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EXPERIENTIAL LEARNING AND TQM PRINCIPLES: 
TEACHING BEHAVIORAL SCIENCE IN A BUSINESS SCHOOL 

 
Selwyn W. Becker, The University of Chicago 

 
ABSTRACT 

 
Teaching methods and content of two Business School behavioral 
science courses arc described. The evolution of the first course, 
Small Group Dynamics, from 100% lecture to 100% experiential 
learning is described. The effects on student acceptance and ability 
to apply the concepts are discussed. 
Finally, Total Quality Management (TOM) principles were applied 
in evaluation of students’ performance. Copies of measuring 
instruments are provided. 
 
The Laboratory to Achieve Organizational Excellence provides 
students opportunities to work with client organization managers to 
effect cultural changes in an organization in order to initiate TQM 
principles. The problems encountered provided rich opportunities 
to learn from experience. 
 

BUSINESS 393 
 
Business 393 is a course in Small Group Dynamics taught in a 
graduate school of business. Course enrollees consist primarily of 
candidates for the M.B.A. degree along with an occasional Ph.D. 
candidate. The course is an elective which usually is opted for after 
the student has taken the required Organization Behavior and 
Structure course. After graduation, most students expect to work as 
managers in for-profit organizations either in line or staff positions. 
They opt for the course because knowledge of small group 
dynamics is perceived to be “useful,” “relevant,” or an aid in the 
activity of management. 
 
History and Evolution 
 
Initially, the presentation included the traditional stand-up 
professor with listening and note-taking students. Midterm and 
final exams were required and depending on class size, a paper 
might have been assigned. 
 
Students were assigned a book of readings like Cartwright and 
Zander’s Group Dynamics (1968), and additional articles from 
various journals. Basically, the assigned readings were research 
papers on topics involving group dynamics or on variables related 
to group dynamics. 
 
The course topics included Definition of Groups; Group 
Membership, Similarity and Dissimilarity; Reference Groups; 
Group Cohesiveness; Conformity; Group Structure; Leadership and 
Productivity; Group Decision Making and the Risk Shift; and Goal 
Attainment. The lectures and readings usually detailed how one 
variable correlated with or affected another and then described the 
experiment or field study that demonstrated that relationship. For 
instance, a study could deduce that group members would be less 
subject to conformity pressure than would be non-members for 
whom the group constituted a reference group. The theory that led 
to the hypothesis and the experimental test would be discussed in 
class. 
 
Among the topics discussed during the ten-week quarter were 
studies on development of group attitudes; the relation of individual 
attitudes to group norms; what cohesiveness was and how it related 
to group norms; the correlates of cohesiveness, and all the 
experiments that demonstrated those relationships. In addition, 
much time was devoted to various theories of leadership and to all 
of the studies purporting to demonstrate the validity of each of the 
theories. Naturally, the papers relevant to any of these variables 
which were published by the professor teaching the course, were 
discussed in great detail. 
 
By the time the eleventh week of the quarter arrived the students 
were more or less well equipped to respond to a variety of multiple 
choice, fill in the blank, and true and false questions. Presumably 
they were equipped to apply group dynamics’ concepts in their 
managerial activities. This model became well established and 

continued more or less unchanged, except for the replacement of 
old research reports with newer ones as they appeared in the 
literature. 
 
During this period of stability the professor began a consulting 
relationship with The Presidents Forum. This was a group of about 
forty presidents who paid a yearly fee to the Forum in return for 
which they could attend a one-day-per-month presentation on 
various business or related topics. They also participated monthly, 
in six to eight person, relatively permanent, problem solving 
groups. Each president was host approximately twice per year 
when the agenda centered on his company and its opportunities, 
strategies, or problems. Many of the same companies enrolled their 
vice presidents in similar problem-solving groups managed by The 
Presidents Forum. 
 
