time. Th ey have the rest of their careers to worry about. For some ser-
vices, such as individual assessment, there are fairly standard methods of 
gaining informed consent. For many other consulting activities there is 
no easy or universally correct solution to this problem. Th e psychologist 
should at least explain the principle of informed consent and attempt to 
come to an understanding with the client about what that means in the 
instant situation.

CONFIDENTIALITY

Confi dentiality is closely related to the problem of informed consent. Th ere 
are times when the consultant needs to report the results of interviews and 
other interactions but is limited by the ability of management to recognize 
who said what. Sometimes managers even demand to know who made 
certain comments. Th ere are also confi dentiality issues around assessment 
results and documents and similar matters. Overall, the psychologist needs 
to clarify the limits of confi dentiality as early as possible in the relationship 
with a client organization and its members.

Th e primary resource regarding ethics in OBC psychology is the text 
edited by Lowman (2006). Th e volume was updated from an earlier edition 
to account for changes in the code. Rather than presenting commentary on 
each standard, Lowman and his associates gathered critical incidents and 
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subjected them to scrutiny and evaluation based on the APA ethics code. 
Th e incidents in the book are categorized into practice activities (personnel 
selection and organizational diagnosis and intervention), practice manage-
ment (managing consulting relationships, billing and marketing, and pro-
fessional behavior), professional training and certifi cation, and research 
and academic issues. An OBC psychologist should be capable of discuss-
ing similar cases and applying ethical principles and standards, although, 
of course, not citing each standard verbatim as in the book. 

IMPROPER PERSONAL RELATIONSHIPS

Some ethical issues concern other professional psychologists much more 
than OBC psychologists, but that does not imply that these issues are unim-
portant or can be ignored. Clinicians may not have sex with clients and they 
have ethical limits on such relationships even aft er a professional relation-
ship ends. When the client is a large corporation or government agency, 
this seems irrelevant. However, we can’t be so incredulous as to believe 
that there have not been instances of consulting work being awarded or 
off ered on the basis of sexual favors. Whether or not this violates the letter 
of the ethics code, engaging in such behavior is clearly unethical. OBC psy-
chologists do have human desires and occasionally fall in love. Th ey are, 
however, bound by the same restrictions as everyone else in the workplace 
regarding improper relationships with co-workers, interns, and the like. 
Lowman (2006) presents an illustrative case and explains how such a situ-
ation should be viewed from the ethical perspective.

IMPAIRMENT

Psychologists are not supposed to off er services when they are incapable of 
properly providing them. Impairment receives a lot of attention among cli-
nicians and licensing boards (Barnett, 2008). Oft en the impairment comes 
from alcohol, drugs, or family issues, although disease or physical con-
dition can be involved. Th e safest course of action is not to drink on or 
before going to the job. Th is gets complicated for some consultants in that 
clients expect the consultant to join them at meals, oft en with drinks or 
wine being served. Depending on the culture of the organization and sur-
rounding society, it may be diffi  cult to resist joining in. If the psychologist 
chooses to indulge, there is a risk that he or she will do or say things that 
are unprofessional and to the detriment of members of the client organi-
zation and the relationship necessary to continue as an eff ective psycholo-
gist. It is stupid to misuse drugs in any venue, much less a professional one. 
Unfortunately, stating the fact in this book will not stop anyone intent on 
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doing it. Such individuals should just expect to be expelled from profes-
sional organizations, shunned by peers, and lose their licenses.

DUTY TO WARN

Finally, a licensed psychologist is typically a mandated reporter; that is, 
should fi rsthand knowledge of certain situations come to his or her atten-
tion, the psychologist must break confi dentiality and report it to designated 
authorities. Th is includes information about child abuse and, sometimes, 
depending on the state, elder abuse or abuse of the disabled. Th ere are 
no data or even a collection of anecdotes on this, so we have to rely on 
informed speculation. Encountering an occasion for having to make such a 
report seems rare for OBC psychologists, except possibly for those consult-
ing in schools, nursing homes, or similar institutions. Having the license 
brings with it some 24 hour a day responsibilities. I know of one OBC 
psychologist who learned of a potential child abuse situation involving a 
friend of the psychologist’s child that would have been reportable; luckily 
the authorities were already aware of, and working on, the case.

In some, but not all, states, there is a duty to warn; that is, if a psycholo-
gist becomes aware of an intention by a client to harm another person, the 
psychologist has to undertake appropriate action to warn the target. Again, 
I don’t think this happens very oft en in the consulting fi eld, but all psy-
chologists must know what their responsibilities are. I once interviewed a 
woman at a company and asked how she would respond if her boss took 
a certain managerial action. “Oh, I’d kill him,” she replied. Even though 
I thought she was being funny, I immediately clarifi ed that her reply was a 
fi gure of speech and not a real intention. Since then I have found it useful to 
explain to the people I interview that the bounds of confi dentiality include 
these mandated reporting limits and use that example as an illustration. 
Th ey seem to appreciate hearing it and always deny they have any such 
intent or are abusing anyone.

Ethics Training

It must be assumed that ethics training for many OBC psychologists takes 
place aft er graduate school. Although ethics are critically important, infor-
mal research by graduate students in I/O psychology found that at least 
45% of master’s and doctoral programs in I/O psychology do not off er or 
require courses on ethics (McGinnis et al., 2008). At a SIOP convention on 
ethical issues, McGinnis and colleagues asked a convenience sample of 50 
students which issues concerned them; their responses indicated three 
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topics of general concern: competence, managing relationships, and 
research. Th ese are indeed critical issues. Th e students turned to Lowman 
and his book for guidance and received good information. However, 
knowledge of ethics requires considerable study, refl ection, practice, and 
mentoring. It is unfortunate that so many I/O programs choose to neglect 
this aspect of the discipline, throwing the responsibility to supervisors, 
mentors, and the students themselves.



TWELVE

Individual and Cultural Diversity

Applying psychology is applying a technology. A technology is only 
accepted and useful if it fi ts the situation and resources available and 
matches the culture. Culture shapes the technology and technology shapes 
the culture. A competent psychologist must know how culture at the orga-
nizational and societal levels impacts the services and interventions the 
professional provides. In addition to culture, a number of other factors dif-
ferentiate individuals and groups, and the psychologist must be aware of 
these and take them into account in providing services. Th ese include race, 
ethnicity, gender, disability, and other factors oft en categorized together 
under the rubric of diversity. Th is set of factors is important for nearly 
all services. OBC psychologists oft en work with organizations that oper-
ate globally with a global workforce or, even if not international in scope, 
have employees from a variety of worldwide cultures. Th e purpose of this 
chapter is to present some of the critical issues and competencies related to 
diversity. As is the case throughout this book, the requisite competencies 
depend on the nature and scope of the psychologist’s practice.

