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ABSTRACT

Explorations of developmental theory at work in the OB classroom suggest there is much to learn from understanding the interaction between human development and an instructor's approach to the teaching of organizational behavior.  This article explores such linkages. It introduces instructors to developmental theory;   examines the developmental meaning of student and instructor roles,  teaching and evaluation methods,  and course content and design for the OB classroom;  and discusses five critical implications of developmental thinking for effective management teaching.

Understanding the Organizational Behavior Classroom: 

An Application of Developmental Theory  

Introduction


Teaching organizational behavior demands an understanding of developmental theory.  Whether instructors acknowledge it or not,  teaching OB means encouraging developmental growth.  Our discipline's proudly claimed metagoals include expanding the frameworks students use to make sense of their reality (Bolman and Deal,  1984 and 1991;  Morgan,  1986;  Quinn,  1988;  Torbert,  1987),  increasing student awareness of the multiplicity of perspectives that exist in any situation (Weathersby, et.al., 1982), and encouraging the development of more "complicated understanding"  (Weick,  1979)  --  goals which bear a striking resemblance to clinical definitions of cognitive and socio-emotional growth.   


Working in the developmental arena is demanding.  The potential for stress,  confusion,  and frustration is always close at hand as instructors challenge the beliefs that provide meaning,  cohesion,  and security in student lives.  It is no surprise,  therefore,  that even the best teachers are too often plagued with non-productive conflicts and course dynamics that are less-than-optimal for learning.  It is surprising,  however,  how infrequently instructors turn to the developmental terrain for new perspectives on these age-old problems and how little has been done (Andrews,  1981;  Chickering,  1981;  Gallos,  1989a; Weathersby, et.al.  1982) to benefit from the insights that developmental theory can bring to OB teaching.  

 
What are the implications of developmental theory for teaching organizational behavior?  How does developmental thinking shed new light on common classroom
 dynamics and better inform teaching and evaluation strategies?  In what ways does developmental theory expand an instructor's ability to understand and manage the classroom and add a new dimension to OB's cherished tradition of acknowledging and working with student differences  (e.g.,  Bell,  1989;  Kirkham, 1989;  Kolb,  1974;  Waters, 1989)?


This article examines these presently under-explored issues.  It is divided into three parts.  The first is an overview of developmental theory and thinking,  which serves as an introduction to those unfamiliar with developmental theory or a refresher for those well versed.  The second part explores the interactions between individual developmental differences and the OB classroom,  illustrating how developmentally-based beliefs about the nature of truth,  the role of authority,  and the distinctions between an internal and external world lead to very different student responses to class events and course materials.  The final section examines the implications of developmental theory for teaching OB, and advocates the importance of using developmental thinking as a way of maximizing opportunities for learning and growth. 


AN INTRODUCTION TO DEVELOPMENTAL THEORY


Developmental theories explain and predict how people make sense out of common experiences.  An introduction to developmental theory begins with a recognition that there are two different ways to approach the study of human development:  developmental phase theories and developmental stage theories.  Understanding this distinction provides an easy way for newcomers to sort through the literature and research,  and to get a quick handle on the major ways of thinking about and defining human development.


Developmental phase theories define a sequence of age-specific tasks,  achievements,  and transitions faced over the course of a lifetime.  Phase theories emphasize what individuals typically do at different chronological ages -- how,  for example,  they break away from parental ties in the teen years,  establish themselves in the adult world during their twenties,  settle down in their thirties,  reevaluate priorities at mid-life,  and so on --  providing a portrait of what life is commonly like.  Bardwick (1980), Erikson (1968),  Gould (1978),  Levinson (1978),  Sheehy (1974),  and Vaillant (1977) are well known examples of a phase approach to the study of adult development.  


The second way to investigate human development is through an exploration of developmental stages:  examining typical patterns of psychological organization at different points in an individual's growth.  Developmental stage theorists,  such as Belenky et.al. (1986),  Gilligan (1982), Kohlberg (1976),  Loevinger (1976),  and Perry (1970),  have delineated a specific number of stages along a developmental continuum and provide descriptions about how one experiences the world at each of these junctures.    