The professor functioned as a moderator or facilitator of the vice 
presidential problem-solving groups. The topics varied from 
general organization strategy to specific marketing, production or 
financial problems. This was a for-profit activity and the owner of 
the organization frequently assessed the client members’ 
perceptions of the meetings--how much they benefited, how 
effective was the moderator, suggestions for improvements, etc. 
These ratings and responses were discussed by the professor and 
the owner of the Forum and continuous thought was given to how 
meetings could be improved. The motive for this self-examination 
was to insure that executives would give positive feedback to their 
presidents, so that member dues and fees would be forthcoming 
each year. From these discussions, from trial and error and more 
discussions, there evolved methods of moderating successful 
meetings; meetings that would result in client satisfaction and 
renewal of memberships. The Presidents Forum was in fact a 
successful business and member renewal rates were high. It seemed 
clear that concepts and techniques for holding very successful 
decision-making group meetings had evolved and that highly 
cohesive groups were developed. 
 
Occasionally a substitute moderator was necessary and the 
techniques of how to properly run one of these meetings had to be 
transmitted by the professor. While the effectiveness of these 
techniques could be understood in terms of the group dynamics’ 
variables taught in Business 393, it was clear that the “how-to” 
being transmitted to the substitute moderator was different from the 
material the professor taught in the classroom. 
 
During the same time frame, students in the class would bring up 
for discussion various situations they were encountering or had 
encountered in their work organizations. More and more 
frequently. the professor would structure the ensuing discussions in 
light of the concepts and principles derived from his consulting 
experience rather than from the framework provided by the 
variables described in the research papers. Post-class discussions 
centered on the consulting activity, group composition, tasks, 
outcomes, moderator role, etc. Eventually and inevitably the 
question arose--”Why don’t you teach us that stuff in class?” Why 
not, indeed? And thus the journey toward experiential learning 
began. 
 
Initial Experiential Learning Exercises 
 
Without a great deal of thought the decision was made to do in 
class what has proved successful outside: form the students into 
decision-making groups of six to eight people and solve real 
problems. To that end, during the first class meeting all students 
were asked to submit two paragraphs describing two problem-
solving situations or opportunities they currently faced in their 
work. (Those students were enrolled in an evening M.B.A. program 
so most held full-time jobs.) The situations could involve 
production, marketing, financial, or engineering problems. They 
should not be confined to human relations or group dynamics 
problems. Any business problem would do. Class members were 
assigned readings about phases in group problem solving (Bales, R. 
F. and Strodtbeck, F. L., 1981; 
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Carter, L F., 1954) and valence (Hoffman, R. and Maier, N. R., 
1964) in group problem solving.11 The professor selected two 
problems from among those submitted, telephoned the students to 
get additional details about the situations, and ascertained exactly 
what kind of problem-solving outcome the student desired. 
 
The class period began by selecting a problem-solving group of six 
to eight students. The remainder of the class functioned as 
observers. At least, two members were given forms that enabled 
them to count valence, two observed Bales’ phases and two 
detailed moderator or group leader behavior. The professor 
functioned as the moderator. The problem-solving session lasted 
one and one-half hours, then the class discussed what happened. 
First was discussed whether the person with the problem was 
satisfied with the solution, whether it was different from what he 
had been previously thinking about, was it better and if so, why. 
That is, why was the group able to come up with a better solution 
(if it had) than the person with the problem? The Bales’ observers 
reported their findings and interpretations and then the entire class 
looked at the phases of problem solving; discussed the uneven 
transitions between orientation, evaluation, and control; whether 
the phases could be managed, and if so, how. Also discussed were 
the relation between movement through the phases and the length 
of time to come to a decision; whether group meetings were really 
a waste of time or rather movement through necessary phases. 
 
Next, the valence observers reported their findings. The relation 
between valence associated with the various alter-natives and the 
selected alternative was discussed. Finally, the moderator’s 
behavior was discussed including his role in setting the agenda, 
establishing rapport (how and why), soliciting participation from 
less forward group members, his role in distributing rewards for 
participation vs. getting other group members to do so, etc. Usually 
the discussions considered how the moderator handled problems 
like the “obnoxious know-it-all,” “thc obstinate one who disagrees 
with everyone,” etc. 
 
The following week the student roles were exchanged, the 
observers became problem solvers and vice versa, using a new 
problem. As before, discussion followed the problem-solving 
session. 
 