Diversity

Diversity concerns should be incorporated into all aspects of the psycholo-
gist’s daily work and, thus, are incorporated into competencies throughout 
the assessment and intervention chapters. Th ere are specifi c competencies 
that may also be necessary, depending on the psychologist’s work setting 
and type of practice.

Students in clinical and counseling psychology are taught a useful mne-
monic by Hays (2001) called the ADDRESSING model. It includes several 
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of the diversity factors the students need to better understand and concep-
tualize their clients.

A Age and generational infl uences
D Developmental or acquired disabilities 
R Religion and spiritual orientation
E Ethnicity
S Socioeconomic status
S Sexual orientation
I Indigenous heritage
N National origin
G Gender

Th e ADDRESSING model can be particularly helpful in reminding us that 
a person is not “one thing”; what we are is a consequence of many parts of 
our own and society’s history, environment, technology, beliefs, values, and 
so on. Unfortunately, in a business context, the use of most of these fac-
tors is restricted by antidiscrimination laws, so it is diffi  cult to use them 
for working with an employee of an organization in the same way a clini-
cian would use them. Clinicians are oft en advised to speak with the client 
about applicable factors early in their relations, and in the right situation 
this seems to work in organizational settings. Winum (2005) was advised 
to directly bring up the race of his coaching client, Tom, and found that 
addressing race early on helped make the consultation a success. Yet he did 
so at some risk to himself and the client organization; if Tom had not per-
formed well and had been terminated, there would be a long record of dis-
cussion about his status as a member of a protected minority. Would this 
have infl uenced the outcome of a discrimination complaint? It is hard to 
say. Regardless, organizations seek to avoid such complaints for reasons 
of both cost and reputation. Professionals, too, may wish to avoid being 
named in a complaint; that alone may be at least perceived as something 
that would derail a career. If possible the psychologist must fi nd a way to 
provide services while disentangling performance, personal, interpersonal, 
discriminatory, ignorance, experience, and other factors in such a way as to 
help resolve a situation. Frankly, this will not always be possible. In some 
cases the battle lines have been drawn for a long time and are impermeable 
to attempts to create change. We can hope that as time goes on the battle-
scarred veterans on all sides will retire from the battlefi eld and the trenches 
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can be fi lled in. Until then all concerned must tread warily to avoid the 
buried land mines.

It is impossible and undesirable to memorize all the sources of diff er-
ences in people—diff erent cultures, experiences, cohort infl uences, and 
such. Each psychologist should be aware of cultural and other issues 
such as those included in the ADDRESSING model. A useful and exten-
sive bibliography on culture, race, and ethnicity issues as related to orga-
nizational consulting psychology was published by Leong, Cooper, and 
Huang (2008).

Th e American Psychological Association (APA) has established a set 
of guidelines on multicultural education, training, research, practice, 
and organizational change (American Psychological Association, 2003). 
Although all of the guidelines are important, a few are particularly ger-
mane to this chapter. Th e fi rst two guidelines fall under the heading of 
Commitment to Cultural Awareness and Knowledge of Self and Others 
and read:

Guideline 1: Psychologists are encouraged to recognize that, as cultural be-
ings, they may hold attitudes and beliefs that can detrimentally infl uence 
their perceptions of and interactions with individuals who are ethnically 
and racially diff erent from themselves. (APA, 2003, p. 382)

Guideline 2: Psychologists are encouraged to recognize the importance of 
multicultural sensitivity/responsiveness to, knowledge of, and understand-
ing racially diff erent individuals. (APA, 2003, p. 385)

Under the heading of Practice, the guidelines state:
Guideline 5: Psychologists are encouraged to apply culturally appropriate skills 
in clinical and other applied psychological practices. (APA, 2003, p. 390)

Under the heading of Organizational Change and Policy Development, 
the guidelines read:

Guideline 6: Psychologists are encouraged to use organizational change 
processes to support culturally informed organizational (policy) develop-
ment and practices. (APA, 2003, p. 392)

Th ese guidelines call for awareness of diff erences. Oddly, they do not 
ask the psychologist to extend the same form of respect for people who 
are at least superfi cially like themselves. Eff ective and competent practice 
involves adjusting to the person, group, or organization with which the 
psychologist is working. For historical and sociological reasons some 
groups are protected, but the fundamental ethical standards involve respect 
for persons, fi delity and responsibility, integrity, justice, and respect for 
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people’s rights and dignity (APA, 2002). Multicultural guidelines are a 
means to the end, but the spirit of the guidelines should extend beyond 
racial and ethnic origins. Th e psychologist should attempt to see people 
in context. Th at does not mean that decisions and recommendations can 
never be negative from the individual’s point of view but that irrelevant 
infl uences are minimized as much as humanly possible.

Th e scope of the possible practice activities of the OBC psychologist is 
very broad—broader than that of any other professional psychologist. Th e 
nature of the problems, the types of organizations, and all possible multi-
cultural and diversity factors encountered by an OBC psychologist create 
a set of permutations that exceeds anyone’s capacity to document. Since 
OBC psychologists are well aware of legal issues, adverse impact, and the 
like, this chapter will not revisit all of them. Instead, it will present a few 
of the many types of situations with which the OBC psychologist can be 
presented.

Over half a century ago, Super (1957) pointed out that people’s roles 
change over time. He described six roles; child, student, citizen, worker, 
leisurite, and homemaker. Th e last does not refer just to working around 
the house; it refers to the role of making the home—that is, creating the 
social environment that generates an acceptable living situation for all 
concerned. It includes parenting, a function that has never been entirely 
left  to one or the other gender. Th e relative importance of each role waxes 
and wanes as the person’s life changes. Super saw this as a somewhat pre-
dictable developmental sequence, but at least over the last few decades the 
developmental aspect may have become less critical to understanding the 
process. So, even though Holland (1997) complained that the research evi-
dence supporting developmental theories of vocational choice was scant, 
the variation in priorities that Super described is apparent to anyone with 
the power of observation and the ability to meet and speak to people from 
a wide swath of life circumstances.

Holmberg’s Mistake refers to the assumption made by a prominent histo-
rian that conditions in the Americas were stable and constant prior to the 
arrival of Columbus (Mann, 2005). Th ey weren’t. Th e physical and cultural 
environment was continually evolving. Psychologists, and other social sci-
entists make two similar errors. First, we can assume that whatever walk of 
life a person is in now will remain the same for a long period. Second, we 
can assume that cultures, whether organizational or societal, are static, and 
that the “snapshots” we take in our studies represent the culture as it was, 
is, and will be.
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As an example of the fi rst error, we oft en assume that a person whose 
current spectrum of roles is dominated by, say, “worker,” will continue in 
that vein for a prolonged period. Along comes a new baby, an aging and 
weakening parent, a personal trauma, or divorce, to name a few possibil-
ities, and the mix of roles changes. In other cases a change could increase 
the worker role, such as reaching the “empty nest” stage when managing 
the lives of children is not such a priority. A consequence is that fi nely 
laid plans for teams, succession planning, workload allocation, and others 
can be disrupted through naturally occurring processes. In addition, 
new opportunities can arise. Th e failure of the organization to recognize, 
respond to, or adapt to these changes on a wholesale scale results in worker 
stress, particularly from work-family balance issues. Th e range of prob-
lems ensuing from an imbalance in family and work roles was reviewed by 
Hammer, Colton, Caubet, and Brockwood (2002).

