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INTRODUCTION 

This Instructor’s Resource Guide was written to accompany the eighth edition of “Behavior in Organization: An Experiential Approach.”  As a part of this Instructor’s resource guide we developed two additional supplements: Test Bank and Power Point Slides. The Web Site that was created for this edition includes additional optional experiential activities and cases, and three complete advanced modules.  This Manual contains a variety of instructor aids including alternative ideas and plans of sessions’ design, multiple ways of using activities and cases in the classroom, lecture outlines and resource material, answers to discussion questions at the end of each module, transparency masters, and test bank.

ABOUT THE TEXTBOOK

General Orientation

The first edition of this book was published 30 years ago. In the early 1970s very few Organization Behavior text books were published. Only handful of educators recognized the need to teach organization behavior and management experientially. The original textbook that Jim launched has become a continuing enterprise, the essence of which was to learn about organizational behavior and management issues in the context of work in an experiential way – going beyond summarizing and memorizing existing and growing body of interdisciplinary knowledge. At the most basic level, an organization behavior approach is used in the design and facilitation of exploration and learning. The current approach is an attempt to influence behavior and outcomes through the use of design, whether it be architectural, organization, work, or job design.

The approach that this edition of the book takes is that of Learning-by-Design. We start by making much of the fact that the word “design” does a lot more than distinguish between different learning orientations.  Rather, it gives it a place in the increasingly interesting and exciting world of design that is making its way into a wide variety of applications.  The subject of design is now front and center in grand architectural undertakings from the Opera House in Sydney Australia to the Guggenheim museum in Bilbao, Spain to the proposals for a new World Trade Centre in New York City. Design is the leading edge in dramatic waterfront revitalizations in a number of major cities in the world, and its popularity is evident in the large number of new television shows dedicated to house and kitchen design as well as the variety of household design challenge programs.  Design hits the pages of business magazines through the many ergonomic design awards being acknowledged for exciting new products such as Apple Computers’ iPod or the new Vespa Scooter from Italy. In the Harvard Business Review’s list of breakthrough ideas for 2004, it is even suggested that a Masters of Fine Arts degree is the new MBA degree (HBR, 2004) because the skill of design has the potential to create a significant competitive advantage in the future.

Learning can be viewed as an emergent and systematic inquiry  process, embedded in a true partnership between the instructor and members of a living system, in which behavioral, social, organizational and management scientific knowledge is integrated with exiting knowledge for the purpose of generating actionable knowledge. At the most basic level, this approach brings about the challenge of balance and interdependence between actors, between academic research and actual applications, between knowledge creation and problem solving and, between inquiry from the inside and inquiry from the outside. It is a partnership among a variety of individuals forming a “community of inquiry” and is viewed as an emergent inquiry process that differs from the traditional notion of learning as a closed, linear, and programmed activity.

The ultimate success of learning and discovery depends on how the different knowledge actor groups or micro-communities relate through the discovery process. Learning-by-design is viewed as an enabler for the understanding of the learning process and content since it provides the methods, mechanisms and processes for the interactions between the micro communities of knowledge and other relevant individuals inside and outside the classroom for the purpose of creating new discoveries that can be acted on.

Our approach to this book, initially launched by Jim 30 years ago, is based on the notion that learning can be a meaningful experience if one designs for discovery. We have designed a template with large degrees of freedom for the instructors to craft your own distinct courses such that the course fits the students, learning context and your style. The instructors are viewed as coaches, managers and designers. Adopting the particular lens of viewing the act of design as a process of social construction of reality might provide an alternative path. The ‘imaginary learning designer’ might be all about developing and creating shared meaning. Surfacing the mental models that people carry (viewed as deeply ingrained assumptions and or images) of human behavior might provide the arenas for the development of shared meaning that are likely to result in the creation of actionable knowledge. As such, the instructors are the designers and managers of the learning processes, the classroom and the learning community. 

About this Edition

This 8th edition of the book, like the previous editions, is designed first and foremost to meet needs that other texts do not satisfy. There are many continuities with the prior editions, but some important changes freshen and update the text. We have revised the overall design to include 15 core modules in the text and three advanced modules on the web site. Each module is designed as a stand alone unit such that the instructor can have more freedom to develop the overall structure of the course. The text is organized in four major clusters of modules in the book and the fifth, an advanced cluster is on the web site: The organization behavior context; managing teams; understanding and managing individuals; managing organizational processes, and; understanding and managing emerging complex processes. We strived to improve the balance between theoretical and current scientific knowledge, experiential activities and cases for each module and cluster of modules. We added two modules in the text, module 11 - “Stress and the Management of Stress” and module 13 - “Creativity and Innovation” and one new advanced module, module 17 - “Knowledge Management Processes”, to address these important topics. We have merged four modules into two, deleted two modules, deleted few cases and activities, added five new cases and twenty new activities.

The major continuity with previous editions is the basic approach, the aims, the emphasis and the learning process. As before, the text is intended for use in an experiential learning course for undergraduate or graduate business administration students in a required organizational behavior core course. Thus the text provides basic coverage of all the essential OB topics. These topics are often taught solely by lectures and readings, a cognitive approach primarily emphasizing content. Content-based learning approaches do not deal adequately with the need for student involvement, nor do they help students acquire behavioral skills or life-long-learning skills. Behavior in Organizations emphasized involvement exercises to help students quickly and effectively enter into the process of thinking about behavior, applying concepts, arriving at new discoveries and developing their own expertise. Integrating the experiential learning approach with appreciative inquiry sets the stage for higher level of learning.  Lectures and readings are intended to bolster this process orientation.  At the graduate level we usually supplement our book with a book of readings.

Designing the course around experiential learning methods (or what is called by some ‘learning by doing’) and appreciative inquiry process provide a stimulus for learning, growth, and change by helping learners focus on their own behaviors and reactions as data to explore. For this very reason, some students may at first be uncomfortable about encountering experiential methods in a required course. To help students deal with this challenge, we begin with more structured and less personal activities and introduce early on the appreciative inquiry orientation. Personal growth and self-understanding activities are introduced later in the text, after students have had enough experience to become more comfortable with the approach and each other as a community of learners.

The learning by doing orientation was retained in this edition. As such the text includes adult education methods such as team activities, role playing, case studies, simulations and team project activities in the communities within and outside the university boundaries. The action-oriented exercises provide new data set that can be explored by the learner, the team and the learning community. When integrated with the scientific body of knowledge, the sense making process of the data leads to new insights, discoveries and possibly new experimentation. Thus, the design of the course that combined ‘learning by doing’ and ‘appreciative inquiry’ processes establish the context, the climate and the self-helped competencies for life long learning.  

Human behavior in organizations is both fascinating and critical to understand. It surrounds and concerns us all, and affects every aspect of our lives. Moreover, it is the heart of effective management. Students respond with great eagerness to organizational behavior concepts in a properly designed course. Their enthusiasm offers the quickest route to the working skills they will find essential in the business world. This text’s main aim is to help our students be the best that they can be as tomorrow’s socially responsible leaders of organizations.

A course on human behavior in organizations is challenging and rewarding for both participants and instructor.  However, particularly in a required course, both students and instructor can find less satisfaction and achievement, less relevance and impact than they might like.  This text is a response to the difficulties of presenting material where there is no right answer, where situational contexts matter a great deal, and where students’ culture may downplay so-called “soft” courses.  The secret to success, we believe, is:

a.
in linking and content of the course with the participants’ own experience, highlighting the usefulness and insight to be gained by applying organization behavior knowledge, and

b.
in giving students what they ask for, something practical, something they can use in personal, interpersonal, and team skills development.

Students readily see that most of our adult lives are lived in organizations, so they are never far from the subject matter of the course.  They quickly see as well that their own experiences provide valid data against which to test their insights.

This text focuses on student experience in and outside the classroom, drawing upon exercises and techniques used widely in management development workshops and seminars for practicing managers and administrators.  Indeed, the text itself integrates tightly with experience in the classroom: experience is the touchstone around which the course revolves.  The instructor can make choices around the sequence and can rotate the sequence as the course progresses.  We suggest to start the course with a sequence of experience first, discussion second, and text assignments third.  This sequence provides for maximum freshness, feedback and reinforcement of the learning and insights of the classroom.  As the course progresses the sequence can be changed such that the students prepare conceptual materials beforehand: this preparation for the lessons of the experience can often lead to subtle insights that might otherwise be missed.  The sequence issue is addressed in each of the modules throughout the Manual.

