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ABSTRACT

The purpose of this study was to understand what women managers learn about
emotiona expression in the workplace and how this knowledge is acquired. The research
questionsincluded: 1) What do women managers learn about expressng emotionsin the
workplace? 2) How do women learn what emotions are appropriate to express during
their work?

The sample for this quditative sudy was ten women managersworking in a
manufacturing environment in different companies. These included five in human
resources and five in other areas such as operations. The age range spanned from 27 to
53 yearsold. Education levels ranged from Bachelor's, Masters, to work towards a Ph.D.
The span of experience in management ranged from two to twenty-Sx years. Geographic
backgrounds of the participants covered four distinct areas including Northeast,
Southeast, South, and Midwest.

Data andysis reveded that women learned the following about emotiona
expresson: 1) the necessity of maintaining a“ poker face’ or gppearing emaotiondly
neutrd; 2) the use of emotions as astrategy of influence; 3) the double-bind that women
are faced with from the smultaneous expectations that they behave according to gender
roles yet also act like men; 4) the need for authenticity in emotiona expression; and 5)
the importance of the situation for determining appropriate emotiona expression.

They learned through the following means: 1) women learn emationa expresson
from watching or receiving feedback from others, including supervisors or colleagues; 2)
knowledge about emotiona expression increases with age and work experience and
occursinformaly and incidentdly on adaly basis, and 3) emotiond expressoniis
learned as part of upbringing and as an aspect of societa gender rules.

Six conclusions were drawn from this study: 1) the rules and acceptability of
emotiond expression in a manufacturing workplace are dependent upon the employee's
gender and particular Stuation; 2) amale dominated system may create a need for women
to perform more emation work than men by having to emulate mae behavior; 3) socid
sructure is reproduced because of the importance of culture in defining the
appropriateness of emotional expresson; 4) emotions are used as a Srategy of influence
at both the organizationd and individud levels, 5) women learn about emotiond



expresson primarily through informal and incidenta learning; 6) psychodynamics exist
in the workplace that continualy reproduce the pathology of emotiona expression.
Implications for research and practice include the following: 1) informd training
programs for emotiond intelligence may be as effective as forma learning Situations, 2)
action learning programs would provide an effective vehicle to implement emotiond
intelligence programs; 3) women need to gain an awareness and understanding of gender
roles and their impact on behaviora expectations, career development and success; 4)
emotions research needs to continue in order to acknowledge the existence of emotionsin
the workplace as well as examine their importance to managerid effectiveness, career
development, and success; 5) further research could provide important knowledge for the
emotions literature by examining the relationship between emotiond expresson and
performance ratings, and 6) further research on the potentia for informa learning to
enhance emotiond intdligenceis critical.

INDEX WORDS: Emotiond intelligence, emotion work, career development,
management, human resource development, adult learning, women
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CHAPTER 1

INTRODUCTION

Women's gatus in the workplace till lags far behind men’s. The percentage of women
currently in the U.S. workforce is estimated at as much as 50 percent (Catayst
Organization, 2001) to 63 percent (Crampton & Mishra, 1999), yet women are ill
segregated into careers typicaly congructed as feminine, such astechnicd, saes, or
adminigtrative support and service occupations (Hayes, 2000). Wage differentids
continue to exist and options and opportunities for women remain constrained by
traditiond views suggesting an inevitable role conflict between career and family
(Schreiber, 1998). A recent study by the General Accounting Office (2002) found that
the wage gap between men and women has grown from 1995-2000. The study also
concluded that mothers who were managers earned only 66 percent of managers who
were fathers. American women occupy only 11.9 percent of corporate officer positions,
11.2 percent of board directors, 4 percent of the high level managerid positions
(Crampton & Mishra, 1999), and only sx Fortune 500 CEO positions (Catdyst
Organization, 2001). Where women do reach executive status, it is often in support
positions rather than in strategic roles (Cdas & Smircich, 1993).

Scholars account for the gender gap in organizationsin severa ways. Some
explain the gap as alack of opportunity and power (Hood & Koberg, 1994) and any
contributing contextud, structura factors (Crampton & Mishra, 1999; Wharton, 2000)

such as corporate practices, differencesin training opportunities, and unfair promotiond



policies. Others maintain that certain traits and behaviors of women, communication or
leadership styles are seen as out of sync with top corporate positions and therefore not
conducive to promotion (Crampton & Mishra, 1999).

Gender Roles

Some researchers argue that the effects of prescribed gender roles are so
embedded in our culture and organizations that they are barely discernible to women or
men (Bierema, 2003; Bierema & Kovan, 2000; Meyerson & Fletcher, 2000). Firestone
(1970) argues that gender distinctions structure every aspect of our lives and that gender
difference is an daborate system of male domination. Learning opportunities differ by
gender, organizationd cultures il reward masculine traits, and managers are eva uated
in terms of the degree to which they meet societa gender roles (Gatenby & Humphries,
1999; Hood & Koberg, 1994; Kerfoot & Knight, 1998; Oakley, 2000).

Gender shapes women's opportunities for learning, particularly in male-dominated
organizations. Some organizationd policies, including training, reveal messages about
how women are viewed and how they are expected to behave (Howell, Carter, and
Schied, 1999). Training curriculamay be biased, supporting men's learning more than
women's. Women may be offered fewer forma training opportunities because of a
perception that women's jobs require less skill (Hayes, 2000). Accessto learning may be
limited because of scheduling and alack of child care. Women'sinforma learning may
a0 be affected by gender because of a hidden curriculum, or implicit message, which

reinforces gender stereotypes (Gatenby & Humphries, 1999; Hayes, 2000; Oakley, 2000).



Women’s Learning

Traditiona learning theories assume a universdity of learning experiences and
participants, resulting in alack of information and understanding about women's learning
and education (Hayes, Flannery, Brooks, Tisdell, Hugo, 2000). The way women learn,
including workplace learning, may differ from men'slearning. Although it has been
shown that women learn through relaionship, caring and connection (Bdenky,
Goldberger, Clinchy, & Tarule, 1986; Hannery & Hayes, 2000), many work
environments devalue these characterigtics, preventing women from developing to their
fullest in the workplace (Bierema, 2001).

Learning literature related specifically to the organizationd setting describes
learning as being multifaceted and embedded within organizationd culture. Dixon
(1994) metaphorically discusses the use of conversations in halways as a means of
learning and Gherardi (1998) describes learning as rooted in other everyday activities.
Bierema (1996) describes how executive women use cognitive, experientia and
collaborative learning in order to learn and negotiate through the organi zationa
environment.

Since organizationa cultures fill value and reward masculine traits (Gatenby &
Humphries, 1999; Hood & Koberg, 1994; Kerfoot & Knight, 1998; Oakley, 2000),
women mugt learn the mae-defined cultura expectations in order to be successful.
Those traits and behaviors to which women have been socidized and acculturated may
not be considered appropriate for top-level pogtions (Crampton & Mishra, 1999). For
example, women managers are described as having different working styles than men

(Helgesen, 1990; Rosener, 1990). In fact, some women are "filtered out at various stages



(of career development) because they are not members of the dominant cultura group”
(Hood & Koberg, 1994, p. 164). Asthe feminine-competency bind (Oakley, 2000)
implies women mugt Smultaneoudy fulfill feminine roles, yet portray masculine
characterigticsin the workplace. Thisisavery conflicting propostion, for behaviors
traditiondly associated with women are viewed as weaker, and therefore women
displaying feminine characteristics within a mae workplace are often perceived as being
less empowering or powerful (Crampton & Mishra, 1999).

Emotions

The appropriate expresson of emotionsis one behavior that women must learn in
the workplace. Because society views anger expression as gppropriate for men, male
managers are percelved as stronger when expressing anger, whereas for women,
expression of anger has the opposite effect (Lewis, 2000). Instead, women are more
accepted when displaying sadness and occupying traditional femae postions. Emotions
have been defined as "organized responses, crossing the boundaries of many
psychologica subsystems, including the physiologicd, cognitive, motivationd, and
experientid systems’ (Sdovey & Mayer, 1990, p. 186) aswdll asinterpretation of
meanings of feding (Mezirow, 1990). Emotions are digtinguished from mood "in that
emotions are shorter and generaly more intense” (Salovey & Mayer, 1990, p. 186).

It isassumed in our society that women are more emotiona than men and can
experience, express, and empathize with others fedings, whereas men suppress and
control emotions (Fischer & Manstead, 2000). The expressions of sadness, depression,
fear, shame and embarrassment are viewed as “ unmanly” for men, yet the expression of

anger and aggression are seen as acceptable or even advantageous for men (Brody, 2000).



Differences in gender roles regarding emation areillugtrated by the accusation that
women managers are "too emationad” (Crampton & Mishra, 1999, p. 92).

Studies indicate that women put more effort into expressing emotions defined as
gender appropriate. These emotions are related to societal gender roles and include
nurturing, friendliness, alack of aggression, and any behaviors that help them become
accepted into male cultures (Calahan & Schwandt, 2000; Cdlahan, 2000; Davis,
LaRosa, & Foshee, 1992). These gender specific expectations affect women's potentia
for career success because they must conform to these roles. In addition, the belief that
women are more emotiona conflicts with traditiona notions about gppropriate emotiond
expresson in theworkplace. This resultsin women looking unsuitable for the
workplace, negatively impacting their careers.

Higtoricdly, rationdity has been vaued and emphasized in the workplace over
emotiondity. This has effectively created an inaitention to the emotional context in the
workplace (Ashforth & Humphrey, 1995; Fineman, 1993; Putnam & Mumby, 1993).
Therefore, the display of emotionsin one's job has until recently been viewed as
irrationa, non-controlled, and something to be managed (Domaga ki, 1999). Yet,
everyday emotions are a part of organizationd life. In fact, they saturate the workplace
(Ashforth, 1995). "Emotions and rationality are interpenetrated” and . . . "rationa
organizationa processes are inextricably entwined with emotion” (Domagalski, 1999, p.
1).

The study of emoations in organizations began with interest in job satisfaction and

employee gress (Fineman, 1993). More recently, two fields of sudy have emerged



which condder the gpplication of emotion to the work context: emotiond intelligence and
emotion work.

Emotiond intelligence is grounded in Thorndike's early 20 century concept of
socid inteligence, defined as the ability to function successfully in interpersond
Stuations (Fabian, 1999). Gardner (1983) aso described dternative forms of
inteligence, including the interpersond and intrgpersond intelligences. Interpersona
intelligence is the capacity to quickly grasp and evauate the moods, intentions,
motivations, and fedings of other people. Intrgpersond intelligence is the capacity to
understand onesdlf and to subsequently act adaptively (American Education Network
Corporation, 2001).

Although interest in emotion began with Thorndike and Gardner, it was not until
1989 that Sdovey and Mayer coined the term “emoctiond intelligence” Definitions of
emotiond intelligence vary somewhat between authors. Two contingents of authors cited
frequently in the fidd of emationd intelligence include the origind definition by Saovey
and Mayer and the subsequent definition developed by Goleman (1995). Salovey and
Mayer (1989) origindly defined emationd intdligence as:

A st of Kills hypothesized to contribute to the accurate gppraisal and expression

of emation in onesdf and in others, the effective regulation of emotion in sAf and

others, and the use of fedings to mativate, plan and achieve in oneslife. ( p. 185).

Goleman popularized the notion of emotiond intelligence with his 1995

publication of Emotional Intelligence.



Recently, the concept of emotiona intelligence has been gpplied to the workplace
and described as a strong predictor of superior occupationa performance (Goleman,
1998).

This study used Salovey and Mayer’s (1989) definition. Their modd regards
emotiond intelligence as functioning across both the cognitive and emotiond systems
and as having four branches: emotiona perception, emotiond integration or facilitation,
emotiona understanding, and emotiona management. Expression of emotion, whichis
the focus of this study, fals within the perception branch. Because the devel opment of
emotiond intdligenceis built upon the success of emotiona perception, it is an important
factor in successfully acquiring emationd intelligence.

Sdovey and Mayer’s (1989) mode includes the capacity for identifying,
inputting, and processing information. First comes the capacity to perceive and express
fedings. Next, emotions dter cognition and facilitate thought. Emotions are then
reasoned with and understood. Lastly, emotions are managed. The distinguishing fegture
of the Sdovey and Mayer (1989) definition of emotiond inteligenceisthat emaotiona
intelligence is perceived as an ability, as opposed to one or more persondity traits.

To gpply thismodd to an example, consder awoman who has just received a
performance review. In the first branch of emotiona intelligence, emotiona perception,
she regigters and atends to the fedlings brought up during the review. She considers
various perceptions of her supervisor's facia expression and voice tonein order to
decipher an emotiond message as well as her own developing fedings. In the next
branch of emotiond inteligence, emotiond integration or facilitation, her emotions enter

her cognitive sysem. She may now be able to think, "I fed bad now," or dter the



thought to "1 am no good." When emotions are recognized and labeled, the

understanding of emation (branch three) isinvolved. At this stage the woman

understands that the supervisor is disgppointed and she hersdlf fedsbadly. The fourth
branch, emotion management, begins with accurate perception at branch one. Sincethe
woman was able to perceive that the supervisor was disappointed and that she hersdf was
feding bad, she has the ability to understand, manage, and cope with thisfeding. It gives
her the opportunity to consder dternative emotions and proceed, or express emotions, in
the way shethinksisbest. On the other hand, if she cannot perceive that the supervisor
was disappointed, she may react inappropriately to the situation.

The second field of study in emotions, emotion work, has been defined asthe
active atempt to change an emotion held by an individua (Hochschild, 1983) and as the
active effort to change or control emotions in onesdlf or in othersin order to meet socia
guiddines (Hochschild, 1983). Morris and Feldman (1996) used the term emotiond
labor to describe the effort and control necessary for the expression of organizationdly
desired emotion. Whereas most of the early research on emotion work is discussed only
in terms of organizationd control of employee emotion, either by the dimination of, the
controlled display of (Domagalski, 1999; Fineman, 1993; Putnam & Mumby, 1993), or
the sdf-management of emotions (Callahan, 2000), it has aso been studied as an
employee-initiated move with resulting beneficid effects to the employee (Fabian, 1999;
Kipnis & Schmidt, 1983; Lerum, 2000; Rafadli & Sutton, 1991).

An example of sdf-imposed emotion work, continuing adong with the scenario of
awoman receiving a performance review, could be the woman's response to the review.

Whereas sheredly feds like crying upon hearing the review, she knows thet it would not



be appropriate to do so at work and in front of her supervisor, so she puts forward a smile
faceingdead. Alternatively, an example of organizationaly imposed emation work would
be that her supervisor reinforced during her performance review that it is essentid for this
employee to smilein order to be effective and must do so more often in her position

Although the two literatures of emotiond intelligence and emotion work have to-
date remained separate from each other, emotiond intelligence has been said to be a
component of emotion work because the intelligence provides the foundetion or ability to
act on that ability (Fabian, 1999). The emotion work cannot be performed without the
intelligence to determine how to do it mogt effectively. Given that emotiond intelligence
involves the accurate regulation and expresson of emotion, and emotion work includes
changing or controlling emotion to meet socid or work guidelines, it ssemsthat the two
areas are connected. An employee needs to possess the ability in order to act on that
ability. Because this study addresses emotional expresson, both literatures were
reviewed.

Many researchers have discussed the significance of emotiond intelligence and
emotion work in the workplace. Cherniss (2000) argued that emotiond intelligence
contributes to the bottom line in any organization. Goleman (1998) discussed the
importance of emationd intelligence over that of traditiona cognitive measures of
intdligence. Salovey and Mayer (1990) demongtrated quick recovery from emotiond
gtuaions. Smilarly, Sdovey, Mayer, Goldman, Turvey, and Pdfa (1995) found
emotiond intelligence to be an indicator of those who can respond flexibly to change.

Emotion work has been discussed as necessary for one's successful job performance



(Cdlahan, 2000; Hochschild, 1979, 1983) aswell asatool of social influence (Kipnis et
al., 1980; Rafadi & Sutton, 1991).

Research has dso focused on the relationship between emotiona intelligence and
leadership abilities. Evidence suggests that emotiondly intelligent leadership resultsin
improved business performance (Goleman, 2001). McCleland (1998) studied division
heads of a global food and beverage company and found that the divisions of the leaders
with gtrengths in emotiond intelligence competencies outperformed yearly revenue
targets by amargin of 15 to 20 percent. Ina 1994 Catholic Hedth Association study of
outstanding leadersin hedth care, it was found that effective |eaders were more adept at
integrating key competencies (Goleman, 2001). Another study indicated that managers
with sdf-awareness, an important aspect of emotiond intelligence, are rated as more
effective by both superiors and subordinates than those managers without self-awareness
(Megerian & Sosik, 1999).

Asaresault of societd socidization, anger is perceived to be a more acceptable
emotion for mae than for femae organizationd leaders (Garner, Robertson, & Smith,
1997; Lewis, 2000; Sharkin, 1993). Leader effectiveness ratings decreased dramatically
when women expressed anger, but remained unchanged when mae leaders expressed
anger (Lewis, 2000). On the contrary, sadness expressed by women resulted in increased
perceptions of |eader effectiveness, yet expression of sadness by male leaders led to
decreased ratings. Therefore, evidence exists for an interaction between aleader’s
gender, expressed emotion, and perception of their effectiveness as aleader (Lewis,

2000).

10



These studies indicate that emotiona expression and perception of work
effectiveness differ by gender because women are taught to acknowledge and express
only certain emations. They may interpret, regulate, and express emotions differently
than men. A woman's emotiond intelligence and her ability to perform emotion work
may thus be influenced by a combination of socidization and workplace learning
opportunities. The focus of this sudy was on the learning and devel opment aspects of
the expression of emation in the workplace. Many studies have stated the importance of
emotiona intelligence and emotion work, however, none have examined what women

learn about emotions in the workplace or the process of their learning.

A good placeto examinethis  question is within the manufacturing environment.

Manufacturing has traditionaly been mde-oriented, therefore the culture and behaviord
expectations are likdly to follow this pattern. \WWomen managersin thismale culture, in
order to be successful, would have to learn emotiona behaviors which society has
traditiondly expected from men. Researching women managers in manufacturing
therefore provides an gppropriate population for examining the process of learning about
the expression of emationsin the workplace.
Statement of the Problem and Purpose of the Sudy

The workplace environment differs for women and men. Options and
opportunities for women continue to be limited by traditiond attitudes. \WWomen are il
sex segregated into careers and pay differences continue to exist (Bierema, 1998).
Chalenges, pressures, and career development patterns aso differ by gender (Bierema,
1998; Marshdl, 1995h). One areain which men and women may have different

experiencesis the expresson of emotions in the workplace.
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Emotions, defined as short, intense, organized responses (Salovey & Mayer,
1990), have appeared in two new branches of research in the last two decades; emotiona
intelligence and emotion work. These two areas of research examine emationsin the
workplace. Emotiond intelligence, popularized by Goleman (1995), involves "the
capacity to perceive emotions, assmilate emotion-related fedings, understand the
information of those emotions, and manage them” (Mayer, Caruso, & Saovey, 2000, p.
2). Emotion work focuses on active attempts to change, in either qudity or degree, an
emotion held by anindividud (Hochschild, 1979). Similarly, “feding rules” are tecit
guidelines that govern how we should fed (Hochschild, 1979).

Exploring emotionsis essentia in order to fully understand the e ements of
organizationd life. Successin the workplace has been attributed to emotiond
intelligence (Cherniss, 2000; Goleman, 1995, 1997) and to effectively performing
emotion work (Hochschild, 1983; Kipnis et d., 1980; Rafadli & Sutton, 1991).
Undergtanding how women learn this crucid skill dlows for other women to gain from
this knowledge and develop skillsin emotiond intelligence, emation work, and
subsequently advance their careers. Recent theories on women's learning indicate that
women do not aways learn according to mode s traditionaly developed based on men.
No studies have specificaly examined what women learn about emotionsin the
workplace or the process of how they learn about emotiona expression.

The purpose of this study was to understand what women managers |learn about
emotional expression in the workplace and how this knowledgeis acquired. Theresearch
questionsincluded the following:

1. What do women managers learn about expressing emotions in the workplace?

12



2. How do women learn what emotions are appropriate to express at work?

Sgnificance of the Sudy

The problem has many theoretical and practica gpplications. The questions of
what and how women managers learn about emotions in the workplace had not been
previoudy addressed in the emotions literature, the management literature, the human
resource and career development literatures, the learning literature, or the
psychodynamics literature.

This study added depth to the emotions literature because it contributed the
learning component, as no studies existed which examined learning about emotiona
expresson. There was literature about the importance of having emaotiond intelligence
aswdll as the need to perform emotion work. However, the process of developing these
skills had not been examined. This study aso deepened the understanding of the
relaionship between gender, gender roles, and emotiona expression aswell asthe
context-specific knowledge of emationsin the workplace.

The management, human resource, and career development literatures gained
depth because of the increased understanding about another dimension of managerid
lives and women's career development. These literatures had not addressed emotions
when examining issues specific to women managers and their careers.

This study added to the learning literature by addressing context, gender, and
emotions. Depth was added regarding learning within a specific context, that of the
workplace. The gender component further extended the learning literature because this
study specificdly examined women's learning, building upon the exidting literature

describing women's learning styles as differing from men's. In addition, this study added

13



to the learning literature by examining learning about emotions, an areathat had not been
studied.

There are dso numerous practical gpplications. Firg, it is necessary to
acknowledge that emotions exist in the workplace (Ashforth & Humphrey, 1995;
(Fineman, 1993; Putnam & Mumby, 1993; Wharton, 1993) and that emotion work and
emationd intelligence are sgnificant components of work (Fabian, 1999; Goleman,
1998). Second, it isimportant to specifically address women's experiences with
workplace emotion to examine the existence of any gender expectations particularly
placed on women (Callahan, 2000; Hearn, 1993; Parkin, 1993).

Third, the understanding of how women learn these workplace skills and
behaviors regarding emotion is a crucid step towards improvement of women's
workplace gatus. Thiswill enable other women to gpply this knowledge in order to
advance their own career development. Fourth, organizations will benefit from this
knowledge because it will help them develop their employees emotiond intelligence and
employee s ability to perform emotion work. Organizations will improve overdl
performance if individual career successisincreased and reinforced. In addition,
acknowledging the existence of emotions will help organizations to encourage hedthy
expression of emotions and the development of hedlthy, trusting relaionships.

If women’s emationd intelligence and ability to perform emation work are
evauated within amale culture, such as the workplace, where different emotions are
expected, women would be viewed as lower in emotiond intelligence. Thisis because
they would not conform to those mae rules such as“do not cry”. Similarly, emaotion

work would be different, if not grester, for women because of the incompatibility
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between how they were taught to behave as women and how they are expected to behave
in theworkplace. This could affect their career development and success.

Until the workplaceisatruly impartid and unbiased environment, every effort
must be mede to understand the daily lives, issues and strategies used by women to help
dleviate the exiging differences and inequities of patriarchy. Emotions are an important
aspect of womens work lives that must be understood more fully. Knowing how these
women managers learned about emotiona expression will dlow for othersto learn from
them. Emotions are sgnificant components of work, therefore, employee ability with
emotionsis crucia to career success (Cherniss, 2000; Goleman, 1998).

Given the importance of emotiona skill to career success, and the fact that
women perform more emaotion work, it is beneficid to understand how women learn
about emationd expression in the workplace. Adding the learning and gender
components to the emotion and management development literatures sgnificantly
developed exigting research. This provided abigger picture of the rea Stuation
experienced by women and an understanding of the learning processes underlying the
development of emotiond intelligence and how women learn about emotiona expresson
in the workplace. This knowledge benefits women who are trying to develop themselves

and increase their chances for effectiveness, promotion, and career success.
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Definitions

The following section offers definitions of some terms that were used in this
study.
Condructivism

This epistemological view holds that al knowledge is congiructed out of
interactions between human beings and their world and developed and transmitted within
asocia context (Crotty, 1998). Emotion and norms and expectations of emotiona
expression would then be seen as fluid and constructed by people, indtitutions, and
groups.

Emoctiond Intdligence

A type of socid intelligence involving the ability to observe and regulate one's
own and others emotions, to discriminate among them, and to use the information to
guide one's thinking and actions (Salovey & Mayer, 1993).

Emotiond Labor

Thisterm is used interchangesbly with emotion work by some, and by othersto
refer specificaly to organization required emotion performed in exchange for awage.

Emotion Work or Emotion Management

Emotion work is defined as the active attempt to change an emotion held by an
individua (Hochschild , 1983). Although Hochschild used the term in an exploitetive
sense, in this study it will amply refer to any attempt to change or manage emotions, and
were broadly used to include al types of emotion work, whether it serves the purposes,

needs, and godls of the organization or the employee.
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Episemology

A way of understanding how one knows what one knows, the theory of
knowledge informing the theoretical perspective and the methodology (Crotty, 1998).
Feding Rules

The second mgor component of Hochschild 's work, fedling rules have been
defined as the socidly shared guiddines governing how people experience and express
emotion (Hochschild , 1983). The author described them as guiding our interna

definitions of acceptable emotions aswell as our expresson of emaotion.
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CHAPTER 2

REVIEW OF THE LITERATURE

Many women executives are mandated to attend atraining program to learn how

to avoid being a“Bully Broad.” An article published in the New Y ork Times (Banerjee,

2001) describes this rehabilitation program for “Bully Broads’ as atraining program for
women who, according to their male managers, have become “too masculing’ and
forceful in their roles. They were directed to attend training in order to soften their rough
edges and acquire a more feminine management syle.

One might think that once they have reached the executive level these women are
successful in thelr careers, with arepertoire of persona and emotiona expertise. Yet
they are told they are too pushy, too scary and too rude and many are required to attend a
training program to “repent and change their ways’ (p. 1). It is unfathomable that men
would be compelled to attend a program such as this.

Why would a program such asthis one exist only for women? One might
question the logic and rationdity employed in this program given these women's obvious
career accomplishments. Furthermore, an examination of their definition of gppropriate
behavior for women, i.e. no assertiveness, demongtrates the gendered nature of the
training program aswdl as gendered socid and emationd behaviord expectations. In

other words, men would never be required to attend such a program because men acting



assertively would be percelved asnormd. 'Y et women are “waking afine line between
being seen as confident or intimidating” (Banerjee, 2001, p. 1).

This research study examined just these contradictions: how do women learn (in a
male culture) what emotional behaviors are expected of them? How do they learn what
expressons of emotion are affirmed or discouraged? How do they use this knowledge to
help them advance in their careers? This chapter sets the stage for this sudy by
reviewing revant literature as well as establishing afeminist theory framework. The
aress of literature reviewed include feminigt theory, women in management, women's and
organizationa learning, emotion work, emationd intelligence, and workplace emationd
learning. In addition, research on interpersona psychodynamicsis reviewed in reation
to gender issues in the workplace and emotiona expression.

These areas are reviewed for the following reasons:

1) To explain the importance of examining the feminist theory perspectivein
order to understand women's experience in the workplace as unique and different from
the commonly discussed experiences of men.

2) The women in management literature isimportant because it provides
contextual background for the study. It is necessary to examine what the workplaceis
like today for women in management in order to understand the context and Stuations of
the women participating in this study, and the stereotypes and societd limitations and
implications for women.

3) Thelearning literature is important because the research questions address the
process of women'slearning in the workplace. Given the structurd inequdities of the

workplace, learning for women appears to be quditatively different than that of men, and
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learning in the workplace for women might be different than learning that occurs outsde
the workplace.

4) A review of the literature in interpersond psychodynamicsisinduded to gan
an undergtanding of interpersona relationships and psychologica processes and how
each may affect emotiona expression.

5) The emation work and emotiond intdlligence literatures are crucid to forming
aframework for this study because the study is about emotions and emotion work and
how women learn and develop abilitiesin these areas. Despite the differencesin
derivation of the two bodies of literature of emotion work and emotiona intelligence,
psychology and sociology, their integration in this study is necessary to understand the
entire context of women’'s emotional expression.

6) Research addressing learning about emotions as adults in the workplace is
reviewed in order to provide afoundation for this research.

Feminism and Feminist Theories

Feminism is not only a movement, but dso a philosophy and ideology of socid
transformation that ams to creete a better world for women. It transcends smple socid
equdity and chalenges universdisms, such as with the pursuit of consciousness.
Intringc to its gpproach is the belief that women suffer injustice Smply because of
gender. Under the broad umbrella of feminism there are different feminist theories, each
offering its own andyses of the causes and solutions to femae oppression (Humm, 1995;
Tong, 1998). Theseinclude liberd, radicd, Marxig-socidis, exigentidist, postmodern,

multicultural/global, and ecologica (Tong, 1998).
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With the most long-term higtory, liberd feminism has asits main concernthe idea
that female subordination is rooted in legd condraints preventing women from entering
into and being successful in the world. Therefore its solution isto acquire equd civil
rights and educationa opportunities. Gender justice to liberas involves equdizing the
rules of the game and ensuring that nobody is disadvantaged (Humm, 1995; Tong, 1998).

Radicd feminism argues that women's oppression comes from our categorization
asaninferior class and amsto destroy the sex-class system. Radicd feminids believe
that power, dominance, hierarchy, and competition characterize the patriarcha system
and that reform cannot be achieved. Instead radica feminists believe that the system
itself must be overturned, indluding legal and politica structures and socid and culturd
ingtitutions (Humm, 1995; Tong, 1998).

Marxig-socidig feminiss dam it isimpossible to achieve true freedom in a
class-basad society because women' s oppression originated in the introduction of private
property. Marxist feminism describes a relationship between modes of production and
women's atus. In order to achieve freedom, the capitaist system must be replaced by a
socidig system in which the means of production belong to everyone and women are not
economicaly dependent on men (Humm, 1995; Tong, 1998).

Exigentiaist feminism argues that women are oppressed because of thelr
“otherness’ — because sheisnot man. Man defines existence and woman is the other, the
object whose meaning is determined for her. For woman to become a subject instead of
an object, she must transcend the definitions and labels that limit her exigence. She must

become whoever she wants to be (Humm, 1995; Tong, 1998).
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A postmodern feminigt clam that woman isthe other, but rather than rgjecting
this condition, we should embraceit. They clam that woman's otherness enables
individua women to step back and criticize the norms, vaues, and practices that
patriarcha culture imposes on us (Tong, 1998).

A multiculturd/globd feminigt argues that women'’s salves are fragmented
because of culturd, racid, and ethnic causes, rather than sexuad. They discuss
differences in women, assarting that every woman will experience oppression differently
because of their culturd diversity (Tong, 1998).

Ecofeminism grives to demondtrate the connections among al forms of human
oppressions and on humans' attempts to dominate the nonhuman world, or nature.
Patriarchy’s hierarchica and oppressive way of thinking has harmed both women and
nature, “naturalizing” women by describing them in animd terms. “If man isthe lord of
nature, . . . then he has control not only over nature but also over nature' s human anaog,
woman. Whatever man may do to nature, he may aso do to woman.” (Tong, 1998, p.
247).

While feminist theory serves as aframework for this research, it isacombination
of these categories that influence me in my gpproach to life and research. Liberd,
radicd, and exigentidist dl contribute to my way of thinking and each add an important
dimension to my research. It isimportant for women to have equal opportunities, to
cregte a new system that overcomes power and domination, to resist labels and attributes
gpecific to women, and to drive to whatever heights they can imagine themsdves. This

framework informs my research because | consder the concept of femininity to bea
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socid congtruction developed in a patriarcha society by maes to serve male purposes.
Therefore, whet is considered feminine behavior is only a cultural congtruction.

Feminist theories emphasi ze women's unique experiences as digtinct from men's,
yet acknowledges that they are gender-related (socidly constructed) rather than
specificaly biologicdly mae or female. This perspective reframes stereotypica
feminine wesknesses into strengths and provides an opportunity to hear voices other than
those currently available, focusing on women's perceptions and experiences as a
legitimate area of scholarship (Kaplan, 1994). As Gilligan (1982) suggests, if women do
not speek in their own voices, they unwittingly perpetuate a mae-voiced civilization and
away of living that is disconnected from women.

Gilligan's (1982) work on mord and psychologicd development and formation of
femde f-identity provided the earliest feminist theory research and paved the way for
further work on women's epistemology, or ways of knowing (Belenky, et d., 1986).
These sudies drew attention to the limitations of mae-only research samples as being a
completely representative perspective. Belenky et d. (1986) noted:

When scientific findings, scientific theory, and even the basic assumptions of

academic disciplines are reexamined through the lens of women's perspectives

and values, new conclusions can be drawn and new directions forged that have

implications for the lives of both men and women (p. 8-9).

Feminism characterizes the world as patriarcha with amasculinist culture
(Crotty, 1998). A patriarchy is described by Adrienne Rich (1976) asliving under the
power of the fathers with access only to have so much privilege or influence asthe

patriarchy iswilling to permit.  Feminism aso examines society as androcentric, or



mde-centered, a concept which goes beyond telling who isin power, and examines how
that power is reproduced culturaly and psychologicaly (Bem, 1993).