For an OBC psychologist, working eff ectively with diversity issues may 
require the fl exibility to fi nd creative ways to achieve ends. An example 
that came to my attention a few years ago was a woman I’ll refer to as 
Lea. Prior to her marriage, Lea had been involved in a number of small-
scale entrepreneurial enterprises that had been as successful as Lea and 
her partner (her brother) had hoped. Following her marriage Lea worked 
in a few jobs to help make ends meet, but then, true to her religion, which 
emphasized staying home with children, she left  the workforce for about 
20 years to raise a number of children. When her youngest child was old 
enough Lea decided to rejoin the workforce. She applied for several jobs 
and won an interview at a large department store. Th e job was for a super-
visory position and Lea wondered whether she had the necessary quali-
fi cations. She had been out of the workforce for a very long time; she felt 
out of date and out of practice. An astute interviewer, we’ll call him Gary, 
recognized the situation and deviated from the carefully structured inter-
view format to ask questions in a manner calculated to uncover informa-
tion about Lea’s actual qualifi cations. When Lea admitted she had little 
recent experience managing several people working on diff erent things at 
once, Gary asked her to describe a typical day getting her children ready 
and off  to school. Her answers showed that Lea could supervise and multi-
task as well as anyone. Lea thought she had no applicable budgeting expe-
rience. Gary asked how she planned to feed her large family on the money 
her husband earned. Lea was an expert at budgeting and making ends 
meet. Th e interview proceeded in this manner and Lea got the job. She was 
a successful supervisor for about 20 years before she retired. Gary was not 
a psychologist, but he was aware of diversity issues and how to use them to 
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the company’s advantage while respecting the people he hired. Gary took 
some risk; asking questions such as how Lea dealt with getting her children 
ready for school could be seen as a violation of EEO interviewing guide-
lines. He could have rigidly stayed with the interview format, probably 
not have hired Lea, and been considered successful due to his following 
procedure. Unfortunately, regulation and litigation stifl e creativity and can 
prevent goal attainment.

Sexual orientation is listed in the ADDRESSING model but is nearly 
absent from the journals and handbooks typically read by OBC psycholo-
gists. Th is may be partly because sexual orientation in the workplace is not 
covered by federal discrimination laws other than the prohibition of sexual 
harassment. It is, however, increasingly covered by state and local statutes. 
One of the few studies examining sexual orientation in the workplace was 
reported by Ragins, Singh, and Cornwell (2007), who conducted a national 
survey of gay, lesbian, and bisexual employees. Of the 534 respondents, 
roughly a third reported that they had been discriminated against in a 
prior position due to their sexual orientation and slightly more reported 
that they had been discriminated against because of a perception of others 
regarding their orientation. Surprisingly, to me at least, only slightly over 
10% had been physically harassed due to their sexual orientation. Th ose 
who had experienced past discrimination were more fearful of disclosure 
in the current workplace, but there was no relationship with actual disclo-
sure rates. As expected, there were correlations of fear with job attitudes, 
psychological strain, perceptions of the work environment, and career 
outcomes. Today, with the internet and social networking, news travels 
fast and people may come out in one environment and quickly discover 
the information is common knowledge at work and in other venues of life. 
OBC psychologists who work with organizational culture and change, 
development and coaching, teams, and almost every other aspect of prac-
tice either do or will soon be expected to assist individuals, teams, and 
organizations on this issue.

Psychopathology has largely been ignored within OBCP (Th omas & 
Hite, 2002), with a consequence that little thought has been given to how 
persons with mental disorders fi t into the workplace. Most current theories of 
organizing, leadership, and motivation assume a workforce that is fully 
functional in cognitive, emotional, behavioral, and interpersonal mat-
ters. Th e data reviewed by Th omas and Hite indicate that this assump-
tion is not tenable; a meaningful proportion of the population suff ers from 
diagnosable mental disorders at some point and many of those who do not 
are touched by the problems of family members and friends. Instead of 
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concentrating on pathology, OBCP practitioners have found it more prac-
tical to concentrate on methods of coping used by individuals with varying 
degrees of functionality and dysfunctionality (Frew, 2004). Although many 
consulting psychologists have some background in counseling or clinical 
work, few I/O psychologists have any competence in this area at all, lead-
ing to a major diversity blind spot. Ideally, training programs will come to 
recognize this and begin to rectify the situation.

Diversity issues do not occur only at the employee level. A small manu-
facturing company was owned by the father and son team of the Browns. 
Unlike most family businesses, they had bought the company together; 
Senior Brown was the chairman and Junior Brown combined the posi-
tions of chief executive offi  cer and chief operating offi  cer. Senior Brown 
had hired a salesman, Mr. Smith, whom he had known for many years 
as they had both worked in the same industry. Mr. Smith was the worst 
salesperson in the company, selling a fraction of what other salespeo-
ple sold in a year. Due to his poor performance and other reasons that 
are too complex to present, any management consultant would have rec-
ommended that Mr. Smith be terminated as soon as possible as the only 
reasonable business move. However, Senior Brown had known him for a 
long time. In addition, the Browns were Catholics who took their faith 
and consequent responsibilities seriously. One of these responsibilities, 
as they interpreted it, was to be loyal and supportive of their community. 
Mr. Smith was part of the community. Th e proper business move of fi ring 
Mr. Smith would have created an unacceptable moral crisis for the Browns, 
particularly Senior Brown. Th e OBC psychologist was not qualifi ed to 
examine the religious beliefs and help the Browns determine whether their 
religion was really restricted terminating Mr. Smith. All the psychologist 
could do was adopt an attitude of “Forget best practices” as the problem 
was to develop an intervention that would deal with Mr. Smith’s ineptitude 
within the constraints set by the Browns’ cultural and religious beliefs. Th e 
result was a program that did increase Mr. Smith’s sales to a high level for a 
time until his alcoholism made it impossible for him to continue with the 
company. By then the Browns were comfortable with the outcome even 
though it had required fi nancial risk and commitment most companies 
would not have considered.