The groups were then reconstituted and two additional problems 
from among those submitted by the students were used and the 
process was repeated in two subsequent weeks. The remainder of 
the course reverted to lectures and readings, hut during discussions 
the variables under consideration were related to the problem-
solving sessions where possible. 
 
Feedback from the students in those early years indicated several 
things: 
 
a) They much preferred experiential to other forms of teaching. 
b) They perceived they learned more from the experiential 

sessions. 
c) They were able to immediately use the things they learned in the 

experiential sessions unlike the material from the lectures. 
d) They preferred more experiential class sessions and fewer 

lectures. 
e) Many wanted to gain experience as group moderators or 

leaders. 
 
The next few times the course was offered the major change was to 
permit class members to function as group moderators. The 
moderators and people with the problem contacted each other 
before the day of class and the moderator was instructed to 
determine the agenda for the upcoming problem-solving scssion 
 

                                                           
1 Valence in problem solving is a method of assigning positive and 
negative values to diffcrcnt solution alternatives. It purports to 
predict the solution prior to its adoption once the positive weights 
for an alternative reach a particular level. Bales’ phases describe 
the typical stages in the group problem-solving process, roughly 
orientation first, then evaluation, and finally control. Bales and 
Strodtbeck also define various behavioral acts which can be 
classified into the three broad categories, or if necessary, into many 
subclassifications. 
 

and to make certain he understood what his “client” felt was the 
major issue(s). Discussions subsequent to the problem-solving 
session proceeded as before, but with students as moderators an 
increased amount of time was spent on how the moderator could 
function more effectively, especially from the point of view of 
maintaining long-term group and moderator effectiveness. 
 
During this period, in addition to the problem-solving experiences, 
a variety of different exercises were attempted, some in class some 
off site. The off-site situations usually were project teams which 
functioned as observers rather than interveners in some on-going 
situations like condominium board meetings, group meetings in 
social case work agencies or other on-going work group meetings. 
The in-class sessions were constructed situations like constrained 
communication games where problems required solution but 
communication was limited to adjacent positions in a network; 
problem solving of different classes of problems, e.g., ill structured 
vs. well structured; and various role-playing situations. As the in-
class exercises were refined over the years--some discarded, some 
modified--they were judged more useful than the off site purely 
observational experiences. These refined situations finally replaced 
all the lecture sessions. All class sessions included some 
experiential exercises with subsequent discussion of participants 
feelings, hypotheses, intuitions, and new insights. 
 
Recently classes consisted of: 
 
a) Real problem solving with students as problem solvers, group 

moderators, and observers. Each problem is solved twice. Two 
moderators and problem people each begin with a group of 
solvers and observers. When the problems are solved the 
moderators and problem people swap solvers and observers and 
repeat the process. Hence, each problem is solved twice each 
time by different people. Thereafter it is possible to compare 
solutions, compare the processes to solution, the interaction of 
moderators with different groups, etc. These problem-solving 
exercises and discussions constitute roughly 50% of the class 
sessions. The remaining sessions are utilize constructed 
situations, b through f. 

b) Group problem solving with each member instructed to be an 
advocate for a competing alternative. The discussion centers on 
how conflict was resolved. 

c) Role-play--two and four person--with and without instruction in 
transactional analysis and the use of language in conflict and 
problem solving!2 Although the role-playing situation is an 
artificial one the student can experience different outcomes as a 
function of the variations in language usage. 

d) Role-play of a situation where one player has a hidden agenda. 
The discussion centers on how to recognize a hidden agenda 
and then how to deal with it. 

c) Problem solving with varying communication constraints where 
information is distributed among the group members and all 
information is necessary to solve the problem. The discussion 
centers on efficiency in problem solving as a function of 
different communication networks, and how people felt as they 
occupied different positions in the network. 

f) Survival games to demonstrate synergy. Discussion of the 
development of synergy, where the group decision is superior to 
the sum or mean of individual decisions and how it differs from 
the distributed information situation enlightens this exercise. 
Thc role of experts and their effects on possible synergy also is 
explored. There usually are one or two “experts” in every class. 
(An expert can “skew” synergy in either direction depending on 
his “quality” and effectiveness in group functioning.) 

 
That format remained fairly stable for a few years. Students 
consistently rated thc exercises of solving real problems more 
highly than the artificial, role-playing ones. The role-playing 
exercises did not elicit as much meaningful involvement as did the 
solution of real problems faced by some class members. However, 
no better alternative was found until students in the last year and a 
half developed a more involving format. Groups 

                                                           
2 Transactional analysis includes how the use of language implies a 
parent, child, or adult role in the interaction process. The implicit 
adoption of these roles affects the communication and conflict 
resolution process. 
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of two to four students are formed with each group responsible for 
developing an exercise that will illustrate one of the concepts 
deemed important for the course. (These are outlined in the first 
class session.) Role-playing has been utilized, but the situation is a 
real one either being experienced or recently experienced by one of 
the group members. The characters and situation are well defined 
by the group of students responsible for the exercise. The in-class 
role players seem better able to identify with these characters 
probably because the situations are ones they have experienced or 
anticipate experiencing when they graduate. In the ensuing 
discussion, when possible, the real role players’ behaviors and 
outcomes are compared with how the various roles were played by 
the students and sometimes the underlying concepts became quite 
dramatic and clear to all. This seems especially so in a hidden 
agenda exercise where an executive might continually oppose a 
seemingly rational group choice. 
 
The last time the class was taught some TQM principles were 
introduced. One of the early class meetings was devoted to defining 
“what constituted quality performance for a student” and “how to 
measure quality.” It is expected that this will be renegotiated for 
each new class because the criteria may change and legitimately so, 
because it gives students some power over what they will learn and 
how it will be measured, and finally because merely thinking about 
what constitutes quality performance induces ways of behaving no 
professorial pronouncement could duplicate. 
 
The class developed three criteria: 
 
a) Attendance and contribution to class discussions and exercises. 
b) 1. Number of ideas or concepts understood during the quarter. 

2. Improvement in personal levels of understanding of group 
process/functioning. 

c) 1. Actual attained levels of competence. 
2. Improvement of personal levels of competence. 

 
These criteria were to be measured in the following ways: 
 
a) Nine class sessions necessary but not sufficient to earn an A; 

eight class sessions necessary, but not sufficient to earn a B; 
seven class sessions including examination exercise necessary 
to earn a C. 
1. Contributions during class sessions will be evaluated by 

instructor and by all class members: total values-Instructor, 
10%; Class, 10%. 

b) Each student will keep a personal log in which he 
1. Evaluates and/or counts the number of new concepts, 

insights, or understanding gained from each exercise/ 
discussion, value--20%. 

2. Evaluates increases (if any) in personal effectiveness resul-
ting from participation in exercise/discussion, value--20%. 

c) The last class exercise will be one in which each student will be 
able both to exhibit knowledge and competence. The exercise 
will be videotaped and replayed to the class. The class will rate 
each member’s effectiveness in promoting group process, the 
overall group effectiveness and outcomes, the individual 
member’s understanding of concepts and process. (The class 
was comprised of four groups. The exercise took twenty 
minutes and was performed and videotaped simultaneously for 
the four groups. The session was held on a Sunday because of 
demand for space and video equipment. The four tapes were 
then shown sequentially to the reassembled class and the rating 
scales (see Appendix B) were completed by the class members. 
The entire session was completed in just under three hours.) 
Value--Member effectiveness rating, 10%; Group effectiveness 
rating, 10%; Individual member understanding rating, 10%; 
Actual outcomes, 10%. 

 
The rating scales were arranged so that there were 100 points. 
Anyone who earned 75 or more points received an A; 65-74 points 
a B; 64 or fewer a C. The scales which were used to measure these 
variables are depicted in Appendix A. 
What Have We Learned? 
 

What Have We Learned? 
 
The one obvious thing that was learned is that students are 
(reportedly) much better able to apply concepts from small group 
dynamics in their every-day functioning. However, one cannot 
attribute this benefit solely to changing from a lecture/ discussion 
format to a more experiential one. Not only was the method of 
presentation changed, but so was the content of the material 
presented. Indeed, content will vary from class to class and so 
evaluation of content effects will be exceedingly difficult. 
 
First, the research designs and outcomes relating variables one to 
another were discarded. This material parallels the presentation of 
mathematical proofs underlying the sampling distribution of a 
statistic, which is typically presented in a statistics course. Neither 
set of materials is useful to the practice-oriented student. In the 
traditional Business 393, discussion of research design and results 
probably constituted half or more of the course readings and 
discussion time. Deleting this material makes possible the 
utilization of the more time-consuming experiential format without 
sacrificing the number of concepts explored. Further, the discussion 
and reflection on the experiences leads to better understanding of 
the concepts and together with experiencing the situation to more 
efficient application of the concepts. 
 
The different content includes ideas not prominent in the research 
literature, for example: a) the importance of an agenda; b) how to 
“discipline” a recalcitrant group member; c) the importance of 
rapport other than for rapport’s sake; d) how to manage manage a 
group outcome as a leader; e) how to influence a group outcome as 
a member, non-leader; 1) how to manipulate a group outcome; g) 
how to recognize a hidden agenda; h) how to identify the hidden 
agenda (maybe); i) barriers to conflict resolution and how to 
overcome them; j) barriers to communication and information 
transmission and how to overcome them; etc. 
 
The professor also has learned some things. Teaching via 
experiential situations is not cut and dried. Students learn different 
things from similar situations and the professor must be prepared to 
evaluate and incorporate the unexpected into the discussions. If 
what he/she wants to teach is not extracted from the situation by the 
participants, the experience has to be changed. Simply saying, 
“This is what you should have gotten out of this situation.”, is 
totally inadequate. 
 
Letting students design in-class experiences is risky. Sometimes 
they do not work! C’est Ia vie. Sometimes the principles do not 
work when applied by the students in their work organizations. The 
professor must learn to capitalize on these situations. (‘What 
happened?” "Why did it not work as intended?” “Was it the 
situation or what?” “How could it have been set up so it would 
have worked?) 
 
Finally, it is clear that everyone including the professor, had a lot 
more fun, and that everyone learned a lot more than in a traditional 
class. 
 

BUSINESS 595 
 
The Laboratory to Achieve Organization Excellence is a course 
whose premise is that the best way to learn how to initiate change 
in an ongoing organization is by doing, experiencing, and reflecting 
on those experiences. This is a new course, currently being offered 
for the second time. For this course students register for two 
quarters, or twenty-two weeks, and they are not permitted to drop 
the course after making the initial two-quarter commitment. The 
aim of the course is to effect change in a functioning organization, 
change that represents movement toward Total Quality 
Management (TQM). It may be an initial step in an organization 
that had no TQM program, or it may be an additional or new step 
where a TOM program already has been started. TQM essentially is 
the training and empowerment of employees to work toward 
customer satisfaction and reduction of internal waste of resources. 
 
The students are formed into teams, depending on the number of 
students and client organizations. The team can number four to ten 
or twelve students depending on the size of the effort. The team 
works with members of management, usually top 
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management of a small organization or of the division of a large 
organization. First they ascertain management’s definition of the 
situation and its perceptions of the opportunities for improvement. 
The student team will also examine documents, perhaps interview 
some people, and generally examine all the organization’s systems 
to come up with a proposal detailing the team’s perception of the 
opportunities for improvement. 
 
The team develops this proposal through a series of team meetings, 
sometimes with but usually without faculty participation. The 
faculty function as coaches, primarily asking questions rather than 
giving advice. The faculty in this course consisted of a statistician 
and a psychologist.3 
 
The students are strongly encouraged to maintain a Lablog™ 
wherein is explored their individual feelings, intuitions, and 
deductions relative to their functioning and effectiveness in the 
group meetings and in their interactions with company personnel at 
whatever level. The Lablog is more than a journal. It encourages 
students to treat their observations and feelings in a relatively 
scientific manner so that they can hypothesize future effects of their 
own and others’ behavior. In other words, the Lablog is the 
reflective part of the experiential learning process. 
 