Following the feedback that we have received from many colleagues on our 7th edition, this 8th edition of the book was designed to provide the instructor with maximum flexibility.  Each module was developed as a stand-alone module.  This means that the instructor can create his/her own sequence of the topic areas to be covered.  Furthermore, since we view the instructor as the designer, the text provides sufficient material that can support an experientially-driven course, a case-driven course, a lecture-driven course or any combination of the three.  You will find in the text and the WWW Site 102 creative experiential activities and 21 cases to choose from.  In the book’s WWW Site you will find 3 comprehensive advanced modules with their own set of possible activities and cases.

From our experience, the material in the book is sufficient for a year long course.  We are stressing this point because we strongly advocate against trying to include every module and every activity in a one semester or one quarter or one trimester course.  You need to make many choices about the modules that you are going to cover and about the activities for each session and module.  We also developed three modules as advanced modules that can be found on the WWW Site.  You can design a complete course based only on the first 15 modules.  Yet, in our courses we have included a few variations of the advanced modules.  The suggested alternative course outline provides specific examples of how one can design and organize the course.

We choose a specific sequence of modules that have worked for us and for our students.  The text and the instructor manual are organized accordingly.  This Instructor’s Manual is organized in five clusters of modules: the organization behavior context; managing the team; understanding and managing the individual; managing organizational processes, and; advanced modules – understanding and managing emerging complex processes.  The introduction for each cluster provides an overview of the cluster and a short review of the previous cluster.  Each module in the text begins with few alternative activities — exercise or cases — followed by content input and ends up with few alternative activities that if carried out can provide a deeper level insight and an opportunity to investigate further the topic covered.  We also integrated a few additional activities in the WWW Site as alternatives and/or supplements to the existing ones.

THE INSTRUCTOR’S MANUAL ORIENTATION

A variety of aids are provided in this manual that support and supplement the pedagogical devices in the textbook.  The aids are designed to improve the quality of the total learning experience and to reduce the class preparation time.  We start with a discussion about the pedagogical orientation and tools for the course.  Next we provide samples of course outlines.  The features of this manual that follow, include part and module overview; learning objectives; module outline; pedagogical teaching notes with a discussion on the management of each activity and case; alternative mini-lecture outlines; answers to the discussion questions that appear at the end of the module, and; visuals for transparency masters.

PEDAGOGICAL ORIENTATION AND TOOLS

Purpose

Our aims for the text are twofold: to legitimate the examination and discovery of human processes, group norms, motivation, communication, and other “intangibles” as prime factors affecting human behavior in organizations, and thus the manager’s job and the employee’s experience, and; help the learners develop their own mental models/cognitive analytical maps that will guide assessment and actions in a growing complex work context.  By design, people’s reactions are “data,” as real as machine output, and at least as important.  An important related aim is to provide the conceptual framework for conducting that exploration in a rigorous, professionally sound manner, with widely recognized, useful theory and recognizing, simultaneously, that even that theory can be critiqued and will be transcended.  The learner is challenged to develop and refine mental models that are built on experience and theory. We therefore utilize concepts as means to assess experiences, critique these against the reactions of participants and refine the individual mental model.  We try to avoid doctrinaire commitments to specific theories, aside from commitment to the experiential learning and appreciative inquiry methods and challenge the learner to integrate bits and pieces from variety of theories that fit the experience.  We don’t claim to have “the answer,” so much as a way of proceeding that is likely to produce acceptable answers, and means to go further and deeper level of understanding and discovery.

By building much experience around teams, we intend to highlight what we take to be a key characteristic of most organizational life, the need to interact with others to accomplish some goal.  Interaction, rather than independence, is the rule of the organizational world: we stress students’ interactions here.  We study group dynamics, both within the group and between groups, taking classroom experiences as the source of important data.  Thus, we stress the value of introspection, reflection and inquiry on and in one’s own activities.

A unique feature of this text is its emphasis on integrating experiential exercises and cognitive learning.  To assist this process, much guidance is provided in the introduction, the exercises, and assignments.  This guidance helps make the students, as well as the instructor, aware of the method of learning and its importance.  Before proceeding with this manual, the reader should turn to the Introduction and Module 2 of the text, where the learning method and course plans are explained.  This manual will provide the instructor with additional support and information, both on course management and substantive areas.  More specific objectives include the following:

1. Detail the rationale for the learning method and sequencing of modules, materials and activities.

2. Describe the role of the instructor and student in a process course.

3. Provide instructions for the development of the class as a learning community.

4. Provide instructions for classroom management of experiential learning activities, suggesting approaches for debriefing and connections between activities and course topics.

5. Suggest alternative course plans for using the textbook, and provide examples of course outlines and assignment schedules.

6. Comment on each module and activity, providing additional instructional material: articles, case studies, activities, answers to study questions, test questions, references and transparency master.

Rational for the Learning Method

The Experiential Learning Model upon which this text is based leads participants through a sequence of steps.  First, experiences are provided through activities relevant to the topic of study.  The activities generate fresh, genuine data with high face validity for participants.  Second, participants discuss the experience and their reactions to it.  Others’ reactions are as important as one’s own, and, through questions and discussion, the managerial perspective can be emphasized.

Third, the instructor presents concepts and theory to apply to the experience.  This helps place it in perspective and gain additional insight.  As well, because theory and concept are related directly to experience, the cognitive material gains in credibility and applicability.  Fourth, a homework reading assignment reinforces participant learning.  Fifth, students are encouraged to inquire into the data that was generated through the activity and its meaning. Sixth, the learning is reinforced by application of the concepts as the course progresses.

This method enhances the participant’s readiness for concepts and theories, and reinforces insight through learning-by-doing and appreciative inquiry.  An even more important outcome is learning at a high level: learning how to learn from one’s own behavior over time.  This lesson is woven throughout the text and activities, from start to finish.  To enhance learning, activities are presented first, before theory or concept, so that participants experience without preconceived notions of what “should” happen.  Afterwards, theoretical insight can be grounded against the wealth of class experience, rather than being presented as from on high by authority of the instructor.

Assignments at the end of each module indicate whether or not participants are to read ahead.  

For instance, the Leadership Behavior Assessment Activity 3-2 can be completed as homework, then discussed in triads in the classroom before Module 3 on this subject is assigned.  After the activity has been completed, a lecture on the different leadership school of thoughts is presented by the instructor.  Participants then score their own questionnaires, and discover the models they drew upon implicitly in completing the questionnaire.  Then Module 3 is assigned as homework, when individuals have both their own reactions and others’ as background data to bring to the text treatment of leadership concepts. Students can be asked to prepare Activity 3-3 “Donny is My Leader Case” for class discussion. In class teams can be assigned specific school of leader thought to analyze the case and present their analysis to the class.  This sequencing of the activities and materials tends to generate freer discussion among participants, highlighting differences in beliefs and help individuals begin to develop their own mental model or cognitive map that can guide analysis of different leadership dynamics in a variety of work settings..

An alternative approach to the same exercise, assigning Module 3 as homework first, focuses on triad analysis of the questionnaire in class. The triads attempt to identify the leadership alternatives for each topic on the questionnaire. The scoring key is used to assess how well the triads were able to apply the leadership models. Here, participants drill on applying the models and gaining facility with operational definitions.

Yet another alternative, for those that like to use case studies as a way to explore behavioral issues in organizations, is to assign both Module 3 and “Donny is My Leader Case” as homework.  The class discussion based on the case facilitate an in depth exploration of leadership dynamics.  At a certain point during the session you can assign the questionnaire.  The discussion of the results in small groups help triads to apply the leadership models.  Integrating both self-assessment questionnaires with case discussion and mini-lectures provide for a complete learning module.

This example suggests the flexibility possible for sequencing materials and activities.  While we prefer the “experience first” approach in general, variety in sequencing helps to keep students (and instructors) fresh.  Resequencing the flow of each module enables an instructor to stress conceptual and theoretical materials, process and content issues to a greater extent, and provide for a dynamic and non-routine learning process.

A Generic Guide to Experiential Activities

Three key factors affect sequencing in this book:

1.
As noted in the Introduction, we begin with less personal, less intimate experiences in the first half of the book.  The greater structure and objectivity of early activities helps participants become more familiar with experiential methods before turning to topics like personal growth, which might be considered more threatening and personally revealing.  Nevertheless, the emphasis throughout is on managerially and organizationally relevant approaches, not “amateur shrinkage” or pseudo-psychiatry.  At no time do activities become unduly intrusive or embarrassing.