Organizational Consulting Across Cultures

Gelfand, Erez, and Aycan (2007) reviewed the literature on cross-cultural 
organizational behavior and noted that cultures diff er in the eff ects of such 
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common organizational strategies as feedback, reward systems, and the 
impact of job and organizational characteristics. Studies show, for exam-
ple, that managers in diff erent cultures use reward systems diff erently 
(Zhou & Martocchio, 2001). Cultures also diff er in the correlates of job 
satisfaction and in the nature of employee commitment. Th e issue is espe-
cially complicated because cultures obviously diff er from one another to 
the point that what is important or desirable in one culture receives much 
less, or no, consideration in another culture. Cross-cultural psychologists 
distinguish between emics and etics. Emics are ideas and behaviors that are 
culture specifi c and etics are culture general or universal (Gelfand et al., 
2007). In work organizations these are overlain by organizational and pro-
fessional cultures. For example, American, Chinese, and Ukrainian phys-
icists are apt to have more in common intellectually with each other than 
they do with their neighbors back home and to diff er considerably from 
each other in terms of personal values, loyalties, emotional expression, and 
other aff ective factors.

Th e picture becomes yet more complex as cultures and the people 
within them evolve over time, sometimes rapidly. Culture can be seen as a 
dynamic system, not a static entity (Cohen, 2001; Kitayama, 2002). Some 
people are bicultural due to mixing cultures; others seem to have one foot 
in the past and the other in the present or future as their home culture 
changes rapidly. A worldwide example is the very rapid adoption of com-
munications technologies by young people while their elders are mystifi ed 
about the whys, wherefores, and desirability of social networking, Twittering, 
and whatever else is hot at the moment.

Two seemingly mundane examples of cultural diff erence are the infl u-
ence of time and physical space and their eff ects on behavior across and 
within cultures. Time would seem a constant; we defi ne a day as having 
24 hours, an hour as being 60 minutes, and so on. Yet time changes its 
meaning depending on context; precision may or may not be signifi cant. 
Th ere is a continuum with clock time on one end and event time on the 
other (Brislin & Kim, 2003; Brislin & Low, 2006). Clock time simply refers 
to doing things as scheduled and when scheduled with strict adherence 
to the time of day indicated on a clock. If an hour appointment is set for 
11:00 a.m., it begins at 11:00 and participants are expected to be there at that 
moment. In event time, things happen when it is appropriate for them to 
happen; a farmer knows that the harvest will occur in the fall, but he can’t 
set the date months in advance, and a fi sher is dependent on the tides, 
not the clock. Cultures that are more agrarian tend to rely more on event 
time; industrialized and postindustrial cultures run more on clock time. 
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But it’s not that simple. Not all individuals in a particular culture utilize 
or are infl uenced by time the same way, and many switch back and forth 
between clock time and event time, depending on the circumstance. Time 
usage also gets confounded with other cultural factors, such as status. In 
some places the privilege of being late is confi ned to those in leadership 
positions; almost everyone is expected to arrive on time. In other places 
a person with status or prestige will be late as a rule. Only those who are 
insecure will be on time (Stone-Romero, Stone, & Salas, 2003). Th us, orga-
nizations with locations in far-fl ung locations or employees, customers, or 
suppliers from diff erent cultures have to contend with the diff ering and 
inconsistent applications of time.

Space also seems a constant, yet people and cultures diff er in how they 
divide it (or don’t divide it), how meaning is ascribed to the spaces we 
occupy, and how we share space. Confl ict over space use can arise even in 
culturally homogeneous environments, but throw in diff erent meanings of 
space and things really get complicated (Ayoko & Härtel, 2003). Manage-
ments who see space as something people will adapt to as needed and as 
unimportant in maintaining productivity and civility are blindsided by con-
fl ict and ineffi  ciency that become inexorable. A mix of cultures can derail 
the assumptions of architects. A colleague, Jon Frew, and I were asked by 
a neighboring county to survey mental health contractors on their ability 
to provide culturally appropriate mental health services to cultural minor-
ities, the largest group of which comes from a growing Latino population. 
Typically the offi  ce of a psychotherapist can be designed and furnished to 
comfortably fi t between two and four or fi ve people when “families” are 
involved. Th e defi nition of “family” is diff erent for many Latino clients and 
it is not uncommon for groups of a dozen or more to attend a family ses-
sion. Th is also stretches the capacity of waiting rooms. Safety management 
can be a concern when members of rival gangs appear in common areas. 
Th is could happen in many employment settings as well.

It is easy to try to learn something about a culture and then general-
ize the results to everyone within the culture. Social scientists are as prone 
to this as anyone. A prime example is the concept of individualism versus 
collectivism, fi rst described with regard to work behavior by Hofstede 
(1980). Th e concept has had an important infl uence on research and dis-
cussion in psychology, and there is a clear tendency to speak of this culture 
as “individualist” and that culture as “collectivist.” Stereotyping is never a 
good strategy. When it works, it doesn’t advance one’s cause very much, and 
when a stereotype is wrong, as they usually are, the outcome can be disas-
trous. Not only are the constructs of individualist and collectivist scientifi cally 
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questionable (Gelfand et al., 2007; Oyserman, Coon, & Kemmelmeier, 
2002), but even if they stand it is not clear how they should be applied 
to residents of various cultures (Dien, 1999; Kitayama, 2002). Much of 
what passes for cross-cultural research is based on surveys of convenience 
samples. Th ere are signifi cant issues in data collection in these studies 
(Aycan & Kanungo, 2001), and the heavy reliance on a single data collec-
tion technique makes much of the cross-cultural research of questionable 
value. As a competent professional, you will always be better prepared if 
you fi nd out who you are dealing with and how they think, what values they 
hold, what motivates them, what pleases and displeases them—just in gen-
eral get to know them as individuals, team members, and organizational 
contributors rather than make assumptions, even with good intentions.

Mullin and Cooper (2002) presented a six-factor model for international 
consultation, adopted from an earlier model for multicultural training. 
In their model, the fi rst level is to examine the “personal and interper-
sonal aspects of oneself that infl uence the consultant’s self-awareness in a 
cultural context” (p. 554). It focuses on the person in relation to the inter-
personal relationships and environment in which the person lives and 
works. Th e second level refers to technical and professional skills impor-
tant for success in one’s own culture. Th ird are factors that exist “beyond 
culture.” Mullin and Cooper’s list includes poverty, international relations, 
organizational health, and sexism. Fourth, consultants must understand 
their own culture and its impact on them. Fift h, the consultants should 
understand the extent to which their own culture is multi- or monocul-
tural. Th e fi nal level, six, consists of learning skills to work in a nonjudg-
mental and helpful manner in another culture.