Developmental stage theories chart a hierarchical sequence.  They map a basic progression in ways of thinking,  feeling,  and responding.  Developmental stages,  therefore,  are abstract concepts.  They are labels to describe the frame of reference used to structure one's world and from within which one perceives the world.  Different capabilities for self-reflection,  relative thinking,  acceptance of personal causality,  and tolerance for ambiguity are critical dimensions for assessing development in stage theories.  Developmental growth implies increasing capacities for understanding self,  other,  interpersonal relationships, and broad social issues;  dealing with cognitive complexities;  and applying "more sophisticated" intellectual and ethical reasoning.   Unlike phase theories which assume that everyone faces the same developmental tasks and transitions at a set age,  stage theories assert that age alone is no guarantee of movement to higher or more sophisticated ways of making sense out of reality. 


Both phase and stage approaches to the study of human development have useful implications for teaching.   This article,  however, focuses on developmental stage theories and the OB classroom --  linkages which are powerful in affecting how students see and respond to classroom events yet often less obvious to the untrained developmental eye.  


Many of the life-phase issues,  for example,  that students bring to the OB classroom are recognizable by instructors.   Erikson's (1968) and   Levinson's (1978) developmental phase theories are now part of mainstream culture,  and afford instructor's insights into life-phase tasks like confronting authority in the teens years,  facing mid-life crisis in the 40's, and so on. 


Instructors wanting to work with developmental phase issues in the classroom can use the age of their students as an index to where students "might be coming from,"  what developmental tasks seem most urgent to them,  and what this might mean for course and classroom design.  Young undergraduates,  for example,  dealing with developmental life-phase tasks of asserting independence and breaking away from parental authority,  might have different reactions to and expectations for an OB instructor than a 45 year old manager taking the course in the context of reevaluating life priorities. 


It is not,  however,  as straight-forward to work with developmental stage issues.   Since age is no predictor of how students see their world,  looking at a sea of young or older faces is no indicator of where any of these folks might be "coming from"  from a developmental stage perspective.  Developmental stage distinctions are well hidden.  What are the kinds of issues and indices that instructors need to dig for? 

key developmental stage issues

A close look at descriptions of developmental stages yields a set of underlying continuities that individuals continue to face over the course of their growth.   While there are variations in the terminology and focus of the various developmental frameworks,  comparisons of three, historically important developmental stage theories (Perry,  1968;  Loevinger,  1976;  Kohlberg,  1976),  and an important feminist update (Belenky  et.al., 1986) show individuals navigating one main line of intellectual and ethical development that is illustrated by the continuum below.    

____________________________________________________________________
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The continuum outlines an individual's developmental journey.  The journey begins with an absolute "it's right or it's wrong" outlook and a search for "The One Truth."  Development brings a modification of this right-wrong dualism to allow simple pluralism.  Here students acknowledge that different views and beliefs exist but they see them as procedural impediments -- something you need to sort through in order to find "The Right Answer."  Next comes an evolution of pluralism into contextual relativism -- "Everyone has a right to his or her own opinion."  Here,  an "anything goes" perspective toward truth leaves individuals awash in an acceptance of infinite possibilities and divergent explanations.  The developmental journey eventually leads to an appreciation of multiple perspectives,  a tolerance for ambiguity and life's paradoxes,  and a personal commitment to seek one's truth (this time with a small "t").  


Within the context of this main line of development,  one can examine changing views of more specific developmental concerns.  Three of these issues  -- one's definition of truth,  one's perspective on authority,  and one's ability to distinguish between an internal vs external world --  are highly relevant to the OB classroom.   Student beliefs about truth affect their expectations and responses to course content, structures,  and instructional styles.  Student definitions of authority have clear implications for capabilities to understand and learn from an instructor's methods and chosen classroom role.  Abilities to distinguish between an internal and an external world fit squarely with OB's metagoals of understanding the complexity and social construction of organizational reality.  


[INSERT TABLE 1]


These three key developmental issues are charted below in TABLE 1 and TABLE 2.  TABLE 1 summarizes four different developmental perspectives on each of these three key dimensions. The three continua chart developmental journeys from a simple right-wrong, powerless me-powerful other view of the world to an appreciation of life's puzzles and the interactive nature of truth and learning.   