The course can be described by elaborating some of the 
experiences of one of the teams working with a $4OMM 
manufacturing firm. The team’s initial contact with the company 
was with the president who came to campus and spoke to them of 
his view of the company mission and growth goals as well as some 
of his current problems. He introduced his vice president of 
manufacturing who was to be the major liaison between the group 
and the company. The next meeting was held at the company. Vice 
presidents of manufacturing, marketing, and finance, as wcll as the 
president presented more detailed views of conditions, 
opportunities. and problems. Financial and other details of the 
company operations were made available. 
 
The students returned to campus, discussed the situation among 
themselves, and contacted the company as they felt necessary for 
information. They also met with the faculty-coaches weekly to 
review progress and discuss the projects they were considering. In 
those meetings they agreed on criteria for selecting projects from 
among the alternatives being considered. The criteria included a) 
doability within the time frame, b) biggest hang for the buck, c) 
leaving behind capability for improvement in the company after 
their projects were completed. 
 
In a meeting with the president and vice president. the student team 
described TQM and its underlying prcmiscs of customer 
satisfaction and employee empowerment as well as their proposed 
projects which included team building, customer and employee 
surveys, fabrication simulation, and charting and creating a visual 
factory. The specific projects were described in greater detail and 
the company officers were asked for priorities so that one or two 
might be selected. The officers, especially the president, were 
enthusiastic and immediately endorsed all four as desirable. The 
student team was riding high. They decided to take on all four 
projects. 
 
Their next presentation was to the lcvcls of management reporting 
to the vice presidents. The same presentation was given and was 
expected to result in specific suggestions for proposed team 
members as well as any other concrete suggestions the group 
(about 15) might have. The managers responded with silence until 
some of the more forward ones stated, “You guys arc full of shit, 
just like all the other consultants that come through hcrc every 
month or so. ‘Yah, your program sounds good. but as soon as you 
leave the ball is dropped and nothing happens. ‘All you guys do is 
crcatc more work for us and waste time in meetings like this.” 
 
The students were no longer riding high. Their learning experience 
had begun in earnest. They returned to campus, not to lick their 
wounds, but to discuss how to get “buy-in”, effect cultural change. 
They also discussed whether the real problem 

                                                           
3 3The author is a psychologist. William Golomski is a statistician 
and a member of The Board of Ovcrsccrs. The Malcom Baldrige 
Award. 
 

was with the upper management quartet or the 15 who reported to 
them. 
 
The faculty provided no answers. The course is designed to provide 
students a (reasonably safe) opportunity to take risks, make errors, 
fail, etc., although success is preferred by all. The faculty/coaches 
listened to their various plans and only asked questions while the 
group was settling on some alternatives. 
 
Their basic strategy was to form a Continuous Improvement and 
Communication (CIC) team from among the 15 lower-level 
managers. The focus of this team would be to devise and establish a 
framework that would guarantee continuation of the programs and 
progress after the proposed projects were completed. Further, the 
CIC team was to structure the communication program, including 
the president’s role, in introducing the program to the rest of the 
factory and office. Approval of this plan was sought from upper 
management and when given it was introduced to the 15 managers. 
Endorsement, but not enthusiasm, was obtained and the rest of the 
projects were launched under the guidance of this committee. 
 
The students taught problem-solving techniques to this and other 
teams; they shopped for and let contracts to two outside vendors, a 
market research firm and a software company; they acted as 
facilitators in subsequent team meetings and problem definition and 
problem-solving sessions. A variety of communication errors--
between the team and vendors, the vendors and company 
management. the team and the company--had to be overcome 
before all four projects could be brought to successful conclusions. 
The work of the cell assembly team in solving a parts identification 
and misassembly problem saved enough money to pay for all the 
projects’ costs including management time. At the time of the 
team’s final presentation the company was about to appoint a TQM 
director to continue the work begun by the Laboratory class. 
 
How well did the students integrate their experiences and Lablogs 
to achieve new learning? One of the groups met and developed a 
fishbone diagram to define what constitutes team quality. They also 
developed a measuring instrument to measure quality and each 
team member, based on his own Lablog, applied it to himself and 
to each of his peers. An example of the fishbone definition is in 
Appendix A and the measuring instrument in Appendix A. 
 