2.
There is a general, logical sequencing of theoretical and conceptual materials, from the contextual content issues to team to individual and back to organizational processes.  However, since modules are arranged primarily to tap a core of experiences, the sequence of cognitive materials is less tight than treatment in a comparable content-based text.  It is possible to vary this sequence, but care should be taken to begin with the first activities, especially for participants unfamiliar with experiential methods.

3.
Main themes in the text are repeatedly reiterated throughout the course, thus weaving together various aspects of personality and diversity, motivation, communications and perception, and small group concepts and illustrating their operation at the individual, team, interteam, and organizational levels of behavior.  The integration and application of theory and concepts increase as the course progresses, culminating in a total systems focus.  This overall integration maintains emphasis on both the individual and the organization through the vehicle of the professional manager’s perspective.  This perspective, continually reemphasized through the course, provides a rationale as well as an integrating device for course content.

Tolerance for Ambiguity

Instructors using and reviewing the textbook have sometimes indicated they would like the course sequences of topics and learning to be tightly developed sequentially.  Students express a similar need, unless instructors directly address this subject, thus presenting an excellent opportunity for discussing the topic of tolerance for ambiguity early in the course.  Points to make are as follows:

1.
You are covering content, learning methods, and building the learning community that is embedded in appreciative inquiry all at the same time at the beginning of the course.  The first priority has to go to involving the participants in interaction activities at the first class meeting, so students will be immediately motivated and the mode of active-lecturer/passive-student will be avoided.  The subject of the activity is defining organizational behavior, a topic you could spend several lectures on.  To do so would interfere with developing the learning community.  After Activity 1-1, the topic of OB can be interspersed into the class discussions in the second session when Activity 2-1: Organizational Dialoguing occurs.  Create the teams for the course and go right into the Activity 2-2 (Individual Learning Styles: Diagnosing and appreciation of Individual Differences) that helps the students appreciate individual differences and begin the development of an appreciative inquiry process. Next as a homework assignment assign Activity 2-3 (The Development of Team Name, Logo and Learning Goals). In class let each team present their name, logo and logic. You can model appreciative inquiry behavior by asking clarification questions for a deeper level of understanding and move right into Activity 2-4 in class. For the next session you are moving into the module of leadership. The process described above gets the class going early with the establishment of the foundation of a learning community that is embedded in teams and appreciative inquiry into behavioral content and challenges. We found that sharing with the students the logic of the learning process is helpful.  

2.
Impress upon the students that much of life is not sequential, it is turbulent.  Many of their bosses will be right-brained and will manage from an intuitive base, which they often cannot, or forget to, explain.  Problem solving can be done from a logical format, but often wallowing around in the middle of the data brings excellent insights, e.g., brainstorming as one approach to systems analysis.

3.
Lastly, distributed learning, that is, going back over the material after lapsed intervals, can sometimes bring better retention than mass learning it all at one time.  Thus at the end of a part or the beginning of a new part, make sure to summarize the progression made thus far in the course, such that the students begin to appreciate the “forest” as a whole.  Otherwise, the students will be able to appreciate only the specific modules or the “trees” and the total picture will escape them.

The Use of Cases and Case Analysis Orientations

Significant amount of materials has been published to date about the pedagogy and the use of case studies in a classroom environment.  Discussing the use of case studies with many colleagues reveals that most of us develop our own unique orientation.  We do not see the need to propose or review the large variety of case study orientations.  Our suggestion is that you continue to refine and develop the orientation that you have found to be the most useful.

Our own preparation involves thinking through the case, the purpose that we see in using the case and, the potential learning points that the case can help bring forward.  Some thought is devoted the potential class energy and the energy that that case is likely to generate.  Accordingly, some alternative courses of action for managing the potential class energy are mapped-out.  The teaching notes for the cases contained in each module in this manual should provide you with preview of the cases and some ideas that are likely to help you prepare the cases for class discussion.

Our approach has been to change the way we use the cases throughout the course:

· At times we use the traditional approach; 

· at times we start by asking the few students to role-play individuals that are described in the case; at times we divide the class into the groups that are identified in the case and ask them to identify the major problems in the company from their specific perspective, and get representatives into a fish-bowl to discuss the issues and arrive at a shared problem definition; 

· at times we ask the class to be the board of directors that is expected to provide some direction to the company; 

· at times we assigned a specific content area or conceptual framework/model to teams and ask them to analyze the case through the assigned content; 

· at times we divide the class into competing consultants that are trying to get the job and each of the teams has to prepare a short presentation that incorporates their analysis and proposed alternative courses of action, and; 

· at time we mix two or more of the above alternatives.

The basic “traditional” process that worked for us includes the following: starting with basic discussion based on the student’s preparation of the case and their responses to the questions at the end of the case; underpinning the basic assumptions that we make (about the event/situation/the organization/the key actors); examining the symptoms and causes; identifying the major problem; providing alternative solutions; cost of benefit analysis of the solutions; recommending a specific solution, and; providing specific action plan.

At times we use a matrix to integrate the accumulated content knowledge for the analysis in order to help identify the major problem.  The matrix is based on the utilization of the existing body of knowledge to aid the analysis.  We identify with the students the theoretical areas and concepts that seems most relevant based on the initial reading of the case.  Next we create a matrix that includes the following columns: Key concepts, analysis and, potential problems.  Below is a skeleton of the matrix.

	KEY CONCEPTS
	DEFINITION
	ANALYSIS
	POTENTIAL

PROBLEMS

	1.

2.

3.

4.

5.

_.

_.


	
	
	

	
	
	
	THE MOST

DOMINANT

PROBLEM


We have found the matrix to serve as a systematic guide for the analysis that fosters the integration of the reading materials while conducting the case analysis.

Our colleague Thom Sepic proposed the following structured approach that includes a solution matrix: Identify the position taken (i.e., the person in the case that you are representing as you solve the case — the president, sales manager or a consultant hired by the president), other key individuals and your assumptions; list the critical case problems, identify the one you will solve and explain clearly your choice; list three mutually exclusive and logical solutions, identify three appropriate effectiveness criteria and assign each specific weight not exceeding 100 for all the criteria together (see the skeleton of the solution matrix below), examine the solutions against the effectiveness criteria, assign the appropriate weight, and choose the best solution using the effectiveness weight rational; develop a sound action plan (be sure to state the objective of the plan in specific terms), identify the responsible persons during each step of the action plan, and provide a realistic timeline for the completion of each of the step of the action plan.

EFFECTIVENESS CRITERIA

	Solutions
	Employee
Attitudes
(25)
	Product
Quality
(30)
	Customer

Satisfaction

(35)
	Competition
(10)

	1.


	
	
	
	

	2.


	
	
	
	

	3.


	
	
	
	


An alternative and more structured approach to case analysis was developed by our colleague Thom Sepic. Case analysis requires use of certain competencies such as: encouragement of creative problem-solving; assuming responsibility for thoughts and a willingness to explain their meaning to the team; recognition of the importance of contradicting thoughts and ambiguity; acceptance of the innovation process; and finally, being able to see the relationships between unrelated information and the importance of collaboration to create an excellent final product. The analysis is evaluated using four cells. The evaluation page below is followed by the instructions to guide the analysis process.

CASE ANALYSIS GRADING FORM

Case:_________________________                          Date:_________________________

Team:________________________                           Evaluator:_____________________

	1. POSITION TAKEN, OTHER KEY INDIVIDUALS  & ASSUMPTIONS
	2. PROBLEM(S) AND THE CAUSES

	· Used good assumptions to clarify important issues.

· Identified the person they represented in the case. 

· Presented characteristics of key individuals. 

· Introduced additional people not mentioned in the case      (especially customers).

· Answered questions using good justification.
	· Listed the minor problems/symptoms of the case.

· Used theories from the text to explain the major problem.

· Used pages and concepts from the text for each cause of  

· the major problem.

· Answered questions using good justification.

	Total ( 20 points possible)
	       E      V      G     N  

    20 18 16 14 12 10 8 6
	Total (20 points possible)
	          E     V     G     N

      20 18 16 14 12 10 8 6 

	Comments:
	 Comments:


	3. SOLUTIONS
	4. ACTION PLAN

	· Used appropriate “criteria” to evaluate each solution.

· Three mutually exclusive solutions stated using course 

· concepts.(1)

· Listed the potential risks for the 3 solutions.

· Used good justification in each cell of the chosen solution.

· Answered questions using good justification.
	· Stated the objective of the action plan in specific terms

· Listed an adequate number (2) of logical  steps to reach    

· the stated objective.