One area that OBC psychologists are asked to work in is the selection, 
training, and socialization of expatriates—that is, employees who are sent 
to live and work in another culture. Th e recent reviews by Sinangil and 
Ones (2001) and Gelfand, Erez, and Aycan (2007) point to several factors 
that infl uence success of expatriates. Adjusting to the new environment, 
including ways of life and ways of working, is a critical factor. Adjustment 
can be conceptualized three ways: general or cultural, work, and interaction 
(Black, Mendenhall, & Oddou, 1991). Gelfand et al. (2007) described several 
general and specifi c predictors of adjustment. It is important to note that 
the adjustment of not just the employee but also the employee’s family is 
critical and that socialization experiences must extend to all members of 
the family. According to Gelfand et al., expatriate job satisfaction is related 
to factors such as task signifi cance, autonomy, authority, teamwork, and 
similarity. Of course, each of these may be defi ned somewhat diff erently 
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in each culture. If the organization values an expatriate experience, the 
employee is apt to show higher organizational commitment, as might be 
expected since being assigned to a showplace versus a backwater is com-
monly seen as a career maker or breaker. Language concerns and net-
working opportunities and relationships with host company nationals are 
important components of success. Expatriate performance is very impor-
tant to organizations that work globally, yet few consider much more 
than technical competence in making selections for expatriate positions 
(Sanchez & Levine, 2001). Th e selection, training, and socialization of 
expatriates is an area that relatively few OBC psychologists practice in 
and may be best seen as a subspecialty that requires particular forms of 
competence.



THIRTEEN

Interpersonal Interactions

Th e interpersonal side of OBC psychology is not oft en discussed in books 
and journals. It does not even appear in the lists of competencies promul-
gated by the Society for Industrial and Organizational Psychology (SIOP), 
the Society for Consulting Psychology (SCP), and the American Psycholog-
ical Association (APA). Clearly, many functions of the OBC psychologist 
require excellent interpersonal skills; marketing one’s services, making pre-
sentations to clients, engaging in process consultation and other helping 
actions, doing individual development and assessments, gathering infor-
mation via interviews and focus groups, and many other activities neces-
sitate an ability to develop rapport, develop trust, understand another’s 
position, adapt one’s professional demeanor to fi t organizational cultures, 
make frank comments and give negative and positive feedback without 
losing the faith of the client, and similar skills. On the other hand, it is prob-
ably true that an I/O psychologist could choose to live as a hermit, away 
from all personal human contact, and so long as there was Internet access 
and clients willing to utilize questionnaires, surveys, and web-based assess-
ment instruments, could be successful in providing a limited range of ser-
vices. So we cannot say these interpersonal skills are absolute necessities, 
but success as a consultant would be unlikely without them. I do not believe 
it is possible to describe how an OBC psychologist can develop these inter-
personal competencies in a book. Th ese are best learned in person from a 
mentor. Th is chapter covers some areas of interpersonal competence that 
are not oft en recognized in the OBC psychology literature.
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Maintaining Professional Boundaries

Psychologists who provide mental health services must be concerned with 
maintaining appropriate role boundaries with clients and the families of 
clients. It is an ethical imperative because if personal relationships develop 
between the psychologist and the client, the clinical relationship can dete-
riorate and the client can be harmed. Th ese psychologists are warned not 
to self-disclose personal information, not socialize with clients, and for 
maintenance of confi dentiality, not address the client should they meet 
in a public setting unless the client initiates the contact. In recent years 
clinicians have discovered that when they work with clients from certain 
other cultures these rules have to be modifi ed (LaRoche & Christopher, 
2010). Similarly, organizations and business represent another culture in 
which the nature of personal relationships and boundaries changes. Client 
meetings may be held in restaurants, airport lounges, the client organiza-
tion’s offi  ces, and other public places. Indeed, some OBC psychologists will 
meet a person over lunch or coff ee rather than in the person’s offi  ce as a 
way of maintaining the privacy of the contact (e.g., Winum, 2005). A cli-
nician could never play golf or tennis with a client, yet such encounters are 
common in the business world. Indeed, once you get into an executive’s 
contact list there is a high probability you will get invited to a charity auc-
tion, golf tournament, or similar function in which socializing and making 
fi nancial contributions are expected. An ethical dilemma that sometimes 
arises is what to do when the executive insinuates that further work with 
the company is dependent on a good donation to the charity.

Th e type of relationship between the consultant and the client organi-
zation impacts what the psychologist does, how it is received, and how the 
client can use the information. Th is can be illustrated using the example of 
conducting a program evaluation, but the principles extend to all sorts of 
projects. In a dependent mode, the consultant is involved with the design 
and development of the program, assists with implementation, provides 
immediate feedback, and suggests revisions to be incorporated in the pro-
gram. In this mode the consultant essentially becomes part of the pro-
gram, with all the intellectual and emotional investment that accompanies 
identifying with the product. Th e client organization can benefi t because 
the OBC psychologist’s expertise creates a better program, and since pro-
gram staff  know, trust, and are working directly with the consultant, they 
may be more likely to utilize the information. Th e downside of the depen-
dent mode is that the consultant may fi nd it diffi  cult to provide objective, 
bottom-line assessments of program success and of program personnel. 
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In a semi-independent role, the consultant is heavily involved with obser-
vations, interviews, and other data gathering, feeding back information 
and recommendations on a periodic but not immediate basis. Since the 
consultant is less intimately involved with the program there may be less 
of a problem with passing on negative information. However, the consul-
tant is less knowledgeable of the daily operation and of the staff . Although 
the consultant may be a known entity, trust in him or her by the staff  may 
not be as high as with a consultant who is more closely involved in daily 
activities. Semi-independent relationships are necessarily less fl exible than 
dependent ones; with these, it is necessary to have more detailed plans at 
the beginning and most information to be gathered identifi ed at the outset. 
In an independent evaluation, the consultant and members of the client 
organization plan the data gathering at the beginning of the project, the 
program runs its course, and the consultant collects and analyzes the data. 
With little knowledge of program personnel and no stake in the program, 
the consultant has little trouble with “objective” evaluations. However, as 
the program runs, the data thought important at the beginning may come 
to appear to be no longer as relevant as other data that could have been 
gathered had the consultant been aware of the changes. In addition, the 
psychologist is unknown to program personnel and possibly management, 
so it is relatively easy to dismiss his or her conclusions and recommen-
dations. Th e fully independent role is useful for established programs for 
which a summative evaluation is desired. It is not very useful for formative 
evaluation purposes. Th e consultant’s role and relationship with the client 
organization and its personnel has to be consciously managed. Th e con-
sultant has more degrees of freedom than the clinician has, but the added 
complexity creates a greater cognitive, emotional, and possibly fi nancial 
burden on the psychologist.