These three key developmental issues are presented in another form in TABLE 2.   TABLE 2 summarizes an individual's simultaneous perspective on all three issues at a particular developmental stage.  Stage labels are added to provide a short-hand for referring to the different developmental portraits and to emphasize an individual's central developmental concern at each of the four stages: self-protection,  conformity,  conscientiousness, and autonomy.      


[INSERT TABLES 2A and 2B] 


DEVELOPMENTAL DIFFERENCES AND THE OB CLASSROOM

The differences in the four developmental portraits presented in TABLE 2 are striking,  especially if we compare the interests and capacities of someone developmentally preoccupied with self-protection to an individual seeking to establish autonomy.  Developmental differences and preferences are powerful influences on how students interpret and respond to what instructors do in the classroom.  How can we begin to understand what our methods and teaching madness "developmentally mean" to students,  and use that information to predict student reactions and inform the choices that we make in our teaching?    


TABLE 3 below applies the four developmental portraits to the OB classroom and suggests stage-related developmental comfort and preferences for various teaching methods,  testing,  evaluation practices,  and instructor roles.  If we again contrast the self-protector with the autonomous individual,  for the sake of illustration,  developmental diversity makes it possible to account for very different student responses and developmental requirements.  Add the specific needs of conformist and conscientious students, and the picture becomes even more complex.   


[INSERT TABLE 3 here]

the self-protector and the conformist: clear contrasts

A student at the self-protective stage of development enters an OB course assuming a very traditional definition of teacher.  The teacher is powerful -- the enforcer of the rules and the demonstrator of truth.  In fact,  from this developmental perspective,  the instructor is truth.  Truth and correct behavior are what is approved and permitted by those in authority. 

 
For the self-protector,  it is the instructor's role to control the course and its content,  to establish clear rules and strict requirements,  to force students to do what is right,  and to provide students with "the Truth."   Highly developed capabilities for externalizing blame and limited abilities for self-reflection and the acceptance of personal causality make self-protective students extremely dependent on the instructor.  These students want "The Answer" and they believe the instructor has it.  They hold the instructor responsible for their learning,  expect the instructor to demand the "right" behaviors to guarantee success in the course,  and assume the instructor will establish rules that protect them from powerful others -- like other professors and authorities that make demands on student time and energy. 


The self-protector enters an OB course expecting simple and definitive answers.  Lectures,  clear outlines,  consistent messages in simple readings,  and multiple choice and short answer exams are viewed as legitimate ways of framing what is important to know and in testing whether students have understood "the Right Answers."  Since knowledge is "out there" and held by the instructor,  evaluation is for measuring how much "Truth" an instructor has been able to convey:  how well and accurately the empty student slates are being filled.  


Armed with this understanding of how self-protective students view the OB world,  it is easy to imagine their confusion and disappointment in a class where the instructor assumes a highly facilitative role,  or designs a course where students are expected to learn from each other,  assume responsibility for their learnings and failures,  and explore their own internal processes.  Given the self-protector's limited developmental capabilities,  these students are unable to understand what is being asked of them.   In their failure to learn,  they lash out at the instructor (Gallos,  1989a).


Case discussions,  where students are expected to appreciate multiple perspectives on a problem and recognize the subtle values differences which underpin diagnoses,  leave self-protectors frantically searching for clues of  what the instructor "really wants."   They can feel either manipulated or angry about the time wasted by "student rambling" before the "real answer" is revealed by the instructor in the "what-has-happened since" update.  While self-protective students understand course requirements to participate in experiential exercises,  their abilities to learn from them without clear instructions,  masterful processing,  and step-by-step generalizations to OB and beyond are limited.   They can easily leave these activities confused by all the  "touchy-feely" stuff.  At best,  they are convinced that experiential learning is fun.  Most are still left wondering what all this means for the "real world."  Rather than appreciate a participative approach to learning,  the self-protector can see the facilitating instructor as weak,  too soft,  not in command of the discipline,  and manipulative or game-playing at the expense of student learning.  



On the opposite end of the developmental spectrum is the autonomous student who would be affronted by an instructor claiming an exclusive hold on truth,  bored and infuriated by lectures that touted "the right answer,"  and stifled by multiple choice and short answer quizzes that test memorization and ignore the complexity of organizations.  Autonomous students assume complexity as a general rule,  have high toleration for life's paradoxes and ambiguities,  and expect any learning experience to include opportunities for personal insights.  