A feminist perspectiveis appropriate for this study because this research
examines women's behavior within the workplace, which is known to be a traditiondly
mde-oriented context. Bierema (1994) describes how the corporate world is atribe to
which women must gain access and in which they have yet to reach high levesin
sufficient numbers. In order to examine and understand women's behavior within this
environment, one must examine women's unigue experiences, prescriptions for feminine
and masculine behaviors, and consider women' s development within the context of a
patriarcha, masculine society. These behaviors can then be viewed in terms of culturd
products (Crotty, 1998). Knowing that women live in aforeign culture characterized by
ways of thinking, knowing, and learning that are not intrinsic to them (Schaef, 1981)
helps one understand the difficulties women have in overcoming natura tendencies and
socidization, in fitting in, and in being successful in a system which was not deve oped
for their success. The context within which women accomplish thisis described in the
following section.

Women in Management
Demographics

Statidics indicate that women are gtill strongly encouraged, if not pushed, into
careers traditionally associated with and defined as belonging to women (Bierema, 1998;
Hayes, 2000; Wharton, 2000). Examples of these careers include technical, sdes, or
adminigrative support and service occupations (Hayes, 2000) and wage differentids by

gender continue to exist. In the year 2003, there are only sx women CEO'sin the
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Fortune 500 companies (CatalysWomen.Org, 2001). It isclear that "theglasscalling,”
the transparent barrier preventing women from moving up the corporate ladder, is ill
present. Yet thisglass ceiling exists not in one spot, but as varied and pervasive forms of
gender bias occurring frequently, both overtly and covertly at many levels (Oakley,
2000).
Structural Inequality

Clearly, women have made advances in the workplace, however, changes are not
occurring rapidly (Bierema, 1998). Structura inequdities, negative stereotypes, and
psychologica impediments prevent women from developing to their highest capabilities
(Johnson-Bailey & Tisddl, 1998). Because our patriarchal society seeswomen asless
intdlectudly and physicdly capable than men, women are excluded and denied
opportunities and only those jobs associated with the feminine persondity are deemed
appropriate (Lent et &., 1996; Schreiber, 1998). In addition to gender biases, additiona
multiple factors of race, ethnicity, and class add further to the societd limitations placed
onwomen (JohnsonBailey & Tisdell, 1998).
Career Paths

Women are not encouraged to reach management levels because their career paths
may differ from those of men. They are expected to do the child rearing, which often
resultsin career breaks, work and family balance struggles, and a need for dternative
arrangements (Bierema, 1998) such as part-time work. Women's career development is
a0 affected by socia position according to gender, race, sexua orientation, and class,

therefore rendering traditiond white male career models ingppropriate (Johnson-Baley &
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Tisdell, 1998). Socid context clearly influences women's career development, and for
this reason, aliterature review of current research on women in management is necessary.

Oakley (2000) describes two categories of theorizing concerning women's lack of
presence in senior management positions. One categorizes barriers as created by
corporate practices favoring gender imbalance. These can include recruitment, retention,
and promoation of malesingtead of femdes. For example, women are not often given the
opportunity for line experience, yet thistype of work experience has traditionally been a
prerequisite for a CEO position.

The second category examines behavioral and cultural causes such as
stereotyping, tokenism, power, preferred leadership styles, and the psychodynamics of
maefemderdaions. Some examplesin this category include behaviora double-binds,
communication and leedership styles, old boy networks, tokenism, and differing attitudes
toward power.

Double-binds

A double-bind is defined as "a behaviord norm that crestes a Stuation where a
person cannot win no matter what she does' (Oakley, 2000, p. 324). A typica double-
bind for awoman in a management position is that she must gppear tough and
authoritative in order to be taken as serioudy asaman, yet as awoman she would be
perceived asabitch." An example of thisisthe “Bully Broads’ training recently held in
New Y ork for executive women perceived as too scary and too mean. Jean Hollands,
executive coach and founder of the Bully Broads, conducted a series of seminars focusing
on how women can transform themsdves from "Bully Broads' to compdling,

collaborative leaders (Banerjee, 2001). Emotiondly, women are expected to cry, smply
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by nature of their sex. However, in the workplace, emotiona expectations are like those
associated with men — tough, angry, and aggressive. The double-bind illustrates the
problem that they are expected to conform to men’srolesin order to gppear qualified for
management, yet are criticized for acting too much like men.

There are two additiona important issues to discuss regarding this program and
double-binds. Thefirg isthat the women likely achieved success precisaly because they
acted in ways associated with men. Women at senior hierarchicd levelsin organizations
score Sgnificantly higher on measures of masculinity scales (Fagenson, 1990). The
second thing to note is that a program such as “Bully Broads’ would never be devel oped
for men. Thusthisisaperfect illudration of adouble-bind. Oakley suggests that double
binds have been used throughout history by those in power to suppress those without
power, most often women.

Another example of a double-bind iswhat Jamieson (1995) cdls the femininity-
competency bind, where acting feminine, as defined by society, is associated with
incompetence. On the other hand, appearing competent involves displaying traits
associated with masculinity, resulting in the concluson that one cannot be feminine and
competent smultaneoudy. Evidence of societa acceptance of this belief can be heard
when men make statements referring to their surprise at finding awoman who is both
beautiful and bright. Another example of thisis areference to the Bully Broads training
program by Joyce Fetcher, a professor at Simmons College, the only women's-only
MBA program. Referring to the program’s god of teaching women to be feminine and

softer, she described how women who speek in soft language are seen aslacking in



confidence. She stated that it is this catch-22 and this mindset that needs to change, not
the persondities of the women (Banerjee, 2001).
Communication Styles

Ancther explanation of women's lack of presence in senior management from a
behaviora and culturd perspective (which isdso adouble-bind) is that of gender and
communication styles. Girls are taught to downplay their knowledge and not cdl
attention to themsdlves. Then they grow up to gpply this knowledge in the workplace by
sf-promoting less than men. As aresult, women are perceived as less confident, less
aggressive and assertive, and therefore unacceptable in upper management (Oakley,
2000).
Gender Sereotyping and Management Culture

Gender based stereotypes have been shown to affect women in management, as
women are believed to be less sdlf-confident, less andyticd, less emationdly stable, less
consstent, and as having lower leadership skills. Subsequently, successful corporate
leaders choose to conform to traits associated with males (Offermann & Beil, 1992).
Oakley (2000) describes additiona ways that women's stereotypes serve as barriers to
advancement. These include dress, voice, and physical attractiveness. A low-pitched,
measculine- sounding voice is consdered the norm for leedership, aswell as mde styles of

cathing. Anything feminine, including dothes that accentuate femininity or physica

attractiveness, decreases women's credibility (Heilman & Stropek, 1985; Oakley, 2000).

Men may perceive women in management as threatening because women want to

change the gtatus quo, thereby endangering the "old boy network.” The "old boy

network" is defined as "an informa male socid system that stretches within and across
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organizations, and excdudes less powerful maes and al women from membership”
(OCakley, 2000, p. 328). Members of the network transfer power advantages and
dliances Allowing women into the club would challenge this power advantage as well
as the prevailing masculine culturd norms. Additionaly, because women are paid lower
sdariesfor the same positions as men, bringing women into the club would thresten to
reduce the average compensation leve for high-level positions (Oakley, 2000).

Anather cultural phenomenon affecting women's careersis tokenism. Women's
experiences in organizations are influenced by the proportions in which they find
themselves. Rosabeth Moss Kanter (1977) suggested that only in balanced groups, where
thereis close to afifty-fifty proportion of socid types, such as men and women, will
organizationa outcomes depend more on structural and persond factors than on the
dynamics established by the group itself. Since most women in traditiondly mae-
dominated occupations find themsel ves as tokens in skewed groups, they stand out.
According to Kanter, effects of tokenism and standing out result in changes in behavior.
For example, members of the dominant group may become self-conscious or may test the
token members. Asareault, the contrast between the dominant and token members
becomes more obvious and increases the likelihood of stereotyping and negeative
attention. These tendencies increase performance pressures on tokens, causing them to
try to overachieve, or on the contrary, become invisible (Kanter, 1977).

For the few women who have made it to the top, tokenism may have such a
negative effect on attitudes that it serves to drive away many women. The pressure and
scrutiny from others increases performance pressure and works against women's

promotion potential (Oakley, 2000).
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Many reasons have been presented to explain women's lack of presencein senior
management positions. A need for integration of gender avarenessinto mainstream
theorizing has been stressed in the literature (Marshal, 1995a). Marshdl described the
trends in research on women in management and discussed a changing focus on gender
differences. Wheress earlier research attempted to stress smilarities between men's and
women's leadership behaviors (Marshall, 1995a), later research, including the current
trend, isto discuss gender differences, a perspective that rgjects the traditiond view of
mae as norm and ingtead values Sereotypicaly "femaé€’ traits (Marshdl, 19953).

This current pattern of thinking has significant implications for research on
women in management. Whereas an dternative women' s perspective was needed and
gppreciated by many, this perspective was and is controversa because of its suggestion
that gender (masculine or feminine) isinsgparable from sex (mae or femae). Thus,
arguments equivocating sex and gender, such as the research by Belenky, et a. (1986)
and Gilligan (1982), are considered by some to reinforce stereotypes, men’s power over
women (Hayes, 1997; Tong, 1998) and mde-femae dudism (Bordo, 1993). Whenever
attributes unigue to women are recognized, the results are double-edged (Faludi, 1991).

Thisliterature review reflects the latter focus on gender differences, not only
epigemologicaly, but dso contextualy and sructuraly, with women facing unique
limitations and chdlenges. Marshdl's (1995b) quditative study described the chalenges
and pressures of organizationd life for women in senior management. The author found
severd themes as the women discussed issues of living in and seeking to be effectivein
mae-dominated organizationa cultures. These include dedling with bullying, hodility,

being placed in difficult circumstances, and men banding together against women.
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Women'’ s Leadership

A prominent theme in the literature on women in management is the interactive,
relaionship-oriented nature of women. Women's leadership style may be characterized
as transformationa- - getting workers to put group consensus over individud interest as
opposed to men's transactiond style--viewing jobs as a series of transactions. Thisstyle
of women attributes power to persona characteristics such as persona contacts,
charisma, and interpersond skills (Crampton & Mishra, 1999).

Adtin and Leland's (1991) study on women and leadership described women's
commitment to socid change on behdf of women, the conception of leadership asa
cregtive process of working with people, and use of dtrategies such as networking,
clarifying vaues, lisgtening to others, and doing their homework. Their sudy sought to
expand the concept of leadership roles by focusing on the motives for leadership and the
accomplishments of three generations of women. The researchers differentiated leaders
with positiona power, such as a college president, from those of non-positiona
leadership, such as scholars that have influenced others. They included as contributions
those actions that decreased overt forms of gender discrimination, increased the vighility
of women, expanded educationa and career opportunities for women, and validated
persond experiences and emotions. They identified afeminist conceptual modd of
leadership in which the focus was on the outcome of socia change and the processes
used to empower others toward collective action.

Adtin and Leland’ s study had three main findings: First, the women they
interviewed had a strong commitment to socid change on behaf of women; second, the

women concelved of |eadership as a crestive process of working with and through
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people, and third, the women exhibited consstent performance in deding with
chdlenges, using strategies such as networking, darifying vaues, ligening to others, and
doing their homework.

Other sudies have suggested that women have afeminine style of leadership.
Rosener (1990) studied 355 high-achieving women in avariety of businesses, academia,
and government and compared them with 108 men in Smilar stuations. She found that
men, and the first wave of women to enter top management, (those that came of agein
the 1960’ s) tended to use a commanding and controlling style. However, women in the
second wave are leading with a more feminine approach by drawing on their socidization
as women and being successful in some work environments. Ther interactive style
encourages participation and incluson of group members, shares power and information,
enhances the sdf-worth of others through giving credit and praise, and energizes others
through the leader’ s enthusasm.

Helgesen's (1990) research on four top women leaders reveded very different
values and patterns from men. The author found that whereas men place vaue on vison,
these women concentrated on voice, inclusion, and sharing of information. Rather than
hierarchy, they used "webs of incluson™ (p. 46) and sharing of information as power
rather than withholding of knowledge. Instead of domination and autonony, they
stressed interconnection and building long-term relaionships. A sgnificant agpect of the
feminine leadership style observed by Astin and Leland (1991), Rosener (1990), and
Helgesen (1990) is that women seek input from othersin an attempt to make them fed

included and to create an open flow of communiceation.



Women in Management and Emotions

As described, women in management are expected to act in masculine ways,
however, are smultaneoudy treated differently because they are women. Women are
guided toward particular careers with subsequent behaviora expectations smply because
they arewomen. Career successis dictated by assuming masculine attributes,
gereotyped gender roles, and following aset of “rules’ for success. The result of these
dynamics is the acculturation of women into male work culture, devauation of women's
gender roles, and deprivation of women'sidentity. Women's need or desire to buy into
the “old boy” network may therefore be explained by ether suppression of femininity or
unawareness of themsalves as gendered beings (Bierema, 2000; Caffardlla, Clark and
Ingram, 1997).

Women's uncritical career development not only causes them to adapt to a
masculine modd, but aso prevents them from addressing power differentids or daming
acareer on their own terms aswomen. Socia and contextua expectations are powerful
teachers of gppropriate roles and behavior, including emotiona behavior. If success
means emulating men, women managers, in order to be successtul, are likely conforming
to the masculine model of emotiona expression, resulting in a predominant absence of
emotional expresson. Thus the double-bind previoudy discussed gpplies to emotiona
expresson aswel. While women are expected to appear tough and display no emations,
they are aso expected to express emotions associated with women, such as crying, or
admonished for expressing emotions associated with men, such asanger. Therefore, just
as with generd workplace “rules” following societd rules for emotiond expressonin

the workplace may result in women's loss of identity and authenticity.
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Women's Learning and Development

This section will summarize the literature or women's learning and development
asdiginct frommen’s.  Since this study focuses on women learning in the workplace, it
is essentid to examine the literature in women's learning and development. Traditiona
learning theories have assumed universdlity of learning experiences and participants,
resulting in alack of information and understanding about women's learning and
education (Hayes, et d., 2000). Women's learning experiences, including workplace
learning, may differ than those of men because of culturd beliefs and biases.

The foundationa writersin this area, such as Belenky, et d., (1986), expressed
concern with gender- biased modes of adult development and argued that these models
negatively impact women'slearning.  Gilligan (1982) discussed how devel opmental
theories have been built only on observations of men'slivesand argued thet it is
necessary to recognize different voices and put them to effective use. It isimportant to
not only recognize, but aso appreciate and respond to different styles of working, ways
of knowing and learning.

Gendered patterns of learning and development are described in the feminist
theory literature. These themes include connected knowing and learning, necessity for
voice, and the influences of socid context and culture. In addition, the concepts of self-
identity and sdf-esteem are interwoven throughoui.

Connected Learning

Women's need for connected learning and knowing is a consstent theme in the

literature. Women see aworld composed of relationships and the sdif is delineated

through connections with others (Flannery & Hayes, 2000). Many authors have



corroborated the notion that women approach life from a position of relationship and
connection to those around them while men operate from a position of separation and
autonomy, thereby reveding the distinctive perspectives through which women view
redity. Learning and knowing through interactions and relationships with othersis a
theme in the women' s literature discussed by many authors (Belenky, et a.,1986;
Bierema, 1994; Ceaffardla& Olson, 1993; Giesbrecht, 1998; Gilligan, 1982; Hayes &
Flannery, 2000; Helgesen, 1990; MacRae, 1995; Ruddick, 1996; Tannen, 1990; Van
Velsor & Hughes, 1990). Connection is discussed both in terms of connection to saif and
connection to others.

Gilligan (1982) began the discussion of connection when she found that women
learn and know in away that is different from men. The author contrasts different modes
of mora understanding, those of care and justice. These modes are described as different
ways of experiencing onesdf and theworld. The care voice, most often female, reflects a
mordity of responghbility and a concern for relationship and connection. The justice
voice, most commonly found in men, reflects amordity of rights and a need for
separation. Whereas women's terms are of attachment, men use adjectives of separation
(Gilligan, 1982).

The author found that women saw aworld composed of relationships, awoman's
saf was defined by others, and that women used affiliations when making mord
decisons. She found that whereas men's mora development resulted from an ethic of
justice, women's slemmed from an ethic of care. The author discussed how people focus
on ether problems of fairness or disconnection, losing sight of the other perspective

(Gilligan, 1982).
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Gilligan was opposad to the use of mae norms for congtructing theories of
development. This practice of using mae norms resulted in women gppearing as less
mora than men, rather than Smply different. The author argued that researchers must
take into account the effect of gender on mora reasoning. She successfully argued that it
was the standards used to judge women' s growth that were inferior and needed to change,
not the women themselves.

The assumption in traditiond learning theories, such as Kohlberg (1973), Madow
(1970), and Erickson (1982) was that development is a universa phenomenon with stages
that must be successfully negotiated in order for a person to be considered a mature adullt.
Another important factor is that these theories were developed using only male subjects
(Ceffarella & Olson, 1993). There has been atendency, therefore, to discount women's
learning experiences (Merriam, 1993). Kohlberg'stheory of six stages of mora
development provided the impetus for the Gilligan study because it presented women as
unable to progress past a critical stage (Tong, 1998). Gilligan can be commended for
being thefird to present the women's viewpoint as an equdly vdid dterndive.

Beenky, Clinchy, Goldberger, and Tarule (1986), in Women’' s Ways of Knowing
(WWK), studied the ways in which women cometo learn. The authors interviewed 135
women of differert races, classes, and ages. Chalenging the invishility of women's
experience, the god of their work was to develop a theory based solely on women.
Bedlieving that knowledge has historically been constructed by men and that academic
ingtitutions do not serve women's needs, Belenky et d. (1986) wanted to understand how

women conceptualize knowledge and truth. They wanted to establish awomen’s
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epigemology as legitimate and valuable as that of men (Belenky, et d., 1986; Flannery &
Hayes, 2000).

The research of Belenky et d. (1986) identified five main categories of women's
ways of knowing. These five perspectives included Silence, Received Knowing,
Subjective Knowing, Procedura Knowing (further subdivided into Separate Knowing
and Connected Knowing), and Constructed Knowing.

In slence, women perceive themsalves as voiceless and a the mercy of dl-
knowing authorities. The women in this category saw themselves as dmost incagpable of
communicating, receiving or generating knowledge. With received knowledge, women
see themselves as incapable of creating knowledge but able to receive it from externd
authorities. These women saw knowledge as coming from outsde themselves, from an
"other." With subjective knowledge, women conceive of knowledge as entirely
subjective and personal and reject outside knowledge. In procedura knowledge, women
employ objective methods to acquire and to communicate knowledge. With constructed
knowledge, women perceive al knowledge as contextua and believe themsdlves to be
creators of knowledge, using both reason and feding.

Although the authors take greet care to explain that these five categories are
epistemologica positions and not stages, there does appear to be ahierarchy. The
constructed knowers are presented as most likely to see themselves as powerful and as
having agency in their lives and in the world (Belenky et al., 1986; Reddy, 1991).

Belenky et d. (1986) attributed differences in women'sways of knowing to their
experiences in the family and school, and particularly to their reationships with mae

authorities. Based on their f'indings, the authors proposed amodel of connected
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teaching. Thismodd was intended to chalenge the dominant mode of ingtruction in
higher education at the time (Flannery & Hayes, 2000). They found that environments
emphasizing connected teaching and learning are best for women learners because the
women begin to recognize their own voices and their ability to think independently
(Tisdel, 1993). The authors define connected teaching as asssting “the studentsin
giving birth to their own ideas, in making their own tacit knowledge explicit and
elaborating on it” (Belenky et a. 1986, p. 217).

Adult Learning and Cognitive Development Models

The Belenky et d. (1986) modd contrasts sharply with traditiona models of adult
education and adult development. The three most prominent adult learning models,
developed prior to the infuson of feminist research (Merriam, 1993), include Knowles
andragogy, sdf-directed learning, and Mezirow’ s trandformative learning theory. These
traditional models assume that everyone learnsin the same manner and that al people
pursue the same course of development, with alinear pattern striving toward sdif-
directedness. These models dismiss dternative ways of learning and developing and do
not specificaly examine women learners (Brookfidd, 1986; Merriam, 1998).

Knowles (1980) described andragogy as “the art and science of hdping adults
learn” (p. 43), dthough he later modified his definition, describing a pedagogy-
andragogy continuum, with arange of student-directed to teacher-directed learning
occurring in both children and adults. The sdf-directed learning modd describes adults
as independent and therefore salf-directed in ther learning (Houle, 1961; Merriam, &
Caffarella, 1999). The third prominent model, Mezirow’ s theory of perspective

transformation (1990), explains adult learning as different from childhood learning



because adults need to be criticaly aware of how presuppositions constrain perception
and understanding about the world (Merriam, 1993). Mezirow (1981) describes critica
reflection as important in understanding why certain meanings are attached to redlity.
Thusthe Beenky et . (1986) modd introduced a fresh perspective to the existing
learning models.

Another criticism of traditiond learning modelsis the conception of mature adult
thought. Traditiona cognitive development models were devel oped using Piaget’ s work
asafoundation. Piaget proposed four stages of development, with the final stage, the
formal operationd stage, occurring between the ages of fifteen to twenty (Piaget, 1972).
This stage is characterized by the ability to think abgractly and implies that thereisno
further development past the age of twenty. However, there is research indicating that
cognitive development does not end with this stage and that there are stages that go
beyond or differ from that of formal operations.

For example, Arlin (1975) identified afifth stage of development, described asa
problem-finding sage. This stage involves using creetive thought to solve problems and
generate new questions and problems. Kitchener and King (1981) identified seven
stages, with the fina stage being reflective thinking. For the last stage, they describe
knowledge used to solve problems as constructed and understood by the person within
the context in which it was generated. Labowie-Vief, DeVoe, and Bulka (1989)
acknowledged the importance of context in cognitive development. Rather than
accepting the notion that forma logic was the ultimate stage of development, the author
proposed that adults adapt to life' sredlities, and it ismore one' s socid context rather than

one' s age that accounts for differencesin cognitive development.

39



Clearly, many believe that cognitive development can vary and can continue well
into adulthood, particularly if one' s context calls for such development. For women, the
work context will chalenge them, requiring development of abilities with emotiond
expression because of the clash between the mae workplace culture and women's
socidization around emotions. Therefore the potentia for the development of women's
emationd inteligence in adulthood is greet.

Feminist Pedagogy

Ancther pergpective to inform the field of adult education, feminist pedagogy, is
concerned with teaching women more effectively. It aso emphasizes connection,
relationship, and women's emerging sense of power (Tisddl, 1993). There arefive
themes of feminist pedagogy: how knowledge is congtructed, voice, authority, identity as
shifting, and positiondity (dealing with differences based on the socia structures of race,
class, and sexudity) (Tisddll, 2000). Some proponents of feminist scholarship emphasize
the nature of structured power reations in society resulting in women’s oppression (the
liberatory or emancipatory modd), while the gender model, the other feminist
perspective, focuses less on context but instead on empowerment of women (Merriam,
1993; Tisdell, 1993). Both perspectives take a critical stance in order to assesswomen's
experience and both are helpful in understanding adult learning (Merriam, 1993).

Belenky et d. (1986) make a strong case for transforming not just curricula but
aso pedagogy. Tisddl (1993) supports this notion by suggesting that bias-free content is
irrdlevant as long as teachers remain committed to ways of teaching that are
fundamentaly at odds with women's ways of learning and knowing. Connected learning

environments, therefore, help women to see themselves as knowledge creators



(Tisdell,1993). Gilligan (1979) dso argues that relationships and connectedness with
others are of centra importance to women's development and writes, “the female comes
to know hersdlf as she is known through her rdationships with others’ (p.437).

Caffardlaand Olson (1993) critically reviewed the literature of psychosocia
development of women and found that interpersona relationships are centra to the
development of women's salf-concept, mora and identity development, sdf- perception,
and wdl-being. The authors note that “what surfaced as centrd to the developmental
growth of women was the web of relationships and connectedness to others’ (p.135).

Tannen (1990) described women as concerned with networks of connection as
opposed to men's concern for being one up or one down. The author identified
communication patterns illustrating mae concern for hierarchical power relations and
women'’sinterest with interactions. Hayes & Flannery (2000) discuss the importance of
connection in women's learning. They see a predominance of women'slearning through
interactions and relationships with an environment of mutua support and caring.
Nonethdess they 4iill raise caution for overgenerdizing the notion and dichotomizing
ways of knowing and learning, assuming that men's and women's ways of knowing
necessarily exist in opposition to each other.

MacReae (1995) found, in a study of elderly women, that the women tend to
describe themsdves in terms of their interpersond relationships and that the importance
of these relationships has been ignored and made invisble. Y et they are important to
knowledge and identity development. Giesbrecht (1998) found through factor analysis
that in the congtruction and negotiation of identity, “male perspectives emphasized

indrumentality and female perspectives emphasized socia connection” (p.7). Ruddick



(1996) notes that the idea of aredationd sdlf, or that humans are composed by the
relationshipsin which they participate, helps explain how women become connected
knowers.

Clearly, knowledge is congructed in different ways, each of which isequaly
vdid. Itistimeto acknowledge aternative paradigms. Learning and teaching about the
exigence and importance of emotionsisacritica piece in supporting women's
development.
Voice

A third theme is voice and expression as key dimensions of learning and
developing identity. Voice can be interpreted in several ways - literdly, to Sgnify actud
gpeech, metaphoricaly, to represent expression of identity, or politicaly, to represent
power and influence (Hayes & Flannery, 2000). Voice can imply communication and

connection (Belenky, et a., 1986), and can be used to maintain relationships with people

(Tannen, 1994). Hayes & Flannery examine voice as ametgphor for identity and power.

Giving voice to, developing voice, and reclaming avoice dl enable women to develop,
learn, and obtain more power. Examining voice in this manner demondtrates the
importance of gender related patterns of communication as well as identity development
and expression as key dimensons of learning.

Hayes (2000) discussesthe term “giving voice’ (p. 92) as a potentidly powerful
process of naming experiences that were previoudy unnamed. The power of thisact isin
making the experience red and meaningful, usudly an affirming and liberating process.
The authors use the term “developing avoice’ (p. 93) as suggesting a process of

evolution where voice gradually unfolds and develops. 1t is used as a metaphor meant to
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explain how women change, develop, and learn to expressthair identities. “Reclaming a
voice’ (p. 95) indicates the need and process for women to gain back their true, reg
voices which were suppressed as aresult of oppressve socid and culturd expectations.
The author concludes that our identities and voices are awork in progress. Women are
continualy learning, developing, and “creating and recreating oursdves through voice’
(p- 99). This concept of voice hasimplications for women's emotiond expression. For
example, if awoman istaught that she should not have a voice, only fragile emaotiond
expressons would fed appropriate for her.

Organizational Learning

Women's emotiond learning happens within asocid context, in this case, the
context isthe organization. Therefore it isimportant to understand the nature and process
of organizationa learning within and between contexts. Some authors have examined the
gendered nature of organizationd culture and learning, while others focus solely on
learning processes within that culture. One apparent theme is that organizationd learning
isasocid activity.

Organizationd culture reproduces culturd biases and the symbolic order of
gender. Some cultures seem digtinctly male, while others gppear to have afeminine
atmosphere (Gherardi, 1994). Bierema (1994) studied how executive women functioned
and developed within the context of white mae-dominated organizationd culture. The
author interviewed and observed 11 executive level women and found thet they function
and deveop in ther corporate environment by cultivating sdf-confidence, maximizing
learning opportunities, and defining and negotiating the culture. She concluded that these

women use cognitive, experiential and collaborative learning in order to learn and



negotiae actively and passvely through this environment. The author discussed career
development differences between men and women and the importance of relaionships,
such as networks and mentors, for women's career success (Bierema, 1999).

Dixon (1994) supports the discussion of connection with others as a method for
enhancing learning. The author metaphoricaly discusses the use of conversationsin
halways as ameans of learning. Dixon stressed the importance of developing processes
that have the positive characteristics of real halways so that everyone has accessto
collective learning. Applying this example to the workplace could mean regular staff
meetings where upper level management informs their subordinates of any and all
information. Or it could mean regular informa get-togethers that give employees the
opportunity to discuss workplace issues and gain knowledge.

Gherardi (1998) discussed learning in the workplace and described it as a
cognitive and socid activity. The author described learning as rooted in other everyday
activities and not as an individud activity. It "takes place among and through other
peopl€’ (p. 2). The author examines the functions of language and community of practice
in workplace learning, and describes Stuated curriculum, a pattern of activities that
ingtruct the process of socidization of new employees. Therefore, both Dixon and
Gherardi corroborated the notion of interactive, socid learning. Gherardi in fact States
that “learning takes place among and through other people,” illugtrating the connected
and socid nature of learning (Gherardi, 1998, p. 2).

Informal and Incidental Learning
It may gppear that al organizationd learning occurs within aforma, structured,

pre-planned, and inditutionally sponsored arena, yet informal learning can be at least as



powerful asthat which occurs within aformd training sesson. Marsick, Volpe, &
Watkins (1999) describe informa learning as not highly conscious, often influenced by
chance, triggered by ajolt, predominantly experientid, and noningtitutiond. It dso
involves an inductive process of reflection and action and is linked to the learning of
others. Incidentd learning is described as a sharing and assmilation of culturd
information and vaues, unintentiond, and a byproduct of ancther activity.

Examples of informd learning include sdif- directed learning, networking,
coaching, mentoring, and trid and error (Marsick, Volpe, & Watkins, 1999). A female
employee learning about emoations through informa learning might read books, discuss
the topic with other femae managers, or intentionaly experiment with different scenarios
and reections. Incidentd learning, on the other hand, includes learning from mistakes,
assumptions, beliefs, attributions, and hidden curriculum (Marsick, Volpe, & Watkins,
1999). Therefore afemae employee learning about emotions through incidenta learning
might learn from prior emotiona experiences, redizing that a particular behavior may or
may not have been an effective emotiond expresson.

The modd developed by Marsick and Watkins (1990) illustrates the importance
of context in informa and incidental learning. According to this modd, when learning
takes place from an experience, people frame the new situation based on previous
experiences. They then consder solutions through that contextud lens, assessing
congraints and limitations againg the practicdity of each possble solution. Oncea
drategy or invention is formulated, people may need to learn how to produce that

drategy. The implementation of the strategy |eads to consequences which may be
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intended or unintended. People then become conscious about assumptions of the
drategy’ s success, leading to meaning-making and learning from the experience.

One may surmise that the process of emotiond learning issmilar. In aspecific
context and Situation, a person expresses a particular emotional response, and then based
on the outcome of that response assesses whether that emotion was appropriate and
effective or not. Learning ensues, and he or she can then apply that learning to the next
Stuation when considering emotiona responses. If the context in the second Situation
differs from the firgt, the person will re-assess the effectiveness of that particular
emotiond expression.

Additional gudiesin informa learning include Cseh (1998) and Ellinger (1997).
Cseh's study of Romanian smadl company owner-managers and ther critica learning
experiences modified the modd presented by Marsick and Watkins (1990) by adding
categories of learning. The author included triggers, learning strategies, lessons learned,
and framing the business context. Cseh concluded that managers applied lensesto frame
their world, their critical incidents, and learning experiences, and that triggers of the
incidents were embedded within that context. Learning from others and from experience
were the mgjor learning strategies employed by these managers.

Ellinger (1997) sudied learning organizations and the extent to which managers
can act asfacilitators of learning. Ellinger argued that organizations need to be flexible,
adaptive, and cregtive in order to thrive in acompetitive globa and technological
economy. The author argued that managers can facilitate learning by atracting,

developing, motivating, and training their employees. Managers perceptions of their
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beliefs, behaviors, triggers, and outcomes influenced learning through sdf-directed
learning, trid and error, and learning from relationships.

Both Cseh (1998) and Ellinger’s (1997) studies have implications for this
research. These studies suggest that the participants emotiona experiences provided a
framework for future emotiona experiences, and that perceptions of new experiences, as
wel| as learning taking place during incidents, were gpproached and evauated from prior
outcomes. Thusinforma and incidentd learning is effective, meaningful, and likely
influences women & least as much asforma learning. Informa and incidenta learning
should be consdered as one way in which women may learn about emaotionsin the
workplace.

Social Context

A conggent theme in the women's learning literature revolves around culture,
socid context, and opportunities. Learning must be understood as occurring within a
socia context that dictates norms, gender roles, and behaviors (Bierema, 2001). Hayes &
Flannery (2000) discussed the importance of understanding socia context in order to
understand women's learning, and the relationship between women's self-identity, sdf-
esteemn, and learning. Hayes & Flannery discuss how gender shapes women's
opportunities for learning, particularly in contexts traditionaly associated with men, such
asthe workplace. Because the workplace is primarily mae-dominated, it reproduces the
power structures of society (Bierema, 2001). Therefore, women's access to learning may
be limited, women may encounter biased curriculaas well as a culture that supports

men's learning more than women's.