· Identified an appropriate person for each step.

· Timelines were realistic for the steps.

· Answered questions using good justification

	Total (20 points possible)
	         E     V     G     N

     20 18 16 14 12 10 8 6
	Total  (20 points possible)
	        E     V     G     N

    20 18 16 14 12 10 8 6 

	Comments:
	Comments:


(1) EACH SOLUTION MUST ELIMINATE THE MAJORITY OF YOUR CAUSES SHOWN IN CELL 2

(2) AT LEAST 8 MAJOR STEPS WITH 3 TO 6 SUB-STEPS
OVERALL POINTS___ 20   

E= Excellent
         V=Very Good

G=Good
N=Needs Improvement

Instructions for creating the information for each of the four cells USING THE DONNY IS MY LEADER CASE AS AN ILLUSTRATION (ACTIVITY 3-3):

Cell One—Position Taken, Other Key Individuals, & Assumptions.

Assumptions:  You should create a set of assumptions regarding the case you will solve, i.e., did the people in the case have knowledge of the problem, or did any of the individuals in the case have any political connections with the main person who you think was responsible for the problem?  If we use the Donny is my Leader case, some assumptions might be: Donny is capable of producing winning teams, I will defend Donny’s actions, and how he coaches his team, and I respect Donny’s expertise, and have given him frequent approbation (not stated in case) 
Person you will represent as you solve the case: You should take the perspective of someone in the case, or someone you create who has a vested interest in the outcome or solution of your case, i.e., in the Donny is My Leader case, you might have taken the position of the Director of Athletics for the University of Toronto.  This is your choice, but you cannot be consultants!

Characteristics of people in the case:  Everyone will have personality quirks, and certain behaviors that irritate others in the organization you are evaluating.  Talk about any of those characteristics that could influence your solution.

Additional people not mentioned in the case:  If you need to create someone with the skill to solve the case, then so be it, but describe his or her characteristics and skills so they are seen as capable of solving the problem, i.e., do you think the Director of Athletics would ask the janitor to help solve the problem in the Donny case?

Cell Two—Problems and Causes.

Listed the minor problems of the case: Any case you attempt to solve will have numerous small problems, when grouped together may point you towards the major problem in the case.  Do some brainstorming, and after you have developed a list of a dozen small problems, then set out to determine which ones seem to be linked together in some way.  In the Donny case, some possible minor problems could include: runner satisfaction, appropriate leader behavior, norms versus group achievement, Donny’s weaknesses may outweigh his strengths, Donny’s leadership behavior and group outcomes.
The ones you think were part of the major problem should be color coded so we know they led you to the major problem.

Used theories from the text to explain the major problem: Most cases are placed in chapters of a textbook because they draw upon the theory of the chapter, or illustrate the theories in the chapter.  When you identify the major problem, be sure to footnote the theory in your explanation. For example, you might say the major problem in the Donny is my Leader Case is the poor leadership style of Donny [Shani and Lau (S&L), Pg. XA, Behavior in Organizations (BIO)].

Used pages and concepts from the text for each cause of the major problem: Under no circumstances do I want you to solve the problem, rather I want you to eliminate the causes of the problem, and then the problem will go away.  Most problems have causes.  Take influenza for example, one can take antibiotics once you get the flu, but you can eliminate the causes—poor sleeping habits, poor diet, and not washing your hands often—and you may never get the flu in the first place.  The same holds true with the cases we solve in class.  Each major problem will have a multiple of causes, which you must identify, and then use theories from the text to explain what caused the problem, like in the Donny is my Leader case the problem was poor leadership style.  You must ask yourself why someone hasn’t told Donny that he is too tough on his runners.  Some possible causes could include: Donny’s role behavior is inconsistent with the needs of the situation; Donny is a low LPC leader, and in mod control situations becomes tense and task focused, causing him to perform poorly (S&L, pg. XY, BIO); and Donny should be more cognizant of the “task maturity” of  his running group (S&L, pg. XX, BIO) 
Cell Three—Solutions:

Used appropriate criteria to evaluate each solution:  It makes no sense to compare possible solutions without a set of criteria against which each solution will be rated.  The problem-solving matrix has a place at the top of the last four columns to place your criteria, and their importance weights, which must equal 100 when added together.  Some examples of criteria you might consider are runner turnover, runner satisfaction, and runner performance.  Please keep in mind that the criteria you create should be connected to the problem and the causes.  

Three mutually exclusive solutions using course concepts: Be sure to find three solutions, using concepts from the Shani and Lau text that will eliminate the majority of the causes.  If you list three causes, each solution should eliminate any two of them, but the solution you choose will probably eliminate all three.  After all, why would you choose a solution if it only eliminated one cause?  For example, if you were solving the Donny is my Leader case, you might list three solutions like, meet with Donny and explain appropriate behaviors for a person using a “path-goal leadership style” (S&L, pg. XB, BIO);  Send Donny to a coaching school that uses Yukl’s Transformational Leadership Theory (pg. XC, S&L, BIO); and talk to Donny about being a more “charismatic” leader, and encourage him to use this technique when he coaches his runners (S&L, pg. XD, BIO).
Listed the potential risks for each solution:  On the solution matrix form, be sure to list at least one possible risk for each solution if they were implemented in the situation you are assessing.

Used good justification in each cell of the chosen solution:  When using the solution matrix, be sure to rate the impact of each solution on each criterion.  In other words, you will notice that each cell has five numerical choices for your use: +2, +1, 0, -1, & -2.  If you think that solution one would have a small positive impact on runner satisfaction (criterion one), you would put a +1 in the first small cell in the bottom right hand corner of the row associated with solution one, and column one for runner satisfaction.  You must also decide the importance of each of your criteria, i.e., if you think runner satisfaction is most important to your runner’s performance, you might give it an importance weight of 40.  

Your task with the solution matrix is to ask yourself for each solution what its impact is on each criterion, i.e., what is the impact of solution one (learning how to use the path-goal leadership style) on runner satisfaction (criterion one), which I concluded was +1, because if Donny helped his runners understand how to run better or show them the path to improved performance, they would begin to see how setting goals and having a plan to reach them results in winning running meets, and they would be happy.

Cell Four—The Action Plan.

Stated the objective of the action plan in specific terms: You may choose solution one: Donny needs to understand how to use the path-goal leadership style to produce winning teams.  But this should not become the objective of the action plan.  The objective should be what you are trying to accomplish in your action plan, which could be to change the runner’s attitudes about incremental improvement in their running styles.

Listed an adequate number of logical steps to reach the stated objective: When you have to determine the correct number of steps for an action plan there is no magic number, but very few objectives can be reached in 3 or 4 steps.  I might even go as far as to say that good action plans not only use major steps, but sub-steps for those major steps.  It is essential that you think strategically about what you are trying to accomplish with an action plan, and allow enough steps to reach the objective.  Also, you must utilize the individuals you discuss in cell one.  Why include someone in a case discussion who has no role in the final action plan?  Why waste your time creating someone who you will not discuss later in the case?

Identified an appropriate person for each step: Please consider the requirements for each step of your action plan before you designate a person to do this step.  In other words, you should place someone in charge of the step who has the skill to implement it.  Again, but not to be sarcastic, why would you ask a janitor to create a new compensation plan for top management.  That is not to say that the janitorial staff wouldn’t like to get back at the CEO, but there is little chance they will have any say with regard to how much he or she is paid.

Timelines were realistic: Most students who have not worked in a business organization forget that while an action plan is implemented, the same employees you have assigned to some step of the action plan have other work to do.  No one will do that work while they are doing the steps they have been assigned in the action plan, so expand the time that you think is appropriate given that the assigned employee probably has other tasks to perform as well as the step(s) they were assigned on the action plan.  In other words, be realistic, and allow enough time to implement each step of the action plan.

Integrating Practical Business Experience

One of the best ways to integrate current issues is via the use of organizational and business publications.  Students are required to read weekly any one of the following publications (that are carried out by most libraries) Business Week, Fortune. Some of our colleagues require that students subscribe to The Wall Street Journal.  We begin each session with few minutes devoted to students’ reports about an article that they have read about “the days topic.”  In addition, the students have to turn in a one or two page paper that provides a summary of the article read and analysis of it in the context of the material covered.  The students must attach a copy of the article to their paper.  This assignment must be turned in no later than one session following the discussion of the topic in class.