From the autonomous student's developmental perspective,  the instructor is a fellow traveller on the road to truth -- someone who guides others on a difficult journey because of personal experiences and expertise.  Unlike the self-protector,  autonomous students can appreciate and learn from instructors who engage in public dialogue about their own limitations in understanding and about their thinking processes.  But such existentially-based teaching methodologies,  which bring praise from autonomous students seeking to expand their critical thinking skills, are sufficient rationale for the self-protector to withdraw and loose faith in an instructor now characterized as wishy-washy and confused.  


Given the hierarchical nature of development,  autonomous students have greater abilities to learn in different ways and appreciate individual differences.  It is easier then to predict and chart the developmental limitations and methodological preferences of self-protective students, than to guarantee that autonomous students will respond positively to any one teaching method or course structure.  Here,  instructor skill and abilities to explain the reason behind choices may be more critical.  Case discussions,  simulations, experiential exercises, and well-designed explorations of intrapersonal, interpersonal, and group processes have the potential to be developmental winners for the autonomous student --  but so does a good lecture which reframes a complicated idea and is presented in a classroom context of open discussion and exchange.  

DEVELOPMENTAL THEORY AND TEACHING OB: IMPLICATIONS

Explorations of developmental theory at work in the OB classroom clearly suggest that there is much to learn from understanding the interactions between human development and our approach to the teaching of organizational behavior.  Individuals at various developmental stages react to an OB course differently.  Their reactions are heavily influenced by stage-related developmental filters,  limitations,  and expectations.  These developmentally-based student reactions and differences are predictable and suggest the importance of taking developmental differences into account in course design and management.  What can we do?

understand our choices

One message which comes through clearly is the importance of understanding the developmental implications of teaching methods,  testing,  evaluation strategies, and instructor roles.  Instructor decisions,  for example,  to give a multiple choice exam or to approach all course topics through traditional case discussions are not developmentally-neutral decisions.  Teaching choices developmentally mean different things to different students.  We need to know what those meanings are and to identify when developmental differences interfere with intended learning goals for individual students.  


Understanding the different expectations that students have for instructors and course makes it easier to explain (and re-explain) the choices we have made and the rationale for those choices.   Anticipating different developmental responses to a class activity or event prepares us for conflict and diverse student reactions.  It provides insights into what might be happening for a confused or complaining student.  It suggests opportunities for engaging a "developmentally lost soul" in a powerful,  learning-filled dialogue through use of a simple question: "what leads you to that conclusion?"  It enables us to encourage students to examine their own perspectives,  to explore differences,  and to engage each other across developmental levels.  It reminds us to be patient in the face of criticism and feedback:  all student reactions are valuable grist for the developmental mill when explored and probed in an environment of trust and learning.  

diversify our teaching strategies

If a good lecture can be simultaneously viewed as brilliant by a self-protective student and heresy by a more developmentally-advanced student,  we need to acknowledge those individual developmental differences and accept the reality that we are not teaching one unified group.  We are working to reach multiple,  very different audiences attending the same event.  This implies the need for diverse teaching strategies and approaches. 


We need to take repeated slices at the same idea in different ways when tackling a complicated issue so that students at all developmental levels can benefit from taking in as much as they presently can handle.  We need to develop strong instructional skills in diverse teaching methods -- lectures,  experiential activities,  role plays,  case discussions,  simulations,  and more -- in order to work productively with students along the entire developmental spectrum.  We need to offer options for assignments and course activities so that students can participate in making choices based on their developmental abilities.  We need to engage students where they are developmentally comfortable,  so that they can understand and accept challenges for further growth.


Acknowledging the importance of diverse teaching strategies also implies a need for remaining vigilant and open in the classroom.  We need to check in often with students to see what people are understanding and taking from their readings,  discussions,  and course activities.  We need to shift gears mid-course if we find that we have over or under-estimated student skills and developmental competencies,  recasting ideas and course content in ways that students can developmentally understand them.  We need to be willing to tighten or loosen requirements and assignments depending of student abilities to accept personal causality,  and recognize that strict demands can be as loving and facilitative when developmentally appropriate as freedom and choice (Gallos,  1988). 

understand our own development

Applying developmental theory to the classroom means more than understanding the developmental needs of students.  It means understanding our own development as well.  To be effective in the OB classroom,  instructors need to honestly assess their own developmental propensities and limitations.  They need to candidly appraise their abilities and willingness to work with students across the developmental spectrum.