They met as a group and in a two-hour session discussed their 
ratings of each other and how and why one’s self rating departed 
from the mean of his peers ratings, if it did. This was all done 
without faculty present although the ratings were made public and a 
tape of the meeting was presented to the faculty at the end of’ the 
course. 
 
The students rated the course exceedingly high on how much was 
learned, how relevant it was, and how many more hours it 
consumed relative to more traditional classes. 
 
Feedback also was given the faculty/coaches on their behavior by 
the students. The expectation is that this year’s coaches will be 
more effective. Continuous improvcmcnt is thc goal and the 
watchword. Is that not what a university is for? If not, is that not 
what it should be for? 
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APPENDIX A, B, AND C 

THE UNIVERSITY OF CHICAGO 
 

Graduate School of Business 
 

FINAL EVALUATION: FINAL EXERCISE 
 
The final exercise is as follows: 
 

The class will be divided into three groups of eight members 
and one group of the remainder of the class. 

 
Each group will meet to decide how to distribute grades in 
this course to the members of the group. For each group there 
are four A’s, three B’s, and one C. 

 
Each of you is to try to convince the other you deserve an A. 
(Not that all you care about is a B or a C, or that you need an 
A because of your GPA.) Try to convince the others you 
deserve an A because of what and how much you have 
learned. Once the group has come to a consensus on how to 
distribute the grades, the exercise is completed. If you cannot 
come to a consensus within forty minutes, consider the 
exercise completed. Please rewind the tape and bring it with 
you to the "home" room. 



Developments In Business Simulation & Experiential Exercises, Volume 17, 1990 

 16

 

 


	Table of Contents
	Volume 19, 1992
	The Pedagogical Utility of a Management Simulation Game in a Business Policy Course
	Modeling Economic Environments in Business Simulations: Some Comparisons and Recommendations
	Experiential Learning and TQM Principles: Teaching Behavioral Science in a Business School
	The Use of Poster Presentations as a Final Project in the Business Policy Course
	The Device Business: A Management Simulation for Strategy Formulation
	The Advantages of Experiential learning in the Auditing curriculum
	A Framework for the Identification of Moderated and Mediated Performance consequences of Pedagogical Alternatives
	Simulating Qualitative Research Relating to Values and Lifestyle Segmentation
	A New Market Demand Model for Business Simulators
	Interactive Optimization Using the Method of Relative Improvement Preferences: Methodology and Empirical Evaluation
	The Service Trainer Simulation
	Benefits of Internet Computer Networks for ABSEL Members
	How Should We Measure Experiential Learning?
	An Assessment of Simulation Usage in Management Accounting Courses
	The Influence of Myers-Briggs Type and Group Dynamics on Simulation Performance
	Effective Leadership Behavior in the Desert Storm Arena: An Application of the Vroom-Yetton-Jago Model
	Installing and Consolidating Work-Team Values: The Effects of a Multicultural Outdoors Experiential Program
	Key Determinants and Decision performance in a Business Simulations and Experiential Learning environment
	Multi-Cultural Experiential Learning: A Computer Simulation in Indonesia
	Attitudes Toward and Emotions Related to Women as Managers: A Replication and Beyond
	Scenario Approach to Simulating Consumer Expenditures: A Cross-Cultural Analysis
	Insights into Ethical Decision making Activities and Organizational Performance: A Management Simulation Analysis of College Students and Managers
	Evaluating a Business Simulation Program for Joint Venture Negotiation and Management
	Teaching Business Interviewing Strategies with an Experiential Approach
	Cooperative Learning Across the Business Curriculum
	Modeling Total Quality Elements into a Strategy-Oriented Simulation
	Teaching Business Decision making using a Simulator 
	Extending the Educational Utility of a Simulated Competition within the Confines of an Established Undergraduate Marketing Curriculum
	Expert Systems Versus Traditional Methods for Teaching Accounting Issues
	Confidence Extremes Diminish Quality Performance in a Total Enterprise Simulation
	Can Ethics Be Taught? A Simulation Tests a Traditional Ethics Pedagogy
	Through The Looking Glass, Inc.: Organizational Climate Research as Experiential Pedagogy
	The use of Cluster Analysis for Business Game Performance Analysis
	Power and Ethnicity: An Experiential Learning Exercise (How to Sensitize Students to Diversity)
	Directed Development of Critical and Creative Thinking Skills for Case Analysis
	Implementing Total Quality Management in a Computerized Business Simulation
	Product Quality in Business Simulations
	Use of Simulation for Ethics Education in Management
	Satisfying the University's Customers through Total Quality Management Instruction: A Case Study
	Personality Characteristics and Group Performance in Total Enterprise Simulations
	Concepts of Interval Estimation and Quality Control Charts via Computer Simulated Sampling
	An Examination of the Effect of Team Cohesion, Player Attitude, and Performance Expectations on Simulation Performance Results
	The Effectiveness of Inventory Management and Production Scheduling Training in a Total Quality Management Environment
	Peer Group Indicators of the External Validity of Business Games: A five-year Longitudinal Study
	Political Strategies and Personal Actions
	Does Practice make Perfect? Observations on Simulation Trial
	The Use of A Non-Business Computer Simulation to Teach Marketing Management
	BankPro Commercial Bank Simulation
	The Production Game
	Pursuing Excellence: Work Strengths, Assets and relevant Values (An Exercise)
	Test of a Short Outward Bound Experience for College Students
	What is it that we want Student To Learn?
	Using Two TQM Philosophies when Playing Blackjack
	The Lagged Effects of Decision Variables on Financial Performance Measures Used in Two business Simulations
	The Development of an Experiential Exercise for Career Planning and Effective Job search Performance
	Measuring Quality in Management of Business Pedagogy
	Exploring Quality and Productivity Improvement: Using and Experiential Process
	Toward a Generalized Architecture for Intelligent Reactive Management Systems
	The Quality Game
	TQX: Using Expert Systems to Improve Training in Total Quality Management
	A Simulation of the Effect of the Medicaid Payment Lag on the Financial Position of Community Pharmacies
	The Use of a Board of Directors to Evaluate and Validate Decisions in a Competitive Graduate Management Simulation Course
	The Impact of Academic Dishonesty on Business Simulations and Experiential Learning Activities
	Picture Project: An Experience of Icebreaking and/or Decision-Making
	An Effective Role-playing Exercise for Teaching Requisite TQM Supervisory Attitudes/Behavior
	Computerized Management Simulations and Some Correlates of Students' Satisfaction
	The Timing and Stability of Reactions to Market Structure in a Single Player Simulation Environment
	A Graphics Application Extension for a Simulated Decision Support System Environment
	Aspects of a Group Project Utilizing Actual Business data and a Computerized Accounting System
	The Role of Universities' Extended Learning Department in Assisting Organizations Implement Total Quality Management
	A three-dimensional Learning Experience to Develop Total Quality Management Skills
	Estimating Quality Costs by Computer Simulation
	Applications and Examples of Quality Control Software
	Assessing Business Pedagogy
	A Demonstration of an Experiential Process for Exploring Quality and Productivity Improvement Processes
	An Action-Ethics Dilemma: A Demonstration
	Org Sim Jr.: A 2-3 Hour Version of the 2-Day Blanchard/Murrell Organization Simulation
	Building Buildings: An Experiential Exercise in Organizational Structure, Communication, Leadership and Group Dynamics
	Expert Systems for Organization Design: A Demonstration
	A Demonstration of Product Quality in a Business Simulation: Version 2 of CEO
	Two Revolutions, Total Quality Leadership, and the Baldy: The Story of Milliken
	Total Quality after the Award - The Xerox Story
	Building a Competitive Advantage through Customer Satisfaction and Reengineering
	Human Resource Planning: Managing the Only Renewable Resource for a Competitive Advantage
	Using Simulations to Teach International Issues: An analysis of the Multinational Management Game's Learning Environment
	Quality Function Deployment: A Tutorial
	Care and Nurturing of Teams
	Making a Good Thing Better: Adding TQM to Participative management
	Empowering Organizations to Redesign and Transform Themselves - Eastman Chemical
	Using Simulations in Field Management Development of an International Life Insurance Company
	Reinforcing the TQ Environment via Simulation
	Transforming a Business College into a Total Quality College