Amount of Instructional Material Required in Process Courses

Instructors accustomed to content-oriented teaching will find they need less material for classroom presentation in a process-oriented course such as this one.  Because “coverage” is less an issue than understanding through experiencing and inquiring, participants’ experiences and reactions assume high importance and take a significant amount of classroom time.  Where a lecture course might cover 600 to 800 pages of text plus outside reading and perhaps a term paper, a process-based course stressing involvement may allot a major portion of time to experiences, activities (both inside and outside the classroom) and reflection.  

With three modules being the exception – module 3 (leadership), module 8 (motivation) and, module 12 (organization and work design) - we have chosen to give priority to learning-to-learn, emphasizing in-depth coverage of a few concepts and their application to participants’ own experiences, rather than to the exhaustive coverage of large quantities of theory or content.  “Fewer ideas, better understood and personally owned” is our aim, rather than “many ideas covered superficially.”  Our choice is based on recognition of the explosion of learning and knowledge around us and the brevity of any student’s classroom experience.  The manager who can learn from her or his own experiences to continually retool is far better equipped than a colleague whose limited fund of knowledge will obsolesce rapidly.  We would rather “teach managers to fish” than “feed them for a day,” to borrow the Chinese aphorism.

This text provides far more material than can be used even in a semester course, however.  It concentrates upon the behavior and experiences of individuals in the classroom, assuming maximum enduring learning can be gained.  This means surveys of theory and conceptual areas have to be brief.  We have provided coverage of the fundamental organizational behavior topics, and, particularly in the context of a closely woven fabric of ideas, there is abundant concept and theory; however, the question is, how can we best spend our time in a single course.  The ever-expanding OB field would permit numerous courses, but how to choose what to include in one is a difficult decision.  Three criteria you might use in making your decision: (1) What are my responsibilities to the student in presenting basic ideas in the OB field?  (2) What will make the most interesting and therefore, presumably, the best learning experience?  (3) What do I, the instructor, wish to get out of the class that will excite me and enhance my skills learning?  Perhaps the last should be the first on the assumption that the course you find most exciting will correlate with high student learning.  We provide guidance for use of three plans for the course and suggestions for alternative use of materials, but after gaining experience with the text you will probably want to mix your own ingredients.  We do recommend, however, that for MBA classes Plan B be used, the outside team project providing the challenge for their usual high-intensity motivation.

The Role of the Instructor

Because the focus of our approach is participant experience, classroom time is differently spent and the instructor’s role is shifted from the norms in content-oriented courses.  Here, the instructor becomes more of an ‘imaginary designer’, role model, facilitator, coach, discussion leader, and resource person than a lecturer. Surfacing the mental models that people carry (viewed as deeply ingrained assumptions and or images) of organization design might provide the arenas for the development of shared meaning that are likely to result in the creation of actionable knowledge.

Because discussion is so important, a more socratic method is appropriate.  Theory and concept can often be drawn out of a student discussion, or provided as a means of categorizing and understanding experience.  Short lecturettes, rather than more lengthy formal presentations, are typical.  While different skills are required, there are many rewards for the instructor.

Teaching Rewards for Experiential Course Instructors

Many of us love to lecture and this can interfere with an experiential course.  (If this is a problem, you might teach some courses by the lecture method and some by the experiential.)  Skills increase is a major source of satisfaction; such skills include theory and concept application, discussion, analysis of perceptual and response differences among participants, and the ability to communicate the grounding of theory in the reality of participants’ experience.  Management skills can improve greatly; by the time you have developed the learning community and launched teams into actions during the first two weeks, you realize that you know a good deal about classroom design and management.  Learning from students as they share their perceptions of the activities is another plus, as is learning how their generation views life.  The intensity of student involvement can produce what almost might be called a “transpersonal” energy transfer for some instructors.  Feedback as to where the courses is effective or could be more effective during the course and particularly at the end (Activity 15-6) of the course can provide a feeling of dynamic shaping of the activities of the course.  And this type of course is a natural medium for increased awareness of one’s own personal and professional goals, needs, and self-renewal.

Length of Sessions

The majority of the activities can be completed in one-hour sessions.  However, our experience shows longer periods are better for process learning.  Students seem to relax more in the longer time periods and learning seems more intense.  We usually use two-hour or two and one-half hour sessions.  Some of our best results have been in a three or four-hour afternoon or evening blocks, a Friday morning block — why not even a Saturday morning?  Too long?  Management workshops often run day and evening with many long sessions without complaint from participants or staff.  Students, anxious at first, vote overwhelmingly for the three or four hours at the final critiques of the course.

Course and Classroom Management

Successful process-oriented learning is partly dependent upon course design and classroom management.  Participants should be alerted that they are not to read ahead unless instructed to do so because of the importance of spontaneous reactions to activities.  Sharing the rationale (that their “data” should be saved from contamination) is usually successful.  Making sure that instructions are clear, that everyone understands and is prepared to begin at the appropriate time, and keeping track of timing are all aspects of classroom management.  We have found that students respond positively to well-structured activities with clear directions, and thus the first activities in the book are particularly clearly structured.  To insure that all participants are ready to start at the same time, we read the instructions aloud as students follow in their books — a technique often used in management workshops.  This method neatly bypasses the difficulties of different reading and comprehension speeds, and readers.  The oral presentation also seems more effective in getting questions raised and answered, so that instructions are better understood.  Tasks get started in less time and in a more orderly manner this way than by any other we have found.

Throughout the text, and in this manual, we have worked to provide both structure and assistance on classroom and course management.  Typically, much of this information can be shared with participants.  “Leveling” with participants, to the extent possible without impeding the learning objectives, helps both instructor and participants to be more aware of the learning process its outcomes and their part in it.  As you will see in the discussion of some of the activities in this Manual, some of the activities have covert aims.

One of the most important management points is that the attendance of students should be required, if this is at all possible in your educational setting.  It should be made clear to participants at the first meeting that as primary course learning is focused on classroom interaction, credit is given for attendance and participation.  One method is to set a limit for the number of absences that constitute reduction in course grade.  Another, more positive method is to award points for attendance and participation, so that it is clear that absences affect the grade.  Awarding a percentage of the course grade for participation makes this explicit.  While it is out of fashion to insist upon the traditional educational forms in this manner, the results are good and student response positive when the rationale is explained.  The key point is that the course experience and participant learning are built around classroom activities — studying alone won’t do it.  Participation in activities requires doing the preparation, being in class on time, and taking part.

Problems can arise from students who do not prepare their outside work (such as a questionnaire) needed for a class activity; from poor attendance or tardiness; when activities are not controlled with regard to instructions or timing, so that confusion and lack of understanding make effective participation impossible.  Moving too slowly to maintain interest can also cause difficulties.  To avoid these problems, we establish ground rules early and explicitly, beginning the term with more structure rather than less.  It is much easier to ease up on structure as students show responsibility than it is to tighten up later in the term.  Assigning students to teams also has beneficial results — particularly when it is pointed out that “arbitrary” assignments to teams realistically reflects the work situation, in which individuals’ outcomes are determined by others.  Peer pressure provides significant encouragement for responsible behavior.

Most students enter into the activities without too much hesitation, but having them realize that the instructor is involved and cares is important.  Throughout the course it is important for the instructor to circulate periodically among the teams during an activity.  You will find it interesting to listen-in for a few seconds at each stop, but the main value is that teams interact more intensely when they are aware of your interest.  Don’t participate in team activities, or answer substantive questions, because teams should be self-directing and self-managed and their questions are frequently what they should be asking each other.  Of course you do respond to procedural queries.  Failure to check on the teams in the described manner has led an occasional team to cop out.

In summary, for a more successful class experience, set the ground rules at the beginning of the course:

· attendance is required.

· late arrivals interfere with activity setup time.

· full participation of all class members will enhance learning (“Your participation is giving the other person a chance to learn as well as you.”)

One way to establish the norms of participation is via few structured tools.  We have experimented and used a variety of tools in order to foster participation and active involvement in the learning process.

1.
Individual Involvement—Active Participation: Self-Assessment form.  We build into the total points that the student can accumulate during the course 10% of participation.  The student is required to turn in at the end of every class session or once a week or every other week a form in which the student evaluates his/her own participation.  The instructor collects the forms and tallies them up at the end of the course.  See sample form at the end of this introduction.