Developmental stages frame and influence the classroom experience for instructors in the same ways that they influence students.  Stage-related blinders easily screen out student needs and tacitly replace them with the instructor's own developmental preferences.  Developmental expectations can lead instructors to feel criticized by implicit student requests for different requirements and teaching methods, or to respond grudgingly with disappointment and anger.  Developmental blinders allow instructors to overlook significant progress for students who take small developmental steps,  while praising the accomplishments of those who,  because of prior developmental sophistication,  easily become course superstars.  A developmentally-perfect match between instructor and student can account for the instant simpatico and "good chemistry" that instructors feel toward some students;  developmental mismatches leading to the frustration of not knowing how to connect at all. 


We need to ask ourselves,  how do I, as the instructor,  developmentally see the world?   What are my developmental capabilities?  Where do I fall along the developmental continuum?  How do I define truth and authority?  When confronted,  where do I characteristically lay blame for error or confusion?  What does all this say about my preferred teaching style?  my expectations for students?  my role in the classroom?  my commonly used teaching methods?  my standard responses to student criticisms and feedback?  my tolerance and intolerance for certain kinds of student behavior?  my abilities to manage conflicts productively?  It is only when I am aware of my own developmental tendencies and preferences that I can easily distinguish between my learning needs and what my students need for their learning.  It is only then that I can separate my view of the classroom and teaching world from the developmental realities of my students. 

think developmentally

Using developmental theory in the classroom requires an ability to reframe events and activities from a developmental perspective.  How might students at different developmental stages view this activity?  Is this student asking me to play another instructor role?  If so,  what might be happening developmentally for this individual?  What might be a more developmentally appropriate role for me here?  Is this student complaint developmentally based?  If so,  what might this individual be really asking me for?  Is this a heated debate between two students with different developmental world-views or a mere difference of opinion?

 
Like learning group process skills,  flipping between the content of a discussion and its developmental meaning requires practice,  patience, and simultaneous attention to two levels of the conversation.  Using developmental insights in the classroom,  therefore,  means starting slowly. 


One place to begin is re-examining with a developmental lens the student data that instructors already collect in the classroom.  Developmental theory, for example, puts a new perspective on course evaluations.  Polar responses  -- one group of students loved something,  while an equal number of others hated it -- might suggest wide developmental diversity among students in the course.  Such patterns existing over courses and terms may have important insights about developmental levels in the school population and provide useful data to inform future course designs.  Chronic complaints about one particular kind of teaching method or approach -- "Too much time is spent on cases when the instructor already knows what happened."   "This term paper is a waste of time:  we only need two pages to describe our group's functioning.  Expecting ten pages is ridiculous."  "This course isn't demanding:  playing OB games isn't what happens in the real world."  "The exams are too much busy-work with all these multiple choice questions." --  have loud,  developmentally-based messages.  They may suggest needs to alter course strategies and structures or,  at least,  explain and reframe them in a developmentally different light.


Once the instructor has acquired comfort and a facility for developmental thinking,  there are numerous opportunities to design activities that gather stage-related data about students (Gallos,  1989a and 1991) and engage students in discussions about specific developmental dimensions.  Student preferences for an instructor's role,  for example,  is an obvious starting point and a good springboard to explore student perspectives on authority.  The topic fits perfectly into psychological contracting activities,  a class on leadership or contingency theory,  or feedback and mid-course evaluation sessions.  Collecting and analyzing student responses to simple sentence completions like,  "A good instructor always . . ."  or "I expect my instructor will never . . ."  or "This course will be a success if the teacher . . ." can give an instructor insights into developmental needs and levels in the class.  Discussions about different student preferences help students recognize developmental diversity in the classroom and the assorted pressures that this places on the instructor and on student groups. 

recognize and appreciate developmental diversity

When we think of diversity in the OB classroom,  it is easy to forget that developmental diversity is with us.  Age, gender, race, and ethnicity are obvious to see:  developmental differences are masked in student behaviors that we look at and like  --  "Gee, that person is really digging into the course and taking responsibility for learning." --   or write off as demanding and annoying --  "Why does that student always complain that experiential activities are meaningless and a waste of time?"   What appears on the surface as disinterest and a cynical approach to OB  --  "This is all common sense and filled with touchy-feely stuff because there's no meat in this course!" -- have clear developmental explanations and, in that,  implicit prescriptions about how to reach students,  generate interest, and encourage learning.  