Working With and Supervising New Psychologists

Professional skills in OBC psychology are largely learned aft er graduate 
school and on the job (Silzer et al., 2008). It is a role of more senior and 
seasoned practitioners to assist new psychologists in this learning and skill 
development process. OBC psychology is alone among fi elds of profes-
sional psychology in that it does not have a literature or tradition relating 
to supervision. Indeed, the term has diff erent meanings; for OBC psychol-
ogy, supervision commonly means having an administrative or leadership 
position, that is, being the boss. For clinicians, the term encompasses spe-
cifi c training, mentoring, and evaluative tasks, some of which are specifi c 
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to the fi eld (Shallcross, Johnson, & Lincoln, 2010). Clinicians, particularly 
those who are less experienced, may suff er secondary traumatization listen-
ing to the histories and narratives of their clients. An important role of the 
supervisor is to help the junior psychologist function in his or her position 
without internalizing the client’s problems. In addition, some clinicians in 
training are able to perform eff ectively in the classroom but have psycho-
logical characteristics that interfere with their ability to practice in an ethi-
cal and eff ective manner. Th ese are not such common occurrences in OBC 
psychology, which may explain why special attention to supervision has 
not been an issue of interest in the fi eld. Th is is somewhat unfortunate con-
sidering that clinical psychology has developed detailed descriptions of the 
developmental trajectory of competence development in junior psycholo-
gists and for supervisors (Shallcross, Johnson, & Lincoln, 2010). OBC psy-
chology has no such standards. In this situation we have to fall back on the 
competencies in training and development described in chapter 7 to guide 
and judge an OBC psychologist’s competence in supervision.

Working with Professionals From Other Disciplines

OBC psychologists oft en fi nd themselves collaborating with professionals 
trained in very diff erent fi elds, including accounting, law, fi nance, engi-
neering, marketing, and human resources. Th ese professionals may be sub-
ject to licensing or professional standards, just as psychologists are. Th ere 
is a potential for inadvertent confl ict because of diff ering requirements and 
expectations regarding confi dentiality, billing, and other business matters. 
For example, an OBC psychologist working with an industrial engineer 
may discover that the engineer in the normal course of working with the 
client contact is compromising information gained from members of the 
client organization. To maintain an ethical practice the psychologist and 
the other professionals need to clarify the legal, ethical, and professional 
standards they must adhere to and form an agreement on how these obli-
gations will be met by the team. In addition, they should create a plan for 
dealing with unanticipated problems as they develop.

Telecommunications, Internet, and Other Distance Communications

In today’s environment the OBC psychologist needs to be competent in 
working with individuals and groups over long distances using a variety 
of technologies. Th ese technologies are rapidly evolving, so any attempt to 
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enumerate them would be quickly obsolete. Historically, new communica-
tions technologies have been adopted earlier in some industries than others, 
meaning the OBC psychologist must be aware of these technologies and 
adoption rates in the industries served and adapt to their use as necessary.

Travel

Unless the OBC psychologist lives in one of the largest cities in the country, 
business travel will be a fact of life. Th ere are two interpersonal challenges 
associated with this. First, the consultant must be able to adapt to new 
climes and time zones and be able to meet with clients without showing 
the eff ects of jet lag. Even within the same nation there are varying expec-
tations regarding formality, dress, and other cultural artifacts and the psy-
chologist must be able to either conform or, at least, not off end clients. 
Second, constant travel can put a strain on the consultant’s personal life. 
If the psychologist has a family, some sort of accommodations have to be 
made. Th is is up to the individual and family members; from the perspec-
tive of competence, the psychologist has to fi nd a way to prevent spillover 
from family issues from impacting his or her work performance.

Practice Organization

Nevis (1987) ended his book on organizational consulting with a unique 
chapter discussing whether the consultant is better off  working as an indi-
vidual or as part of a group. An OBC psychologist can work independently, 
as part of a small group practice, as a member of a large national or inter-
national fi rm, or as an internal consultant to a large organization; there are 
also those who work for government or the military. Nevis raised a number 
of issues, including fi nding a balance between personal needs for indepen-
dence and autonomy and those of collegiality and stability. Finding a solution 
will depend on a number of individual factors, such as work style, compet-
ing priorities such as having young children, the nature of the consultant’s 
skills and background, and market conditions. According to Nevis, being 
affi  liated with a group brings some advantages such as a sense of belong-
ingness, the opportunity to work on projects that are much larger than one 
can do alone, and availability of a support system. Th e price one pays for 
this is less control over activities, time, and decisions. Going it alone brings 
more opportunity to do things your own way and to make your own rep-
utation. Among the costs are possible loneliness, smaller projects, and less 
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opportunity to see the big picture. Nevis points out that since there is no 
single right answer, the work of the consultant will always involve some 
degree of stress.

Th e OBC psychologist who chooses to work independently will still 
want to develop a network of colleagues with whom the psychologist can 
discuss ideas, refl ect on new developments, and use as a sounding board 
and for consultation on ethical dilemmas. Th is is so important it should be 
a part of the consultant’s business plan or practice management system.



FOURTEEN

Professional Identity

Aft er 13 chapters it should be evident that OBC psychology and the two 
traditions it consolidates cover a great breadth of subject matter and prac-
tice. Th is is more apparent when one considers the material and forms of 
practice that have been left  out of this volume to keep it within reason-
able limits. Because of the breadth of the fi eld, it may seem that any profes-
sional identity that fi ts all would be so superfi cial as to have no meaning. 
Th at is not the case. Th ere are common elements throughout that bring us 
together. Obviously one of these elements is an interest in work, the work-
place, and the people who do the work. Th e O*NET describes I/O psy-
chologists with four of the six Holland codes: investigative, enterprising, 
artistic, and social, yet it is clear that the psychologist must be able to sus-
tain interest in the other two types, realist and conventional, as well if the 
consultant is to successfully understand and advise people in all types of 
work. Th e OBC consultant must be results oriented, even when the project 
focuses on process. Th ere are two reasons organizations call in a consultant. 
Either they do not know what to do and need direction, or they know what 
to do but don’t have the guts to do it. If the money spent on the consultant 
is not to be wasted, the consultant must be committed to working with the 
client to achieve an ethical and practical resolution to the problem. Th ere is 
a degree of common educational background between the two fi elds even 
though it continues to evolve with new fi ndings in psychology.

Lowman (2002, p. 2) writes that there is a common commitment to three 
features that diff erentiate consulting psychology from business administra-
tion or organizational development. First is an “insistence on measurement,” 
second an “insistence on assessment,” and third a concern with ethics 
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and values. I do not think he meant that all OBC psychologists insist on 
precision in measurement to the nth degree in every circumstance because 
they clearly do not do that. Nor does he imply that every assessment is 
formal and ritualized. What he does mean is an obligation to evaluate 
every situation on its merits and formulate a plan of intervention based on 
the needs of the client as opposed to selling a solution without regard for 
the problem, as a mere vendor might (Church & Waclawski, 1998).