2.
Peer Review—Mid-course Form.  The team members are asked to provide feedback to their teammates about their overall contribution to the team effort up to that point in the course.  This is a feedback from one student to the other without the instructor seeing it.  We have experimented with two kinds of forms: the first is a form that has the name of the team member on the top that passes around the team and each team member writes down his/her comments and is able to see other’s comments; the second form is a single person form from the reviewer to the reviewee without other team members seeing it.  Both have worked well for us.  Both sample forms can be found at the end of the introduction.

3.
Instructors Participation Review Form.  This is a letter that we provide every student half way through the course that sums up our assessment of their participation in the course to date.  This letter is a powerful way to review expectations, get a dialogue going about the importance of active participation and a mechanism that fosters corrected action and behavior.  A sample of the letter can be found at the end of the introduction.

4.
The Team Assessment Profile.  Each student must turn this form to the instructor at the end of the term. This team assessment profile summarizes and assesses the overall contributions of each of the team members to the team effort throughout the entire course.  A sample form can be found at the end of the introduction.

Rationale for Tight Course Design and Management

Course learning will take place primarily in the classroom with outside preparation and activities reinforcing the process.  You will find that students generally regard the tight management as indicating the instructor really cares about them and the process, if your manner is supportive and if you explain the rationale thoroughly.

Role of the Participant

(See Module 2 of this manual.

Handling the Occasional Team Deviant

On rare occasion, there may be an individual who does not wish to participate in team activities.  In a required course, this poses an especial difficulty.  An uncooperative attitude may indicate feelings of threat or discomfort in team situations.  The majority of the team will begin by encouraging such a person, but may reject the person if response to encouragement is unfavorable.

Here are some suggestions that have helped:

1.
Announce early in the course (ideally, the first day) that, since teamwork is so much a part of the working world, teamwork will also be an important part of the course.  Stress the realistic expectation that people will work effectively with a variety of others, regardless of feelings of like or dislike.

2.
Comment explicitly that sometimes people do find team situations uncomfortable, but that this is generally overcome naturally as team activities proceed.  Stress also, however, that if difficulties do occur the instructor is available as a resource person to aid individuals and teams.  Often coaching and encouragement, together with team-building assistance, can help people deal with these difficulties.  We have had both individuals and student teams come in for counseling sessions.  The nature of the problems or disputes should determine the type of support needed.  Most often, stressing the interests of all in finding a satisfactory accommodation and providing consultation, along with underscoring the relevance of team activity to management, does the job.

For extreme cases, an alternative could be set up to allow a student to do extensive independent work in lieu of team activities.  However, since cooperative activity is so central to a business career, we consider such an arrangement a last alternative.  We have never had anyone take us up on the library paper, incidentally.

However, there have been occasional students who were having serious adjustment problems, and, with the cooperation of the campus counseling service, they were permitted to complete the course through weekly tutorial sessions rather than by attending class.  Their attendance in class could have been disturbing both to them and their fellow students.

3.
Indicate early on that individuals who do not participate in the activity, engage in horseplay, or interfere with others will be asked to leave.  Although understanding and support of the individual will be an important consideration, protection of class members who wish to learn must be primary.  Too much support for the noncooperative individual by the instructor can lead to deterioration of the team.  It can also affect the class as a whole, by devaluing the cooperative efforts of others, so early and forthright action is needed.

4.
Teams are asked to be supportive and understanding toward individuals who are uncomfortable in team activities, and to try to encourage them.  Understanding and appreciation of individual differences, and the development of means to work with these differences, are important managerial skills (and class objectives).

However, a disruptive or uncooperative group member, or one who does nothing (especially on outside activities), can be “fired” by the team in extreme situations.  Making this option explicit typically helps team members to take responsibilities seriously.  Where someone is in danger of being “fired,” the first formal disciplinary step should be a discussion among team members; the second, formal notification to the offender, with the instructor being informed.  If this fails to remedy the problem, counseling with the instructor is appropriate.  (Typically, by this stage, the recalcitrant participant is ready for guidance from the instructor.)  A formal procedure is both effective and realistically reflective of the disciplinary procedures to be found in most organizations, a point not lost on students.

In short, we advocate (and practice) a professional manager style of high concern both for the goals of the class and for individuals in it.  Toughness is often necessary to achieve this, and it is typically respected by participants.  Conscious awareness of the instructor’s role as model manager, together with explicit commentary on it, are helpful as well.  We have found that a good place to handle this is in the dialoguing in Activity 2-1.  Students often ask what the instructor wants from the course, and what frustrations are encountered.  This is a good opening and it avoids seeming autocratic.

Creating a Supportive Classroom Climate

Tight management of the class can make it seem autocratic unless efforts are made to prevent this.  Genuine interest and supportiveness on the part of the instructor are the keys.  Some ways to signal these attitudes to students include the following.  If at all possible, learn students’ names.  Requiring a recent photo and some information—academic major, work experience, interests and the like—as part of registration procedures can help: a few minutes’ time devoted to making notes on students’ contributions and connecting these to names and faces goes a long way.  Remembering student contributions, and connecting comments from one student to those of another (“Your comment fits right in with what Chris was saying a moment ago”) also helps.  Other helpful behaviors include: 1) listening carefully and responding seriously to student questions, sometimes paraphrasing to be sure that you understand; 2) being approachable before and after class, during office hours or breaks—to chat with students; 3) handling student input responsively and positively during class discussions, and encouraging students to listen and respond to one another.

Student responses in discussion are an important aspect of creating classroom climate.  If instructor comments are too judgmental, students quickly dry up, sensing their answers are being handled as right or wrong test questions.  Rather than supplying judgment, the instructor can often lead the student to self-assessment and self-correction by careful questions about consequences and implications of recommended actions, for instance.  Other students’ responses can also be used to “correct,” thus validating participants’ teaching responsibilities for one another.  This approach is particularly appropriate for behavioral issues, where the “right” or “wrong” answer depends upon circumstances and style, not just content.

Achieving Widespread Participant Response in Class Discussion

Most instructor-class discussions are carried on by a few articulate participants who are accustomed to becoming the stars in the class.  These people are important and are needed to give sparkle to the discussions.  However, one of the things we are trying to get across in the course is that individual effectiveness means that all members of the class should learn to get their share of the air time, particularly when individuals feel they have something important to say.  Wider participation can be gained by emphasizing this “share of the air time” as a value and norm for teams to develop in completing the activities.  Also, we request that the spokesperson’s role when called for in exercises be rotated so that each person has the experience of reporting to the class.  After the spokesperson has reported, you can often turn to others in the team and ask if anyone has an additional input.  Usually the stars will get in their views at this point.  Also at the end of the team reports, you might—if you have not already done so—ask to hear from other class members who would like to express their views.  You need to get widespread participation but you want to try to keep starts involved to give vitality to the atmosphere.

Another tactic is to shift location of teams in the room.  Team members who are located immediately in front of the instructor respond more readily than those in the back of the room, so every three weeks or so bring the rear teams forward and move those in front toward the rear.

Use Buzz-Sessions during Lectures—On occasion you will have to give a longer lecture.  To keep interest alive, ask a question and give students three minutes to discuss it with two neighbors.  Then go around the room calling upon triads for their input.  Widespread participation is assured.

Timing the Activities

Each activity has a suggested time indicated for individual tasks or for the entire activity.  Instructors should be alert to the need to adapt these to their own time constraints, and aware of the flexibility possible in an experiential course.  While flexibility is possible, it is important not to delete discussion and “debriefing” time after an activity.  It is typically here that the maximum student learning takes place, so this is a core part of any experiential activity.  Ideally, such discussion should take place immediately after the activity.  Where it cannot, it is wise to take two or three minutes to have participants write down their reactions or responses to two or three key questions for discussion the next time.  By getting students thinking about their reactions, a significant part of the learning can proceed individually, even before class discussion where a day or two intervenes.  It is wise to avoid scheduling several days between an activity and a discussion (over a holiday or weekend), however.

An activity like “Who Gets the Overtime?” (4-3) ideally needs a one-and-a-half or two-hour block of time for activity and discussion.  (The shorter time cuts back on running time, not by eliminating discussion.)  If the class is being run in one-hour blocks, the role playing can be run in the first meeting, with time for noting responses briefly.  The discussion can be handled in the next meeting.  Other means of tailoring include assigning some portions of exercises as homework, to be completed individually (such as preparing a case or questionnaire for a subsequent in-class activity).  A disadvantage of assigning portions of the exercises as outside work is that some students may spend a good deal of time, coming to class very well prepared, while others do not.  In-class completion of tasks equalizes the preparation time and probably encourages wider participation.

Agendas and Reviews

A workshop course of this type can be run in one-hour blocks but any other arrangement from one-and-a-half to four hours in preferable (see guidance on this page).  You will find the class appreciates it when you list an agenda on the board of what review items, activities, lecturettes, and examinations are to be covered during the meeting.

Since the team interactions and discussion take up a good deal of the time available, it is a good idea to review at the beginning of each period what the principal learning points were from the last meeting—much more so than in a lecture course.  For variety, we sometimes use “briefers.”  At the beginning of the course tell them that one of the best communication skills a manager can develop is to be able to spontaneously summarize what has happened on some activity.  For instance, at staff meetings the director often will ask a manager to “give us just a few words on project X,” and this may be something the manager has not prepared for.  Skilled managers can on these occasions give a concise summary, almost as if reading from a flip chart, of the status of the activity—good managers are often good briefers.  So we tell the class that one of them will be called upon at the beginning of each meeting to give a concise summary of the main points covered in the last meeting.  Of course, time will be your greatest concern in covering the course, so you may find doing this only on occasion rather than every time is the best you can do.  But this technique does liven up the class and certainly some arrive better prepared.

Some Thoughts and Tools for Student Testing

The issue of meaningful testing has been a part of academic discussion for many years.  On the content side, the test-bank that was created by our colleague Lee Stepina is a great starting point both for the multiple choice true and false questions and the easy questions.  On the process side of testing we have been experimenting with multiple methods and would like to encourage you to do the same.

During the last few years we have built on Larry K.  Michaelsen’s work on team learning and the utilization of a combined individual and team testing procedures: Students seem to learn a significant amount due to this process; the teams seem to become a more cohesive learning unit; and overall learning is enhanced.

Larry Michaelsen* advocates the use of 5 to 7 mini-tests at any given course that incorporate the following sequence: individual test (15-20 multiple choice questions over assigned readings and or homework-type problems—the instructor scores the test during the group test if possible); group test (same questions/problems as individual test—immediate feedback by scoring exam or providing prepared “correct” answers; preparation of written appeals by the team while utilizing open books) and; instructor’s input—response to the teams appeals.  We have found the above process to be a powerful learning tool.

Our continuous experimentation with the Michaelsen’s orientation resulted in some what modified approach: We use three tests (two based on multiple choice and true false questions and one based on five open ended questions); follow the cycle of individual test first and team test immediately after the individual test; instructor’s scoring and item-analysis to be reviewed and discussed in the first part of the following class session.

Our final test is the paper on team dynamics.  As such it is a paper that the students turn-in as a replacement of an in class final.  The paper is discussed at length in Understanding Team Action, Alternatives 1 and 2 that can be found on the WWW Site.

Selecting a Plan for the Course

The figure (Figure 1) below suggests three alternative plans for the course.  Instructors are encouraged to select one of these, or to design their own for using the test to meet the students’ needs under the conditions provided in their particular educational setting.

	Figure 1:
	Alternative Course Designs for Using the Book



	Plan A:
	Complete the assigned activities and readings with classroom discussion.

	Plan B:
	Complete PLAN A and add one major outside-of-class team task project.

	Plan C:
	Complete PLAN A and add additional team activities/tasks for outside-of-classroom.


You may wish to gain experience with the experiential learning method in the classroom before you have the students involved in team projects, in which case you may use Plan A.  When you are comfortable with this, you may want to try Plan B which adds a term project requiring the student to observe the behavior of her/his group in class activities throughout the course.  Plan C is the most complex to manage because of the variety of outside-of-class team activities. Careful sequencing of the outside team assignments is important to assure meaningful involvement in these course-long activities.

An experiential course achieves best results when it is run like a workshop, as an integrated sequence of activities from beginning to end.  However, some instructors may feel the need for more systematic cognitive input of a more formal sort, and prefer to allot more time to lectures.  You will find a section in each of the modules in the Instructor’s Resource Manual that provides outlines for mini lectures.  The endnotes at the end of each module can serve as a source for additional information for lectures.

SAMPLE OF SUGGESTED COURSE OUTLINES

TABLE 1

Course Outline for a Semester Session:
15 weeks, 30 meetings, 90-120 minutes each

	WEEK
	SESSION
	TOPIC
	MODULE
#
	ALTERNATIVE
CLASSROOM
ACTIVITIES
	ALTERNATIVE
OUTSIDE OF
CLASSROOM
ACTIVITIES

	1
	1
	Introduction
	1
	Activity 1-1
	

	
	2
	Expectations
	2
	Activity 2-1
	Activity 1-3W and 2-5W

	2
	3
	Learning and Appreciative Inquiry
	2
	Activity 2-2
	Activity 2-3 and  2-4

	
	4
	The Manager & the
Firm
	3
	Activity 3-1
	Activity 3-4W

	3
	5
	Leadership
	3
	Activity 3-2
	Activity 3-6W

	
	6
	Leadership (con’t)
	3
	Activity 3-3
	Activity 3-5W

	4
	7
	Review Part I and Intro to Part II
	
	Activity 5-5 and 4-1
	

	
	8
	Group Problem Solving
	4
	Activity 4-2 or    4-5W or 4-6W
	

	5
	9
	Group Design Making
	
	Activity 4-3 and 4-4
	

	
	10
	Small Group Dynamics
	5
	Activity 5-1, 5-2 or 5-5W
	Activity 5-3 or    5-6W or 5-7W

	6
	11
	Conflict Management and Negotiation
	6
	Activity 6-1 and 6-2 or 6-3
	

	
	12
	MIDTERM
	Modules   1-6
	
	

	7
	13
	Review Part II and Intro to Part III
	
	Activity 7-1
	

	
	14
	Understanding and Managing Individuals
	7
	Activity 7-4W
	Activity 7-4W

	8
	15
	Nature of Individual Differences and Personality
	
	Activity 7-2 or    7-6W
	Activity 7-7W or 7-3

	
	16
	Motivation
	8
	Activity 8-1 and 8-3
	Activity 8-2


	9
	17
	Motivation (con’t)
	
	Activity 8-4
	Activity 8-5W or 8-6W

	
	18
	Perception
	      9
	Activity 9-2 or 9-3 or 9-4W
	Activity 9-1

	10
	19
	Communication
	    10
	Activity 10-1 and 10-2
	Activity 10-3W or 10-4W or 10-5W

	
	20
	Stress and the Management of Stress
	       11
	Activity 11-1, 11-2 and 11-3
	Activity 11-4W

	11
	21
	MIDTERM
	 Modules  7-11
	
	

	
	22
	Review Part III and Intro to Part IV
	
	
	Activity 12-4W or 12-5W

	12
	23
	Organization and Work Design
	12
	Activity 12-2 or 12-9W
	Activity 12-6W

	
	24
	Organization and Work Design (con’t)
	
	Activity 12-3 or 13-3
	Activity 12-1 or 12-8W

	13
	25
	Creativity and Innovation
	13
	Activity 13-1 and 13-4 or 13-6W
	Activity 13-2 or 13-3 or 13-5W

	
	26
	Organizational Culture
	14
	Activity 14-1 and 14-2 or 14-3
	Activity 14-4W

	14
	27
	Organizational Change
	15
	Activity 15-1 or 15-2
	Activity 15-1

	
	28
	Organizational Change (con’t)
	
	Activity 15-3 or 15-7W or 15-8W
	Activity 15-3 or 15-7W or 15-8W

	15
	29
	Advanced Module
	
	
	

	
	30
	Course Review and Feedback
	
	Activity 15-4 and 15-6
	Activity 15-5

	
	
	FINAL EXAM
	
	
	


SAMPLE OF SUGGESTED COURSE OUTLINES

TABLE 2

Course Outline for a Quarter Session:
10 weeks, 20 meetings, 90-120 minutes each

	WEEK
	SESSION
	TOPIC
	MODULE
#
	ALTERNATIVE
CLASSROOM
ACTIVITIES
	ALTERNATIVE
OUTSIDE OF
CLASSROOM
ACTIVITIES

	1
	1
	Introduction
	1
	Activity 1-1
	

	
	2
	Expectations
	2
	Activity 2-1
	Activity 1-3W and 2-5W

	2
	3
	Learning
	2
	Activity 2-2
	Activity 2-3 Activity 2-4

	
	4
	Leadership
	3
	Activity 3-1 and 3-2 or 3-5W
	

	3
	5
	Leadership (con’t)
	3
	Activity 3-3
	Activity 3-5W

	
	6
	Managing Teams—Introduction
	4
	Activity 4-1 and 4-2 or 4-5W or 4-6W
	

	4
	7
	Group Problem Solving
	4
	Activity 4-3 and 4-4 
	

	
	8
	Small Group Dynamics
	5
	Activity 5-1, 5-2 or 5-5W
	Activity 5-3 or 5-6W or 5-7W

	5
	9
	Conflict Management and Negotiation
	6
	Activity 6-1 and 6-2 or 6-3
	

	
	10
	MIDTERM EXAM
	1-6
	
	

	6
	11
	Managing Individuals—Introduction & Personality
	7
	Activity 7-1, 7-2 and 7-4W, or 7-6W or 7-7W
	Activity 7-4W

	
	12
	Motivation
	8
	Activity 8-1 and 8-3 or 8-4
	Activity 8-2 or 8-5W

	7
	13
	Perception
	9
	Activity 9-2 or 9-3 or 9-4
	Activity 9-1

	
	14
	Communication
	10
	Activity 10-1 and 10-2
	Activity 10-3W or 10-4W or 10-5W

	8
	15
	Stress and the Management of Stress
	11
	Activity 11-1, 11-2 and 11-3
	Activity 11-4W

	
	16
	Organization and Work Design
	12
	Activity 12-2 or 12-3
	Activity 12-1 or 12-6W or 12-7W or 12-8W


	9
	17
	Creativity and Innovation
	13
	Activity 13-1 and 13-4 or 13-6W
	Activity 13-2 or 13-3 or 13-5W

	
	18
	Organizational Culture
	14
	Activity 14-1 and 14-2 or 14-3
	Activity 14-4W

	10
	19
	Organizational Change
	15
	Activity 15-1 or 15-2
	Activity 15-1 or 15-2

	
	20
	Course Review and Feedback

FINAL EXAM
	
	Activity 15-4, and 15-6
	Activity 15-5


SAMPLE OF SUGGESTED COURSE OUTLINES

TABLE 3

Course Outline for a Quarter Session:
10 weeks, 10 meetings, 150-210 minutes each

	WEEK
	SESSION
	TOPIC
	MODULE
#
	ALTERNATIVE
CLASSROOM
ACTIVITIES
	ALTERNATIVE
OUTSIDE OF
CLASSROOM
ACTIVITIES

	1
	1
	Introduction and Expectations
	1 
	Activity 1-1, 2-1
	

	2
	2
	Learning
	2
	Activity 2-2
	Activity 1-3W, or  2-5W, or 2-3 or   2-4

	3
	3
	Leadership
	3
	Activity 3-1, 3-2 and 3-3 or 3-4W,  3-5W and 3-6W
	Activity 3-3 

	4
	4
	Managing Teams -   Introduction, Team Problem Solving and Decision Making           
	4
	Activity 4-1, 4-2 or 4-3, 5-1
	Activity 5-3

	5
	5
	Group Dynamics and Performance
	5
	Activity 4-3, 4-4, 5-2, 5-4
	Activity 5-3 or 5-6W or 5-7W

	6
	6
	Conflict Management and Negotiation

AND 

MIDTERM EXAM
	6
	Activity 6-1 and 6-2 or 6-3
	

	7
	7
	Managing Individuals— Personality and Motivation
	7 & 8
	Activity 7-1, 7-2 and 7-4W (or 7-6W or 7-7W) and 8-1 & 8-3 (or 8-4)
	Activity 7-4W, 8-2, 8-5W

	8
	8
	Perception and Communication
	  9 & 10
	Activity 9-2 (or 9-3 or 9-4) and 10-1 10-2
	Activity 9-1, 10-3W or 10-4W or 10-5W

	9
	9
	Managing Organizational Processes-Organization and Work Design
	12
	Activity 12-2 or 12-3
	Activity 12-1 or 12-6W or 12-7W or 12-8W

	10
	10
	Organization Culture and Change

FINAL EXAM
	14 & 15
	Activity 14-1 (or 14-2 or 14-3) and 15-1 (or 15-2) and 15-4 and 15-6
	Activity 14-4W and 15-1 (or 15-2 or 15-7W or 15-8W or 15-9W)

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	

	
	
	
	
	
	



Student Name:



Date:


Individual Involvement—Active Participation:

Self-Assessment Form*
The importance of active participation in this course was identified as critical for the learning process.  The grade for this component of the course will be evaluated continually throughout the course.  The instructor will make an assessment on the same items immediately after each class session.  In addition, for each class period, the student will have to provide a self-assessment on a standard form.  The student is to provide a “true” self-assessment, otherwise, the instructor will have to rely more on the instructor’s assessment than the students.  You are being asked to assess the degree of your involvement on the following dimensions.

1.
___________ I have attended (2 points) the class session/s and felt involved (2 points) in the entire class session (total 4 points).

2.
___________ My preparation and effort for this class session was thorough (2 points), rushed (1 point), non existent (0 point)—(total of 2 points).

MEMO

Date:


To:


From: Professor


Subject: Organization Behavior — Class Participation Review
Class participation is an integral part of the learning scheme for our course.  The purpose of this memo is to give you some feedback on my assessment of your classroom contributions to date.

This tentative assessment is not a final grade on participation.  It is offered as a mean to foster learning.  If there are differences between your perception and mine we can talk about it and develop some action plans for dealing with the issues in a timely manner.

My observations to date leads me to conclude that I would grade your classroom participation at _______________________.

I would like to note that for me class participation is more than just showing up for class and/or just talking in class.  Sharing your insights into the issues that we discuss, exploring the managerial challenges faced in the situation, practicing some of the managerial skills learned such as paraphrasing, self-expression and problem solving skills are all critical to managerial performance and effective learner in our learning community.

I’ll be glad to address any questions or ideas that you might have about this assessment or about how you might change it.

Peer Review—Mid-Course (Form A)

Name:


Team:


This is an opportunity to provide feedback to your teammates.  The instructor will not see this form.  Please write your name and assign a grade to the team member whose name appears above.  Provide a brief review of the person’s contribution to the overall team effort thus far in the course.

Name of Team Member – Rater 1:
.  Grade:


Comments:


Name of Team Member – Rater 2:
.  Grade:


Comments:


Name of Team Member – Rater 3:
.  Grade:


Comments:


Name of Team Member – Rater 4:
.  Grade:


Comments:


Name of Team Member – Rater 5:
.  Grade:


Comments:


Name of Team Member – Rater 6:
.  Grade:


Comments:


Name of Team Member – Rater 7:
.  Grade:


Comments:


Peer Review—Mid-Course (Form B)

Reviewer’s Name:


Team Name:


This is an opportunity to provide feedback to your teammates.  The instructor will not see this form.  Please write your name and assign a grade to the team member whose name appears above.  Provide a brief review of the person’s contribution to the overall team effort thus far in the course.

Name of Team Member reviewed:
.  Grade:


Comments:


Group Assessment Profile

Student Name:


Team Name:


Please list the name of each member of your team, write a brief review of their overall contributions to the team and their attendance at group meetings.  Give them a score 0 (F) to 4 (A) in the space provided.  Your name should be the last on the list.

Name:
.  Grade:


Comments:


Name:
.  Grade:


Comments:


Name:
.  Grade:


Comments:


Name:
.  Grade:


Comments:


Name:
.  Grade:


Comments:


Name:
.  Grade:


Comments:


Name:
.  Grade:


Comments:


Figure 1: 

COURSE CONTENT OVERVIEW

	THE ORGANIZATIONAL BEHAVIOR CONTEXT
	MANAGING TEAMS
	UNDERSTANDING AND MANAGING INDIVIDUALS
	MANAGING  ORGANIZATIONAL PROCESS

	1.Organizational Behavior: An Overview

2.Expectations, Learning, and Appreciative Inquiry

3.Leadership Dynamics
	4.Team Problem Solving, Decision Making, and Effectiveness

5.Group Dynamics and Performance

6.Conflict Management and Negotiation
	7.Appreciating Individual Differences

8.Motivation

9.Perception and Attribution

10.Communication

11.Stress and the Management of Stress


	12.Organization and Work Design

13.Creativity and Innovation

14.Organizational Culture

15. Organizational Change, Development, and Learning


* A good review of this approach can be found in Larry K.  Michaelsen, Team Learning: A Comprehensive Approach for Harnessing the Power of Small Groups in Higher Education, To Improve the Academy, (1992) volume 11, pp. 107-122.


* This form is a modified version of an instrument that was developed by our colleague Dr. Doug Cerf, and used with his permission.  Our thanks to Doug.
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