Understanding how developmental diversity contributes to the different responses instructors get from students allows instructors to move beyond preferences for certain types of student behavior to a more productive focus on the unique developmental messages that underlie all student behavior.  Even a basic understanding of what the world looks like through the developmental lenses of students provides new insights into the seeming power of quantitative colleagues who give students "hard, bottom line" answers,  the potential for students to take participative strategies less seriously, and the reasons why some of our best undergraduates view heavy requirements,  strict rules,  and instructor policing as essential for their learning.


When we understand the developmental messages students send through their behavior,  we are less helpless and threatened when our usual and preferred "bag of OB tricks" does not work,  more tolerant and respectful of individual differences,   better prepared to respond to classroom conflict,  and more able to appreciate and manage the challenges of teaching a diverse population of students about organizations.  
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TABLE 2A: FOUR DEVELOPMENTAL PERSPECTIVES ON TRUTH, AUTHORITY, AND INTERNAL vs EXTERNAL WORLD-VIEW
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dangerous place because 

of powerful others

opportunistic --  "if

I don't take care of me,  

who will?"

very limited capacity 

for self-reflection or

detachment

conformity to rules;

guilt at breaking them

strong desire for inclusion

limited sense of internal

conflicts; others' views and ideas are merely

impediments to work

through in seeking Truth

some capacity for introspection, limited to assessing ability to meet others' expectations



	
	
	
	
	
	
	


TABLE 2B:  FOUR DEVELOPMENTAL PERSPECTIVES ON TRUTH,  AUTHORITY,  AND INTERNAL vs EXTERNAL WORLD-VIEW

	STAGE

conscientious

autonomous
	
	DEFINITION OF TRUTH

authority knows the way to truth but we need to work to find it

beginnings of simple pluralism

standards of excellence can be acquired from others but "my own opinion" is important

personally generated insights about self and the nature of life

complexity assumed as the general rule

appreciation of various frames of reference and perspectives
	
	ROLE OF AUTHORITY

a role model

a guide who shows me the best ways to discover truth

a facilitator

a fellow traveller on the road to truth who can guide others because of personal experience and expertise

designer of opportunities to foster personal insights
	
	INTERNAL vs EXTERNAL

     WORLD-VIEW
beginning recognition of conscience and self-evaluated standards

uncertainty exists and is more than an impediment to truth

bottom line:  everyone is entitled to his or her own opinion

good at coping with inner conflicting needs

high toleration for life's paradoxes and ambiguity

autonomy and personal responsibility are key to identity

views self and others as pilgrims on the same road to personally generated truths




_________________________________________________________________________________________________________________

TABLE 3A:  DEVELOPMENTAL PREFERENCES AND COMFORTS FOR 
                        TEACHING METHODS, ROLES,  AND EVALUATION/TESTING 

_________________________________________________________________________________________________________________
	
Stage
	Teaching Methods
	Teaching Roles
	Evaluation/Testing

	Self-protector 
	lectures 

clear outlines

simple readings with consistent messages

strict,  monitored,  and enforced course requirements 

activities requiring minimal processing or introspection that obviously illustrate "what we must know" about organizations


	enforcer of rules and requirements

controller of course content, structure,  and participation

demonstrator of Truth

protector of students from powerful others
	evaluations and grades show whether students are "right or wrong:"  limited ability to see opportunities for learning in feedback

"real evaluation" comes from the instructor: peer evaluations seen as meaningless or "easy 

outs"

self evaluation limited to denial of personal failure and externalizing blame for ineffectiveness

testing:  multiple choice,  true vs false,  short answer questions to measure memorization and retention of "the right answers" 


TABLE 3B:  DEVELOPMENTAL PREFERENCES AND COMFORTS FOR 
                        TEACHING METHODS, ROLES,  AND EVALUATION/TESTING 

__________________________________________________________________________________________________________________________
	