Th ere has been a confl ict between research and practice in I/O psychol-
ogy, and to a lesser extent, consulting psychology, for decades (Blanton, 
2000; Viswesvaran, Sinangil, Ones, & Anderson, 2001). Th is results partly 
from the vastly diff erent reinforcement contingencies for academics and 
practitioners and partly from the diff erence in time scale at which each 
operates. Academics are rewarded for publishing in the “top tier” journals, 
which requires the latest analytical techniques to be applied in theory tests. 
Practitioners are rewarded for getting the job done. Science is, or should 
be, for the ages, while practice concentrates on the here and now. Unfor-
tunately, as experienced practitioners recognize, eff ective practice in the 
here and now can make scientifi c generalizations obsolete before the future 
arrives.

Th at does leave us with the question of where OBC psychology lies 
within the pantheon of psychology in general. Drenth, Th ierry, and de 
Wolff  (1998) ask a rhetorical question of whether it is an application of 
four core areas of psychology: experimental, personality (individual diff er-
ences), developmental, and behavioral (the integration of the others plus 
social and cultural psychology). Th eir answer is an emphatic “no.” Th ere 
is, for some, a stigma attached to a discipline that is merely “applied,” but 
that doesn’t seem to be the driving force behind the conclusion of Drenth 
et al. (1998). Th ey see two major diff erences that separate OBC psychology 
from the other fi elds. First, the fi eld has “gone its own way” (p. 4) in that 
much theorizing and subsequent research have been inspired by problems 
encountered in settings unvisited by other branches of psychology. Second, 
OBC psychology has built on many multidisciplinary relationships, leading 
to diff erent insights and means of solving problems.

To these perspectives we can add a third. OBC psychologists, along with 
other professional psychologists, help solve problems. Th ey do this regard-
less of whether the science has caught up with the issue; so oft en, they 
are having to utilize professionally informed judgment and extrapolating 
from existing knowledge. Some psychologists cannot accept this risk; they 
do not dare to venture into application until all questions are answered by 
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science (cf. de Wolff , 1998). Consulting is not for the faint of heart or those 
who lack confi dence. Th is is not to justify the overconfi dent consultant 
who lacks insight into the degree of support—or lack of it—for the work 
being done. Competence implies having a well thought out plan that uti-
lizes the knowledge of the fi eld as much as possible as well as the experi-
ence and reason of the psychologist.

Professional Affi liations

Psychologists benefi t from affi  liation and contact with other psycholo-
gists. In addition, membership in professional bodies can benefi t the pro-
fession as these groups publish journals and books, arrange conferences 
and continuing education, and advocate for the profession to government 
and other infl uential bodies. Th e primary national and international orga-
nizations are the American Psychological Association (apa.org) and the 
International Association of Applied Psychology (IAAP; iaapsy.org). Each 
of these associations holds yearly conferences and publishes journals, and 
APA and IAAP have divisions of special interest to OBC psychologists. 
APA is by far the largest of the these organizations and has the most com-
prehensive set of standards, including ethical standards.

Specialty organizations for OBC psychologist include APA divisions; 
the Society for Industrial and Organizational Psychology (siop.org), the 
Society for Consulting Psychology (SCP; div13.org), Applied Experimental 
and Engineering Psychology (http://www.apa.org/divisions/div21/), and 
APA Division 5 Evaluation, Measurement, and Statistics (http://www.apa.
org/about/division/div5.html). SIOP and SCP are generally the most rele-
vant for OBC psychology.

Th ere are other organizations that attract the interest of OBC psycholo-
gists, including the Society of Psychologists in Management (SPIM; spim.
org), which requires that a potential member work in management in 
some capacity, and the Human Factors and Ergonomics Society (HFES, 
hfes.org). Th e latter organization is composed of professionals from a 
wide range of disciplines working in the area of human factors and human-
technology interaction. Many OBC psychologists also belong to the Society 
for Human Resource Management (shrm.org), the American Society for 
Training and Development (astd.org), American Statistical Association 
(asa.org), or the OD Network (odnetwork.org), depending on their areas 
of practice and interest. Academically inclined OBC psychologists may 
belong to the Academy of Management (aomonline.org).

http://www.apa.org/divisions/div21/
http://www.apa.org/about/division/div5.html
http://www.apa.org/about/division/div5.html
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Licensure and Certifi cation

Psychologists who practice need to obtain a license. Th at is true in all 50 
states. I/O psychology as a fi eld has not encouraged I/O psychologists to 
obtain licenses to practice, although Blanton (2006) gives four good rea-
sons to become licensed: It is the law in most jurisdictions, it increases 
credibility, it protects the psychologist from certain legal hazards and allows 
the purchase of liability insurance, and having a license allows the psychol-
ogist to protect a client’s confi dential information.

Unfortunately, there has been a good deal of confusion about licensure 
in the I/O psychology community. Th e confusion stems from a long-stand-
ing aversion to licensing and program accreditation within SIOP. Th e cur-
rent SIOP position (downloaded from http://siop.org/licensure/licensure.
aspx, May 19, 2009), adopted in 1996, is this:

SIOP recognizes that some states require that certain areas of I-O practice be 
licensed. SIOP members should be allowed to be licensed in these states if 
they desire, and SIOP should provide guidance to state licensing boards on 
how to evaluate the education and training of an I-O psychologist.

It is not a strong statement in favor of licensing but was the best the society 
could get passed (I was chair of the State Aff airs Committee at the time). 
Unfortunately, the reluctance to become deeply involved in the licensing 
process means that I/O psychologists have not been infl uential in design-
ing models that work for the fi eld. Th is is currently changing, and a prom-
inent SIOP member and practitioner, Judith Blanton, is a member of the 
APA task force developing a new model licensing act. In the most recent 
draft s of the model act, I/O psychologists are explicitly included in the 
scope of practice and are listed as requiring licensure (American Psycho-
logical Association, 2009a). Getting licensed requires the psychologist to 
clear several hurdles (Blanton, 2006).

It is easier to obtain a license if the psychologist’s doctoral program was 
accredited by the American Psychological Association or at least listed in 
the National Register of Health Service Providers in Psychology. APA does 
not accredit I/O psychology programs and few are listed in the National 
Register,1 even though accomplishing the latter is not diffi  cult or expensive. 

1 In March 2008 I searched for selected high-profi le I/O psychology programs in the National 
Register. I found the University of Akron, University of Tennessee (management), and 
CUNY-Baruch. Programs that were not listed included Bowling Green, Maryland, Ohio 
State, Michigan State, Wayne State, Houston, Georgia, Auburn, Tulane, Tulsa, Penn State, 
and Portland State. Th ere were no programs listed in the following states and district: 
California, Colorado, District of Columbia, Florida, Illinois, Massachusetts, Michigan, 

http://siop.org/licensure/licensure.aspx
http://siop.org/licensure/licensure.aspx
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Th us, graduates of I/O programs need to demonstrate that their program 
meets the basic standards of licensing agencies. In addition, some 3,000 
to 4,000 hours of supervised experience are required (Blanton, 2006). For 
most psychologists this is accomplished in an internship and postdoctoral 
residency. Again, it is easier to get licensed if the internship is accredited 
by APA or by the Association of Psychology Post-Doctoral and Intern-
ship Centers (APPIC). Since neither of these bodies accredits internships 
in I/O psychology, meeting this requirement is the most complicated part 
of obtaining a license. According to Blanton (2006), several states, APA, 
and the Association of State and Provincial Psychology Board (ASPPB) are 
attempting to fi nd suitable means for graduates to meet this requirement. 
One has to pass the Examination for Professional Practice in Psychology 
(EPPP), developed under the auspices of ASPPB. Finally, in many states 
the candidate for licensure must pass a written or oral examination cover-
ing ethics and legal issues.

Mobility of a license across state lines is a critical issue (Blanton, 2003). 
Many, if not most, OBC psychologists work across state and international 
boundaries. Th e defi nition of “psychologist” and scope of practice vary 
from state to state, making it complicated to know whether a project that is 
not subject to license requirements in one state is within a licensee’s scope 
of practice in another. Many OBC psychologists who hold a psychologist 
license take advantage of exceptions in licensing laws that permit prac-
tice for a limited time in a state by a psychologist licensed in another state. 
Th e time limitation varies from 7 to 60 days. Professional organizations 
are working to increase this time for OBC psychologists and to expand the 
potential for mobility. Two actions a psychologist can take to minimize 
mobility problems are (1) to register with the Certifi cate of Professional 
Qualifi cation with the ASPPB and (2) to become a certifi ed specialist with 
the American Board of Professional Psychology.

Once licensed, the next logical step is to obtain specialty certifi cation 
from the American Board of Organizational and Business Consulting 
Psychology (ABOBCP), a specialty board of the American Board of Pro-
fessional Psychology (ABPP). Specialty certifi cation adds to the benefi ts 
of licensure, particularly credibility. It also demonstrates a commitment 
to working at the highest levels of professional competence. Yet another 
advantage is the ease of movement of license between states once the 
ABPP is earned. Th ere is now a trend for states to require certifi cation for a 

Minnesota, North Carolina, or South Carolina. I did not check all 50 states, but this list 
indicates that few programs are listed.
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psychologist to be designated a specialist. If that trend continues, psy-
chologists will need ABOBCP diplomas to refer to themselves as I/O or 
OBC psychologists. Full information on how to become board certifi ed is 
available online at ABPP.org and in Nezu, Finch, and Simon (2009). Basi-
cally, the process consists of a credential review to verify that the applicant 
meets the requirements of ABPP and of ABOBCP. Next is the preparation 
and submission of the practice sample. Applicants with 15 or more years 
in practice may elect a senior option, which changes the practice sample 
requirement somewhat. Applicants indicate three to fi ve subspecialities in 
which they primarily practice and choose to be examined on. Once the 
practice sample is approved, an oral examination can be scheduled. Th e 
oral exam lasts 3 to 4 hours and consists of a presentation of the practice 
sample followed by questions, then a section on subspecialty areas (includ-
ing current research and theory, method of practice, and how competence 
was developed and is maintained), and fi nally an examination on ethical 
standards and practice. Successful candidates are invited to a convocation 
held at the next APA conference where their achievement is recognized 
and celebrated.
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KEY TERMS

Action research—working with the client organization to gather information through sur-
veys, focus groups, interviews, or other means, analyzing the information, and using it to 
plan the next phase of change.

Behavior description interview (BDI)—asking applicants to relate what they did in a specifi c 
situation; that is, BDI focuses on actual behavior.

Competency modeling—the activity of determining the specifi c competencies that are 
characteristic of high performance and success in a given job.

Critical incident technique (CIT)—collecting a number of examples of eff ective or inef-
fective job behaviors by questioning individuals who have fi rsthand knowledge of the 
incidents.

Formative evaluation—a method of judging the worth of a program while the program 
activities are forming or happening.

Ipsative measurement—measurement system for comparing a person’s relative level of mul-
tiple characteristics within the person rather than individual characteristics compared 
against other people.

Job analysis—the process used to collect information about the duties, responsibilities, 
necessary skills, outcomes, and work environment of a particular job.

Job modeling—taking the job analysis results and augmenting them with additional informa-
tion to allow strategic planning of the workforce.

KSAOs—the knowledge, abilities, skills, and other characteristics (KSAOs) that are needed to 
perform well in a task, job, or profession.

Mergers and acquisitions (M&A)—the successful combination of two organizations. In an 
acquisition one company takes over another, and the latter fi rm ceases to exist. In a merger 
two companies decide to go forth as a single entity.

Normative measurement—measurement system for comparing scores of one person to 
scores of other people within a defi ned group.

Organizational development (OD)—a planned, organization-wide eff ort to increase an 
organization’s eff ectiveness and viability.

Position Analysis Questionnaire (PAQ)—a standardized instrument for conducting job 
analysis.

Process consultation (PC)—the most commonly used OD technique wherein the consultant 
does not try to help the client as an expert but instead helps the client to help himself.

Situational interview (SI)—focuses on what applicants would do in a specifi c situation.



212 Key Terms

Subject matter expert (SME)—an individual who understands a business process or area 
well enough to answer questions from people in other groups who are trying to help.

Summative evaluation—a method of judging the worth of a program at the end of the pro-
gram activities.

Task analysis—the analysis of how a task is accomplished, including a detailed description of 
the factors involved in or required for one or more people to perform a given task.



Aberrant self-promoter (ASP). 
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Affi  liation with professional bodies, 187
Age and generational infl uences, 172
Age Discrimination in Employment Act of 

1967 (ADEA), 25t
American Board of Organizational and 

Business Consulting Psychology 
(ABOBCP), 4, 189, 190

American Board of Professional Psychology 
(ABPP), 3, 5, 189, 190

competencies and profi ciencies, 6–10t
functional and foundational 

competencies, 11t
American Psychological Association 
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Behavior (cont.)
motivation and, 116–17
organizational citizenship, 53
pro-organizational citizenship, 66
theory of, 108–9

Behavior description interview (BDI), 
74–75, 211. See also Interviews

Beliefs, 101
Benefi cence, 160–61
Big 5 model of personality, 65, 66, 68, 99
Biodata, 70–71
Bottom line, 27

information for decision making, 86
Business administration and consulting 

psychology, distinction 
between, 185–86

Business necessity, 28, 50–51
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Career development, 90–91
Career planning, 90–91
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Central traits, 65. See also Traits
Certifi cation, 189–90

content validation for, 58
CIT. See Critical incident technique (CIT)
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 Title VII of, 25t
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research and practice in, 186
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Validation/validity
for certifi cation and licensure 
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Context, 114
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Criterion, 37–53

actual, 47
in administrative decision making, 45, 
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conceptual, 47
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