Societd power relationships and gender biases affect education and learning
(Hayes & Hannery, 2000; Johnson-Bailey & Tisdell, 1998. Bierema (2001) describes
how women and men receive different developmental experiencesin their careers, with
women being expected to demonstrate persona strength and prove themsalvesin order to
be promoted. This can result in women doubting their own abilities, differencesin
interactions and support for women, vaues placed on certain kinds of knowledge,
limitations of occupationd opportunities, and differencesin forma and informal
workplace learning opportunities (Hayes & Flannery, 2000). Johnson-Bailey & Tisodl
(1998) describe how their career paths have been affected by socialization because of
limited opportunities dictated by gender aswell asrace, class, and cultura background.
The authors discuss how structurd inequdities, stereotypes, and psychologica
impediments resulting from power rdaionships and gender biases affect the education,
learning, as well as career development of women.

Examples of possible effects of these societd differences can include funding
differences for training for men and women or differences in sdlection, availability, and
dyle of learning opportunities for men and women. Although women may learn more
effectively through interaction with others, thisis devalued in the workplace and may not
be available as alearning method for women. Similarly, if sterectypical bdliefs prevail,
those in charge may limit learning to certain subjects for women.  As aresult, women are
prevented from experiencing learning to their greatest abilities. In addition, self-identity
and sdf-esteem are inevitably affected by these pervasive and exclusonary culturd
attitudes. Supporting this notion are studies investigating gender differencesin causal

attributions. WWomen most often show a more maadaptive style, placing more weight on
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lack of ability asacause of fallure (Stage, Muller, Kinzie, & Simmons, 1998). Gender
therefore, influences learning, development, self-identity and sdf-esteem.

Gilligan (1982) dtates that cohorts of women have different developmental issues
and patterns, depending on their particular culture and context. Hayes & Fannery (2000)
dress the importance of multiple socid contexts in understanding women's learning,
including forma educeation, family, workplace, and community. The authors describe
socid settings as having texts from which people learn. Culture and societa expectations
around women and family respongbilities influence women's devel opment, resulting in
development which is diverse, nortlinear, and full of role discontinuities.

The importance of context to adult cognition isillustrated in the phenomenon of
Stuated cognition. This gpproach recognizes inseparability of thinking and the context in
which thinking occurs. Cognition, therefore, is not an independent process ingde
someone' s head, but is connected to the surroundings and experiences of an individud
(Meriam, 1998). Similarly, socid context influences the manner in which women learn
about emotiona expression. Emotions can only be understood within a particular socid
context. They are socidly learned and interpreted and culturdly specific. Many explan
emotions not merely as biologica forces, but as learned behaviors from both early and
work-related organizetiona socidization (Domagaski, 1999). Comparatively, learning
is Stuationa and dependent on the environment that provides tools and cues to guide
learning. Therefore, thereisadistinct relationship between context and emotional

learning
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Emotions

Emotion has traditionaly been viewed as ingppropriate for organizationd life,
disruptive and illogicdl, and hes received releively little attention as an area of research
within organizations (Ashforth & Humphrey, 1995; Fineman, 1993). A polarized view of
emotiondity and rationdity came to pervade the Western indudtriaized world's way of
thinking, resulting in the removd of emation from scientific inquiry (Callahan, 1999).
Thisview may have semmed from a belief that emotion is rdevant only to those
interested in an individud's cognitive and psychophysica states. However, the
phenomenon of emation isin fact relevant to studies of socia bodies and contexts
(Putnam & Mumby, 1993).

Emotions are not the antithesis of the rationdity that is so traditiondly vaued in
work settings. They are centra to and inseparable from everyday organizationd life
(Aghforth & Humphrey, 1995). Emotions shape socid transactions and contribute to the
structure and culture of organizations (Fineman, 1993). Emotiond behaviors and
fedings are learned not only from early socidization and development, but also from
organizational and occupationa socidization (Domagaski, 1999).

Psychological Perspective

Theoretica development of emotions as an area of inquiry has been attributed to
psychology (Domagalski, 1999), however, the theoretica grounding of emotion remains
anissue. The premise of psychology-based emotions theoriesis that emotions are
inginctively driven responses, physologicd sensations, cognitive gppraisas, and
individual phenomena located within the body. Psychodynamic explorations of emotion

at work examine the unconscious forces that motivate people and the defenses individuas
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and groups create to avoid anxiety (Long, 1999; Neumann & Hirschhorn, 1999; Vince,
2002).
Sociological Perspective

Those from the social congructivist paradigm examine emoations as contextua
and socid in nature (Domagalski, 1999). This perspective takes the viewpoint that
emotions are seen as uncomfortable in the workplace and employees try to de-
emotiondize and rationdize emotions (Fineman, 1993; Vince, 2002). Hochschild (1979)
describes the sociology of emotion as.

But the sociologist of emotion does not usualy focus on a person’s childhood
development per se, or on injury and repair, but instead on the sociocultura
determinants of feding, and the socioculturd bases for defining, appraising and
managing human emoation and feding. (p. 5)

Organizationd theorists examine the socid and cultural dimensions of emation
because organizational processes, structures, and practices are socialy created and
sustained.  The presence of physiologica sensations is seen as one component, yet the
emphagsison culturd norms and influences.

The two realms of the study of emotions, emotion work and emotiona
intelligence, derive from these different perspectives. While emaotiond intelligence takes
apsychologica perspective (Goleman, 1995), emotion work brings a sociological
viewpoint. In fact, Hochschild is consdered by many to be the founder of anew
sociologicd fidd known as “the sociology of emotion” (Fabian, 1999, p. 5). Emotiona
intelligence is consdered psychologicaly based because of its cognitive and

physiologica associations. It addresses the gppraisd, regulation, and utilization of



emoation in onesdf and others, focusing inward rather than outward. In contrast, emotion
work examines contextua and socia factors, addressing the organizationa or job
requirements. Hochschild describes the sociologist of emotion as focusing on the
“sociocultura determinants of feding, and the sociocultura bases for defining,

gppraising and managing human emotion and feding” (1997, p. 5).

Why then, does this study propose merging the two areas of research? Individua
behavior cannot be understood without an understanding of the cortext, as the two are
intertwined. Emotions occur “in the context of a persond narrative’ (Briner, 1999, p.
323). In order to understand why a particular emotion is expressed a work, it is
necessary to know about the event that triggered the emotional response as well asthe
history of that person and hisor her situation. It isessentid to explore both the person
and the environment together to understand the person-environment transaction, or the
relationship between them (Briner, 1999). Briner (1999) describes an emotion-cognition
behavior sequence, where a person’s emotiona responses lead to behaviors and
cognitions that then influence the environment, which in turn influences the person. Itis
the entire cyde that must be examined within aframework of atransactional process or
emotiona episode.

Smilarly, emotiond intelligence and emotion work function together. When a
woman human resource director effectively understands and expresses emotionsin the
workplace, her emotiond intelligence gives her the foundationa ability to perceive the
digplay rules of her workplace and learn about emotionsin her particular context in order
to perform the necessary emotion work. Display rules condtitute the social consensus

about behaviora expectations and which feglings can be properly shown when (Davis et

52



a., 1992, Goleman, 1995; Hochschild, 1983; Rafadli & Sutton, 1991, Van Maanen &
Kunda, 1989). Fabian (1999) datesthat “an individud may have the ability, yet fall to
act on that ability” (p. 7). In order for amanager to have the emotiond intelligence to
regulate an emotion, she must be aware of what emotions are expected, acceptable, and
unacceptable of her in agiven context. Socia settings are texts from which people learn
lessons about themselves and others in a hidden curriculum (Hayes, 2000), and research
suggedts that women' s learning and development are particularly influenced by socid
context and socidization (Chodorow, 1995; Hayes, 2000).

The concepts of emotional intelligence and emotion work overlap because
management of emotions requires the intelligence to perceive, learn, and adjust behavior
as necessary. Research, therefore, must consider both concepts when examining
emotiond learning and behavior within the workplace.

Research Sreams

Two streams of emotion research pervade current theory. The naturaigtic stream
of research examines biologica antecedents and physical manifestations of emotion
(Cdlahan, 1999) and is based on an assumption that humans have naturd, authentic
emotions (Lerum, 2000). The second way of understanding emationsis caled symbolic
interactionismor social constructivism, and it focuses on the socia context of emotion,
viewing emotion as fluid and constructed by ingtitutions and groups (Callahan, 1999;
Lerum, 2000). The perspective this study takes fals under this second stream of socid
congructivism. One example of how emotions are congtructed by context isemotion

work. Thisareaof literature is reviewed in the next section.
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Emotion work

Emotion work isthe fied that examines emotion from a sociologicd, culturd, and
environmental perspective. Beginning with Hochschild's (1979) foundational research on
emotion work, emotionsin the context of organizationa life have received increased
attention. Emotion work, also referred to by some as emotion management, or emaotion
labor, was described by Hochschild (1979) as the active effort to change or control
emotionsin onesdf or in othersin order to meet socid guidelines. The author dso
defined the related concept of feding rules as the culturally embedded, socidly shared
guidelines that govern how we should fed. These definitions by Hochschild (1983)
established the groundwork for emotion work to be viewed mainly as organizationa
control of emations.

Hochschild's studies (1979, 1983) were the foundationa pieces of researchin
emotion labor. She used the term to gpply to Stuations where emotionwork is
exchanged for awage. The author studied airlines and the required emotiona behaviors
of service workers, particularly airline flight attendants. Hochschild (1979) found two
generd types of emotion work including evocation - diciting an emotion that is not
present, and suppression - eiminating or subduing an emotion that is present.

Hochschild (1979) described three techniques that can be used dlone or in
conjunction with one another in order to perform emotion work: cognitive, bodily, and
expressve. With the cognitive gpproach an individua changes mental moddls or
cognitive schemain order to change associated emotions. Using the bodily, or
physiologica technique, an individua atemptsto control physica manifestations of

emotion. The expressve technique requires the individua to "change outward



expressions of emotion in an attempt to change the inner experience of emation”
(Callahan, 1999, p. 55).

Emotion work has been studied in awide variety of organizations, induding the
military, airlines, police departments, bill collection agencies, hedth care agencies, and
the Disney corporation (Callahan, 2000b; Hochschild, 1983; Pogrebin & Poole, 1991;
Smith & Klenman, 1989; Van Maanen & Kunda, 1989). Morris and Feldman (1996)
used the term emotiond labor to describe the effort and control necessary for the
expresson of organizetionally desired emotion. The authors conceptudized the construct
of emotiond labor dong four dimensons - frequency of required emotiond display,
attentiveness to required digplay rules, variety of emations to be displayed, and emotiond
dissonance.

Organizationally imposed emotion work

The emotion work research has examined how organizations have applied
expectations and boundaries for employees acceptable emotiona expression. Methods
used to accomplish thisinclude screening and sdlection, training, off-the-job socidization
opportunities, and reward and punishment (Domagalski, 1999). The expression of
emoation, once a persond decision, has become a marketplace commodity, with standards
and rules dictating how and when emotion should be expressed (Morris & Feldman,
1996). Disgplay rules have even been incorporated into job requirements.

Theinfluence of socid norms and culturd prescriptives in organizationa settings
is most gpparent when they are violated. Deviations can be met with sanctions or
pathologicd labels (Domagalski, 1999). In Leidner’s 1993 study, new employees were

“reprimanded for not smiling” (p. 160). In another study, various factors including
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wider societd socidization processes, management designed organizationa
feding/display rules, peer group influences, customer expectations, and self-regulaion dl
influenced the emation management of gaff (Sandiford & Seymour, 2000). The authors
found that for employees learning about emotion work in English pubs, even “customers
were involved in the informal socidization process, often trying to mold new gtaff into
‘their’ environment, sometimes using bullying,” (p. 23) sarcaam, displaying overt or
covert dissatisfaction, or smply not returning in the future. Organizational members,
therefore, can learn organizational emotion rules from a combination of forma and
informa socidization, induding reward and punishment.
Emotional Labor

The term emotiond labor is used to describe the effort and control necessary for
the expression of organizationdly desired emotion (Hochschild 1979; Morris and
Feldman, 1996). Morris and Feldman (1996) conceptualized the construct of emotional
labor dong four dimensions - frequency of required emotiond display, atentivenessto
required display rules, variety of emotions to be displayed, and emotiona dissonance.
The authors conclude that with an increase in frequency, atentiveness, and variety of
emotions expected in a pogtion, the more psychologica and physica effort expended,
and therefore more emotiond labor. Ladtly, the authors define emotional dissonance as
the conflict between emotions genuinely felt and those required to be expressed.

Many authors have used the terms emotiona Iabor and emotion work
amultaneoudly, however Callahan and M cCollum (2001) propose the separation of these
terms. Using emotion management as an overarching term, the authors propose that it is

the purpose for which the emotion management is performed that determines whether
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emotion work or emotiond labor isthe gppropriate term. They distinguish the two as
such: Emation work is*internaly controlled emations not connected to an individud’s
compensated work” and emotiona labor is*externaly controlled emotions connected to
— but not directly a part of — an individua’s compensated work” (Wells & Cdlahan,
2002, p. 3).

SHf-initiated emotion work

Other studies have examined emotion work from a different perspective regarding
the impetus and effects of such work. In addition to organizationd requirements of
positive emotiond display for the purpose of influencing customers, research has aso
demondtrated that the use of emotions may not be exploitative and may even have
positive effects, and that they can be used as atool of socid influence. This perspective
argues that some employees perform emotion work for their own benefit (Kipnis,
Schmidt, & Wilkinson, 1980; Lerum, 2000; Rafaeli & Sutton, 1991), and that
acknowledging and addressing emotion work requirements can benefit individuds as
well as organizations (Wharton, 1993).

Lerum (2000) described the task of emotion work as not necessarily exploitative
or harmful, but as an optiona control maneuver. The author found positive effects from
emotion work conducted by service workers, including increased power and legitimacy.
Fabian (1999) found that emotion work was performed for individua aswell as
organizationa purposes. The author found the mgority of emotion work to be evocation
and suppression, and thiswork to be performed most often by women. Kipnis, Schmidit,

and Wilkinson (1983) described the use of negative emotions to influence others while
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Rafadli and Sutton (1991) specificdly identified five strategies used by crimind
interrogators and bill collectors to assst them in their work endeavors.

Lerum (2000) describes emotiona |abor aong three dimensions: object of focus,
depth of acting, and effect of emationa manipulation. The first dimension digtinguishes
between self-focused or other-focused emotion work. Whereas other-focused refers to
taking care of and producing other peopl€e's emotiona well-being, sdf-focused emotion
work is geared toward preserving one's own emotiona well-being.

The second dimension, depth of acting, refersto the level on which the employee
is performing emotion work, whether "surface acting” or "deep acting” (Hochschild,
1983). Surface acting involves following an obligatory, contained, and predictable script,
whereas degp acting, dthough sill shaped by work boundaries, draws upon red
emotions.

The third dimension of emotiona labor examines the effect on the worker. Some
authors view the employee as performing emotion work for his or her own benefit while
othersview it as areaction resulting in detrimental effects. The view of exploitative
organizationa control of emotions would gppear to fit in this category.

Gendered nature of emotion work
Another aspect of the emotion literature is the gendered nature of emotion work.
This section will review literature describing the increased expectancy and need for
women to perform more emotion work than men. Research has supported that which
Hochschild (1983) origindly described regarding the socidization of emotionsin regard
to gender. Hochschild (1983) stated that more emotion management occurs at the

bottom of the gender system, meaning, emotion work is more prevaent for women. The
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author gtated that both men and women do emotion work in both their private lives and at
work, however, emotion work is more important for women than for men. The reasons
for this are that women have less access to money, power, authority, and status in society,
and that this carries several consequences.

Firg, women use feding as a resource and offer it in exchange for materia
resources they lack. Second, emotion work isimportant in different ways for women
because each gender tends to be caled on to do different kinds of thiswork, with women
being expected to mask anger and aggression and be nice, and men being expected to
medter fear and vulnerability. Third, the subordination of women leaves every woman
with awesker shield againg the displaced fedlings of others. For example, in
Hochschild' s 1983 study, femde flight attendants were found to be easer targets of
customer aggression and mae flight attendants had to handle the unwarranted aggression
directed towards the women. The fourth consequence of power differences between men
and women is the different types of emotion work. The author found that women used
sexud beauty, charm, and rlaiona skills, whereas men more often used anger in a
commercidized way (Hochschild , 1983).

Many authors discuss the gendered nature of emotion work. Parkin (1996) states
that women are prepared for and placed in emotionaly expressive positions and Wharton
(1993) concluded that women's jobs demand more emotion work than do men's. Some
authors claim that power differentia's between men and women in the workpl ace cause
women do more emotion work than men (Gdlois, 1993; Hearn, 1996).

Callahan and Schwandt (2000) described how culture and gender biases cause

the need for emotion work and how most emotion management is performed by women,
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most likdly influenced by the perception of required neutrdity, or suppression of

emotions (Callahan, 2000). Using interviews and a Likert-type scale, the authors asked
professona staff men and women in the U.S. air force to describe their personal emotion
work and their perceptions of affective culture in that organization. The authors found
that women performed more emotion work than expected based on their representation in
the sample and that the mgority of incidents of emotion work were suppresson of felt
emotions.

Those emotions most often suppressed included negative emotions such as
frustration, anger, disgppointment, fear, and sadness. Although the type of emotiona
suppression did not differ substantidly between men and women, women were found to
continually suppress fet emations and evoke unfelt emotions regarding the subject of
their devaued gender role. They did thisin order tofit in to the culture. However,
because they pretended to be content about the Situation, ironically, the “very emotion
work they performed to fit in impeded the trangition to a more evolving culture’
(Cdlahan, 2000, p. 111).

Research suggests that emotion requirements function to reproduce structurd
oppression (Brody, 2000; Cdlahan, 2001; Parkin, 1993) and that socidizing men and
women to express different emotions serves to maintain polarized gender roles and power
and Status differences (Brody, 2000). Emotions are controlled by those in power who
define what is appropriate, imposing a pathology on emotiona expressions that do not fit
criteria (Parkin, 1996). The higher the power differentia between men and women, the
more women need to be aware of and act accordingly in the emotiona context (Galois,

1993; Hearn, 1993). In addition, the very context maintains the gendered nature of



emotion work. Thiswasillustrated by Callahan (2001) when she described how emotion
management maintains organizationd culture and reinforces patterns of margindization.
For example, the author was afraid to declare her true fedings regarding open biases
againgt women, therefore, her inability to express her fedings “ maintained patterns of
power that formed a culture’ (p. 11) that did not vaue women's contributions.

The expresson of anger in the workplace has been linked to gender expectations
in many studies. Davis, LaRosa, and Foshee (1992) concluded that women supervisors
judged anger digplays as more cosily than did male supervisors. Asaresult of
socidization, anger is perceived to be a more acceptable emotion for men than for
women (Garner, Robertson, & Smith, 1997; Lewis, 2000; Sharkin, 1993). Leader
effectiveness ratings decreased dramaticaly when women expressed anger, but remained
unchanged when male leaders expressed anger (Lewis, 2000). On the contrary, sadness
expressed by women resulted in increased perceptions of |eader effectiveness, yet
expression of sadness by male leaders led to decreased ratings. Evidence exists then for
an interaction between aleader’ s gender, expressed emotion, and perception of
effectiveness (Lewis, 2000).

Emotional intelligence

Emotiond intelligence is another agpect of emotion studies that has been recently
gpplied to the organizationa setting. Emotions were discussed within the framework of
intelligence as early as 1920, when Thorndike first identified an aspect of emotiona
intelligence he cdled socid intelligence (Goleman, 1995). Socid intelligence was
described as one of many different types of intelligence individuas possess, affecting the

ability to understand and manage people. Skill in identifying emotions, one aspect of
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socid intelligence, was a component of the George Washington Socid Intelligence Test.
Thistest was widely known & the time, yet undone with Thorndike and Stern's
conclusion that attempts to measure socid intelligence had failed (Cherniss & Goleman,
2001).

Adding to the failure of the concept was Wechder's 1Q test, developed in the
1950's. Wechder described affective, persond, and socid abilities as admissble factors
of intelligence, referring to them as the nont-intellective, yet necessary, factors that
determine intelligent behavior (Cherniss, 2000). However, hiswidely used 1Q test had a
far greater influence, as the next haf-century was dominated by 1Q testing (Cherniss &
Goleman, 2001) and the view of emotions as the antithesis of rationdity (Callahan,
1999).

Not until the 1980's was the idea of multiple inteligences revived. Initidly
described by Gardner (1983), these multiple intelligences incdluded: linguistic, logical-
mathematicd, bodily-kinesthetic, spatial, musicd, interpersona and intrapersond.
Emotiond intelligence theory was influenced by Gardner's eaboration of the role of
emationsin the interpersond and intrgpersond intelligences (Cherniss & Goleman,
2001). Gardner described these intelligences asjust as important as the type of
intelligence measured by 1Q tests (Cherniss, 2000).

The next gepsin the evolution of emotiond intelligence were Bar-On's
development of the emotiona quotient, or EQ, test (1988), followed by the naming of the
term emotiond intelligence by Sdovey and Mayer (1990). Bar-On (1997) characterizes
emotiond intelligence as “an array of noncognitive abilities, competencies, and skills that

influence on€ s ahility to succeed in coping with environmental demands and pressures’



(p. 14). Citing aneed to distinguish emotiond intelligence abilities from persondity or
socid traits, Salovey and Mayer (1990) developed amode with a cognitive emphasis
focused on specific menta aptitudes.

Whereas Gardner (1983) described seven types of intelligence, Sdovey and
Mayer (1990) depicted emotiond intelligence as subsuming Gardner's interpersond and
intrgpersond intelligences. They defined emoationd intdligence asinvolving "the ahility
to monitor one's own and others fedings and emotions, to discriminate among them and
to use thisinformation to guide onée's thinking and actions' (p. 189). Goleman (1995,
1998) popularized the concept and applied it to the workplace. He discussed the
importance of emotiond intelligence for success and clamed that the impact of
emationd intelligence is even greater within top leves of leedership.

According to Mayer & Sdovey (1997), a comprehensive emotiond intelligence
model needs to include some measure of thinking about feding, missng in models that
focus on the perception and regulation of fedings.  The authors describe emotiona
intelligence as comprisng four levels of ahilities that range from basic psychologica
processes to more complex processes integrating emotion and cognition.  The modd is
developmentd: the complexity of emaotiona skill grows from thefird tier to the fourth,
and ill inthefirgt isrequired in order to possess the kills of the next levels. Thefirst
level, emationd perception, includes skills that dlow an individua to perceive, gppraise,
and express emations. These abilitiesinclude identifying one's own and other’s
emotions, expressing one' s own emotions, and discriminating the expressons of emotion
in others. The second level, emationd integration/facilitation, involves emotions

fadilitating and prioritizing thinking. Emotions enter the cognitive sysem, are
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recognized and labeled, and subsequently dter thought. The cognitive system can then
view things from different perspectives (Mayer, Sdovey & Caruso, 2000).

Thethird leve isemoationa understanding and reasoning. At thislevel emotiona
sgnds are understood, along with their implications. These implications, such asfeding
or meaning, are then congdered. The fourth level, emotiona management, involves an
openness to emotions which dlows persond and intdllectua growth. Thisleve of
emotiond intdligence is more complex, with skillsthat dlow individuas to seectively
engage in or detach from emotions and to monitor and manage emations in themsdaves
and in others (Mayer, Sdovey & Caruso, 2000).

Mayer, Salovey, and Caruso (2000) make a distinction between models that are
mixed and those that are pure modds, or ability modds, focusing exclusvely on
cognitive aptitudes. Mixed models contain amixture of abilities, behaviors, and generd
disposition and confuse persondity attributes—such as optimism and pers stence—with
menta ability (Cherniss, 2000). They describe mixed modds as al-indusive definitions,
as popular research rather than scientific, and as adding nothing new to the literature.
Mayer et d. contend that Goleman’s (1995) popular book isa mixed modd inwhich
“emotiond intelligenceis redefined and redescribed frequently through that book, each
time including a somewhat different set of persondity attributes’ (p. 101). In addition
the authors stated that Goleman “ expanded the concept without any regard to its
moorings’ (p. 103).

Goleman (1995) defines emoationd intelligence as having five parts: knowing
emotions, managing emotions, motivating onesdf, recognizing emotionsin others, and

handling relationships (p. 43). Elsawhere in the book the definition includes sdif-
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awareness, impulse control, delay of gratification, handling stress and anxiety, and
empathy (p. 259). In Goleman’s subsequent book (1998), the five dimensions are further
broken down into twenty-five different emotionad competencies. The authors argue that
thelr own version presents emotiond intelligence as an ahility theory, adigtinct
intelligence, and operationdized and measured as such.

Anindividud’ sindination towards a specific definition of emationd intelligence
will undoubtedly affect more than terminology. The extent to which one believes
emotiond intelligence can be learned, as well asthe belief in itsimportancein life and
the workplace are reflections of particular perspectives. The debate on the value of
emotiond intelligence versus traditiond 1Q is an important one because of its potentia
application to the workplace. Goleman (1998), Cherniss (2000, 2001), and others argue
that 1Q done haslittle relation to how well people do a work and in life (Cherniss,

2000). Many researchers maintain that agpects of emaotiond intelligence, rather than
traditional 1Q, make the biggest difference in a person’s successin life (Bar-On, 1997;
Cooper, 1997; Cherniss, 2000, 2001; Goleman, 1995, 1998; Lusch & Serpkenci, 1990;
Weisnger, Weisinger, and Williams, 1997).

Cherniss (2000) provides multiple examples of research suggesting the
importance of emotiond intelligence to success in the workplace. A longitudina study of
Ph.D. graduatesindicated that social and emotiond abilities were four times more
important than 1Q in determining professona success and prestige. The "marshmallow
dudies' at Stanford University indicated that four year olds who were able to resst
temptation later had atotal SAT score thet was 210 points higher than those kids who

were unable to wait.
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Lusch and Serpkenci’s 1990 study of retall store managers arguesthat thereisa
critical influence of managerid effectiveness on retail store performance. The authors
found that “the ability to handle stress predicted net profits, sales per square foot, saes
per employee, and per dollar of inventory investment” (p.6). The authors aso concluded
that inner-directed managers, those who percelve eventsin ther livesasbeing a
consequence of their own actions and therefore controllable, cope with stress much better
than those who are other-directed.

Empathy, one of the aspects of emationd intelligence as defined by Goleman, has
been described as particularly important (Cherniss, 2000). Filling and Eroglu’s 1994
survey of retail sales buyers found that sales representatives were most valued for their
empathy. The authors concluded that both empathy and professondism were found to
positively and sgnificantly affect buyers willingness to make a purchase from sales
people who have these abilities.

Emotiond intelligence clearly has the potentid to contribute to workplace
success. Goleman's modd (1998) examines emotiona intelligence as a theory of
performance, adapting it to predict persond effectiveness at work and in leadership. In
his second book, the author discusses emotiona competence, defining it as “alearned
capability based on emationd intelligence that results in outstanding performance a
work” (Goleman, 2001, p. 1). According to Goleman (1998), emotiona competencies,
athough requiring an underlying ability in emotiond intelligence, are job skillsthet can
be learned.

Goleman (2001) further argues that each of the four domains of emotiona

intelligence derives from digtinct neurological mechanisms, describing it as “abridge
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between brain function and the behaviors described in the El modd of performance’ (p.
3). Inother words, emationd intelligence is the behaviora manifestation of underlying
neurologicd circuitry. The author suggests that an understanding of these neurologica
foundations has critica implications for how people can best learn to develop emotiond
intelligence competencies, however, he does not e aborate on those implications.

Research has aso focusad on the relationship between emotiond intelligence and
leadership abilities. Evidence suggests that emotiondly intelligent leadership resultsin
improved business performance (Goleman, 2001). McCleland (1998) studied division
heads of a globa food and beverage company and found that the divisons of the leaders
with strengths in emotiond intelligence competencies outperformed yearly revenue
targets by amargin of 15 to 20 percent. In a 1994 Catholic Health Association study of
outstanding leadersin hedth care, it was found that more effective leaders were more
adept at integrating key competencies (Goleman, 2001). Another study indicated that
managers with sdf-awareness, an important aspect of emotiond intelligence, arerated as
more effective by both superiors and subordinates than those managers without self-
awareness (Megerian & Sosik, 1999).

Transformationd leaders, defined by their “individuaized congderation,
intellectud simulation, inspirationad motivation, and idedized influence’” (Megerian &
Sosik, 1996), are gpt to be high in emotiond intelligence abilities (Bass & Avalio, 1994;
House, 1995; Shamir, House, & Arthur, 1993; Megerian & Sosik, 1996). These leaders
sarve as pogitive role modds (Bass & Avolio, 1994), sdectively arouse followers
motives (House, 1995), and create strong emotiona reactions, identification with, and

belief from followers (Megerian & Sosik, 1996). “Emotiond intelligence has as much to
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do with knowing when and how to express emotion as it doeswith controlling it
(Cherniss, 2000, p. 7).
Emotional intelligence and women

Severd dudies have had findings related to gender and emationd intelligence in
adults. All have found some gender differences, while some have concluded thet overal
levels of emotiond intdlligence are smilar between men and women, but that each
gender has particular strengths.

Bar-On (2000), using the EQ-i with varied gender, age, and ethnicity, found no
differences between maes and females regarding overal emotional competency.
However, significant differences existed for afew factors of the construct. The author
found that females scored higher in interpersond skills and were more aware of
emotions, more empathic, and acted more socidly responsible. Y et maes were stronger
in intrgpersond capacity with higher self-regard, were more independent, coped more
effectively with stress, were more flexible, and were better problem-solvers.

Sutarso (1996), using the Emotiona Intelligence Inventory on college students,
showed aggnificant effect of gender on certain EQ factors. Femde students had higher
scores on compassion/empathy and self-awareness. Petrides and Furnham (2000), using
the Emotiond Intelligence Questionnaire with college students, investigated gender
differencesin actud and saif-estimated scores. The authors found thet there is a saif-
enhancing bias in men and a sdf- deprecating bias in women, with men estimating their
emationd intdligence to be higher than it actudly is. In actudity, women scored higher
on the socid skills factor than men, however, the definition of “socid skills’ was not

provided by the authors.



Thus being effective with, or having high emationd intdligence, will presumably
advance women’s management careers.

Inter personal psychodynamics

This section examines interpersona psychodynamics and psychodynamic theory.
Psychodynamic theory examines motivationa forces experienced within individuas and
groups (Neumann & Hirschhorn, 1999). Psychodynamics refers to cognitive, emotiond,
and motivational processes that conscioudy and unconscioudy affect one' s behavior
((Neumann & Hirschhorn, 1999).

It appears that there are psychodynamics working around gender.  For example,
de Vries (1995) describes men's discomfort with women in powerful positions as related
to an unconscious fear of powerlessness resulting from an association with fedings
toward their mothers. Unresolved rage, envy, dependency, or fear with their mothers can
cause this devauation of women in power. Oakley (2000) describes the related fear and
shame of being "one-upped” or losing in competition to awoman. WWomen executives
report male colleagues fedlings of discomfort or threet because of the women's presence,
resulting in competitiveness and fear. Thus psychodynamics between men and women
provides another cultura or behaviord viewpoint to understand the lack of women in
senior managemen.

Another important aspect of interpersond dynamicsin the workplace is
examining emotiond drives and their affect on behavior and interpersond relations.
Presumably, on€' s behavior and interpersona competence will affect one's career

development in the workplace. Psychodynamicsis therefore relevant to the study
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because the study examines emotions, behavior, and women's development and
effectiveness in the workplace.

Emotions experienced in the workplace produce different behaviord reactions
depending on the person and the context. The psychodynamic literature emphasizes one
emotion in particular, that of anxiety, because it ssemsto spark acommon reaction in al
people. "One of the primary cohesve dements binding individuas into indtitutionalized
human association isthat of defence againgt psychotic anxiety” (Jaques, 1955, p. 479).
Elliott Jaques introduced the concept of socid defenses againgt anxiety in 1955, and
others continued to examine forms of defensesin the workplace (Argyris, 1993; Bion,
1989; Hirschhorn, 1977, 1999; Moxnes, 1998).

Socid defenses are created unconscioudy by members of an organization to
protect themsdlves from the experience of anxiety. To avoid fedlings, people engagein
ritualistic processes. These processes function asa socid defense. Socia defenses work
through processes such as projection, splitting, and introjection.  Projection is defined as.
“A defense mechanism whereby unacceptable motives, characterigtics, or desires
unacceptable to the ego are attributed to someone ese” Introjection is defined as. the
unconscious incorporation of the values, attitudes, and qualities of another person into the
individua’ s own ego sructure.” Splitting is defined as. “a phenomenon wherein a person
splits conceptions of self and othersin ether al-good or all-bad categories, neglecting to
recognize people’ s mixed qudlities’ (Dictionary of Psychology, 2002).

Fedlings of anxiety are the roots of distorted relationships at work. Hirshhorn
(1999) provided an example of the use of socia defenses at work when describing nurses

who felt axiety from heping Sck, dying patients. In order to depersondize the Situation
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and not experience thar true emotions, the nurses split off from their own fedings and
projected their experience onto the socid defense. They obediently followed ritudistic
rules regarding drug adminigtration in order to avoid feding personaly connected to the
patients, thus never questioning the rationdity of the rules and never having to
acknowledge their fedings. They engaged in these rituals and routines, which aso
included wearing uniforms and rotating nurses, in order to control the anxiety of nursing.

Organizationa structures, routines, and processes take away the anxiety without
examining the socid redities that giverise to the anxiety in thefirgt place. In other
words, a socid defense is an unconscious quick fix solution, completely externdizing a
defensive process onto a set of mandated actions. This disregards emotions and
depersondizes relationships. These deeper, less conscious, and more irrationa processes
infuse organizations and alow people to retreat from work roles. They are maladaptive,
deeply ingrained in the system, and very difficult to change. The powerful emation of
anxiety resultsin rationa procedures being distorted by irrational processes (Hirschhorn,
1999).

Unconscious processes and defenses are themes that flow throughout the work of
many authors, athough they may use different terms to describe the same processes.
Bion (1963) and Hirschorn (1999) employ the terms basic assumptions, collective
unconscious, and socia defenses, whereas Argyris describes these processes as defensive
routines. 'Y et within each of these theories, the purpose and result of these defensesisthe
avoidance of fedings, specificaly, anxiety or embarrassment (Argyris, 1957; Bion, 1989;

Hirschhorn, 1977, 1999).



72

Bion (1961) described the “basic assumptions’ (p. 146) as powerful emotiona
drives which divert work activity. They are defined as unconscious assumptions or
fantases about group life (Hirschorn, 1999). Hirschorn applies Bion's basic assumption
concept to his discussion of socid defenses, including it as one of the socia defenses,
aong with the covert codition and the organizationd ritud.

The basic assumption, a concept based in psychoandysis and in particular the
1931 work of Mdanie Klein, is represented by a particular pattern of behavior whereby a
group assumes that one cohesive mind exigts (Hirshhorn, 1999). Members of the group
have unconscious fedings and unknowingly reinforce each other’ s sentiments. With this
type of behavior, group members “areliving in adream” (Hirschhorn, 1999, p. 59).

Covert coditions control anxiety in adifferent manner. They are aset of
relationships that echo the character of family relationships, with people taking up family
roles at work asthey are needed and reinforced by the culture. This process directs work-
induced anxiety through these relationships (Hirschhorn, 1999).

The organizationd ritud, the most durable and externdized form of defense
agang anxiety, isaprocedure or practice that is seemingly unconnected to rationa
experience and that takes on alife of its own (Hirschhorn, 1999). With the organizationa
ritud, the defengve processis externdized into mandated actions, helping to
depersondize rdationships to work. “Rituals induce thoughtlessness, and by not
thinking, people avoid feding anxious’ (Hirschhorn, 1999, p.2). For example, Bion
(1988) describes how nurses can use uniforms, drug adminigration routines, and

procedures such as rotating nurses to control the anxiety of nursing.
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Smilarly, Argyris discusses defendve routines and assumptions. Like Bion
(1963) and Hirschhorn (1999), Argyris describes defensive routines as escapes from
emotions, in particular, embarrassment, threet, or anxiety (Argyris, 1993). Modd I
behavior, the ided behavior (Argyris, 1982, 1990, 1993), involves sharing thoughts and
fedings, information, and respongibility, therefore diminating the use of defensve
routines. In contrast, Mode | behavior avoids fedings - one'sown aswell asothers. In
Modéd | behavior people make assumptions, attributions, and avoid solving problems.

Another important smilarity between these authorsis the unproductive and
paradoxical nature of these defensive routines. Hirschhorn (1999) describes how the
more asocia defense becomes visible and durable, the more difficult it becomesto see
and undergtand its relationship to anxiety. The better the method to escape anxiety, the
more intense and impenetrable the defense itsdlf becomes.

Smilarly, Argryis (1990) describes people engaging in defensive routines to
avoid embarrassment or threat, being unaware of their defengve routines, and ending up
in a pattern that has become so ingrained that they cannot identify their defensive routine
or any gap in their espoused theory (what they believe they vaue) versus theory-in-use
(the rulesthey are actudly using). Because they are unwilling to acknowledge these
issues, they become expertsin “ skilled incompetence,” avoiding just the issues that creste
the problems to begin with. Therefore the same routine which prevents the anxiety also
prevents the person from discovering the cause of the anxiety.

An additiona recurring theme with each of these authorsis the “ undiscussables’
(Argyris, 1990). Argyris describesthe lack of discussion of fedings, of those issues

which provoke anxiety or defensive routines, of mistakes, and of gaps between espoused



theories and theories-inruse. Similarly, Hirschhorn (1997) describes the need to develop
awork culture of openness, where employees can and should discuss fedings and make
themsalvesred and vulnerable. Leaders need to present themsalves as human beings
with passions, fears, and values. The author suggests we have learned too well how to
suppress fedings and that we need to learn to re-integrate them or else regress both in
emotion and work performance.

Because these defense mechanisms are initiated whenever a person feds anxiety,
conflict, frusration, or failure and is then unwilling to discussit or take responsibility
(Argyris, 1957), it is essentid to examine the nature of these initiating behaviors. Where
these authors are lacking is in addressing a reationship between gender and defensive
routines. Itisemotionsthat provoke these defengve routines. Because socidization
around emoations may differ by gender, so too may the process of defensive reactions.

Gender may affect the underlying causes of defengve routines aswell asthe
defenses themselves. Men and women are taught different lessons about emotions and
therefore proceed into the workplace with different basic assumptions, beliefs, and
espoused theories. If men are socidized to focus on the rationd and avoid
acknowledgement of fedings they are entering the workplace with very different
assumptions than are women. Because avoidance of fedingsis the root of Modd |
behavior and defenses, the fact that organizations are mae-driven and mae-defined isan
important consideration.

It is crucid to examine why and how many organizationd cultures discourage
discussion of fedings and mistakes even though the importance of thisdidogueis

evident. Unconscious and unstated fedings and processes play acritica role in shaping



work life (Hirschhorn, 1999). Employees cannot dlow threatening fedings to organize
behavior and exert too great a pull on thinking (Hirschhorn, 1997). Y et organizationd
cultures do not encourage hedthy expresson of emotions or hedthy, trusting
relaionships. Argyris (1974) describes how bureaucratic organizations lead to shalow
and migirugtful relationships that do not alow for naturd and free expresson of fedings.
Thisresultsin alack of authenticity and decreases interpersond competence. On the
contrary, organizations employing humanistic or democratic vaues lead to trusting
relaionships, interpersona competence, inter-group cooperation, and flexibility. He
argues that it isin this environment that employees as well as the organization can
develop to their fullest potentid.
Defenses and Emotion

The socid defenses research demonstrates the importance of emotions and
fedingsin employees and provides an example of how emotions can manifest themselves
in harmful ways. It supports the emotiond intelligence literature regarding the idea that
the recognition and processing of emotions isimportant (Goleman, 1995; Hirschhorn,
1997; Sdovey & Mayer, 1990) and that denying or falsely reproducing an emotion may
not be the best for an employee' s performance. Supporting this notion, Argyris
immeaturity-maturity continuum (1957) describes mature behavior asincluding an
awareness or control over sef. If organizations prevent employees, through management
practices, from acting maturely by encouraging passivity, dependency, and subordination,
the worker will act immeaturely and may not process emotions properly.

Labouvie-Vief et d. (1989) describe a relationship between psychologica

defenses and emotiona conceptudization and expresson. The authors found that more
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mature adults tend to use the defenses of reversdl and turning againgt the sdlf as opposed
to projection, turning againgt others, distancing, denid, escape or avoidance. Individuas
who show the more mature pattern of coping and defense sirategies scored higher on a
dimension of emotiond developmenta complexity.

In conducting this study, the research question addresses how women learn about
emotions. Just as Argyris describes Modd | behavior as more prevaent than Modd 1l in
women or men (Argyris, 1982, 1990), certain emotiona behaviors are more prevaent in
one gender than another. Socidlization causes and maintains gender differencesin
emotiond expressiveness so that different emotiona expressions are acceptable for the
two sexes.

The rules and behaviors towards which men are socidized are identica to those
that prevail in the workplace. Ironically, Argyris & Schon (1974) describe Modd |
behavior, the less effective form of behavior, as based on control, winning, rationdism,
and sdf-protectiveness. These are exactly the same behaviors toward which men are
taught to strive and which organizationd culturesfollow. In fact the expression of
emotions “ such as shame and embarrassment are viewed as unmanly” and men who
display such emotions are . . . evduated more negatively than femdes’ (Segd & Alloy,
1990). Accordingly, the workplace applies the same criteria and the unfortunate result
becomes employees learning to engage in immature behavior and defensive routines.

Learning about Expressing Emotions in the Workplace

The literature describing learning about emotions in the workplace as derived

from both the psychol ogica/developmenta and sociological perspectives. The

psychol ogical/developmenta perspective focuses on the biologica and neurologica
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development of the ability to process emotions and includes discussion of emotiona
inteligence training programs. The sociological perspective includes research that
describes how employees are taught by their organizations to express the appropriate
emotions for their jobs.

The developmental psychology literature includes a substantia body of research
detalling how infants and children learn to accurately express, understand, and regulate
their emotions, including much discussion about school-based programs. Authors have
discussed the importance of developing a child’s socid and emotiond intelligence for
future happiness and productivity in life (Gardner, 1983; Goleman, 1995) and have
indicated a developmenta processinvolving progressive levels of emotiona awareness.
Thiswould imply that an adult’s ability to develop emationd intdligence relies on the
extent to which it was developed during childhood.

A large body of research suggeststhat it is possible for adults to develop
emotiond intelligence. Weisinger, et.d. (1997) describes emotiond intelligence as
something that “can be nurtured, developed, and augmented” (p. 1) as opposed to atrait
that one either has or does not have. He argues that it can be increased by learning and
practicing the necessary skills. Labouvie-Vief et d. (1989) demongtrated significant
differences from adolescence to late adulthood in ability to cope with emotiona
experiences, with adults around mid-life achieving the highest scores. Smilarly, Bar-On
(2000) argues that people develop their emotiona intelligence throughout life, and thet
older people have higher levels of emationd intelligence than those that are younger.
The author found that older groups scored significantly higher than younger groups on

most of the EQ-I scale scores, with those in their |ate forties and early fifties receiving the



highest mean scores. In addition, Cherniss and Adler (Cherniss & Adler, 2000) describe
multiple adult workplace programs that have been successful in developing socia and
emotional competencies.

The socid and culturd dimensions of emation are important to consider.
“Emotions cannot be fully understood outside of their socid context” (Fineman, 1993, p.
10). Mayer and Salovey (1997) discuss the importance of contextua dependency and
describe the need to consider culture and subculture in order to understand individud
frameworks and perspectives. The authors state that subcultures may have different
definitions of gppropriateness and may teach different ways of deding with emotiona
gtuations. Thusworkplace learning about emotiona expresson is contextualy
dependent.

Rules for digolay of emotion in organizationa settings are communicated in
variousways. Organizations wanting to teach their employees to express emotiond
behaviors specific to that organization or to that job accomplish this through forma and
informal training, reward and punishment, and salection and socidization (Hochschild,
1983; Jablin & Krone,1994; Staw, Sutton & Pelled, 1994; Van Maanen & Kunda, 1989.
Employees dso learn display rules through self- observation and communicating with
others (Kramer & Hess, 2002).

Forma training can indicate what our fedings should be. Rafadli (1989)
observed that convenience store clerks were specificaly trained and then required to
display pogtive emotions. Bill collectors were trained to communicate urgency at dl

times as well as specific rules for handling the variety of debtors they caled (Sutton,

1991). At Disney World great efforts were taken to assure that ride operators express the
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appropriate podtive emotions to guests (Van Maanen & Kunda, 1989). A handbook
advises:

Frdt, we practice afriendly smile a al times with our guests and among

oursalves. Second, we use friendly, courteous phrases such as“May | help

you.” “Thank You,” “HaveaNice Day.” “Enjoy the rest of your stay” and
many others are dl part of our daily working vocabulary (Wat Disney

Productions, 1982, p. 6, in Rafadli & Sutton, 1987).

Research indicates that organizations select employees based on their &bility
during an interview to communicate according to emotion display rules for the
organization or for their particular occupation. Disney ride operators were sdlected for
particular rides based on their ability to display postive and gppropriate emotions (Van
Maanen & Kunda, 1989) and hill collectors were selected based on their ability to
communicate the correct level of urgency and irritation in their voices (Sutton, 1991). A
training manua for McDonad' s urges store managers to salect employees that impress
customers as ‘ dl-american boys (Rafadli & Sutton, 1987). Jablin and Krone (1994)
concluded that interviewees were more likely to be rated positively and receive second
interviewsiif they digplayed sdf-enhancing impresson management techniques such as
agreeing with and complimenting the interviewer.

Learning appropriate rules for emotiona expressons continues throughout
employees careersthrough socidization, viarewards and punishments. Disney
operators were secretly watched, and if caught falling to comply with display rules, were
punished (Van Maanen & Kunda, 1989). Store clerks expressing appropriate positive

emotions to mystery shoppers received $25 bonuses (Sutton & Refaeli, 1988). Bill
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collectors were secretly monitored on the telephone and received fewer raises and
promotions if they failed to express emotions properly. Staw, Sutton, & Pelled (1994)
reported that hospital and auto manufacturing employees who expressed positive
emotions in their jobs recelved more socid support, higher evauations, and pay raises.
Emotiond expresson islearned through informa means aswell. Hochschild
(1983) described how socia sanctions teach us feding and display rules. This occurs
when others react to what they think we are feding with scolding, teasing, ridicule, or
encouragement. Thelr reaction leads us to interpret our fedling as correct or incorrect. If
we sense a gap between the actua and ided feding, we make an effort to change our
feding or expresson. Similarly, Kramer and Hess (2002) concluded that employees
learn less through direct ingtruction, rewards or punishment, than by observing the
consequences of displaying emotions. The authors described how observations of
positive or negative effects of emotiond expresson influence employees' future
emotiona behaviors. Rafadi & Sutton (1987) described emotiond transactionsas a
“sequence of communication between sender and receiver” (p. 28), with verba and
nonverba cues from the recaiver influencing the sender. In an ethnographic study of
English pubs, Sandiford and Seymour (2000) found that colleagues and customers
sociaized employees regarding emaotiona expresson. Reward or punishment in the form
of tipping, complaining, public humiliation, bullying, or sarcasm discouraged or
reinforced particular behaviors. Thus there are many informa techniques that enable an

employee to learn about emotiona expression a work.
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Women’ s Learning and Emotions

The relationship between women's learning and emationsiis one that should be
addressed. The abundance of literature indicating that women learn through connection
and relaionships has important implications for emotiond learning. Reationship and
connection are critical to women's development, yet the expectation to suppress emotions
in the workplace inhibits establishing intimate connections with others and developing
awareness of fedings. If connection is discouraged, women's ability to learn and
develop skillsin emationd intelligence and emotion work will decrease. Thus, support
for relationshipsin the workplace seems crucia for the opportunity for connected
learning and development of emotiond skills.

Chapter Summary

Thisliterature review covered the areas of feminist theory, women in
management, women's learning and development, organizationd learning, emaotion work,
emotiond intelligence, interpersond psychodynamics, and learning about expressing
emotionsin the workplace.

This literature review has shown that people learn in many ways and that women
may learn and develop in afashion that differs ditinctly from men. Whereas men learn
and work in alinear, competitive fashion, women use connectedness and relaionships to
develop their knowledge, themselves, and their careers. Women are socidized to learn
and behavein “femining” ways, which may contradict what is necessary for successin
the workplace. In addition, the psychodynamics literature indicates that unconscious and
unresolved issues may affect relationships, particularly between men and women and that

avoiding anxiety is an important motivator of behavior.
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Thisliterature review aso demondrates the importance of skillful and intelligent
emotiond behavior in the workplace. Although the interpretation of “intelligent” is
subject to societd definitions of gender roles and gender appropriate behavior, emotiona
intelligence and emotion work both appear to be critica to one's career success. Itis
therefore important to examine the methods, whether formal or informal, by which

women develop emotiond intelligence and learn about emotion work in the workplace.
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CHAPTER 3

RESEARCH DES GN AND METHODOLOGY

The purpose of this study was to understand what women managers learn about
emotionda expression in the workplace and how this knowledge is acquired. This chapter
addresses how the study was conducted and provides the rationale for the sdlection of a
qualitative research design and methodology in order to answer the following two
research questions:

1. What do women managers learn about expressing emotions in the workplace?
2. How do women learn what emotions are appropriate to express during their work?

A qudlitative study was undertaken in order to answer these questions. The study
was exploratory in nature, with no hypotheses or predetermined outcomes being
investigated. This research sought to discover new knowledge and information about
women managers learning about emations in the workplace. The god of thisresearch
was to contribute to our understanding of emotions in the workplace and women's
learning inthisarena. Quadlitative research enabled me to explore learning about
emotiond expression in context. This chapter includes research design and methodol ogy,
theoretica framework, sample sdection, data collection, data analys's, researcher bias,

vdidity and reliability, limitations of the sudy, and participant profiles.
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Research design and methodology

The four eements of research, aresearcher’ s epistemol ogy, theoretica
perspective, methodology, and methods, should inform each other (Crotty, 1998) and the
selection of a study’ s design should emerge from its purpose (Merriam, 1998; Petton,
1990). The epistemology, the “way of understanding and explaining how we know what
we know” (p.3), should inform the theoretical perspective, which should inform the
methodol ogy, which should inform the methods. Therefore, this chapter beginswith an
explanation of each of these dements as they pertain to this study.
Epistemology

The epistemology that informed this sudy was condructivism. Thisview holds
that al knowledge is congtructed out of interactions between human beings and their
world, and developed and transmitted within a socid context. Meanings are constructed
and no object can be described in isolation from the person experiencing it. Knowledge
is therefore contingent upon these interactions between human beings. In congtructivism,
meaning is not discovered, but constructed, therefore requiring an active consciousness.
An object can therefore not be described in isolation from the conscious being
experiencing it. It isnot imposing meanings on objects, as is subjectivism, but rather an
emergence of meaning from the interaction between human being and object (Crotty,
1998).

The condructivist viewpoint asserts the importance of context. To understand
how human beings are “engaging with their world and making sense of it” (Crotty, 1998,
p. 53) requires a historical and socid perspective and an understanding that people are

born into aworld of meaning, a system of intdligibility and symbols (Crotty, 1998). We



each therefore view the world through culturd lenses. Cultureis*®a system of sgnificant
symbols’ (Crotty, p. 53) that guide our behavior. 1t is defined as the “ patterns of
expectations, beliefs, values, ideas, and materid objects that define the taken for granted
way of life for asociety or group” (Andersen, 1997, p. 382). Workplace culture,
therefore, is*an organization’s values, beliefs, and rules about how things get done’
(Bierema, 1996, p. 145) and are those expectations and val ues specific to that particular
workplace.

The relevance of the congtructivist viewpoint to this research is that culture and
interactions with others produce knowledge and meaning around emotions. How a
manager learns to express emotions in the workplace was dependent upon what is learned
through that particular workplace culture and its members.

An epistemology of constructivism was gppropriate for this research because of
the focus on construction of meaning, interactions between people, and context. This
research examined how women learn and know within awork context. Information
received from this research must be understood as Stuated within this socid milieu.
Work as aculturd context affects how women learn and construct meaning. Through
ther interactions with people and their culturd understandings, they construct meaning
around emotions and their expression in the workplace.

Theoretical Framework

The epigemology of condructivism informs the theoretical framework, that of
feminigt theory. A conceptua framework specifies who and what will be sudied and
influences what dimensions are important to aresearcher (Miles & Huberman, 1984). It

describes the philosophical position behind the methodology and illumingates the
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assumptions a researcher bringsto his or her methodology (Crotty, 1998). Inthis sudy, a
theoretica framework of feminist theory served as the foundation for utilizing afeminist
perspective. A feminist perspective presumes the importance of gender in relationships
and societal processes (Bierema & Cseh, 2000; Maguire, 1996; Patton, 2002; Reinharz
1992; Thompson, 1992; Worell, 1996). The focus of inquiry and the data analysis are
framed by one' s conceptud framework, whichin this case was the feminist perspective.
Andyss and findings were a0 interpreted and given meaning based on this perspective
(Patton, 2002).

A conceptua framework alows aresearcher to determine relationships, which
relaionships are meaningful, and what information should be collected and anayzed
(Miles & Huberman, 1984). The following criteria from the Psychol ogy of Women
Quarterly, ajournd for the advancement of the development of feminist theory, served to
influence the perspective informing this research: chalenge traditiona or devauing
views of women, provide dternative views of women'’s lives, engage collaboratively with
participants, examine sex and gender contrasts within a context, explore empowering
dternatives for women and minorities, and contain implications for socid change
(Worell, 1990).

A feminist theoretica perspective provided aframework from which to design the
gudy. Inthe following section, each of the above criteriais described in further detall.

Chalenges traditiona scientific inquiry and devauing views of women

Researchers taking afeminist perspective reject the notion of an objective truth
and an objective science.  This research rectifies sexism and bias in research procedures,

resulting in transforming disciplines and rethinking basic concepts. Alternative forms of
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research and women'slives are consdered vauable. \WWomen are seen as participants that
contribute to a collaborative research effort. Research with afeminist perspective

focuses on the experiences of women and provides dternative views of women'slives. It
isfor and about women, legitimizing women as an area of sudy and affirming women's
strengths and experiences (Bierema & Cseh 2000; Thompson, 1992; Worell, 1996).

Consders asymmetrica power relationships

Research with afeminist perspective empowers girls and women and recognizes
power and status issues and influences. 1t consders differences in relaion to power and
opportunities and transfers respongbility from victim to perpetrator (Bierema & Cseh,
2000; Worell, 1996).

Examines sex and gender contrasts within a context

Research with afeminist perspective consders structura inequdlities that affect
women's lives by analyzing how socid structure privileges some, denies others, and
reproduces hegemonic and hierarchica differences (Bierema, Tisdell, Johnson-Bailey, &
Gedro, 2002). A researcher must examine societd prescriptions for feminine behaviors
and understand behavior as a cultura product (Crotty, 1998).

Contains implications for socid change

By critically evauating a phenomenon, research with afeminist perspective
benefits women by documenting oppression, raising consciousness, and valuing
aternative ways of being (Bierema, 2002). It uses knowledge for change and to
contribute to women’ s liberation and emancipation. 1t reconceptudizes science, theories,
and methods in order to encourage gender justice and socia change (Bierema & Cseh,

2000; Patton, 2002; Worell, 1996).
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Attends to language and the power to name

Women are congtructed through language and representation (de Lauretis, 1984).
de Lauretis (1984) describes how gendered subjectivity is constructed by our languages
and our culturd practices. Research utilizing afeminist perspective must rename and
restructure language so that language is inclusive of women and does not subjugate by
gender. Smilarly, naming, by talking about something, creates awareness of a hidden
phenomenon.

Explores empowering dternatives for women and minorities

Research utilizing afeminist perspective improves situations for women and
creates information for women, rather than about them (Bierema, 2002). Feminist
research aims to emancipate and enhance their lives (Thompson, 1992). It acknowledges
and values “women’s ways of knowing” (Patton, 2002). The awareness of an dternative,
or “women’sway,” is one consequence of feminist research. Socia change will
hopefully follow from theinitid awvareness. Both the awareness and the consequentia
socid change each serve to empower women.

Just as the theoretica framework isinformed by the epistemology, the
methodology is informed by the theoretica framework.

Methodol ogy

The congructivist episemology and the feminist theoretica perspective inform
the methodology. This research was designed as a quditative, interpretive sudy of the
process of women's learning about emotions. Miles and Huberman (1984) suggest that
quditative inquiry is an effective technique for finding explanations of processes. The

authors describe the advantages of quditetive data by highlighting the following festures:



it focuses on naturaly occurring, ordinary eventsin natura settings, describing red, lived
experiences, it is appropriate for understanding the meaning people place on the events,
processes, and structures of their lives; its richness can reved complexity and provide
thick, vivid descriptions; and it is advantageous for discovery, exploration, development
and testing of hypotheses.

According to Merriam (1998), the main philosophical assumption of quditative
research isthat individuas congtruct their own redlity by interacting with their socid
worlds. Therefore, peopl€'s redities are framed by their contextud, subjective
experiences and their positionality. The quditative researcher mugt strive for a depth of
understanding of a participant’s unique Situation, context, and socid interaction.

Qualitative research is concerned with the study of phenomena. There are no
predetermined hypotheses, no treatments, and no manipulation of variables. Researchers
observe, use intuition, and sense what occursin anatural setting. Qualitative research
emphasizes process rather than outcome and is naturaistic and descriptive. Quditative
research is concerned with a halistic perspective of the phenomenon under investigation
and is sendtive to the socid, higtorical, and tempora context of the study (Bogdan &
Biklen, 1992; Merriam, 1990, Patton, 1990).

Quaditative research is concerned with how people negotiate meaning (Bogdan &
Biklen, 1992). It assumesthat meaning is embedded in peopl€ s experiences that they
havein the world (Merriam, 1998). Quadlitative research seeks to understand the meaning
of relationships and events, enabling the researcher to make sense of the world of the
participants and how they interpret their experiences, rejecting the notion of an objective

“truth” (Merriam, 1998). Rather than seek this objectivity, individuals are examined and
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described from the individuas perspectives, relying on the researcher asthe primary
indrument for collecting, andyzing, and interpreting data. Therefore in this study, |
looked for the participants persona understandings about emotiona expression. |
wanted the participants perspectives on how they learn what emotions they can express
and what it means to express emotions in the workplace as awoman in management in a
manufacturing setting.
Methods

The methods are informed by, and follow logically from, the methodology
(Crotty, 1998). The methods used in this sudy include the critica incident interview and
constant comparative method of analyss. These are methods that complement an
episemology of congructiviam, atheoretica framework of feminist research, and a
methodology of quditative research. Specifics of the methods are described throughout
the remainder of this chapter.
Sample selection

In order to ensure the rich, thick description that qualitative research seeks, the
sample selection for this study was purposeful and used snowbal sampling in order to
obtain participants. Purposeful sdection begins with establishing criteria essentid for
selecting participants (Merriam, 1998) in order to locate participants who have
experienced the phenomena and meet the criteria (Creswell, 1998). The snowbdl
drategy of locating participants involves asking referral sources for other individuds
who meet the study’ s digibility criteria (Merriam, 1998). A purpossful sample enables

the researcher to obtain information-rich cases. “Informeation-rich cases are those from
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which one can learn a great ded about issues of centra importance to the purpose of

the research” (Patton, 1990, p. 169).

Therefore, the criteria established for participants in this research was designed in
order to locate information-rich cases. This criteriaincluded a diverse group of
participants saected based on their workplace, their current position, and their ability to
remember in detall two incidents that occurred in the workplace that were sgnificant to
their learning about emotiond expresson in that setting. Therefore, the specific
characteristics that guided participant selection include:

1. Workplace and position: WWomen who occupy a management level positionin a
manufacturing setting. | aimed for approximately haf of the participantsto be
women in a manufacturing environment with human resources management
respongbilities. The other haf were women managersin a manufacturing
organization who did not work in human resources.

2. Ability to recdl events: Women who were able to recal with detail two incidents that
were sgnificant to their learning about gppropriate emotional expression at work.

3. Divergty: Geographic and racid diverdty were sought in the participants.

Participants working within a manufacturing setting were sdected because thisis
atraditionally male setting. Therefore, emotiona expression was expected to be more
problematic for women and resulting in increased learning. Employees at the
management level were sdlected as the basis for this research. 1t was assumed that since
they had reached thislevd, they had learned appropriate and effective expresson of

emotions, and could therefore share some acquired knowledge.
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To hdp ensure that the participants were able to contribute knowledge, they were
located through snowbal sampling, as well as searching in arenas where people meeting
the criteriawere likely to be found. These arenasincluded a human resources
management association, Society for Human Resources Management (SHRM), an
association devoted towards organizationd change, entitled Organization Change
Alliance (OCA), and a series of seminars entitled “Women in Management.” To further
facilitate sample selection, interview questions were provided prior to the interview so
that potentid participants would fully understand the nature of the research aswell as
assess their ability to recall such events. I potentid participants met the criteriaand
agreed to be interviewed they were chosen as a participant in the study.

Diverdty in respect to race and geographic background was sought because ways of
learning and ideas about emotiona expression were expected to differ around these
dimensons. Subsequently, diversity in participants was expected to provide morerich
information. Mayer and Salovey (1997) describe the need to consider culture and
subculture in order to understand individua frameworks and perspectives. An example
provided by Mayer and Sdovey (1997) is the difference in Chrigtian and Jewish anger
expression. Whereas the Chrigtian value isto turn away upon confrontation, the Jewish
attitude is one of “employing anger to expose injustice and hence repair the world” (p.
21). Subculturestherefore, may have different definitions of appropriateness, and may
teach different ways of dedling with emotiond Stuations. Diversity in participants was
sought in order to capture a variety of experiences.

Unfortunately one can see from the participant profile that the objective of racid

diversity was not redlized. The reason for thiswas that there was not alarge group of



people who were willing to discuss their emotions and emotiona occurrences who
worked or lived within a reasonable driving distance from me (two hours or less).
Therefore, it was necessary to interview anyone who fit the criteria who was willing to
participate. Thisturned out to be al Caucasian women. All other diversity gods,
however, were met.
Participant Descriptions

Participants included ten women managers, each in different companies. Five
were human resources managers and five were managers in other areas such as
operations. There was dso diversity in age, education level, and geographic background.
The age range spanned from twenty-seven through fifty-three. Education levels ranged
from Bachelor's, Masters, to one with work toward aPh.D. The span of experiencein
management ranged from two to twenty-six years. Geographic backgrounds of the
participants covered four distinct areas including Northeast, Southeast, South, and

Midwest. The participant profile table below illustrates the demographics of the

participants.
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Table 1: Profile of managers participating in the sudy

Pseudonym | Title Age | Years Totd Education | Geographic | Mar. | Industry
in yearsin | levd Background | Stat.
position | Mgt.
Ann Plant Mgr. 47 | 2 20 BA Midwest M Food
Anne Magr. 50 |17 17 BA Northeast M Consumer hedth
Process care
Excdlence
Annette Bus. Mgr. 36 (4 7 MBA Midwest M Power &
automation
technologies
Catlin HR Mgr. 49 |15 22 BS Military/ M Plagtics
All over
Erica Director 53 |4 22 Masters, South M Pharmeceuticals
Marketing some
Ph.D
work
Jane HR 27 |25 2.5 Masters Southeast M Packaging
Coordinator
Maria Magr. 45 |2 18 BA Southeast S Qil
Process
Enginesring
Network
Nicole HR Mgr 53 |2 26 MBA Southeast S Wholesde
indudtrid
equipment
Stephanie HR Mgr 44 | 12 20 BS South M Pharmaceuticals
Virginia Office 36 |2 12 BS Southesst S Metd rollers
Mgr/HR

6
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In order to provide some context and a greater sense of these women and their
lives, abrief summary of each participant is presented here. The participants are
presented in aphabetical order.

Amn

Annisa47 year-old Caucasian woman who is the first woman Plant Manager for
alarge Fortune 500 company in the food industry based in the Midwest. Ann worked her
way up to this pogtion, working in different cgpacities and changing geographic
locations in order to reach her current level. This plant is the largest one in the company,
and as Ann described, isa“ crown jewe plant” aswell as one of the most technologicaly
sophigticated plantsin the company.

She described growing up with brothers and the lack of coddling in her house.
She attributed her forthrightness, low emotiondity, and ability to stay cam during
dressful times to the environment in which she grew up. She described hersdf as able to
take a cheap shot without returning it, and able to defuse it professondly. In addition
she gtated that she does not get hung up on persond interactions or projections.

Ann comes across as being extremey capable, confident, and able tofit in
anywhere and with anybody. However, her description of hersdlf isvery humble and
down to earth, as she seems to be unimpressed with the wonder of her own
accomplishments. She described her reaction when offered her current position as
differing from the overly confident manner, regardless of ability, that one would expect
from aman. Even though she had 20 years in manufacturing and had worked for four
Fortune 500 companies, she felt and expressed fear when offered the position, admitting

to her boss that “this scares the shit out of me’ and that she fdlt like throwing up.



When asked to summarize what she learned about emotiond expresson from the
incidents described, she stated that she learned to deny her ingtinct to cry. She stated that
if she dlows someone to see how he or she affected her, it causes her to lose power. In
addition she described her ability to stay calm and reasonable and point out illogica
Satements, resulting in othersinevitably gpologizing and increasing her credibility.

Anne

Anneisa50 year-old Caucasian woman who works as Manager of Process
Excdlence & alarge Fortune 500 company based in the Northeast. Anne has worked at
this company throughout her entire manageria career and described being the youngest
and firg woman manager the company had ever had.

Anne condders hersdf to be apioneer and is a the end of her career, assheis
planning on retiring shortly. She feds the need to mentor women and share her learning
experiences with the younger women managers. Thisinterest was evident in the way she
eagerly volunteered to participate in this research.

She described the changes in her organization’s culture over the course of her 17
yearsthere. Earlier in her career she believed that in order for women to be accepted into
management they needed to act like men. She fed s that women can be more open and
free now. Thisincudes expressng emotions, discussing feminine issues, or taking time
off for childbirth without repercussons. When asked to summarize what she learned
about emotiond expression from the incidents described, she stated that she learned it can
be acceptable to be emotiond at work but that it isimportant to be careful about to whom

you show your emotions.
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Annette

Annetteis a 36 year-old Caucasian woman who works as a Business Manager a a
plant of alarge, international company based in Switzerland. Annette described having
been the only woman among men for years, from engineering school to manufacturing
management. Annette was the first woman on staff at her company and discussed feding
like an outcast while gtting & atable full of men a meetings.

Although appearing quite strong and able to manage hersdf and others, she
described herself as unable to control the flow of tears. She stated that tears come
whether sheis sad or angry and that expressing her fedlings through tears has caused her
grest pain.

Annette described mae managers as having difficulty with women's emationd
expresson and the rule that crying at work is unacceptable. She discussed how she can
sy something exactly like aman yet be evaluated more negatively than the man. She
aso described hersdf as having a very readable face where her emotions are evident.
When asked to summarize what she learned about emotiona expresson from the
incidents described, she indicated the need to watch her emotions when reacting because
tears are interpreted as aweakness. In addition, she has learned to walk off by herself
before addressing anyone in order to cam down firs.

Catlin

Catlinis a49 year-old Caucasian woman who works as a Human Resources
Manager a asmdl company located in asmdl southern city. Caitlin has 22 years of
management experience and lived in many places while growing up in amilitary family.

She described the importance of not showing your emotions at work because of the
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subsequent perception of weakness and loss of power. Specificdly, she discussd the
necessity to be acam, rationd peaceful person who could arbitrate and turn anything
into awin-win gtugtion.

Caitlin gives the impression of being a determined, strong-minded and extremey
intuitive person, yet she describes having to have been told to stland up for hersdlf and to
avoid crying a work. She described having to continudly navigate the culturd
expectationsin her workplace, sometimes being expected to act like aman and
sometimes like awoman. It isimportant to her that everybody is not trested equadly, and
that individua needs and persondlities are taken into congderation in order to work with
each person in the mogt effective manner.

In addition, Caitlin argued that emotiond expresson is often beneficid when it is
gppropriate. 1t may make others fed better to see her expressing an emotion which they
are unable to express or it may leve the playing field when aman is crying to see her cry
with him. In summarizing what she learned about emotiond expression from the
incidents described, she indicated the importance of not showing any of her emotions as
well as the importance of context. In certain Stuations, emotiond expresson may be
accepatable and helpful.

Erica

Ericaisthe Director of Marketing for alarge manufacturing company based in
Germany. Sheworksin an industry where men are the mgority. She grew up in the
south of the United States and gppears as someone who is composed, prepared, and calm.
She was the most highly educated of dl the participants, having completed her masters

degree as wdll as coursework towards a Ph.D.
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Erica described the importance of being true to onesdlf, however, smultaneocudy
indicated that showing emotionsis aweakness and that a woman must sometimes
override emotions and think with her head, not her fedings. She discussed the
importance of being strong in a business situation, and directing her fedingsingead of
alowing her fedingsto direct her.

She atributed her ability to put her emotions aside to her practice of separating
her businesslife from her persond life. In other words, she finds it easier to maintain
control over her emotionswhen it isabusinessissue. To help her separate business and
personal issues, she keeps “people more a an arms length or distance’ and avoids getting
close to them, often assuming that they have hidden politicad agendas.

In summarizing what she learned about emotiond expresson from the incidents
described, she described the need to be prepared, to maintain camness, “and don't ever
let them see you sweet.”

Jane

Jane works as the Human Resources Coordinator at one of two plants for asmal
company based in the southeastern United States. Jane, at 27, was the youngest of dl the
participants and had been in her pogtion, her first management position, for two years.

Jane appeared as an extremely cam, methodica and composed person. She
described the importance in a human resources position of being “unsympethetic.” She
expressed the need to appear impartial so asto avoid the appearance of favoring one
employee over another. She discussed her redization that people will not like her

because of her pogtion and the resulting lack of authenticity brought about by denying

her fedings.
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In summarizing her learning, Jane indicated the need to be impartid, treat
everyone the same, disregard peopl€ s opinions about you, and to do things you may not
agree with.

Maria

Maria, a 45 year-old Caucasan woman, isthe Manager of Process Engineering
for alarge, internationa company based in the United Kingdom. Mariagrew up inthe
Southeast United States and has dway's been in the minority mainly working with men.
She discussed |learning about normsin amae work environment, one of which isthat
confrontation is normal.

Maria attributed some of her attitudes toward emotional expression and working
with men to her upbringing. She was raised by a mother who aso worked as an engineer
and primarily with men. She described her mother having discussed stressin a postive
way and never spesking in terms of being victimized.

Maria s opinions about emotiona expresson were drikingly different than those
of the other participants. She described learning that men need an open conflict to
understand where boundaries lie. Confrontations establish what is gppropriate behavior
and what is not, and therefore she eagerly embraces confrontation as away to work out
differences. lllusgtrating her opinion, she stated, “1 just went off on the guy and it was
wonderful.” Maria stated that whenever she has expressed emotion at work it had always
worked out with a positive outcome. In sum, Marialearned continued confidence in the

accuracy and gppropriateness of her emotions and emotiona expressons.
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Nicole

Nicole is a 53 year-old Human Resources Manager at a manufacturing company
inasmdl city located in the Southeastern United States. She was the first womenin
labor relationsin the company. She described hersdf as atomboy, having grown up
playing with dl the boysin her neighborhood and preferring games traditiondly played
by boys rather than those of girls. She dways viewed men and women as equa and saw
no differences between her mother and father.

Nicole described her shock during her first job after college in 1972, when asthe
only professond woman at ameeting with men a similar levels, they turned to her
expecting her to get them dl coffee. Her reaction was an emotiond one, and she redlized
then the extent of differencesin gender roles and how it might affect behaviord
expectations at work.

Nicole was the only woman manager for years, and described learning the
following: Men are uncomfortable when women display emations, if you get emotiond
you lose dl your ground, awoman has to control her emotions because if she does not
she will be percelved as volatile, weak, or hystericd. In addition, Nicole stated that she
learned quickly that in this unionized mae-chauvinigtic world it was important to appear
fair and sympathetic without appearing motherly, nurturing, upset, or wesk.

Sephanie

Stephanieis a44 year-old Caucasian woman working as a Human Resources

Manager for asubsidiary of alarge, Fortune 500 company. The company isbased in

Northeastern United States but the subsidiary and her plant are located in asmall



Southeastern city. Stephanie described growing up as atomboy and asthe only femdein
her household. She stated that she interacts better with men than with women.,

Stephanie comes across as confident, capable and assertive yet described having
been told to be more assertive at work. Shetells of learning that “you’ ve just got to be
out there and in peopl€ s face or they don't consider you to be competent no matter what
technicd skillsyou have” She stated that while men advance in their careers through
establishing relationships, the women who have moved forward are the ones thet are
more forceful and strongly assertive in addition to being technically competent.

Stephanie stated that the appropriateness and effectiveness of emotiona
expression depends upon the person with whom you are interacting and that thisis
learned by trid and error with each individual. However, she labded the importance of
emotiond neutrality in human resources as the need to be “ The Rock of Gibrdtar.”

She described women who grew up in the Southern United States as being more
nurturing, as opposed to women from other parts of the country and from Europe who
appear more professond in demeanor. She assarted that the nurturing women are
limiting themsdlvesin their career progresson. Stephanie sums up her learning by
gtating the need to be forceful and aggressive appropriately, as determined by the
particular context.

Virginia

Virginiais a 36 year-old woman working & a plant of asmall Southeastern U.S.-
based company. Her position mainly conssts of human resources duties, however, her
job titleis Office Manager. Virginia described having learned about emotiona

expresson primarily through observing other femae employees. She noted the difficult
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position women managers were in because if they are not forceful nobody listens but if
they are forceful and assertive they are perceived negatively.

Virginia aso described having learned that emotiona expresson will result ina
loss of power and lower performance reviews.  She believed that her emotiona
expresson was percaived as alack of maturity. Virginiais unhappy in her present
position because she fed s it lacks advancement opportunity and islooking for anew
position.

Although the number of managersin this research study was ten, the unit of
andysisin this sudy was the criticd incident. Each manager was asked to describein
depth at least two criticad incidents. However, many provided more than two. Thetotal
number of criticd incidents was forty-two (42). Each of these examples given by the
participants occurred with aman. Table 2 presentsthe list of these critica incidents
organized according to the manager who provided them.

Table 2: Ligt of Critica Incidents by Manager

M anager Critical Incident

Ann Mae manager blowing up at her
Her job offer

Termination of employee
Counsding employee

Disciplining Sudents

Man cutting line a convenient store
\Woman driver

Anne Termination of employee
The project

Anger with boss

Annette The reorganization
Performance evaluation

The promotion

Catlin Sergeant Mgjor’ s feedback

Truck drivers crying

Erica Boss' negativity regarding product

Computer purchase disapproval
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Co-worker’ sjedousy
Computer with persond emails

Disciplining employee

Plant manager’s orders

Showing emations in sexud harassment
investigation

Crying in bathroom

W RPIkhow

Co-worker harassment
Difficult co-worker

Magor layoff

Handling problem project
Joking with angry employee

Maria

Get the coffee

Weatch the language in front of the woman
Reacting to sexud harassment investigation
Accusation of biasin sexua harassment
investigation

Quick grievance meeting

Emotiond grievance medting

Upset employee

Nicole

ALODNRPORMLONERRA

Stephanie Assertiveness feedback from boss
Poker face boss

Candid feedback mesting

Virginia Forceful plant superintendent
Ralling eyesin meeting
Termination of employee

Performance review

PWONPRWNREINOO

Data Collection

In qualitative research, data are collected in three ways. (1) in-depth, open ended
interviews, (2) observations, and (3) written documents (Patton, 1990). According to
Patton (1990), quditative data includes:

direct quotations from people about their experiences, opinions,

fedings, and knowledge . . . detailed descriptions of people's activities,

behaviors, and actions . . . excerpts, quotations, or entire passages from

. . . records, memoranda and correspondence, officid publications and

reports (p. 10).




To collect datarelevant to the research questions, semi-structured interviews were
the primary method of data collection in this study. Interviews were effective because
they alowed the researcher to gather in-depth information and explore the participant's
world (Merriam & Simpson, 1984). Interviewing alowed me to learn more about a
phenomenon that was not directly observable.  Using a semi-structured interview, some
open-ended questions were prepared so that the same information was obtained from dl
participants. However, thisformat provided a framework from which | could remain
flexible, probe further in particular areas as needed, and be responsive to each participant
(Merriam, 1998; Patton, 1990).

Critical incidents

Data were collected in the form of critical incidents. The critical incident
technique was developed by Flanagan (1954) for use in the United States Air Forces
during World War 1. The technique was used to gather specific incidents of effective or
ineffective behavior anong fighter pilots. Fanagan described the critica incident
technique as“ a sat of procedures for gathering important facts concerning behavior in
defined Stuations’ (p. 335).

Flanagan defined directly observable incidents as * any observable human activity
that is sufficiently complete in itself to permit inferences and predictions to be made
about the person performing the act” (p. 327) and having a clear purpose and
consequences. Theincidents can however, be reported from memory. Angelides (2001)
asserts that mgor events only become identified as critica after the event, upon
reflection, which makes this gpproach particularly suited to a study of learning.

Consequently, we can only examine those mgor incidents later by interviewing the
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participants. Since this research sought to understand managerid behavior in defined
Stuaions, the critica incident technique was gppropriate.

Boyatzis (1998) describes this variation of the critical incident technique as
gorytelling and asserts thet it can be a valuable source of quditative informetion.

Ellinger and Watkins (1998) aso offer avariation on the traditiona form of the critical
incident technique as presented by Flanagan. Whereas Flanagan's (1954) verson
approached research from a postivigt framework, emphasizing objectivity, the critica
incident technique can also be successfully used from a congtructivist framework
(Ellinger & Watkins, 1998). The congtructivigt gpproach aims to understand experiences
from the point of view of the participant and takes context into account. Thus Ellinger
and Watkins propose the use of the critica incident technique as a method which not only
dlowsfor the counting of incidents, but aso enables the researcher “to develop rich
narratives of critica incidents that capture both context and meaning from the perspective
of the respondents’ (p. 288).

This research followed guiddines Hanagan (1954) advised regarding essentid
geps to increase the vaue of the criticd incidents. The author outlined five main seps
that form the procedures associated with this technique. These sepsinclude: 1)
edtablishing the generd ams of the activity, 2) developing explicit plans and
specifications for data collection, 3) collecting the data, 4) andyzing the data, and 5)
interpreting and reporting the data and findings (Hanagan, 1954). Each of these stepsis
further discussed below.

The first step, establishing the generd aims of the activity, was described by

Flanagan (1954) as abasic necessary condition - afunctiona description of the generd
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amsof theactivity. Thisrefersto the precise specification of the objectives and function
of the critical incident as well aswhat is and is not necessary to do. To accomplish this
fird sep in this study | established the objectives and presented each participant with
them prior to the interview (refer to gppendix).

The second step in the critical incident process is the devel opment of
specifications or precise indructions. These precise ingructions were devel oped prior to
conducting the research and were described for the reader and presented to the
participant. These ingructions included the information about critica incidents and what
guestions they were to be asked. The participants were provided this dong with generd
information about the study and its objectivesin order to help the participant focus on
incidents that were critica to their learning about emotions in the workplace.

Colllecting the datais the third step described by Flanagan (1954). He discusses
the importance of procedurd decisons, trying out questions, maintaining anonymity, and
applying criteriato theincidents. In addition, the questions must refer to the generd am
of the activity. This research met this step because the questions were devel oped in order
to meet the objective and were tested and improved upon through multiple practice
interviews. This helpsto ensure that criteriawere satisfied.

The fourth and fifth stepsin this process are analyzing and interpreting the data.
The purpose of the fourth step is to summarize and describe the data in order “to increase
its usefulness while sacrificing aslittle as possible of their comprehensveness,
specificity, and vdidity” (p. 344). Thefifth gepisto interpret and report data. To avoid
problemsin the last two steps Flanagan (1954) describes the necessity of identifying a

framework, selecting the level of specificity, and studying each step to account for biases.



In this study | accomplished this by developing atheoretica framework, as discussed in
Chapter 1, discussing level of specificity in Chapter 3, and accounting for biases, as
discussed in Chapter 3.

In order to help me to use the critica incident technique to understand the
experiences from the participant’ s point of view, the interviews were conversations where
the participants were asked to describe key examples and times when they recdll having a
strong emoationd reaction in the workplace. They were asked to describe in detail the
context, behavior, effect of behavior, and learning that resulted from thisincident.

The sami-gructured critical incident interview was guided by the following
question: Recdl two or three critical incidents that occurred a work which were critical
to your learning about emationd expresson in the workplace. These incidents should be
ones that you believe were insrumenta in shaping your understanding of what isand is
not appropriate emotiona expression in the workplace.

The participants were then asked to describe the following for each incident:
What happened? What or who triggered your reaction? How did you actudly fed and
what did you express? What did you learn from this experience about emotions and
work? Why did you select these incidents to discuss? In what ways did these incidents
affect your work performance? Can you give me an example of an incident where you
goplied your learning?

In addition the participants were asked the following question: Do you recall ever
being given messages about what is gppropriate expression of emationsin the workplace?

If so, please describe.
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Basad on this information provided, ten semi-structured interviews were
conducted. Interviews averaged fifty to Sixty minutesin duration and continued until ten
interviews were completed, a which point saturation was resched; little information was
found (Creswel, 1998). Mot interviews were conducted in the participant’ s office,
except for two in auniversity office, and one in a participant’ s house. Geographicdly, dl
of the interviews took placein Georgiain varying locations from urbanto rurd. To
facilitate discussion of emotiondl incidents, dl interviews were conducted face to face for
amore persona atmosphere. Interviews were conducted between June, 2002 and
September, 2002.

During the interviews, a tape recorder was used to record the interviews. The
interviews were then transcribed using a word-processing program and were formatted
with line numbers. Fied notes and aresearch journa were kept for the purpose of
recording additiona information that was both descriptive and reflective (Bogden &
Biklen, 1988). Thisinformation included such things as non-verbd cues, persond
observations, characteristics of the participant and setting, and post-interview reflections.
These tools helped to serve as an audit trall to add reliability to the study.

The next section, data andysis, describes the last step in the critica incident
technique, where rich narratives enabled me to look at themes among the beliefs and
behaviors of the participants.

Data analysis

The congtant comparative method of data andysis was used to andyze the data of

thisstudy. Anaysisof theinterviews occured throughout the data collection processin

order to alow me to reflect on the interviewing process and to enable the data collection
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and andysisto influence each other (Glaser & Strauss, 1967). Dataandysisis“the
process of making sense out of one's data’ (Merriam, 1998, p. 178) by searching and
arranging notes, transcripts, and other materids, working with data, organizing and
synthesizing it, searching for patterns, and deciding whet isimportant (Bogdan & Biklen,
1982).

In qualitative research, interpretation yields knowledge that illuminates and
facilitates understanding (Patton, 1990). Quadlitative interpretation begins with reveding
meanings. The researcher asks questions of the data such as, “What does this mean?’
“What doesthistell me about the nature of the phenomenon?’ These quetions require
the researcher to go back and forth between the data and his or her perspective and
understandingsin order to make sense of the data (Patton, 2002). Similarly, Strauss &
Corbin (1998) describe data analysis as the interplay between researcher and data.

Data andyss of these critical incidents involved continual examingtion of the
data and sorting of the critical incidents into categories and subcategories (Cseh, 1998;
Fanagan, 1954). Themes began to emerge after only oneinterview. Then with each
subsequent interview, findings continued to emerge. The process of the congtant
comparative method entailed organizing and getting a sense of the data (Petton, 1990).

After the data were organized, forma analysis began. The transcripts were read
repeetedly in order to identify recurring patterns and incidents (Glaser & Strauss, 1967,
Petton, 1990). After aninitial reading of each transcript, | looked for units of meaning in
order to code the data and indicate in one or two words the essence of the unit of meaning
(Maykut & Morehouse, 1994). | looked for recurrent issues and themes and noted them

first on the transcript and then on a separate piece of paper. On this separate paper |
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recorded themes adong with accompanying location of the data supporting the theme.
Thisincluded the particular transcript and line number. These themes were congtantly
compared with those from other interview transcripts. Thus the next step entailed
continually comparing the stories and experiences shared by one participant with that of
another. The reading and comparing processes ddlinegte patterns or incidents which then
become the basis for categories (Guba & Lincoln, 1994).

After apreliminary group of categories was established, | reviewed the groupings
S0 that the items in each category did not overlap with other categories. Two tableswere
created, one for each research question, incorporating themes that addressed that
particular research question.  Subsequently, themes within tables were compared in order
to combine any overlagpping themes. After themes and categories were delineated, |
theorized about ideas and concepts and generated logica explanations (Strauss & Corbin,
1998). Thisongoing data andys's concluded when the same patterns or information
emerged and the categories reflected the purpose of the study (Merriam, 1998).

In this research, andyssinvolved examining gendered behavior at work.
Emotiona expression was understood as areflection of the participant’ s construction of
gender and acting out of workplace agendas. This research determined the nature of
established practices that serve to further entrench gender in the manufacturing culture.
Anayss examined the details of the hidden agendas around emotiona expression and the
established practices with emotions that reproduce gender roles. Thisalowed for a

reconstruction of our society’ s conceptudlization of women and emotional expression.
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Reliability and Validity

Issues of reliability and vaidity are important research considerations. They
alow the reader to trust research results and indicate strict rigorous research standards.
Rdiahility refersto the extent to which research findings can be replicated. Interna
vaidity questions how much research findings maich redlity and externd vdidity
addresses the extent to which the findings of one study can be gpplied to other Stuations
(Merriam, 1998).

Regardless of the type of research, assessing the reliability and vaidity involves
examining the component parts of the research, through careful attention to a study’s
conceptudization, data collection, analys's, interpretation, and presentation of findings.
How one ensures rdiability and vdidity in quditative research differs from that of
quantitative (Merriam, 1998). For example, if obtaining understanding of a phenomenon
isthe objective, asis the case with quadlitative research, the criteria for evauating
religbility and vaidity will differ from a quantitative sudy in which the god isto
discover alaw or test a hypothesis.

Expanding on the differences between quditative and quantitative criteria for
reliability and vdidity, Wolcott (1994) argues that congdering vdidity in quditative
research isabsurd. Qudlitative research differsin philosophy from the scientific
paradigm, and, instead of vaidity, he seeks “something ese, aquality that points more to
identifying critica dements and wringing plausible interpretations from them, something
one can pursue without becoming obsessed with finding the right or ultimate answer, the

correct version, the Truth” (p. 366-367). What Wolcott seeks is understanding.



Merriam (1998) dtates that ng the gap between collected data and redity is
an ingppropriate determinant of validity for qualitative research because the assumption
“underlying qudlitative research is that redlity is holigtic, multidimensond, and ever-
changing” (p. 202). Thus, the understandings sought are individuas constructions of
redity. Therefore, the validity rests on the researcher’ s demondiration that he or she
represented the participants congtructions of redlity effectively. Since the quditative
researcher isimmersed in the participant’ sworld, the proximity of the researcher to the
participant’' s redlity increases the internd validity of the research. In thisstudy, | tried to
increase the vdidity by sharing tentative themes and findings with the participantsin
order to obtain feedback. Thiswas intended to help ensure that | was representing their
world accurately. | sent these themes, dong with explanaions, to five of the participants
that 1 thought would be interested in examining them and that would provide feedback.
However, none of the participants provided any feedback.

Both externd vdidity and rdiability are problematic in the socid sciences
because people think about them in terms of an experimenta study. In an experiment,
generdizability can be ensured because the same design and conditions can be repeated.
Rdiahility is based on the assumption thet thereisasingle redity. However, in
qualitative research, reproducing findings and gpplying them to other Stuationsis not the
objective. Small samples are used precisely because the researcher seeks an in-depth
understanding of the particular individuas, rather than what is true of multiple people
(Merriam, 1998).

Gubaand Lincoln (1994) argue that the idea of generdizability should be

replaced with one of fittingness. They explain that human behavior is never context-free
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and we should therefore “think not in terms of generdization, but of working hypotheses
that fit more or lesswell into a context other than the one in which they were derived” (p.
118). These hypotheses can only be understood within the particular originating context.
Smilarly, Merriam (1998) suggests that instead of examining the potentia for
reproducing results, one should question the consistency of the results with the data
collected.

In order to increase the fithess of the sudy, or the vdidity and reliability, Merriam
(1998) makes saverd recommendations for researchers. Firg, it isimportant to explain
one' s assumptions, biases, and theoretica orientation behind the study. Second, the
researcher should present the basis for the selection of the participants. Third, the socid
context from which data were collected should be described. Fourth, the researcher
should use triangulaion. This entails the use of multiple methods and multiple sources of
data collection and andlysis. Fifth, member checking involves taking data and
interpretations back to the participant to examine their plausibility. In addition, the use of
an audit trail describing in detail how data were collected, how categories were derived,
and how decisions were made, will enhance the vdidity and reliability of the study.

All of these dtrategies were used in this research. Researcher assumptions, biases,
and orientations were presented earlier in this chapter. The second recommendation,
presenting the basis for selecting participants, is met in the sample selection section.
Third, after the data were collected, a participant profile was developed and included in
this chapter. This profile describes the participants, their organizations, and their

differing demographics.



In order to achieve triangulation each participant was asked to present two or
three incidents. In addition, an audit trail was maintained throughout the data collection
detailing research methods in order to incresse religbility (Angdides, 2001; Lincoln &
Guba, 1985). This included maintaining detailed notes of the process and what was
accomplished. In addition, field notes and a research journa were kept for the purpose of
recording additiond information that was both descriptive and reflective (Bogden &
Biklen, 1988). Thisinformation included such things as non-verbd cues, persond
observations, characteristics of the participant and setting, and my post-interview
reflections. Thesetools helped to serve as an audit trail to add reliability to the studly.

Member checking occurred twice. In thefirst instance each participant was given
the opportunity to review the transcribed datain order to ensure accuracy. In the second
member check participants were shown tentative themes and categories in order for the
researcher to obtain feedback

The trustworthiness of this study, or the vdidity and rdligbility, was enhanced by
following the above grategies. By employing the recommendetions above | strived to
ensure that my findings were congruent with redity, that the findings captured what was
redly there, and that | observed what | had intended.

Methodological limitations and researcher bias

Inherent in the strengths of quditative research are some limitations. Although
the methodology isided for in-depth understanding of the lives and redlities of
participants, it lacks generdizability in the traditiond sense sinceitislimitedto a
particular time and place and particular circumstances (Wolcott, 1990). Its bounded

generdizability, sample sdlection method and small sample Sze, and data collection
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methods each contribute to the potentid of the study’ s findings to be applied beyond the
participants involved.

In addition, there are limitations resulting from researcher bias. Researcher biasis
aconcern because in a quditative study the researcher isthe primary insrument of data
collection and interpretation. This places great power in the hands of the researcher to
approach and interpret data from his or her framework. Merriam (1998) describes the
limitation of the investigator as *being human, that is, mistakes are made, opportunities
are missed, persond biases interfere’ (p. 20). Similarly, Bogden and Biklen (1998)
suggest that the researcher acknowledge the limitations of controlling for persond bias.
The authors describe the difficulty of separating one' s research from one' s beliefs,
values, and experiences. Therefore the researcher must seek out his or her own
subjectivities throughout the entire research process and be aware of fedlings, reactions,
and thoughts and how they might influence the process (Peshkin, 1988).

A way this process was encouraged was to articulate these subjectivities at the
dart of the research. This asssted mein the effort to increase my awareness of my
beliefs 0 that | monitored their effects on me throughout the duration of the research
process. This enabled me to present the participant’ s viewpoints as accurately as
possble. Inthisven, | explicitly presented my positiondity, subjectivities, values,
beliefs, and thoughts regarding the derivation of my persona framework.

My subjective view of the world isaresult of a combination of influences.
Whereas many people congder race, class, and sexudity the main factors influencing
one's perspective, | believe that religion and ethnic background play akey role aswell.

In many respects, when people look a me and think they see a mainstreamed, privileged,
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middle class, white heterosexud woman, with concordant vaues, they are partly correct.
However, religious and/or ethnic background plays an important role in incul cating
valuesto aperson. Because | was raised Jewish in a Chrigtian country, and had one
parent that was born in another country, my subjectivities are somewhat representative of
aningder’sview while dso indicative of an outsder’s view.

| believe that our culture has put too much emphasis on the rationd, discrediting
the emotiona as bad or irretiond. | fedl that emotions are natura, continuous,
acceptable, and should not beignored. | generdly vaue dl traits or ways of being that
occur naturaly more so than those that are produced or manufactured, regardless of the
purpose. | think there is something to be learned from our emotions, for they tell us how
wetruly fed, and may prove helpful in any setting, including that of the workplace.

| believe that emotiona expression is both biologica and learned, and that it is
therefore changesble and can be improved upon. Cultural vaues and upbringing grestly
influence one' s vaues and practices around emotions and their expression. My vaues
gem from ethnic and geographica cultures that have encouraged my belief in the naturd
expresson of emations. This may be very different from what others have been taught,
and will certainly influence me asthe researcher.  1dentifying and describing my
perspective will help me monitor my thoughts, responses, and fedings to prevent
contamination of the study’ sfindings.

In addition, | also worked in the cagpacity of a human resources manager within
the manufacturing environment. | am aware of the emationd requirements and the
context of working in apostion such asthisone. Thisinsgder Satus may facilitate

understanding of participants viewpoints, yet may aso prove limiting in deta collection



and anadyss. Acknowledgement of this potentia bias will help to control for any
limitations it may provoke. Throughout the duration of this research it was important to
carefully attend to my thoughts, feglings, and reactions in order to prevent contamination
of the sudy’ sfindings.

Chapter Summary

This study used a qudlitative research design in order to explore how women
managers learn about expressng emotionsin the workplace. Ten interviews were
conducted until the point of saturation. Using semi-structured interviews, | asked women
to recal incidents in the workplace that were criticad to their learning about emotiond
expresson.

Participants were recruited from referrds and from gppropriate venues including
professona associations and meetings. Sdlf-recruiting and the snowbal method both
contributed to locating participants who fit the criteria of women managersin
manufacturing.

Interviews were tape recorded and transcribed. The data were andyzed using the
congtant comparative method in order to determine categories, themes and meanings.
After the analyss, findings were presented to participants and peers for purposes of

reliability and validity. Findingswill be presented in the next chapter.
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CHAPTER 4
FINDINGS
Introduction

The purpose of this study was to understand what women managers learn about
emotiona expresson in the workplace and how this knowledge isgained. Theresearch
questionsincluded the following:

1. What do women managers learn about expressing emotions in the workplace?
2. How do women learn what emotions are appropriate to express during their work?

This chapter presents the findings of the study in two sections. Thefirst section
addresses the first research question and describes what women managers learn about
expressing emotions in the workplace. The second section addresses the second research
question 1.

The findings are separated by research question because research question one
addresses the content learned whereas research question two is about the process the
participants used to learn the content. Thus the intent of separating the findings by
research question is to present the findings more clearly and ensure the reader does not
get entangled in the data
What women have learned about emotional expression in the manufacturing workplace

Table 3 ddinegates overdl themes that represent the data addressing what women
learn about emotiona expression (research question one). The table dso provides a brief
explanation and example for each theme. What women learn about emotiond expresson

includes
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1. Thenecessity of maintaining a*“poker face’ or gopearing emotiondly neutrd.

2. Theuse of emotions as adtrategy of influence.

3. The double-bind that women are faced with from the Smultaneous expectations

that they behave according to gender roles yet dso act like men.

4. Theimportance of authenticity in emotiona expresson.

5. Theimportance of the Stuation for determining gppropriate emotional expresson.

Table 3:What women have learned about emotiona expressionin the workplace

Resear ch question 1: What islearned about expressing emotionsin the workplace?

Themes

Explanation and Examples

1. Necessity of “poker
face”

Emotions must not be evident on one' s face

Human resource employees require more “poker
face” than non-HR

2. Emotion as strategy of
Influence

To control emotions maintains credibility/authority, while
to display emotions causes one to lose authority
In some cases, the loudest yeller wins

3. Double-bind

Women are in a catch-22, needing to be both

aggressive, like aman, but not too aggressive, because

of being awoman.

If perceived as too aggressive they receive the label “bitch.”

4. Importance of
authenticity

To express emotions different from their true emotion
feds inauthentic

Some participants feel badly about

this discrepancy and insist on remaining authentic.

5. Situational dependence

The appropriateness of emotional expression depends
on the particular situation as well as the person
involved.

Necessity of “ poker face’

Many of the participants expressed the importance of neutrality in emations, or

maintaining a“poker face” Ther workplace cultures expected that employees show no

evidence of emotion on their faces at any time. It apparently did not matter if the

emotions were negative or poditive, athough this was more true for negetive emaotions.



There seemed to be an unquestioned understanding that a stoic expression was the
appropriate one while at work and that it carried a connotation of amore professona
gppearance than did any expresson of emotions. This neutrd facial expresson wasa
surface requirement, meaning that only facid neutrality was expected regardless of true
inner fedings.

Thistheme of emotiond neutrdity or “poker face’” was particularly important for
those working in the human resourcesfield. Their emotion work was a need to maintain
apoker face for purposes of liahility rather than organizationa culture or display rules.
For example, they were concerned that if they showed emotions during a sexua
harassment investigation they would not gppear impartid, thus representing the
organization as favoring one employee over another. ThisHR phenomenon is explained
in the section “job role’ (under research question 2) because they learned this through
their job role.

When answering a question about the acceptability of expressing emotion in her
position, Stephanie described the importance of astoic facia expression in order to work
with multiple employees:

Asfar asdisplaying my own emotions, | don't think that’s good for

an HR professond. But asfar as being compassionate and

concerned and convening an emotiona link with whomever you are

working with on any subject, that iscriticd. Soit’slike you haveto

bottle everything up that you are sitting on. Y ou have to be the

Rock of Gibrdtar.

121



122

Virginia described being in a meeting and getting “adressing down” by a
manager and having a hard time avoiding crying. Sherolled her eyes and told of having
a“readable face,” the related feedback she received from a colleague, and the subsequent
improvement in performance reviews.

| have aface, that unlessI’'m very careful, you can read what' s going

through my mind. | have very bad habits of rolling eyes and that

kind of thing, which iskind of dangerousto do in amesting. . .

| was trying very hard not to cry and was probably making horrible

faces. After it wasdl over, one of the girls that worked with me

took me aside and she said, “Y ou know, it’s only going to hurt you

if you show thison your face” ... So after that | redly made a

concentrated effort to keep a blank face as much as possible and

not register what was going on ingde. . . And | seem to have

gotten, once | started doing that, not showing any kind of overt

emoation, | got better reviews.

Caitlin discussed how she “was showing what was going on a home at work,” for
example, burgting into tears when someone was talking to her. In her comments she
suggested that stoicism was equivaent to professondism: “1 think people expect a
certain professonaism, or a certain stoic gppearance that implies that you are
professond and implies that you are focusing on what you are supposed to be focusing
on at work.”

Annette, when discussing what she sees as the rules of emotion in her workplace,

refersto arequirement of anon-emotiond state regardless of the emotions:
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Emotiond rules. Itisnot acceptable for afemdeto cry in the

workplace. Women tend to show more emotions than men, on the

good things just as much. . . | dwayswant to celebrate. . .they say,

“why”?. . Whether I’'m happy, sad, angry, or whatever, you can read

itinmy face. You're not supposed to be readable at work.

In sum, many participants described the belief that the gppropriate expression of
emotions in manufacturing isalack of emotion. This* poker face” impliesthet oneis
professiond, serious, and a hard worker. This theme gppeared more commonly in those
participants working within human resources because of the need for them to appear
neutra and impartia toward employees. The next theme is a subtheme of “poker face.”

Mal e avoidance of female emotional expression

A subtheme of the need for a“ poker face’ istha mae supervisorsin this sudy
not only did not want to see emotiona expression, but that it also made them so
uncomfortable that they refused to addressit. Participants mentioned that male managers
seemed particularly uncomfortable with crying and that they “send crying femalesto HR
to deal with.”

Caitlin discussed mae managers unwilingness to ded with emotions, stating that
when an employee gets emotiona amae manager will bring the employeeto HR. She
described this reaction male managers have to emotiond expression:

If an employee, mae or femae, Sarts getting emationd, the first

thing amade manager will do ishugtle them to HR — “just get them

away fromme.” . .. 1 think alot of the maes ill in management

are very uncomfortable around emotions. They're certainly not



going to show theirs so we don’'t want any. Soit'sjust if there

isan emotiona issue, makeit go awvay so | don’'t have to dedl

withit. It may befire the person, get them to HR, it'sjust get

them away from me.

Annette was tdlling the story of her promotion and how she began to cry out of
happiness. She described being the only femde in a manufacturing environment and how
the men are uncomfortable with any display of emation:

So it isan old manufacturing facility, and being afemde, stting & the

table with agroup of men, you'rekind of the outcas. . . Theré salot

of men, like my boss, when he saw the tears coming down my eyes

after he told me about this change. They don’'t wanna ded with

emotion. They want to close the book and move on. “Okay, | see

you're upset. Okay thisisthe way it's gonnabe’ and they get up

and leave. Not, “oh | seeyou're upset, here' s some Kleenex. I'll

be back”. . . And | think that the more and more women arein the

workplace, that they have a harder time deding with women's emotions.

Virginiawas describing how her performance gppraisals had improved. She
attributed this to her active attempt to be less emotiona because her boss was
uncomfortable with emation: “I think emotiondity, especidly in awoman, makes them
fed uncomfortable. They want to keep it under the table. Go away, | don’t want to hear

about it.”
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Nicole suggested that women are better able to deal with emotions than are men
and that male managers ask her, as the Human Resources Manager, for advice on deding
with emotions.

Usudly guys are very embarrassed in dedling with women managersin

particular. A lot of timeswhen | have to coach a manager to dedl

with a performance problem with a woman, whatever that performance

problem is, invariably, one of the things he Il say is, “what am |

going to do if she starts crying, what am | going to do if she starts

ydling a me'?

This sub-theme illustrates a phenomenon described by this study’ s participants of
the perceived discomfort experienced by male managers towards the emotional
expression of female employees. Mae managers did not want to acknowledge that their
female employees have emotions and did not know how to react when they saw emotions
such ascrying. Asin“poker face” the men preferred that the women did not display any
emotion.

Another interesting finding is that dl of the criticd incidents the participants
provided were examples of them engaging with men. In addition, most of the critica
incidents involved negative emotions. | am noting this observation under the poker face
theme because it may relate to men' s expectations of women's emotiona expression.
Further discussion of this observation isin the conclusons. The next themeis the use of

emotion as adrategy of influence.
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Emotion as a strategy of influence

Many of the participants discussed emotiona expression in terms of power
dynamicsin awork relaionship. Some described how men express emotions as away to
increase power and others discussed their loss of power as aresult of expressing emotions
in their workplaces. Thislatter theme differs from that of poker face because the women
are suggesting not that neutrdity of emaotionsis professond, asin the * poker face’
theme, but that expression of emotions such as crying causes them to lose power.

Ann told of aStuation where aman was screaming & her because he thought a
truck had not been unloaded properly. He was making her fed threatened and “blowing
up” a her to the point where she was afraid he might hit her. She thought he was trying
to yell loudly enough that it would cause her to back down and unload the truck the way
he wanted it done. She knew that if she expressed her true emotions at that moment that
it would result inalossof power in that relaionship:

| was shocked. | was hurt. | was embarrassed. | was scared. |

wanted to cry but | knew if | did that | lost. Therewasacertain

stubbornness and pride that | will not let you seemecry. | will

not alow that because that would be like giving you avictory that

| don't fed like giving you right now. So even though | was

feding it dl ontheingde | made surel wasn't showing it on

the outside because | didn't want to give him the satisfaction.

| think in the back of my head | wasthinking . . . if | cried that

| would lose status and power. . . so what he saw was someone

who was staying very calm and reasonable. . . It got me some
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credibility from him when he saw that he just couldn’t bresk me

by ydling a me,

Caitlin was referring to showing her emotions at work because of issues at home
and suggested that it hurt her credibility. She described the need for women to avoid
emotiona expression because men will attempt to use women's expression of emotion
againg women, while men’s emotiona expression can be used to gain men power:

Men in the workplace very much will try and get femadesto

show emotion, they’re more powerful, it's a power play, and we

are guilty of dlowing it to perpetuate. Becauseif | cried out of

anger and somebody saw me do it, | would alow them to think that

they have gained some power because | would fed that | had

demeaned mysdlf. Well bull, what’ s worse about crying out of

anger than putting a fist through awal, but boy thet’s clever!

Nicole described her difficulty in maintaining her composure during a sexud
harrassment investigation and the importance of not losing power by showing emotions
injug such agtuation:

And | would get so upset . . . If you get emotiona or if you get

upset, you lose dl your ground. . . | learned very quickly there

that at any timeasawomanthat if | ... wasnot just totaly

blank in my expression that | would not get the respect from

the person.

Virginiaaso saw the expresson of emotions as something that resulted in aloss

of power. In reflecting upon her faciad expressions during a meeting, she redlized that
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having her emations so evident on her face hurt her: “Y ou weren't supposed to show any
kind of emotion or you gave away your power. Y eah, you gave away your power.”

Smilarly, Erica suggested that not showing your emotions would help you keep
your edge in aSituation: “To be prepared when you go into a Stuation that you redizeis
going to be highly uncomfortable, don’t ever let them see you sweat. Don't let them get
the best of you.”

Wheress the previous examplesillustrated how women might lose power by
showing their emotions, some participants discussed how men can gain power by
expressing emotions such asanger. It is a situation described by participants as “the
loudest yeller wins,” where two employees are arguing with each other, and the one that
keeps up the longest and the loudest is the one who gaines the edge, or the power in that
particular relationship. Every participant who discussed this mentioned only men
utilizing this method of gaining power.

Caitlin was describing a boss whom she felt was professond. She bdieved that
he used emotiond expression effectively and used this method of out-yeling when he
determined that it was the best way of dedling with a particular person:

He could somp and yell with the best of them when it was gppropriate.

We are in ameeting and you want this to happen and | want thisto

happen and we are going to yell and scream and whoever screams

loudest wins, but [he was] never emotiona when it wasn't appropriate.

He wasn't a congtant yeller, screamer, jump up and down. It was

when he was dedling with somebody who was and he fdlt that was

the best way to deal back with them, he would out —ydl them.



Ann aso described a boss who acted in the same manner, and how she would not
lose power by crying in front of him. He was calling her names and she wanted to cry
but she knew that he was yelling in order to get her to back down and do what he wanted.
However, she believed that in order to be credible she had to stand by her bdliefsthat a
product had to be unloaded and corrected regardless of the verba abuse he gave her:

So anyway, he blows up a me, he cdlls me names, he's unloading

four letter words. . . | just stood thereand | wantedto cry . . . No

one ever treated me likethat. | mean | honestly considered at one

point that he was going to hit me. . . he went off again and | redly

think he thought if he just yelled loud enough, and maybein the

past that had worked with other women, that if he just ydled loud

enough, then | would back down.

Stephanie described how her boss called a meeting between her and another
colleague to explain to them that they needed to change their level of assartiveness. They
informed her that she was not assertive a dl and that she needed to change that. She
since cameto believe that her lack of assertiveness resulted in aloss of power and that
being assertive changed her appearance and her effect on people:

They put me on the very low end of the continuum where | was not

assativea dl . . . sothat was aredly interesting learning for mein

that you've just got to be out there in people’ s faces or they don't

congder you to be competent no matter what technical skills you have.

In sum, this theme was one where the participants acknowledged that expression

of emoations, or lack thereof, can affect the levd of influence one has over another. When
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these women displayed emotions it often resulted in what they percelved as aloss of
power. When they were expected to react to something emotionally but did not appear to
react, it gained them authority, credibility, or influencein that relaionship. The next

theme is the double-bind experienced by women.

Double-bind

The term double- bind gpplies to a phenomenon described by many of the
participants where they are held to mae standards and their behavior is interpreted
differently than men smply because they arefemde. 1t is adouble-bind because they are
expected to act like the men, but at the same time they are evaluated more negetively than
the men for their Sereotypicaly mae behavior because they are female.

Annette was discussing how her emotiond expression affected her performance
gppraisa because her bosstold her on her review that she need to take emotion out of her
reactions. She described her belief that gender affected her performance evauation, as
sheis evaduated differently than men even though sheis displaying the same emations
and behaviors:

I'll tell you that aman out here can chew somebody out and get him

to do ajob and he's considered a hero. | could go out and say the

exact same words in the exact same tone of voice and I'm labeled

with aB [bitch]. I’'m labeled automaticaly even though he' s a hero.

Even though he may be an arrogant butt, he sahero. | go do exactly

the same thing and I'm labded with a B.

Nicole was discussing a sexud harassment investigation where she was accused

of not being impartid smply because she is awoman and would therefore Sde with the
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woman in the investigation. Nicole became emationd in response to this, raising her
voice and becoming red in the face, and believes that this increased the man’s
defengveness. Nicol€' s boss removed her from the investigation and he completed it
himsdlf. She discussed her learning from this event that it is important for her to be
careful because women's emotiond expressions are both perceived and evaluated
differently than thet of men's

| fet anger. | fdt frustration. | did not want to raise my voice. | think

it ismore 0 [like this for women] than for aman. A woman hasto

control her emotions because we are perceived as different. We are

perceived as volatile and highly emotiona and can either go into a

screaming fit or can gart crying hystericaly.

Virginia described an instance where a woman had tried to nicely reprimand some
men and they ignored her. She then determined it necessary to be more forceful about it,
and her behavior was evauated harshly because she was a woman appearing forceful and
aggressve:

They had a plant superintendent who was femae and it was very

interesting to me to see how she operated. She was very sweet and

nice, you know, please do this, please do that, but she had problems

with the employees because she wasn't aggressive or forceful enough

with them and you would hear conversations among the guys. They

would laugh behind her back practically. One day there was an

incident where two very big guys were out on aforklift and. . .

she had to go out there and call them down. They got in her face. |
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remember | happened to be over there for something. Wl she got

pretty nasty and said, “you will get off them, turnthe. . . off and

... tha'sit.” They backed down findly, but they made fun of her

for that. She was the bitch because she had to draw theline.

So it redly made an impresson on me. | thought, you can't comein

there as afemde wishy-washy cause if you do, you're going to get it...

you're damned if you do, damned if you don't.

Caitlin elaborated on the double-bind, describing the difficulty of knowing when
sheis supposed to act like a man and when she is supposed to act like awoman:

There are times that they want you to be aman and times they don't.

It'slike, could somebody please run up aflag so | will know which

one I’'m supposed to beright now. And it is hard sometimes to gauge

and that'swhy | think alot of times women test the water rather than

just jumping in because your firg inclination may not be correct and

if you jump in with both feet, it's hard to back out.

Stephanie agreed with the other participants in discussing the acceptability of men
displaying anger & work and the unacceptability of women displaying anger. When told
that some of the other research participants thought it was acceptable for men to display
anger, she interjected: “ Where awoman isabitch if she does that.”

Stephanie aso described asimilar type of double bind where women are required
to have superlative skillsin order to be percelved as equivaent to men, while they are
smultaneoudy required to maintain those qudities typically associated withbeing

femde. After telling me about her boss instructing her to be more assertive, she sated:
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That was a big learning for me because before | thought | was

technically competent. . . A woman hasto be forceful, in your face,

nurturing, and lady-like dl & the sametime. The foundation for dl

of that, dl of that is great and wonderful, but if you're not technically

competent than it just doesn’t matter. \WWomen do have to be more

technically competent in the workplace [than men] to be on even

ground [with men].

Stephanie told of afemae employee who comes across as a nurturing southern
woman, and how in demondrating this behavior expected of her gender, she
smultaneoudy hinders her own career:

We have one particular lady who's been in management for awhile

and we cal her mother. | mean that’s how nurturing sheis, [she says|

“and let mehdpyou.” She'sin atechnica role but she holdsalot of

peopl€ s hands to get through their projects and assgnments, so they

refer to her as mother now. That probably will limit her career

progression because of how she's viewed.

Ann aso addressed the difference in ability or effort required by women to be
perceived on aleve equa to men: “You fed like you have to be 150 percent, and
sometimesif it'samae they only have to be 10 percent to get the same level of respect
or credibility.”

This theme described severd double-binds experienced by women. These
double-binds occur when women are held to different standards than men yet are

amuitaneoudy expected to act like men. In addition, they are expected to act like
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women too, and are criticized when they are not womanly enough. Thus women are
expected to be nurturing and feminine, but are then told they are not manly enough. They
are expected to act angry and tough, yet are then considered to be bitches. In addition,
they are required to be more competent than men in order to be considered on an equa
competency level to that of men. This results, as one participant put it, in a* damned if
you do, damned if you don't” gtuaion. The next theme is the importance of authenticity.

Importance of authenticity

The importance of authenticity was a common, athough somewhat varying
theme. For some of the participants, authenticity of emotions was so critical that they did
not withhold expressing an emotion they werefedling. On the contrary, some others
were digtinctly aware of differences between the emotions they were displaying and the
emotions they were truly feding. Thiswas acknowledged and discussed as afedling of
unavoidable inauthenticity resulting from workplace behaviora expectations.

Jane discussed how as a human resources manager she was required to discipline
employees, and that sometimes she felt badly for the person, yet could not express that
because of her need to gppear impartial. Jane described the difficulty of separating her
fedings from her job and the resulting feding of inauthenticity:

Unfortunately my job isto be unsympathetic. . . neutra is a better

word. | haveto beimpartid . . I'm not able to be the red mein terms

of being emphathetic towards people and listening to their problems as

much as | would liketo. . . | fet conflicted because there was a part of

me that wanted to help her and say, you know, we can work together

and work thisout. But there' s the other part of me that was thinking
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it' smy job to enforce the rules and be impartia and to not make

exceptions. . . | guessit upset me because the employees may not

aways know the person | redly am. . . [Thisincident] kind of taught

me about leaving emotions at home and trying to remain neutra

and emotionless. . . that | have to be a different person at times.

Maria also discussed authenticity as an issue, yet the issue differed for her than
for the other participants. She described what she learned from her critical incident, in
which a plant was being shut down and people were emotiondly devastated, yet did not
fed that they could discuss their emotions. She dways acknowledged her own and
other employees emotions throughout the duration of the closing. Maria stated her
belief that it was okay to express hersdf and trust her emotions, and described how she
dlows hersdf to convey the true emotion that sheis feding:

| fed, | think that my emotions are dwaysright. . . something about

my ability to just be able to talk about it that was very vauable.

Acknowledgethem . . . | guess| learned not to fear them [emotions]

very much. | don't redly fear other people’'semationsor mine. . . |

guess maybe just value too, | mean thereisred vauein that

[inemoationg]. 1t'ssgnificant of who you are. Thereisared vaue there.

Annette described her learning from her critical incident in which she cried in
front her boss, and in response he criticized this on her parformance review. She
guestioned the negative reactions people have about emotional expression and our need

to conced our emotions. She implied the need to be authentic:
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| have not learned yet how to hold back my tears. | don’t know if

tearsare so bad. They’re interpreted as bad, as a weakness. But

they may not be aweakness. Allow that person to have an

emotion. Having emotions doesn’t make you bad. 1t doesn’'t make

you right or wrong. But | think that persondly, | will never get rid

of dl my tears.

This theme presents severd participants viewpoints that authenticity isimportant
to them. In some casesthey are able to be authentic, and in others they are not. One
found away to be true to hersdf while till gppearing professona. However, the
common thread between dl of them isthat they appreciate the importance of authenticity
intheir emotiona expresson. The next theme descrbies how the gppropriateness of
emotiond expresson is Stuationaly dependent.

Stuational dependence

Participants indicate that emotional expression is dependent upon the Situation.
The situation includes both the person and the particular event. Therules, or the
gppropriateness of emotiona expresson, may therefore change from one person or one
gtuation to another.

Caitlin mentioned how sometimes she is supposed to act like aman and
sometimes like awoman. When | asked her how she knows which is gppropriate at a
given moment, she discussed the importance of ng the person and the Situation in
order to determine how to act:

A lot of it I think istrying to get to know the people you are

working with and then again you learn it alittle here and there.



Once you have had a confrontation, okay now you know them

better and you know how they are going to play it. The more you

know them the more you know isthis guy truly achauvinigt jerk

or isthis guy aredly nice person who thinks he hasto jump up

and down and scream.

Anne cried when her boss blew up at her because he disagreed with the way she
handled a project that was very important to her. She believed that her boss perceived
her crying as a weakness because he told her that her job was outgrowing her and that
perhaps she needed to do something dse. She learned from this critical incident that it is
important to know the person with whom you are interacting in order to determine which
emotions are safe to express. She dtated that she should have known that this particular
boss would perceive tears as a weakness:

| think thelearning | got from thisis be red careful who you

show your emationsin front of. . . | guess| just knew from

experience working with him because I’ d known him for along

time. . . | knew that and | knew the minute | started crying that

I’d logt any credibility with him.

Ann described two incidents where the person involved in the Situation
influenced her reaction. In thefirst incident shewasin line at a convenience store and
told off aman who had cut into theline. In the second incident she made amistake in
traffic and had adready apologized, but the other driver got out of the car and continued to

ydl a her and insult her, eventudly causing Ann to tell her off dso. Ann suggested that
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the person to whom you are expressing your emotions and the importance of the
relaionship with that person determined whether or not she would restrain her emotions:

Y ou pick the hillsyou die for and to me that would just not have

been ahill to diefor, and a that point | was just miserable. . .

what | learned from that isit felt good [to express her emotions]

but it waslow risk. | knew | would never see the woman again.

| knew | didn’t have a relationship with that woman and so

maybe | went alittle bit above what | would normdly do. . .

there were no long-term consequences.

Ericahad asmilar perspectivein that her emotiond expression differsif the
Stuation isapersona oneor if it isbusness rdated. Reflecting on her boss that wanted
to discontinue her divison, she stated:

Y ou redly have to override your basic emotions and think with

your head ingtead of your fedings and redlize that you have to be

grong in abusness gtuation. . . It'seaser for meto do in business

than it isin my persond life. Because businessisbusiness. . . you

keep it in perspective. Likethat it iseaser to bein control than let

your emotions control you. | think you have to set your priority.

Stephanie described a discussion with a boss who never displayed any emotion.
When she was attempting to discuss something important with him and went into his
office pounding his desk and demanding that he do something, he did not hear her issue.

When shetried again quietly and without emotion, with aletter detailing the problem, he
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responded. She discussed how everyone is different, and therefore emotional
expressions and behavior will differ depending on the person:
It'sjudt trying to figure out everybody. Every individud is
different and what works with one won't work with another. |
could go to ancther individua who is very calm and have anon
emotiond, sterile demeanor and not get anywhere. [They think] If
you're not pounding the fist then everything isokay. So alot of it
isjust trying to learn how to work with individuas on an emationa
level s0 that you get their attention. . . o that was abig learning for
me and learning how to work with alot of individudsin different
levels with different persondities. Thereis no one right answer.
It'sjust like raising children. One day time out may work and the
next day something elseisrequired. So it's the same with peoplein
the workplace.
Stephanie aso discussed how the particular Stuation or moment will affect
which emotiond expresson is most appropriate:
So the expectation that women behave forceful and assertive is out
there . . .you have to show up that way in the right place a the right
time. Y ou have to counter that with amore feminine style, the
nurturing and the compassion at the appropriate time, but not at an
inappropriate time.
The situaiond dependence theme illustrates the need to eva uate the person and

the Situation oneisin so that a choice can be made about gppropriate emotiona
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expresson. The participants stated that the appropriateness of their emotiona expresson
differed depending on the particular context and person.
How women have learned about emotional expression in the manufacturing workplace
Table four provides avisud display of the findings regarding research question
two. The three main themes that answer the second research question of how women
learn about emotiona expression in the workplace include:
1. Women learn emotiond expression from watching or receiving feedback from
others, including supervisors or colleagues.
2. Knowledge about emotiond expression increases with age and work experience
and occurs informally and incidentally on adaily bass.
3. Emotiond expresson islearned as part of upbringing and as an aspect of societa

gender rules.

Table 4: How women have learned about emotional expression

Resear ch question 2:
How do women learn what emotions are appr opriate to express at work?

Themes Explanation and Examples

1. Learning from others - Observing others
Mentoring and receiving feedback from others
All criticdl incidents were with men

2. Learning informally - Gaining knowledge about emotiona expresson
f';nd in_ddentdly with age and experience.
including through age, . Learning informally and incidentally on a day-to-

experience, and job role day basis, by tria and error.
- Learning as part of job role, particularly those
participants who worked in HR

3. Learnfrom - Growing up with boys makes women fed
upbringing/socidization comfortable and enables them to learn how to
express emotions around men.




Learning from others

Thistheme illustrates how women have learned norms about emotional
expression a work from other people. The participants described learning about
emotiona expression at work from others using methods such as observation, feedback,
or mentoring. Those they learned from included supervisors or co-workers.

One recurring comment from participants referred to the need to watch and
imitate men. Participants acknowledged the need to emulate mae behavior because the
manufacturing workplace is historicaly male and mae gender related behavior has
become the norm. Thus, men’s behavior is associated with success so women view it as
theideal. In some cases participants stated that there was no choice but to imitate men,
as there were no women in management level positions to emulate,

Observation of others

Anne, who had been in the workforce the longest of al the participants, was the
only femae manager a the beginning of her career. She described having had no choice
but to learn from observing mae managers:

When | made the management leved at the plant | was the youngest

one at that level and | wasthe first femade that they ever had. .. So |

kind of dways thought of myself as being a pioneer because there

weren't that many women in manufacturing at the management level

postions. So | dwaystried to make mysdf, | guess| felt the best way

for women to be accepted into management wasif they act like men.

Anne was reflecting on a critical incident where she was the only one who did not

want to terminate an employee. Shefdt strongly againgt it and stopped hersdlf from
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crying. She described how, even though she did not actudly cry, she should have been
more like the men that were present for the discussion:

| dmost cried. And maybe did sop mysdf from crying. | did not

cry, | know that, because | remember thefirst timel cried. | did not cry

because | just knew that | should have been more like the men. | should

have been more unemotional and cold and data-driven.

Jane learned that she did not want to cry at work from observing a coworker who
did cry. Her impression of this woman as unprofessona led to her own opinion about
aying:

| knew to go into the bathroom and not to cry in front of other

people. No onetold me. | knew not to. Wdll, part of that is| do

have a co-worker that cries and it looks unprofessiona to me.

When people hurt her fedings, she'll sart crying. And | just see

that and | think I’m not gonna do that because | perceive that as

unprofessond.

Feedback from others

Some of the participants received direct feedback from others at work about their
emotiona expresson.

Caitlin was reflecting on an incident which had occurred early in her career which
was critical to her learning about emotional expresson. A mae manager had let her
know that she should work on being lessemotiond. Caitlin Sated that thiswas an

important early learning experience because she realized that she needed to act like the
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men and since they did not express emotions she should not. This example illustrates
both feedback and observation of men:

It was early enough in my career that | was trying to learn how to be

amanager. | wastrying to learn what was and wasn't acceptable and

how to work with a group of managers who were largely maes, and so

rather than being incredibly embarrassed, which | could have been later

onin my caresr, it just taught me a pretty tough lesson right off the

bat, that you don’t show alot of emotion in the workplace.

Men don't, therefore you don't.

Anne recaived direct positive feedback about her emotions after a meeting where
she cried in front of her boss. This example dso illugtrates how women might be
expected to be more emotiond than they are in order to fit gender role expectations:

So then | was talking with my boss afterwords. | said “I’'m sorry | got so

emotiond. | redly shouldn’t have donethat.” And he made the

comment to me he said, “no it's very important that you do that. . .

what the boss said to me was that if you don't represent the female

Sde of the business, there's no one here on the staff that’ s going to.

Soit'skind of like he wanted meto do that. | mean | think he liked

what he heard me say. He encouraged me to continue from that point

on to be more emotiond.

Anne a0 discussed an incident where she cried in front of a different boss who
was yelling a her. He did not like a decision she had made which she fdt very srongly

about. She was upset that he did not agree with her decision and she cried upon seeing
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his reaction. She received negative feedback from this boss as aresult of being
emotiond:

And the plant manager blew up . . . | don’'t want to say he

was threatening to fire me but that’s dmost what it got to

... I mean| got redly upset at this time because | was

frustrated and | did start crying. . . | said “I gpologize for

crying but thismeant alot tome’. . . Thelearning | got

from that though, | know this particular boss saw that as a

weskness. | know hedid. . . because he talked with me a

little bit afterwords saying things like, “I think thisjob’'s

outgrowing you.” So he definitely looked onit as, |

definitey think he thought it was a weskness.

Virginialearned about maintaining a neutral expression as aresult of feedback
from a co-worker who commented on her emotiona expression during amesting. This
was the meeting where she was lectured by the managing director:

| was trying very hard not to cry and was probably making

horrible faces. After it wasdl over, one of the girls that

worked with me took me aside and she said, “Y ou know,

it'sonly going to hurt you if you show this on your face”

Nicole described her first professiona meeting where her mae colleagues
ingppropriately asked her to get their coffee. She described her emotions as clearly

showing on her face. She received direct feedback from her boss about her emotiond
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expression and subsequently redized that emotions are more evident on her face than
others.

| remember | kind of got mad. Then | got embarrassed and | know

that my face was probably turning red because | did not know what to

do...And later, after the mesting, | talked to my boss at thetime. . |

said, | did not know what to do, | was so embarrassed. . . and like | said,

| got mad, but my face must have turned beet red. A matter of fact, my

boss told me that, well your face turned so red, | knew that you were upset.

So that wasthe first time | redlized too that the way | displayed emotion

was different [than the men).

Annette described an incident where she cried because her boss told her she was
promoted but had to |eave the area where she had been managing. She had accomplished
s0 much with the employeesin that area and had established relationships with them.
She stated that her crying affected her performance rating because her boss interpreted it
asasgn shewasinflexible and not able to adapt. Therefore she learned she needed to
control her emotions because of the direct feedback she received from her boss:

There' salot of men, likemy boss. . . They don't wanna ded with

emoation . . . hetold me, you' re taking this too persond. Y ou have

tears coming down your face so obvioudy “you' re taking this too

persond”. . . When | got evauated, had my mid-year evaluation,

there’ s a place on there, there' s one on there about adaptability and

the flexibility for change. Guesswhat came up? That exact

gtuation. Because of why? Because of my crying. Obvioudy | was
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upset, therefore the interpretation was that | wasn' t adaptable

because | was crying.

Caitlin described how she alowed her problems to show a work by being
emotiona and the subsequent feedback she received from a supervisor about this:

There was agentleman | worked with. | didn’t directly report to

him but he was kind of a dotted line, and we cdled him sergeant

maor. . . | would come into work upset because of something my

husband had done the night before. One day the sergeant mgjor

cameinand. . .hesad, “Caitlin, when you are tired of being shit

on, stand up.” And it took me a couple of days to ponder on that

one and the more | thought about it | thought, okay, number onel

have just let people in the workplace see that | have no backbone,

number two, | have alowed persond issuesto redly affect what |

am doing and number three, the perception when you do that is

that you are awesk little femae and you are going to take any

abuse that is hegped on you. . . you can't just let things affect you.

That isjust going to show dl over the place a work because when

you do that the perception isthat you are aweak person and

particularly mae managers have no respect for people, they will

tear you to shreds.

In each of these scenarios, participants learned from others, either by direct
feedback or by observation. This theme depicts the redlity that the women in this sudy

often emulate men in order to learn about manufacturing workplace norms. Men may be



the only ones in management positions and/or women redize that it is the established
mde standard which they have to meet. It is often male managers that provide women
with feedback on their emotional expression at work.

All critical incidents were with men

The participants provided a combined total of 42 critical incidents. After
andyzing the data, it became clear that every incident presented involved one of the
(female) participants with aman. Prior to the interviews, the participants were asked to
describe critical incidentsin which they learned about emotiond expresson in the
workplace. There were no ingtructions that addressed gender. Y et of the 42 critical
incidents, none of them involved another woman.

Thisfinding illusrates the possbility that these women primarily learn about
emotiona expression from their interactions with other men. In addition, the mgority of
the critical incidents involved negetive emotions. This suggests ether that the women
learned primarily from negative Situations or that interactions with men are more
frequently negative. A discussion of possible reasons for these findingsisfound in
Chapter 5 under conclusions.

Learning incidentally and informally

Many of the employees discussed learning about emotiond expresson informaly
and incidentaly with additional age and experience or through their job role. Participants
described learning that corresponded to the definition of informa and incidenta learning
(Marsick, Volpe, & Watkins, 1999), including experientid means such astria and error
and as abyproduct of another activity. Their learning was often influenced by chance

and through a series of events.
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Experiential Learning

When asked why she chose to share the incidents she did, Stephanie described
learning about emotiond expression as part of her daily routine:

So you' re asking me some questions that are very hard for meto

answer because it'sbeen alot of years of just dally little incidences

that build up to abody of knowledge and it'sredly hardto say . . .

S0 you' ve asked for two sgnificant events and I’ ve given you two

that have caused meto radicaly shift my approach, but the key

learningisnot in that. It'sjust in the experience over time,

Stephanie dso told of learning about emotiond expression through trid and error:

It'sredly trid and error. I’ve got so many bruises and skid marks,

scars on my back from just learning everything the hard way because

thereisnobody. | don’'t have amentor in this organization and | think

that may be abig factor too. | don’t think women can find mentors as

quickly as men do, so women have to learn everything by themsdlves.

How to behave, what's appropriate, what's acceptable and it’ s just

trid and error through the years and then you kind of gart finding a

balance where you are accepted and invited into these domains thet

you may not have been invited into if you didn’t behave and

demondrate thislevel of emotiond intelligence or maturity with

them.

Virginia described her incidental learning about emotiona expression as a part of

learning about workplace culture, and how women learn differently than men:
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| think you have to learn it on your own. Maybe it’'s a day-to-day
thing. You just see experiences and kind of learn day-to-day what
isand what's not . . .mogt of the time they [men] have mentors.
Youmay not cdl it that but they seem to have somebody that will
kind of latch on that’ s been there, and redlly help them get through
the culture. Sometimesthat’s where they can redlly, they give you
ahandbook . . . but redly the culture is more important | think to
learn to get around there. . . It takes [awoman] alot longer to learn
the same kinds of things that a guy might get in aweek.
Caitlin also described age, experience, aswell astrid and error as important
factorsin her learning about emotiona expresson:
Wl spesking from my antiquated age that | am, | think I’'m not
aure if age was necessarily the right term, athough to a point it was.
Age and experience okay, but experience comes with age so when
you are younger, when you are less experienced you arelearning
things and sometimes the hard way, hopefully not dl the hard way. .
. People my age or older and some younger had to learn alot of this
the hard way because there weren't very many fema e managers out
there and so the only thing you could learn from was ether styling
yoursdf after the men, which is't effective ather, or oh man that
was supid and I’'m not going to do it again, but chak this one up

for stupid.
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Jane, in responding to my question about how she learned the importance of being
emotionally neutra, o referred to learning through trid and error: “No. | don’t think
anyone ever told methat. It's something you learn from trid and error and experience.”

These participants have described informa and incidentd learning about
emotiond expression as they gain experience and get older. In these examples they
described learning as an aspect of working or as a naturaly occurring byproduct of work
experience. Another aspect of learning incidentaly, or as an aspect of working, is
learning about emotiona expression as part of the job role.

Jobrole

Many of the participants describe their learning about emotiona expresson as
part of learning about their job role. Thiswas particularly common with those
participants who worked in a human resources function. What they often learned from
their job role was the need to be emotiondly neutra. Thistheme may therefore appear to
overlap with the “poker face’ theme under research question 1. The difference however,
isthat the job role theme answers the process question of how the participants learned
about emotiona expresson. It was due to their job that they learned to behave in this
emotiondly neutrd fashion.

When questioned about the importance of emotiona expression to working in
human resources, Stephanie described the need for HR workers to avoid emotional
expresson when dedling with employees:

Digplaying my own emations, | don't think that’s good for an hr

professond . . . HR professionas become that Rock of Gibraltar

and they watch out for everyone e se, maybe more than they watch
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out for themsdves. A lot of HR professonas | know behave that

way. . . one question iswhat do people fed their roleisasan HR

professond. . . everybody is safe and sound and accountable for

their results. Firm and fare. Thereisatough side.

Jane spoke of the sexua harassment investigation in which she expressed
sympathy and showed emotion. She believed she became too emotiondly involved
prior to learning that the accusation was fase. Having been embarrassed by
demongtrating afedling toward either party, she learned the importance of remaining
neutra. Shereterated how it is crucia for HR employees to be neutra and show no
emotions on ther faces.

Unfortunatey my job isto be unsympathetic. . . | haveto be

impartial and can’t say “I’'m sorry, I’'m sorry about your persond

problems’ . . . | haveto put on that hr hat or that role. | haveto

treat people the sameway. . . | can’t be concerned about how

people perceive me. . . | have to leave my emotions & home.

Caitlin discussed how she is supposed to act and be perceived because sheisin
the role of human resources:

| redlly think thet’swhy alot of HR isleaning towards female right

now. Operations people are the ydlers, the screamers, the hit them

upside the head people. HR is supposed to be the calm, rationd,

little haven of peace who can arbitrate and do anything and can

turn anything into awin-win situaion and nobody leaves with hurt

fedings



Nicole described her experiences working in human resources and atending
sexud harassment investigations. Like Jane, she discovered the importance of
showing no emationsin sexua harassment investigations by first making mistakes:

| would get so upset, and you can't in astuation like that. |

learned very quickly that any time as awoman, that | show

sympathy towards other women, that | was not just totally blank in

my expression, that | would not get the respect from the person

whom | wasinterviewing - the male counterpart | was

interviewing. Asamatter of fact, when | camein to talk with him,

the fact that | am there on a sexual harassment type accusation and

being awoman, they automaticaly thought that | was going to Sde

with that person, the woman. . . he was very defensve when |

camein. Hejus knew | was going to automatically sde with her .

.. and | remember the more emationd | got, the more defensive he

got and the whole thing just deteriorated.

Virginia aso discussed the ingppropriateness of emotiond expresson during a
function which istypicaly performed by human resources:

| had to fire somebody. That wasredly hard. | hated to doit. |

just wanted to break down and cry, but | knew that wouldn't do her

any good. | tried to stay real cam. . . | had to leave. | fdt horrible.
Mariawas consgdering how she formed her opinions about the acceptability of expressing
her emotions honestly. She discussed being the only femae and having learned from

obsarving and working with &l men:
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It [working in amae environment] just made me conscious and |

picked it up that there were norms. . . I'm aminority and | dways

will beand | get the shit beat out of medl thetime. That'sjust the

way itis.

This sub-theme illustrated how the job role influenced the interpretation of what is
conddered gppropriate emotiona expression. These participants each came from a
common perspective, describing the importance of remaining neutra in emotiona
expresson when working in human resources.

Each of the methods of learning in the above examplesillugrated informd and
incidenta learning. Participants learned experientialy through trid and error as they got
older and gained more experience.

Learning about emotional expression through upbringing and socialization

Some of the participants described their process of learning about emotiona
expression in the workplace as integraly tied to learning about gender rules. In other
words, there are rules about emotiona expression that they applied specificdly to
women. In addition, many of the women who discussed learning about emotiona
expression as part of gender rules described having grown up with boys, the resulting
comfort with men, and the norm of expressng emotions in ways that are like men.

Ann described having grown up with al boys and how it helps her interact with
men in the workplace:

| think it's your comfort level with men more than anything. . .

Therewasn't alot of coddling a my house. There was caring, but

therewasn't alot of coddling. | mentioned growing up with two
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brothers and their answer was dwaysin a caring and akind way. |

knew they were aways on my side, but more than once they’ d tell

you, “wel [Ann] why don’t you build me abridge and cry ariver

and get over it.” You could only get so far with them. . . because |

amwho | am, pretty forthright and I’'m not real emotiond | guess.

| fed alot of things, | redly do. . . | fed like | have very strong

emotions. | just don't spend alot of time talking about them |

guess.

Nicole aso discussed growing up with boys and never seeing gender differences
in her household. Her subsequent learning about emotional expression in the workplace
was thus a shock because she did not know that expectations could differ by gender:

Fortunatdly for me | grew up in my neighborhood, believe it or not,

with al guys. . . | guess you could dmost refer to me as atomboy.

To me guyswere buddies. They were equd. | did not see any

differences. . . And then after | graduated . . . | wasthe only

professond woman. . . and | redize that | was showing emation

and | redize it made the room very awkward, especidly my mae

manager, because of the emotion that | was showing. . . [ learned]

that you have to be careful what type of emotion you do show. . .

for awoman to show that type of aggressveness or assartivenessis

percelved negatively. . .my career was in jeopardy because | raised

my voice, because | got mad, because | was perceived as assertive

or aggressive. Exactly what awoman is not viewed as.



Stephanie described her experience of growing up with boys and the resulting
comfort she now has with male employees:

The thing about meisthat | was atomboy growing up and the only

femae in my household and now | have two sons. On the

continuum of feminist to not feminist | tend to be more of amale

type persondity and interact with males better just because of my

upbringing and my own household a home and being in this work

environment for so long.

Maria described learning from her mother, who had worked as the only femdein
ameale environment:

There is something in my upbringing because asrare as| an my

mother was certainly more so. Shewas an engineer. . . bump back

acouple of generations and now think of what she had to deal with

in her workplace. . . shewasararebird . . . she never spoke of

being victimized.

This theme illugtrated the common notion that having grown up with boys
resulted in acomfort leve with men. In addition they imply that they behaved
emationaly more like men than like women.

Chapter summary

This chapter described the themes that arose from the data and it answered the
two research questions of what women learned about emotiond expression in the
manufacturing workplace and how they learned it. Table 3 addressed what the

participants learned about emotional expression and contained five themes: The necessity
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of maintaining a*“ poker face” or gopearing emaotiondly neutrd, the use of emotiond
expression as a strategy of influence, the double-bind that women are faced with when
displaying emationsin the workplace, the need for authenticity in emotional expression,
and the importance of the situation for emotiona expression.

Table 4 addressed how women learned about emotional expression and included
three themes: learning from others, learning informaly and incidentaly, and learning

from socidization and upbringing. The next chapter addresses conclusions to the studly.



CHAPTER 5
CONCLUSONS

Summary of study

The purpose of this study was to understand what women managers learn about
emotiona expression in the manufacturing workplace and how this knowledge is
acquired. The research questions included the following:

1. What do women managers learn about expressing emotions in the workplace?
2. How do women learn what emotions are appropriate to express during their work?

In order to answer the questions above, ten women managers were interviewed.
The purposeful sampling criteriarequired that the participants were female, worked in
manufacturing a the management level, and could recdl at least two incidents that were
critica to their learning about emations in manufacturing.

The data collection method used in this quditative study was criticd incidents.
To ensure the participants selected valuable examples, they were asked to describe
incidents that were critical to their learning about emotiona expression in the workplace,
describing in detail the context, behavior, effect of behavior, and learning that resulted
from these incidents. Interviews averaged 50-60 minutes and occurred in participants
offices, & The University of Georgia, and in one case, at the participant’s house. Feld
notes were used to support the data collection and analysis. These notesincluded my
comments on environment, what transpired, any reflections on the participant and the

interview or the process, and any initia thoughts about potential themes.
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The data analyss method used was the constant comparative method. Andysis of
the interviews occurred throughout the data collection process in order to dlow meto
reflect on the interviewing process and to enable the data collection and andysisto
influence each other. The feminist perspective influenced the data collection because |
used afeminist research framework (as described in chapter 3) by doing the following: |
acknowledged and delineated gender as an important aspect of the research, | considered
asymmetrica power relationships a work, | examined sex and gender contrasts within a
gpecific context, and | alowed these women to spesk in their own voices.

The findings of the sudy were that women learned the following about emotiona
expresson in the workplace:

The necessity of maintaining a*“poker face’ or gopearing emotionaly
neutral

Emoations can be used as a dtrategy of influence

Women are faced with a double bind when displaying emotionsin the
workplace

Authenticity is an issue when expressing emotions

The appropriateness of emotiond expression is dependent on the
particular Stuation and person

The waysin which women learned the above included:

Observing or receiving feedback from others
Learning informdly and incidentaly through aging, gaining experience,

and as part of the job role
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Learning to express emations like men do from having grown up with
boys
These findings answer the two research questions of the study, what women learn
about emotiond expresson and how they learn about emotiond expresson in the
workplace. The next sections present the conclusions of the study, implications, and
recommendetions for future research.
Conclusions
This sudy indicated Sx main conclusons.
1. Therulesand acceptability of emotiond expression in these manufacturing
workplaces were influenced by the employee s gender and particular Stuation
2. A mae dominated system such as the manufacturing environment may cregte a
need for women to perform more emotion work than men by having to emulate
male behavior.
3. Socid dructureis reproduced because of the importance of culturein defining the
appropriateness of emotiona expresson
4. Emotions are used as a strategy of influence at both the organizational and
individud levels
5. Women learn about emotiond expression primarily through informa and
incidenta learning, therefore, HRD professonads must help employeeslearn
through methods other than forma classroom training in order to develop
employees emotiond intelligence.
6. Psychodynamics exist in the workplace that continualy reproduce the pathology

of emotional expression.
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Conclusion 1
The rules and acceptability of emotional expression in a manufacturing workplace are

dependent upon the employee’ s gender and particular situation

Many of the participants described experiences where expressing emotions at
work resulted in negative perceptions of their abilities. However, the acceptability of
emotiond expression at work was related to the participant’s position, particular context,
and gender. Thewomen in this study most often described the need to maintain a* poker
face’ at work, or aneutral facid expresson. For many, adisplay of emotions,
particularly negative emotions such as crying or anger, is consdered to be contrary to
workplace norms and an impediment to awoman's career SUCCeSS.

This conclusion reviews the history of emaotions as ingppropriate in the
workplace, the relationship between gender roles and rules of emotiona expression, and
the relationship between the Stuation and the rules of emotiona expresson. The
discussion of the importance of the Stuation addresses organizationa culture, the
employee s pogition, and the person with whom the participant is interacting.

Emotions as inappropriate

Emotions have traditionally been considered inappropriate a work and rationdity
has been valued and emphasized in the workplace. This hasresulted in an inattention to
the emotiond context in the workplace with the display of emotions seen asirrationd or
out of control (Ashforth & Humphrey, 1995; Fineman, 1993; Putnam & Mumby, 1993).

Current societd attitudes may have changed somewhat in academia, with more attention
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pad toward emotions fields such as emotion work and emaotiond inteligence. Yet this
study indicates that in practice women's emotiona expression continues to be perceived
asunwise. These participants suggest that the perspective of emotions asirrationd il
remains.

The polarized view of emotiondity and rationdity which has Stuated emotions as
the antithesis of the rationdity that is S0 traditiondly vaued in work settings, ssemsto
persis in today’ s manufacturing environment. The existence of emotionsis rarely
discussed and academic study in this arearemains scarce. Rationality, characterized by a
lack of emotions, continues to be respected, admired, and considered the only acceptable
professona manner.

The most congstent example cited of gppearing too emotional or unprofessiond
was crying at work. At these times the participants were told they appeared out of
control, unable to handle respongbility, irrational, overworked, and stressed. The
expression of crying carried with it negeative connotations that impacted their careers due
to being perceived as unprofessiona or unable to manage their workload. The emotiona
expresson of crying, more than any other, seems to stand in contrast to the traditiona
ided of rationality. Crying at work has become the epitome of emotiondity. The
societd attitude toward crying portrays it as the opposite of rationd, or irrationd, rather
than smply an emotiona expresson. According to the Oxford Desk Dictionary (1997),
irretional means:

1. illogicdl; unreasonable. 2. not endowed with reason.

To conclude that a person who cries has no logic or cannot reason seems extreme.

Y et equating alack of crying with logic and professondism has become the norm.
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Assuming that crying is an indication of aloss of logic carries great consequences for
women in theworkplace. If they are seen crying, the belief that they are irrationd will
affect opinions of colleagues and supervisors. Therefore, maintaining aneutrd facid
expression isimportant for one' s professiona appearance and career sUCCESS.
Maintaining a“poker face” implies a sense of control that one is not perceived to have
when displaying emotions on her face.

Socidty isfixated on maintaining control. While watching arecent televison
show on women dieters | heard the following comment: “This society ingsts on people
contralling our bodies.”  Although this comment was referring to weight and body size, it
occurred to methat it lso gppliesto emotiond expresson. When awoman cries a work
she gppears out of control. Thisliesin stark contrast to societal expectations that our
minds remain in control of our bodies. Therefore when we cry we are perceived as being
out of contral.

Crying is al'so assumed to be an indication of sadness, however, many participants
indicated that emotions other than sadness provoked crying. Most often anger was
mentioned as the bagisfor crying. In fact, the women were redly feding anger, but
crying was the way the anger manifested itsdf. Rather than express anger by shouting or
by using physica force, these women tended to cry out of anger or frusiration. However,
two participants cried out of happiness. It seems therefore that crying can result from
and/or indicate many things. Fedling overwhelmed, whether from anger, frudiration, or
happiness gppears to have been the impetus for the emotiona expression of crying.

One might question why this societd perception of emotiondity as irrationa

endures. The reasons why emotiona expression continues to be viewed S0 negatively



may derive from severd factors. One view may have semmed from the misconstrued
belief that emotion is rdlevant only to those interested in an individud's cognitive and
psychophysicd states, and is therefore not relevant to socid arenas (Putnam & Mumby,
1993). This perspective would suggest that emotion is aphysiological congtruct and
cannot help researchers understand workplace social phenomena and employee behavior.
Anyone espousing this perspective would disregard emotions when studying leadership,
organizationd behavior, or organizationd learning.

Ancther reason why rationdity is il revered and emotions are considered
inappropriate is because the rationdity-emotiondity dichotomy treets rationdity and
cognition as masculine and emotiondity and affect as feminine, evoking a postive
masculine image and a negative femde view (Putnam & Mumby, 1993). Asaresult of
women's lower socid statusin this patriarcha society, when something becomes a
gendered phenomenon, or associated with femininity, it is viewed negatively. Thus,
emotiona expresson is associated with women and is subsequently viewed negatively.
Accordingly, there is a relationship between gender and the acceptability of emotiona
expresson.

Relationship between gender roles and rules of emotional expression

Shidds (2002) suggested that “beliefs about emation. . . inscribe and reinscribe
gender boundaries’ (p. 170) or that “to do emotion isto do gender” (p. 170). The author
suggests that women express emotions in conformity with gender roles and that gendered
emationd expression distinguishes women and men from each other, thus maintaining

gender boundaries. This study confirmed Shields (2002) finding that women express
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emoations within limits defined by gender. If they do not stay within gender rolesthey are
perceived as lacking in femininity or ingppropriate in behavior.

Not only does this study confirm that in the manufacturing environment women
express emotions in accordance with gender roles, it supports the literature that women
perform more emotion work and that women's jolbs may demand more emotion work than
do men's (Callahan & Schwandt, 2000; Parkin, 1996; Wharton, 1993).

Thus the gendered nature of emation affects how emotiond expresson is perceived.
Emotiona expression is evauated from a gendered framework, so that a particular
emotion may be evaluated and perceived differently based on whether it is awoman
expressing the emotion or aman. Emotiondlity is associated with women and the
stereotype of women as emotiona has more to do with sex stereotypes than about
women's actual emoations (Shields, 2002).

For example, one stereotypeis that women are sweet and passve. Therefore when
awoman manager is assartive a work, in exactly the same manner aman might be, sheis
perceived asbeing a“bitch.” Severd of the participants described this phenomenon of
being labeled abitch. They are labeled with this derogatory term because they are femde
and expressing emotion in away which does not conform to being femae. Therefore
their behavior isinterpreted differently than if a man had behaved in the same manner.

Women are expected to act like men at work yet are Smultaneoudy evauated
differently than the men for their emotiond expresson. Thus, when these women
asserted themselves as necessary, they believe they were perceived negatively and
differently from how amae manager would have been evduated if he had acted in

exactly the same manner.
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In essence, these women are required to “do gender.” According to West and
Zimmerman (1987), gender “isthe activity of managing Situated conduct in the light of
normative conceptions of attitudes and activities appropriated for one’ s sex category” (p.
126). Gender is something we do, an activity and asociad dynamic, rather than a
property or something we are born with.  This concept can be useful to understand how
women managers do gender in aparticular organizational setting or role. We do gender
on aregular basis. According to Shields (2002), it is through daily interactions that
gender is practiced and reproduced. This study demonstrates that in the workplaces of
these participants, women managers aso “do gender” with emotiond expression.

Models of leadership are not gender neutrd. “Doing leadership,” “doing power,”
and “doing gender” are dl linked (Hetcher, 2002). The traits associated with leadership
are socidly ascribed to men whereas traits ascribed to women include empethy,
collaboration, and vulnerability (FHetcher, 2002) and are characteristics not traditionally
associated with leadership.

This*sex-role spillover” istransference to the workplace of the skills, expectations,
and behaviors women employ in domestic lives (Nicolson, 1996, p. 80). Itisevident in
models of leadership aswell asin practice in the workplaces of these participants.
Gender socidization has defined appropriate behavior for women, and when carried over
into the workplace, it results in women being viewed as illegitimate, unnatura, or
innappropriate (Lorber, 1994; Nicolson, 1994). This study illusirates that the
phenomenon of sex-role spillover pertains to emotions associated with women, viewing

emotions such as crying as domestic and feminine and inappropriate in the workplace.
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The relationship between femininity and gender roles in the workplace is so strong
that women who are in some manner less sereotypicaly feminine, such aslesbians may
be, are not held to these traditiona female standards (Gedro, 2000). Leshians are more
free to demonstrate nontraditional androgynous gender roles, to explore awider choice of
careers, and areless likely to make vocationa choices to accommodate men or gender
roles (Gedro, 2000). Applying this notion to emotions, women who look more
gereotypicaly maewould not be held to emotiond expression requirements typicaly
assigned to women.

Upon meeting some of my participants, | wondered if this phenomenon described
by Gedro (2000) may apply to any woman (regardless of sexua orientation) who does
not conform to gender with her appearance, for example, those who keep their hair short,
do not wear makeup, or who wear clothes considered less feminine. It occurred to me
that the ones who appeared less stereotypically female were the ones who had reached
higher levels of management and were aso the ones who described themsdlves as having
few or no issues around emotiona expresson or gender roles. Unfortunately, this
thought processis limited because this occurred to me in hindsight. In addition, women
may not be able to identify arelationship between their appearance and expectations of
emotiona expresson.

Bem's (1993) discussion of how hidden assumptions about sex and gender shape
our perceptionsis reevant. The author described androcentrism, the assumption of male
as normative, aswdl as gender polarization, gender difference as organizing experience,
and biologicad essentiadism, which naturdizes behavior as biologicaly derived. Just as

Bem (1993) suggested, mae standards are the norm in organizations, and organizationa
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feding rules reinforce polarized gender roles and emotiona expresson. Emotiond
expression is seen as biologically derived as are other behaviors related to gender such as
degree of agressiveness, nurturance, or athleticism.

The requirement to express emotions according to gender roles creates a double
bind that women must endure. On the one hand they are expected to act feminine,
resulting in a perception of incompetence because of the “feminine-competency bind”
(Jamieson, 1995), the association between femininity and incompetence. And on the
other hand, the requirement to act like aman in order to be successful isfollowed by
admonishment for acting in amanner that is contrary to gender roles. These double-
binds illugtrate how organizational emotion requirements may maintain polarized gender
boundaries and roles.

Since managerid effectiveness and behavior have traditionaly been judged by mae
standards and vaues, women feel the need to “do gender” a work in order to decrease
the inequaity of the sexes (Gherardi, 1994). Taking into consderation the need to “do
gender” at work, these participants determinations of gppropriate emotiona expression
must be consdered asintegrdly tied to their gender as well as the gender of the
organization’s culture.

A discusson of thefinding that every criticd incident provided in this study
involved men is relevant to the relaionship between gender roles and emotiond
expresson rules. One might consider that one reason every example mentioned by the
participants involved a man is the different roles emotiond expression playsfor each
gender. The contradiction in gender roles and therefore expectations around emotional

expression lays afoundation for disagreements between men and women trying to
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function in amade-oriented context. Intengfying the difficulty isthe socid dructure and
the resulting power differences between men and women. Thus any emotiona
expression perceived as potentidly atering the power structure would creste conflict.

The negativity of the emotionsin the critica incidents may aso be related to gender
roles due to the traditional identification of emotiondity with femininity. Femde
emotionality is viewed as weak and ungtable (Shidds, 2002), thus emotiona has become
synonymous with women and with crying. Therefore, when the participants were asked
to provide examples of incidents involving emotions, they most often thought of
inddents involving crying.

Both the prevadence of examples with men and the negativity of the emations could
have more smple explangtions. The prevdence of incidents with men could be
explained by context. These women were in the minority in amae environment, thusiit
was mostly men with whom they were interacting. Therefore the likelihood of an
emotiond incident with a man would have been much greater than that with awoman.

The negativity of the emotions could stem from the fact that | asked them to come
up with incidents in which they learned something. Not dl of the examples were
negative, as some participants told of learning from postive incidents. Perhgpsit isjust
natural for some people to remember negative incidents more than positive ones, or to
notice them and therefore learn more from negative incidents.

The importance of the culture is described in the following section.

Relationship between situation and rules of emotional expression

Participants described an important determinant of appropriate emotiona

expression asthe particular stuation. Thisrefers to the following aspects:



organizationd culture, the employee’ s position, and the person with whom the
participant isinteracting. Each of these will be described below.

Organizational Culture

Organizationd culture isimportant because sexudity and emotionaity both
congtruct and are constructed by the organizational context (Parkin, 1993).
Organizationd culture is“asystem of shared symbols and meaningsin which
organizations are socia congructions’ (Smircich, 1983, p. 58). Culture is reproduced
through interaction and individuas acquire beliefs, norms, and an understanding of
redlity particular to the context and culture (Hood & Koberg, 1994). Therefore, the
culture of the organization in which a participant works determines the gppropriateness
of emotiona expresson.

Organizations have pervasvely masculine or feminine cultures (Gherardi, 1994).
When organizations have a feminine culture traditional feminine characterigtics are
vaued such as nurturing, hdping, rdaiondity, incluson, and serving others (Gherardi,

1994; Hood & Koberg, 1994; Rosener, 1990). In these organizations, it islikely that

emotiond expression is more accepted, especidly those emotions that are associated with

feminineroles. In amae culture, expectations around emotiond expression will embody
male gender roles. Thus the appropriateness of emotional expression is dependent upon
one' s gender aswell asthe organizationd culture. The participantsin this study each
work in a manufacturing setting, an environment that is historically masculine,
Subsequently, the acceptable emotions in their workplaces will likely follow masculine

modes.
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Employee’' s Position

The need for a*poker face” was particularly common with the five participants
who worked in the human resources field. Theissues they raised included the perception
of professonalism and the importance of impartidity in human resources. Impartiaity
was assumed when no emotions were evident on the participant’ s face and was necessary
for litigious reasons.

Human resources work often involves situations where there is potentia
litigetion. Due to the sengtive nature of the work, neutrdity of emotions was viewed by
these participants as crucid. This neutrality helped the employee to appear both
professona and impartid. For example, one participant discussed a sexud harassment
case where she expressed concern for one of the employees, only to be later accused of
favoring the woman in the case. As a human resources manager, she represents her
organization, therefore, gppearing to favor either party inacaseisunwise. This
participant learned from her experience to never show any emotions for fear of gppearing
partid to ether party in the case.

Thus the acceptability of expressng emotion was less for participants working in
human resources than for the other participants. Emotion rules differed based on the
particular position of the participant. All participants, however, believed that emotiona
expression is perceived as unacceptable, particularly negative emotional expression such
as crying. Thisstudy supports previous research in emotion work indicating the
unacceptability of emotiond expression a work (Ashforth & Humphrey, 1995; Fineman,

1993; Hochshild, 1979; Putnam & Mumby, 1993).
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Person

The participants often cited the person with whom they were interacting as a
crucid factor in the gppropriateness of emotiona expresson. If the person were someone
of consequence to her career, the participant was more conservative in her emotiond
expresson than if it were someone deemed inconsequentid. Yet if it were an important
work relationship, more care was taken to assess the suitability of a particular emotiond
display. In addition, participants described the need to discover every employee’'s
persondity and modes of interaction in order to determine the best way to behave around
that particular person. Thisillugtrates the need to determine the importance of the
relationship as well asthe variability in persondities and opinions of people before
expressing any emotions around them.

Conclusion 2
A male dominated system may create a need for women to perform more emotion

work than men by having to emulate male behavior

| have aready described the relationship between gender roles and rules of
emotiona expresson. To further examine this phenomenon, it is necessary to addressits
persstence and underlying cultura variables preventing its change and progression.

Women were performing more emotion work than men because the emotions they
are socialized to express differed from those of men. With manufacturing workplace
display rules fallowing traditiondly mae norms, expectations of emotiond expresson

conformed to mae behaviors rather than femae. Thus these women believed they had to



adapt to these expectationsin order to appear professona and behave in accordance with
male workplace standards.

The participantsin this study support research that successful women have broken
through the glass ceiling by emulating mae behavior, and that “ success normally
involves emulating the successful” (Bierema, 2003, p. 3; Diekman & Eagly, 2000;
Fagenson, 1990; Maniero, 1994). Career success for women has resulted from
acculturating and adapting to masculine models, however some have argued that
women's desire to buy into this male culture is explained by alack of awareness of
themselves as gendered beings (Bierema, 2003; Caffardla, Clark, & Ingram, 1997).

Though these participants acknowledge emulating mae behavior, many do not
lack gender awareness or consciousness. Thisis evident in the comments by participants
about suppressing their emotions in order to gppear more like the men while
smultaneoudy acknowledging perpetuating the expectation that they act like men. They
date that they didike perpetuating the male norms yet perceive no choice if they want to
appear professiona and be successful in their careers. This indicates some awareness of
gender related expectations aswell as thelr redization that women’ s emotion work may
prevent the evolution of organizationd culture (Callahan & Schwandt, 2000).

This consciousness indicates that some progress has been made since the studies
showing women to have low gender awareness (Bierema, 1996, 1999; Caffarella, Clark
and Ingram, 1997), however the lack of action in influencing culturd change
unfortunately remains. Research (Bierema, 2003; Callahan, 1999) has shown that

women buy into the “old boy” network, adapt masculine traits, deprive women'’ sidentity,
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and do not act to change this perpetuation. This study indicates that women till accept
the *hidden curriculum’ and do not challenge roles and rules (Bierema, 2003).

Gender roles are so ingrained that peopl€ s reactions and behaviorsin the
workplace reinforce boundaries and structural oppression. Many participants redlized
and acknowledged that conforming to emotion rules according to gender served only to
reproduce societa expectations that emotional expression correspond with gender. Yet
they felt there was no choice but to conform to the expectations because acting to the
contrary resulted in negative performance evaluations. Thusthis study confirms research
suggesting that emotion requirements reproduce structura oppression (Brody, 2000;
Callahan, 2001; Parkin, 1993).

Possessing some gender awareness does not accomplish change without action
amed at dtering the *hidden curriculum.” Severd researchers have addressed the need
for women to amend the mae organizationa curriculum. According to Bierema (2003),
learning and critical assessment of gendered power relations and roles must precede the
attainment of gender consciousness for women. Additional research has indicated certain
factors must be in place before action and change can occur. Kanter (1977) and Callahan
(2003) stated that women' s experiences are influenced by the proportion of women to
men in the workplace and that women will continue to emulate men unless they have
achieved a critical mass within an organization. Aslong as an environment ismae
dominated, mae standards and gendered behavior will be the norm. Thus the number of
women in manageria pogtionsin a particular organization will affect the culture and the

behavior of its members.



This enduring phenomenon of women emulating mde traits and norms and
perpetuating the ‘hidden curriculum’ gppliesto al behavior, including that of emotiona
expresson. Emotional expression for women becomes emotion work because of the
differences between how women and men are socidized to express emaotions. These
differences create the need for emotion work because the emotions women want to
express may diverge, causing the need to suppress or evoke emotions that are not the
ones they are feding.

Aslong as aworkplace or any male-dominated system remains mae-oriented,
emotion work will continue to be essentia for women. Women will likely continue to
perceive the need to emulate men in order to gppear professiona and be successful, and
the perpetuation of the *hidden curriculum’ will perss.

Conclusion 3

174

Social structureis reproduced because of the importance of culture in defining

the appropriateness of emotional expression

Emotion is not categoricaly devaued, however “appropriate’ emotion isvaued
and encouraged. “Emotiond intelligence tends to be measured by the extent to which
one has asamilated the culturally dominant views of gppropriateness’ (Shields, 2002, p.
182). In other words, what is considered appropriate is defined by, and may differ by,
culture. Accordingly, if awoman complies with the emotiona expresson rules of her
organization’s culture, sheis congdered emoationdly intelligent. In this sudy the culture
was the manufacturing environment. An environment historicaly influenced by men,

these participants were speaking from the perspective of workplace cultures that model
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that of the larger patriarchd society. Their emotional expression a work is guided by
and interpreted within that framework.

One aspect of culture discussed by the participants was gender roles and the
expectation that they conform to these requirements. The findings of this study imply
that required emotions are not gender-neutra and that emotional expression has become
not only amarketplace commodity, but a vehicle for attaining power and privilege that
seems to accrue for men to amuch greater extent than for women.

Shidds (2002) asserts that emotion language is gendered and that the
appropriation of emotion language can be used to gain privilege. The &bility to
accomplish this depends on the societal position of the person so that who becomes
labeled as“emotiond” depends on who creates the rules.

In this patriarcha society men have higher positiond power, therefore women's
emotiondity is pathologized while men'sis not even identified as “emotion” (Shields,
2002). The masculine logic of effectiveness operating in manufacturing is so accepted
that it feds natura and right and “ disappears’ any behavior that seems inconsstent
(Fletcher, 1999). The gender-rdated dynamics driving this disappearing process alow
for the current power structure between the sexes to remain (Hetcher, 1999).

Thus the rules of emotiond expression illudrate the culturaly dominant views of
emotion. Expectations and measures of ability with emotions reflect those cultura
norms. The result isthet in amae-dominated environment women either assmilate and
accept the dominant views or they remain “emotion outlaws’ (Shields, 2002, p. 183).
This results in women accepting and conforming to behaviord roles and emotiona

expresson requirements in order to be successful in their careers.
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Emotions are used as a strategy of influence at both the organizational and individual

levels

The emotions literature has examined how emotiona expression can be related to

power and control (Calahan, 2003; Fineman & Sturdy, 1999; Hochschild's, 1979, 1983;

Rafaeli & Sutton, 1987; Vince, 2001) at both the organizationa and individud levels. At
the organizationd levd, the literature has largely adopted Hochschild's (1979, 1983)
origind conceptudization of emotiona labor as organizationd control of employee
emotions in exchange for awage. Some research suggests that emotion requirements
function to reproduce structura oppression (Brody, 2000; Parkin, 1996) and that
socidizing men and women to express different emotions serves to maintain polarized
gender roles and power and status differences (Brody, 2000). This occurs because
emotions are controlled by those in power who define what is appropriate, imposing a
pathology on emotiona expressions that do not fit criteria (Parkin, 1996).

In addition to critiques that emotiond display and private fedings have become
organizationaly appropriated and commodified, research aso points to the labor
required, the controlled or self-controlling, to produce managerialy desired/gendered
effects (Filby, 1992; Fineman & Sturdy, 1999; Hdl, 1993). Emotionsplay arolein
reproducing socia systems because they can structure as well as be structured by these
socid systems. When women accept emotiond display rules that reinforce existing

power structures they maintain the structure that produced these power differences. Itis
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only when we deviate from these emotion rules that we can change the structures that
created those rules (Cdlahan, 2002; Tracy, 2000) as well asinfluence power differences.

Thus emations play acriticd role in teaching and reinforcing the hidden
curriculum and are manifested in organizationd culture and practices and maintained by
those in power. Accordingly, when these participants expressed emotion in ways that
were associated with the less powerful gender and were contrary to male-defined
expectations, they suggested that this resulted in aloss of power. When they followed
conventiona emotion rules, they were rewarded with career success. This suggests that
“doing leadership, doing power, doing gender” (Fletcher, 2002) as well as*doing
emotions’ are dl aigned and function together to preserve the socid structure,

Not only does the hidden curricula reinforce gender roles, but it also reproduces the
power structure (Hayes and Flannery, 2000) that created the polarized gender roles. This
hidden curriculum reproduces the dominant patriarcha system and teaches women
subordination, slence and invisihility (Bierema, 2003). The women in this study
reported that men use emotiona expression to gain power over women much more often
than women use it over men. If emotion requirements reproduce structural oppression
and gender roles (Brody, 2000; Callahan, 2002; Parkin, 1996), this suggests thet thereisa
hidden curriculum utilizing emotions to maintain existing power sructures.

In addition to discussing power and emotions in terms of the ways organizations
gain power and reinforce patterns of domination, thereis aso research indicating that
individuds can use emaotions to gain power for themsdves. “Individudly sdient
outcomes’ (Rafaeli & Sutton, 1987) of emotional expression have been demonsgtrated in

the literature. Thisrefersto employee-initiated control moves serving individuas



purposes and benefiting the employee to gain increased power and legitimacy (Fabian,
1999; Kipnis & Schmidt, 1983; Lerum, 2000; Rafadi & Sutton, 1991). In this study the
data andysis indicated that men most often used emotions to gain power over women
because if they expressed anger, which is associated with power, and the women cried, an
emotion associated with aloss of power, the men further increased their position and
Status over the women.

Women can dso challenge the power structure because emotional expresson may
provide individuas the opportunity to use emotions “as atool to bresk the cycle of
reproducing structural domination” (Calahan, 2003, in press). For example, when
employees expressed emotions do not match organizational norms, “emotiona
deviance® occurs (Rafaeli & Sutton, 1987). They disregard feding rules and express
ther true inner fedings. Cdlahan (2003) suggeststhat it is emotiond deviance that
provides the opportunity for creating socid change and influencing power structures.
This perspective suggests that the participants of this study had the opportunity to change
their organizationa cultures and the power dynamics within them, yet they chose not to
because of percelved negative results.

The relationship between emotions and power and the use of emotional expression
asadraegy of influence were topics that arose numeroustimesin thisstudy. Essentialy
thisinvolved one person, usudly aman, usng emotions as atool to gain credibility,
authority, or influence over another, usudly awoman. On the contrary, the women in
this sudy primarily discussed emotionsin terms of losing power resulting from

expressing emotions such as crying.
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Theloss or gain in influence trangpires because of the perception of emotiona
expresson. The belief that certatin emotiona expression is unprofessond and irrationa
alows men the opportunity to use emotion as a power tool by causng women to cry. It
isasareault of expressng emations such as crying that one loses influence. Thusif two
people are in a conflict, the one who ends up crying “loses’ to the one who stays non
emotiond. The“winner” wins because of the negative connotation that crying carries.

Another way emotions are used as a drategy of influenceisin the display of anger.
The use of anger in the form of aloud voice functions as a power tool because of the
authoritative podtion associated with yeling and/or the fear indtilled in the receiver of
the anger. Thiswas often illustrated by the participants as men yelling a women.
Perhaps it is because the man, who dready holds a position of power in society due to
gender/datus, islarger in 9ze and israising hisvoice at the smaler woman, accentuating

any previoudy existing satus differences. Expressng anger seemsto have worked well

for these men so they continueto useit. These Soriestold by the participants support the

literature describing the acceptability of anger expression in men (Garner, Robertson, &
Smith, 1997; Lewis, 2000; Sharkin, 1993).

Not only isit acceptable for men to display anger; the very expression of anger may
not be acknowledged as emotion in that men are considered “unemotiona” and women
are seen as the emotiona sex (Shields, 2002). Thus societd vaues creegte an
acceptability of anger expresson asaresult of itslack of acknowledgement, whereas any
emotional expresson by women is deemed emotionad and ingppropriate. It isthese
societd vaues, the fact that yelling is not acknowledged as emation but is perceived as

powerful and that crying is perceived aslosing control, that enable men to use emotiona
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expression to gain power over women. If these perceptions did not exist, the use of
emotions as a dtrategy of influence would not be possible.
Conclusion 5
Women learn about emotional expression primarily through informal and incidental
learning, therefore, HRD professionals must help employees learn through methodsin
addition to formal classroomtraining in order to develop employees

emotional intelligence.

This conclusion addresses the nature of the participants learning, particularly the
informa and incidental manner in which they acquired knowledge about emationd
expresson. The women described varied methods of learning, dl of which meet the
criteriafor informa and incidenta learning. These gpproaches include informal
reflective learning, informa Stuated learning, and connected learning. Thefindings are
related to each of these areas of the adult education literature. Implicationsfor HRD are
addressed and are further developed in the section entitled “Implications for practice and
research.”

Informal and incidental learning
We can carry on the process of learning in everything we do, like
amother balancing her child on her hip as she goes about her work
with the other hand or usesit to open the doors of the unknown.
Living and learning, we become ambidextrous (Bateson, 1994, p. 9).
Bateson (1994) aptly describes informal and incidenta learning as occurring with

everyday activities, dong with, during, and as a function and result of living. Similarly,



181

the participants in this study relayed learning as embedded within their critica incidents.
They did not seek out the learning, rather, it happened without plan and just occurred as a
result of agtuation. This section describes participants informa and incidenta learning
including reflective and Stuated learning.

Of the variety of ways that women managers described learning about emotiona
expression in the workplace, dl can be cdassfied asinforma and/or incidentd. Whereas
the emotion work research describes employees learning the required emotion rulesvia
organizationa screening and sdection, training, off-the-job sociaization opportunities,
and reward and punishment (Domaga ki, 1999), this study did not align with those
findings nor indicate asngle incidence of forma classroom training in emotions.

Participants methods of learning included such activities astrid and error,
mentoring and coaching, and learning occurring by chance or as a byproduct of another
activity. Theseways of learning meet the definition in the literature and confirm the
findings on informa and incidentd learning (Bateson, 1994; Brooks, 1999; Jarvis, 1992;
Marsick & Watkins, 1990; Marsick, Volpe, & Watkins, 1999; Merriam & Caffardla,
1999; Y oung, 1994) and demondrate the power of learning informally and incidentaly.

Marsick and Watkins (1990) discussed the importance of context in informa and
incidentd learning. The findings in this study reiterated the importance of the particular
Stuation in determining the appropriateness of emaotiond expresson. Asin the authors
modd, participants learned from an experience and subsequently framed new stuations
based on previous experiences, condgdering any new experience through that contextua
lens. If aparticular emotiona expression resulted in negative (or positive) consequences,

the participant considered that experience when she next encountered aSmilar Stuation.
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Therefore the triggers of the incidents were embedded within the Situation or context, as
had been previoudy shown (Cseh, 1998).

Learning from others and from experience were the mgor learning strategies
employed by these managers. This supports previous research indicating that managers
learn informdly from others, from experience, and can help otherslearn (Cseh, 1998;
Ellinger, 1998; Jarvis, 1992; Y oung, 1994). Young (1994) reveded that managersrelied
on interpersond interaction and learning from others to acquire business knowledge. The
managersin this sudy confirmed these findings as the participants cited learning from
others as crucia to understanding appropriate emotional expresson.

In addition to learning from others, learning from experience was frequently
mentioned by these participants. Jarvis (1992) described learning as “the process of
transforming life experiences into knowledge.” These women used the experiences
described in their criticd incidents to learn and grow.

Informal Reflective Learning

Brooks (1999) described critical and reflective learning as informal learning used
by managers. Fittingly, research indicates that criticd reflection isrardy formd (Freire,
1972; Mezirow, 1981; Brookfield, 1987). In addition, reflection on atriggering event
resulting in changed behavior is consdered to beincidental learning (Marsick and
Watkins, 1997). The participantsin this study engaged in reflective learning in many
ways.

The participants often utilized reflection on action (Schon, 1987), reflecting on their
behavior after the event in order to facilitate learning. This use of reflection on action

often resulted in future reflection in action because the learning that occurred from the
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previous experience enabled the participants to influence and change their behavior
during an experience rather than after.

Participants o learned reflectively through trid and error. With trid and error,
the participant reflected on an event after it was unsuccessful, and subsequently changed
her behavior. Or to the contrary, if the emotiona expresson was successful, the behavior
was reinforced. Observation of other peopl€ s behavior dso entails reflection because
the participant reflected on the impression that the other person made with his or her
behavior. Subsequently, she concluded that a different behavior would be more
advantageous.

Reflection would dso play acriticd rolein the learning described by participants as
that learning which resulted from age and experience. Thiskind of learning involved
repested reflection over years of eventsin order for the women to learn and grow from
the multitude of experiences that accumulated throughout their careers. Each of these
examples demongirates that the participants engaged in informa, incidentd, reflective
learning about emotiona expression in the workplace.

In sum, key learning for participants occurred informaly from others and from
experience, therefore supporting prior research in informa and incidentd learning. This
has sgnificant implicationsfor HRD. Professonas responsible for developing
employees and encouraging learning often accomplish this using forma classroom
training. Yet this Sudy demondrates the significance and influence of informal and
incidental learning in settings other than the traditiond classroom environment.

The emotiond intelligence literature discusses the occurrence of some forma

training, for example, training service workersto smile. However, the participantsin this



sudy did not identify any such formd training in their experiences. Without this formd
training regarding emationa expression, these women learned informaly and
incidentally.

Informal Stuated Learning

The importance of the Stuated nature of experience in the participants learning
indicates the criticality of the context and Stuation and learning through experience.
Bateson (1994) describes this type of learning as continually recycling past experiences
and acquiring meaning through this process. In addition the author stresses “the text of
experience is aways open to reinterpretation (p. 105), thus reiterating the importance of
learning from experience as well as the need for the particular Stuation to define
gppropriateness of emotiona expresson.

These participants provided examples of learning illustrated through experiences
and the acquisition of emations knowledge whileimmersed in a particular Stuation, and
the dependency of that knowledge on that particular Stuation. Thistype of learning
supports the notion of Stuated learning. A centrd tenet of Stuated learning isthe
importance of context and the unavoi dable connection between thinking and a particular
context (Merriam & Brockett, 1997).

The participantsin this study suggested that the gppropriateness of emotiona
expression relates to the specific context, including the Stuation and person involved.
Whether the context is their position in the organization, a particular given moment, or
the person with whom they are interacting, rules of emotiond expresson will vary. Thus
they use situated learning to identify, assess, and determine the mogt effective emotiona

expresson.

184



185

Connected Learning

In conjunction with learning informally many of these participants learned through
each other. The women in this study did not learn and develop in the manner indicated
by traditional models of adult learning and development. These women learned through
connected learning. The participants described learning and knowing through
interactions and relationships with others, therefore supporting the literature on women's
learning (Belenky, et al., 1986; Bierema, 1994; Caffardla & Olson, 1993; Giesbrecht,
1998; Gilligan, 1982; Hayes & Flannery, 2000; Helgesen, 1990; MacRae, 1995; Ruddick,
1996; Van Velsor & Hughes, 1990). The participantsin this study learned through other
people, women or men, by observing their actions, from feedback, and from knowledge
ganed through them.

In addition to mastering new knowledge, some of these women engaged
themsalves, coming to a better understanding of their fedings, needs, and roles. Recent
scholarship indicates that women' s learning involves persona growth and change and
perhaps changes in identity (Caffarela& Olson, 1993; Merriam, 2000).

This study indicates the existence of thiskind of learning and development. In
addition to learning, many of the women developed their sense of sdf through
questioning their degree of authenticity in emotional expresson and atempting “to
maintain afluid sense of sdf” (Caffardla& Olson, 1993). According to Flannery and
Hayes (2000), for women the sdlf is delineated through connections with others. Inthis
sudy participants came to an understanding of how to effectively negotiate their

emotiond expression to the satisfaction of themselves, colleagues, and managers and



they often learned this through and with others. In essence, each woman’s emotiond sdif
was constructed, and this was accomplished through connections with others.

Congdering the concept of connected learning, the participants illustrated three of
the categories of learning described by Belenky et d. (1986). Theseincluded received
knowledge, procedural knowledge, and constructed knowledge. Those who indicated
using received knowledge were women who received knowledge from externd
authorities. Asdefined by Belenky et a. (1986), these women saw knowledge as coming
from others. Participants demondrating this category of learning provided examples of
learning about emotiona expression involving only knowledge received from other
employees. For example, supervisors and more experienced colleagues provided
feedback to them about their emotiona expresson, provoking them to change the way
they behaved at work.

Belenky et d. (1986) defined procedura knowledge as women employing objective
methods to acquire and to communicate knowledge. With constructed knowledge,
women percelve al knowledge as contextua and believe themsalves to be crestors of
knowledge. Both of these categories of learning were evident in the data by participants
who described actively seeking out knowledge about emotiona expression. Rather than
relying only on feedback (as did the received knowers), these participants actively
observed others, sought out mentors and role models, and purposely dtered their

behavior to fit a particular context.
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Conclusion 6
Psychodynamics exist in the workplace that continually reproduce the pathology

of emotional expression.

The concept of psychodynamics refers to motivationd forces that conscioudy and
unconscioudy affect behavior. Thisincludes behaviors and socid defenses aimed at the
reduction of anxiety, including adiscusson of Modd | and Modd 11 behavior (Argyris,
1982, 1990, 1993). Socia defenses areritudigtic processes that are created
unconscioudy by members of an organization in order to protect themsdlves from the
experience of anxiety (Argyris, 1993; Bion, 1989; Hirschhorn, 1977, 1999; Moxnes,
1998). This conclusion addresses psychodynamics and anxiety, psychodynamics and
gender, and how these unconscious motivationa forces exist in the workplace and affect
the expressions and perceptions of emotiona expression.

One question stlemming from this study is what are the motivationa forcesthat are,
in mogt participants workplaces, encouraging the squelching of emotiond expresson?
Two answers to condder are the following: 1) rationdity is more effective than
emoationdity in avoiding anxiety, therefore, the organizationd requirement for rationdity
isasocid defense againg anxiety, and 2) gender socidization is reinforced in the
workplace in order to maintain societal gender roles and subordination of women.
Psychodynamics and anxiety

Behaviors that seem normal and persst unquestioned may in fact be socia defenses

that were created and continue to remain in place in order to reduce anxiety. If someone
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has emotions or fedings, he or she may fed anxiety. On the contrary, if a person does
not acknowledge emations or is not dlowed to show them, it is unlikely he or she can
fed any anxiety. Thus, the mativationd force underlying the discouragement of
emotionda expression is an avoidance of anxiety and a depersondization of relaionships.
Emoation work requires evoking an emaotion not naturadly felt by an employee and
may actudly cause anxiety. The participantsin this sudy indicated that this occurred;
that denying ther true emotions caused anxiety due to feding alack of authenticity. This
would be the result of feding inauthentic because of a gap between what istruly felt and
what is expressed. Some of the participants dluded to this uncomfortable fedling,
particularly those working in human resources. Thus the organization’s effort to reduce
anxiety may backfire if emotion work requires an employee to suppress her true fedings
and display dternative emotions. Perhaps the organizationd expectation to avoid
emotiona expresson functions asasocid defense only at the organizationd levd.
Argryis (1990) description of people engaging in defensive routines to avoid
fedings and emotions was confirmed in this research. Participants demongtrated the
exisence of this psychodynamic by describing workplaces that discourage emotiona
expression so much that performance ratings are decreased as a result of emotiona
expresson. Thus policies and procedures functioned to maintain these defensive
routines. However, whereas the participants were awvare that their emotional expressions
were the cause of poor reviews, they doubted their supervisors would acknowledge or
even redizethis. This suggests that the supervisors are acting as Argyris (1990)
suggested; that people can be unaware of their defensve routines and illustrate a pattern

S0 ingrained that they cannot identify their defensve routine.



Argyris (1982, 1990, 1993) descriptions of the ided behavior, Modd I1, involves
sharing thoughts, fedings, information, and responghility, and therefore diminating the
use of defensve routines. This behavior is difficult to engage in when the environment
discourages emotiona expression. In contrast, Mode | behavior avoids fedings, one's
own aswedl asthose of others. This behavior, and its sanction in the workplace,
functionswell as asocid defense againg fedings and anxiety.

Psychodynamics and gender

Another psychodynamic functioning in the workplace is the maintenance of gender
roles. | previoudy discussed the use of emotiona expression to maintain socia structure
and gender roles, however, the psychodynamics underlying this phenomenon was not
addressed.

Organizations predominantly have male-defined cultura expectations and mae
characterigtics are rewarded. Accordingly, expectations and evauation of women's
behavior are in terms of gender roles. Therefore, when women display an emotiona
behavior it is unconscioudy evauated in terms of their gender. For example, if awoman
becomes assertive in order to get employees to respond, it is deemed inappropriate and
sheislabeed abitch. Thusemotiona expresson is contained within limits of gender.
Thereault isthat gender socidization is reinforced and perpetuated in the workplace.

These requirements for women by their workplaces state that they should contain
their emotionda expresson within boundaries deemed appropriate for women. Thisis
amilar to expectations of women's body size, movement, and language. Just as socid
and cultura expectations suppress women'’s voices (Hayes, 2000; Oakley, 2000),

boundaries aso exist for women in terms of physica presence, body size, position, and
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status (Humm, 1995; Tong, 1998). Emotiond expresson follows suit in societd efforts
toward developing and maintaining femae limitations and boundaries.

Even though some of the participants were conscious of the purposes of emotion
rules, the norms continue to exist. Supporting the notion of “undiscussables’ (Argyris,
1990) and the difficulty of seeing asocid defense (Hirschhorn, 1999), emotiond display
rulesin these participants workplaces continue to exist because they remain
undiscussable and unchalenged, causing the defenses themsdlves to become more
intense and permanent. Asaresult, emotiond expression in the workplace continues to
be pathologized.

Implications for Practice and Research

This study reveded that women managers learn about emotiond expresson
primarily through informa and incidentd learning. They learned that maintaining a
“poker face’ is often the best tactic and that appropriate emotiona expresson is
dependent on the Stuation as well as gender because of the importance of conforming to
gender roles. They learned the need to emulate men in order to be percelved as
professond and that they continue to be evaluated based on gender, facing many double-
binds asaresult. In addition this study revealed that these women managers were
informally learning about emotiona expresson through others and through their
experiences. This research has implications for women, managers, mentors, and human
resources professionds.
Organizations

This sudy illustrated the importance of culturd views reinforcing existing socid

dructures. This reinforces the importance of criticaly examining organizationd
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practices, palicies, and structures to ensure that they do not function to reproduce
gendered power relations. Organizations need to support women in their careersin
respect to any learning that affects their careers, including that of emotiond expression.

Organi zations can create cultures which would encourage the development of
learning opportunities. This could include cresting continuous learning opportunities,
encouraging dialogue and collaboration, and establishing systems to promote and share
learning. A learning organization (Watkins & Marsck, 1993) promotes continuous
learning, thus increasing the likelihood of learning informally from each other. It creates
an environment where people are more honest and communicative and use each other to
learn without fear of repercussons.

These practices will help organizations to develop their employees’ emotiond
intelligence and employee s ahility to perform emation work, resulting in improved
individua and organizationd performance. In addition, acknowledging the existence of
emotionswill help organizations to encourage hedthy expresson of emotions and the
development of hedthy, trugting reaionships.

A commitment to leveing the playing field for women should manifest in
condructive and supportive sysems. Organizationa systems including hiring,
promotion, training, and compensation need to avoid reproducing the existing power
structure.

Managers and human resource professionals
One important implication is that informa training programs for emotiond
intelligence may be as effective as forma classroom learning Situations. Thisindicates

the importance of consdering dternative methods to develop employees emotiona
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inteligence. These methods can include mentoring, creeting continuous learning
opportunities, and encouraging dialogue and collaboration.

A mentoring program in which more experienced managers, preferably women, can
guide less experienced women in effective emotiond expression would help young and
inexperienced women. The advantage a mentoring program would offer over atraditiond
classroom training program in emotiona expresson or emotiond intelligence isthe
ability to learn about emationd expresson within a particular context. The participants
indicated the importance of the particular Stuation, including person, postion and
gender, in determining emotiond expression. Informa Stuated learning may be more
sendtive to differences in Stuations, employee position, and gender than formd learning
gtuations. The disadvantage of mentoring isthat it may reproduce patriarcha culture
(Bierema, 1996).

Those that are in a position to influence culture in organizations should encourage
more open and honest communication if the motivation behind avoiding emaotiond
expression is a defense functioning to reduce anxiety. They should consider that an
dternative Modd | mode of behavior would result in ahedthier and more effective
working environment where there are no undiscussables and employees are aware of
defensve routines and demondrate this type of behavior. Thiswould result in afurther
increase of discussion and learning.

It isimportant to consider that rules around emotiona expresson may function as
yet another agpect of the glass celling. These rules prevent women from advancing
because of insurmountable double-binds that exist around emotiona expression, resulting

in women'swork performance being perceived asless effective than it isin redity. Itis



critical that human resource professionals and managers acquire gender ConsCiousness o
they are aware of evauating employees based on gender rather than performance.
While more formd in nature, an additiona training method for human resource

professonds and managers to consder for developing emotiond intelligenceis action
learning. Action learning involves learning about red problems, in the action, and within
an actua work context (Bierema, 2001). The importance of context and learning about
emotiond expression through experience has dready been presented. Action learning
would provide a smulated Stuation and experience through which the employees can
learn without jeopardizing their performance or career success. Action learning teams
could be established with a combination of employees perceived as high in emationd
inteligence and some aslow. Thiswould alow those that are more knowledgeable to
give immediate feedback to those needing to learn. This provides ared Stuetion in
which to learn yet avoids negative consequences.
Women and men employees

Women and men need to gain an awareness and understanding of gender roles and
their impact on behaviora expectations, career development and success. Gaining this
consciousness is critical to development and to making progress toward change.
Becoming aware of the powerful and pervasive impact organizationa culture can have on
employees and performance will help prevent unconscious acceptance of vaues and
influences on behavior.

Managers should not operate within “darkness’ (Lampe, 2002). Both women and
men need to be critica of their own behavior and understand why they behave the way

they do. Understanding the source of values and being conscious of decisons, behaviors,
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and their potentid implications will prevent unknowingly perpetuating those vaues,
systems, and structures.

In addition it is critical to provide education for men in order to make them
conscious of patriarcha values, perpetuating behaviors, and how they can avoid
reproducing the socid dructure.

Research

This study raised issues for further research as well as provided support for its
methodology in studying emotions. Emotions research needs to continue in order to
acknowledge the existence of emotions and emotiona expression in the workplace and
examine their importance to managerid effectiveness, career development, and success.

Severd studies that could further advance the field are to examine the methods
suggested above for developing emotiond intelligence. Establishing amentoring
program, developing alearning organization, and implementing an action learning
program were al suggested under implications for practice. Studying the effects of each
of these programs on emotiond intelligence and women' s ability to learn about emotiond
expression would provide needed data for the emotions literature.

Another study that would provide important knowledge for emotions research
would be one that examines the relationship between emotiona expresson and
performance ratings. Thisis necessary because if dataindicates that managers arerating
women lower because of emotions, it isimportant to determineif it isemotiona
expression, gender role conformity, or actud performance on which they are rated.
Gender specific expectations of emotiond expression affect women's potentia for career

success because they must conform to these gender roles. This results in women looking



unsuitable for the workplace, negatively impacting their careers. Thusit isimportant to
verify if this phenomenon exigts and try to determine how to remedy the Situation.

Research on the potentid for informd learning to enhance emotiond intdligenceis
criticd. The literature has provided an increasing number of examplesin the last decade
of emotiond intelligence training programs. These have dl been forma classroom
training programs (Cherniss & Adler, 2000; Cherniss & Goleman, 2001; Weisnger,
1998). Thewomen in this study indicated successful learning occurring from informal
and incidentdl learning. Thisis an area of research that would grestly benefit the
emotions literature as well as support the exigting informa learning literature.

A noteworthy phenomenain this sudy isthat al the participants critica incidents
involved men. Future research could examine women's emotiond experiences with other
women. A comparison of the types of emotions dicited with other women as compared
to with other men could provide interesting information on gender roles, gender
consciousness, and employee interaction.

Lastly, arecommendation for future research can be made regarding methodol ogy.
The use of criticd incidentsin this research alowed for participants to provide me with
emotiona data that may have been difficult if another research method was used. If they
had been asked directly about how emotional expression affected them, there likely
would have been two mgor problems. The first problem is that they may not remember
or be conscious of what and how they learned about emotiona expression. Second, if
discussng thiswas emationdly difficult for them they would not have shared enough

quality information with me. Thus critica incidents permitted them to tell a story,
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keeping the stuation safe and comfortable for them and dlowing me to sort through thelr

goriesfor criticd information.

Chapter Summary

This chapter summarized the study and presented the findings. The remainder of

the chapter detailed the following six conclusons of the study:

1

The rules and acceptability of emotiond expresson in amanufacturing
workplace are dependent upon the employee’ s gender and particular Situation.
A mae dominated system may create a need for women to perform more
emotion work than men by emulating male behavior.

Socid dructure is reproduced becaues of the importance of culture in defining
the appropriateness of emotiona expression

Emotions are used as a strategy of influence at both the organizationd and
individud levels.

Women learn about emotiond expression primarily through informa and
incidenta learning, therefore, HRD professionas must help employeeslearn
through methods in addition to forma classroom training in order to develop
employees emationd intdligence.

Psychodynamics exigt in the workplace that continualy reproduce the

pathology of emotiond expression.
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After explaining each concluson and relaing the conclusons to the literature,
implications for practice and research were presented.
Limitations

It isimportant to note severd limitations that affect the findings and conclusions
of thisstudy. First are methodologica limitations. Quditative research lacks
generdizability in the traditiond sense dnceit islimited to aparticular time and place
and particular circumstances (Wolcott, 1990). The circumstances of this study include
the small sample of women managers in manufacturing. The sample decreases the
goplicability of the sudy’ s findings beyond the participants and environments involved.

In addition, there are limitations resulting from researcher bias. The areasin
which my bias was srong included my bdief that behavior, including emotiond
expression, is both biologica and learned, and that emotional expression should not
necessxily be avoided. My biasin these areas may have influenced the andysisand
findingsif | unconscoiudy looked for data supporting my beliefs.

The critical incident method can potentidly limit findings. The findings are based
on the particular criticd incidents recdled by the participants. These criticdl incidents
rely on the memory of the participants. Firg, the incidents they described were often not
recent, thus detall may have been lost and memory of the event may have become vague.
Second, those incidents they did not recall or present to me may have carried important
messages and themes. It is possible that both of these limitations could have affected the
findings

The critica incident method aso relies on context. Thus, findings must be

consdered in relation to that context. It is necessary to question how much hasto do



with a specific context. For example, the fact that these criticd incidents dl involved
men may have only to do with context rather than suggest an important finding.
Smilarly, the suggested importance of informa learning of emotions skills may have
more to do with theinforma context than the effectiveness of informa learning over

formd. All of the above must be consdered dong with the findings and conclusions.
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APPENDICES

APPENDIX A

Interview Guide

Our interview together will follow the generd guiddines below and will last
gpproximately one hour. The questions | will ask you gppear below so you may spend
any time necessary reflecting on experiences before discussing them with me. Asyou
reflect on the events you have chosen and on the questions, you may want to make notes
as recollections occur between now and the actua interview. Y ou may wish to use these
asareference during the interview aswell. These questions are intended as a guide or
garting point for our discussion, therefore | may ask follow-up questions in addition to
these.

Thank you for participating in this study. | look forward to our meeting together.

uestions.
Recdl two incidents that occurred at work in which you may have experienced a strong
emotiond reaction, whether it was expressed or not. These incidents must be ones that
were critica to your learning about emotiona expression in the workplace. For each
incident, pleaseda:nbethefollamng
the event and the context
how you felt
your expressed emotiona reaction
why you chose this reaction
the result of your chosen emotional expresson
what you learned from this incident about emotions and the workplace
Why did you choose this incident as your critical incident?
What impact, if any, do you think this had on your performance?
In addition, do you recdl ever being taught about expressng emaotionsin
the workplace?

Participant background information:
1. What isyour current postion?
2. For how long have you hdld that position?
3. For how many yearstotal have you been a management/director level?
4. Demographics (optiond)
Race:
Geographic background:
Age
Educstion:
Maritd Status:
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APPENDIX B

Description of the Study

The workplace environment differs for women and men. Options and
opportunities for women continue to be limited by traditiond attitudes. \WWomen are lill
segregated into careers designated as feminine and pay differences continue to exist. One
areain which men and women may have different experiences is the expresson of
emotionsin the workplace. Just as with career expectations, there are societal gender
expectations around emotional expression with certain emotions seen as more gppropriate
for women, such as sadness and friendliness, and others for men, such as anger and
aggresson.

Women put more effort into expressing emotions defined as gender appropriate
such asfriendliness, alack of aggression, or behaviors that help them become accepted
into male cultures. These gender specific expectations affect women's potential for career
success because they must conform to these roles.

Success in the workplace has been attributed to effectively expressing emotions.
Given the importance of emotiond skill to career success, it would be beneficid to
understand how women learn about emotiona expression in the workplace.
Undergtanding how women learn this crucid kill will dlow for other women to gain
from this knowledge and devel op these sKills, and subsequently advance their careers.

The participants for this research will be women managers in manufacturing. The
data for this research will be collected in the form of criticd incidents. Critical incidents
areinterviews or conversations where participantstell astory. They will describe key
examples and times when they recal having a strong emotiond reaction in the
workplace. These incidents must be ones that were critica to their learning about
emotiond expression in the workplace. They will be asked to describe in detail the
context, behavior, effect of behavior, and learning that resulted from thisincident. The
interviews will be andyzed by continualy examining the data and sorting of the critica
incidents into categories and themes.
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APPENDIX C
Consent Form

| agree to participate in the research study Women Managers: Learning about Expressing
Emotions in the Workplace, which is being conducted by Rose Opengart, Department of
Adult Education & the University of Georgia. This study is under the direction of Dr.

Laura Bierema, University of Georgia, Department of Adult Education, 403 River's
Crossing Building, Athens, GA 30602. Either can be reached at 706-542-2214.

| understand that my participation is voluntary and that | can withdraw my consent to
participate a any time without pendty, and have the results of my participation returned
to me, removed from the research records, or destroyed.

The reason for this research is to explore how women at the director or management level
learn about emotiond expresson in the workplace. Through my participation in this
study, I will be contributing to the body of knowledge advancing women's learning,
learning in the workplace, and emaotions in the workplace. In addition, | may gain ingght
that could benefit my own career.

If I volunteer to take part in this study, | will be asked to do the following things:

1. Procedures:

a. Participation will involve oneinterview with the researcher lagting
approximately one hour. 1t is possible that a brief follow-up interview
may be necessary if the researcher needsto clarify information.

b. Theinterview will be tape recorded and transcribed by the researcher or
by atypist employed by the researcher. My persond identity and dl other
persondly identifiable information will be kept confidentid. 1 will be
asked to review the interview transcript for accuracy, and the amended
transcript will then be returned to the researcher.

c. | will be asked to review an information packet prior to the interview
which will include a brief description of the study, an explanation of the
procedure, and interview guideines, including questions to be addressed
during the interview. Thiswill alow you time to slect and recall two
eventsin your life to discuss during the interview.

2. | undergtand that there may be some emotiond discomfort due to the recollection
of and discusson of an emationd event in my life.
3. | understand that my identity will be kept confidential, and will not be released in

an individualy identifiable form without my prior consent. Data tapes will be
erased by June, 2003. The transcripts will be retained for future research
purposes.

4, The researcher will answer any questions about the research now or at any time
during the course of the sudy. She may be reached by telephone at 706-542-
2214.
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My signature below indicates that the researchers have answered al of my questionsto
my satisfaction and that | consent to volunteer for this study. | have been given acopy of
thisform.

Signature of Researcher Date Sgnature of Participant Date
Rose Opengart

For questions or problems about your rights please cal or write: Chris A. Joseph, Ph.D.,
Human Subjects Office, University of Georgia, 606A Boyd Graduate Studies Research
Center, Athens, Georgia 30602- 7411; Telephone (706) 542-6514; E-Mail Address

|IRB@uga.edu.

PLEASE SIGN BOTH COPIES. KEEP ONE AND RETURN THE OTHER TO THE
RESEARCHER.