Stage
	Teaching Methods
	Teaching Roles
	Evaluation/Testing

	Conformer 
	lectures 

outlines

readings with relatively consistent messages

clear, monitored and enforced course requirements 

simple individual and group activities with clear objectives 

"progress checks:"  opportunities to assess understanding of and abilities to meet expectations and standards 

short class discussions in which instructor summaries key points to be learned
	creator of a structured course with clear requirements and regulations 

announcer of Truth that has been gathered by the instructor from "legitimate" authorities;  instructor,  in the strict sense of the word

monitor of course rules and requirements 

controller of student participation and  involvement

provider of simple feedback on student abilities to meet expectations


	evaluations and grades show whether students are following the rules,  meeting the requirements,  doing the assignment correctly 

instructor evaluation expected and important as means of assessing conformity

peer evaluations are tied to inclusion needs  

self evaluation limited to assessing failure to meet others' expectations

testing:  multiple choice,  short answer questions to test understanding of "the right answers"  and ability to separate others' views from "the Truth" provided by the instructor


TABLE 3:  DEVELOPMENTAL PREFERENCES AND COMFORTS FOR 
                        TEACHING METHODS, ROLES,  AND EVALUATION/TESTING 

__________________________________________________________________________________________________________________________
	
Stage
	Teaching Methods
	Teaching Roles
	Evaluation/Testing

	Conscientious
	large and small group discussions of readings and cases

mini-lectures 

experiential exercises,  activities and simulations 

contracting and negotiation activities: opportunities to  understand and influence others' expectations 

instructor modeling of behavior 

simple discussions of behavioral alternatives and choices
	designer and manager of a course with various opportunities for students to learn what others' know about organizations and to learn about themselves and their views

a guide who shares already-gained knowledge of how to discover the truth

a role model who shares opinions,  decisions, standards, and ways of knowing
	evaluations and grades are a means of focusing a student's search for truth, and challenging/helping students to develop their own standards of excellence 

instructor evaluation is important because the instructor knows the best ways to discover truth and is therefore in the best position to assess student progress in seeking knowledge 

peer evaluations are additional data sources for understanding how others view the world

self evaluations play an increasingly important role in learning 

testing:  case analyses;  essays;  written analyses of intrapersonal, interpersonal, and group dynamics;  group projects; term papers;  and "compare-contrast-and-now-what-do-you-think?" assignments 


TABLE 3D:  DEVELOPMENTAL PREFERENCES AND COMFORTS FOR 
                        TEACHING METHODS, ROLES,  AND EVALUATION/TESTING 
_________________________________________________________________________________________________

	
Stage
	Teaching Methods
	Teaching Roles
	Evaluation/Testing

	Autonomous
	large and small group discussions of readings and cases

mini-lectures by the instructor or students 

challenging readings 

experiential exercises,  activities and simulations 

opportunities for self-reflection 

explorations of the impact of one's behavior and the consequences of one's choices 

opportunities to examine an issue or problem from different perspectives
	designer of a course with opportunities for students to generate personal insights about themselves and the world around them

a facilitator 

an experienced fellow traveller who offers tips to the novices,  support for the weary,  and "learning comradery" to those on the road to truth
	evaluation is not equated with grades:  evaluations are opportunities for understanding personal responsibility and causality, and for increasing self-knowledge   

instructor,  peer, and self evaluations are all welcome as grist for the learning mill

instructor evaluation is important as feedback from a respected and experienced fellow traveller  

Testing:  analyses of standard and student generated cases;  "reframing" assignments;  analyses of personal  involvement in organizational events;  essays;  explorations of group,  interpersonal, and  intrapersonal processes;  group projects; term papers on student selected topics;  "compare-contrast-and-now-what-do-you-think?" assignments 




�


The term OB classroom is used throughout this article as a shorthand for any formal educational setting where teaching and learning about organizational behavior occur.  The developmental issues discussed are as applicable in management training efforts and  executive education as they are in our more traditional undergraduate and graduate classroom situations.  � ADVANCE \d 12�


�  Those interested in a more complete, historical introduction to developmental theory should see Crites and Cytrynbaum (1989).  A detailed exploration of women's development is found in Gallos (1989b).   Both papers have extensive bibliographies for those interested in further reading on developmental theory. � ADVANCE \d 12�





