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. STUDENT TEAM LEARNING J

Robert E. Slavin
Center for Social Organization of Schools
The Johns Hopkins University

Do you remember beipg on a softball team, up aﬁ bat, with your
teammates behind you shouting, "Hit it a wuile!"? You knew yod\would do
your best because your peers, the peoplé who meant the most to you lLe-
sides your family, depended on you, The thrill of coming through for
the team, of being the '"star" even for a day, is one that few people
forget. Being on a team, working for a cooperative goal, can be one of
the most exciting experiences in life,

Can this kind of peer support for achievement, the easy acceptan-e
of teammates, and the exciteme#t of teamwork be transferred to :the class-

room? Such authors as James Coleman in The Adolescent Soclety (1961) and

Urie Bronfenbrenner in Two Worlds of Child.iood (1970) have suggested that
— ,

teams éould work in the classroom, and a long tradition of research in

social psychology has shc . that people working fgg\é cooperative goal
come to encourage one another.to do their best, to hei; each other do
well, and to like aﬁd respect one another (Slavin, 1977a), What remains
is an engineering task: How can team learning be made practical and
effective in the classroom?

This question touched off ten years of research and development in
classrooms, carried out primarily by four independent groups of researchers:
Elliot Aronson, now at the University of California at Santa Cruz; David
and Roger Johnson, at the Univarsity of Minnesota; Shlumo Sharan and
Rachel Hertz~Lazarowitz at the University of Tel-Aviv, Israel; and
David DeVries, Keith Edwards, and Robert Slavin, at The Johns Hopkins
University, .

The result of this research and development may be une answer to

a major contemporary dilemma of schools: techniques that achieve both
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_humanistic educational goals and basic skills learning goal; ins.ead of
achiasving onq‘at the expense of the other. J
When we place students on learning teams, each student_knows that

a group of peers supports his or her academic efforts. This is true
“%fhggause for a team to bé.successful; all the tesm members must do their )
best. Think back to the suftball game, If you got that hit, your team-
mates went wild with approval; if you didn't, chey consoled you and began
encouraging the next batter, Can you remember anything like that happen-
ing in class? If you can, it was probably in a team spelling bee or other
team activity in .which your academic efforts coulq help a group to be

successful.

Team Techniques

Educational research has demonstrated that heterngeneous teams made
up of high and low achievers; boys and girls, blacké, whites, and
Hispanicé, can be successfully transplanted from the playing field to
the classroom, Three Student Team Learning techniques have now been
extensively researched and found to signifizantly increase student
learning. These are Studeat Teams-Ach{evement Divisians, Teams-Games-
Tournaments, and Jigsaw.

Student Teams-Achievement Divisions (STAD), Student Teams-~Achieve=-

ment Divisions was developed by RoberF Slavin at Johns Hopkins University.
It is the simplest of the Student Team Learning methods, and was
originaliy designed as a simplification of Teams-Games-Tournaments (see
below).

In STAD, students are assigned to four- or five-member learning teams.
The teams are made up cof high, average, and low performing students, boys
and girls, ard students of different racial or ethmic backgrounds, so

Q. that each team is like a microcosm of the entire class. Each week,
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the teacher introduces new material in a lecture or discussign. Thae
team members then 3tudy worksheets on the material. They may work
pswblems one a: a time in balrs, or take turns quizzing each other, or
discuss pr.blems as a group, or use whatever meaﬁs they wish to master
the material.. The students are given worksheet answer sheets¥3so it is
clear to them that their ;ask is to learn the concepts, not to simply
£fiil out the worksheets. Team members are told that they are not finished
studying until they and their teammates are sure that they understaad
the material.
Follo@ing team practices, students take quizzes on the material they
have been studying. Teammates, may not help one another on the quizzes;
at this roint‘they are on their own. The quizzes are scored,ip class or
soon after class. These scores are formed into team scores by the teacher,
The amount each student contributes to his or her team is determined
by the amouné the student's quiz score exceeds the student's own past
quiz average. This improvement score system gives evefy student a good
chance to contribute maximum points to the team if (and oﬁly if) the
student does his or her best, and shows substantial igprovement or gets
a perfect paper, This system has been shown to increase student academitc
performance even without teams (see Slavin, 1980a), but it is especially
important as a comporent of Student Team Lea:ning, Think bazk to the
baseball game; the one problem in baseball is the "automatic strikeout,' -
the team member who caﬁnot hit the ball no matter how much he or shz Y
practices. In Student Team Learning, no one is an automatic strikeout,
and by the same token no one is guaranteed success, because it is improve-
ment that counts,

The teams with the highest scores are recognized in a weekly one-page

V)



cla;s ﬁewsletter. The students who exceeded their own past records by
the largest amounts or who got perfect bapers"are also recognized in the’
newsletter,

STAD 1s not difficult to use, Tollowing the steps outlined in this
manual, a teacher need cnly assign his or her students to teams, allow
studénts to study together, give a regular quiz, and do thirty to forty
minutes of team scoring at tﬁe end of the week. However, the change in
the classroom is dramatic. All of the sudden,rstudents begin helping each
other to learn b;sic skills instead of making fun of students whq_always

“ﬁ}ﬁggw the answer. They\Pegin to see the teacher as a resource who has
:aluable information th;E they need to accomplish sometging important,
nore like a coach than a boss. They begin to see learning activities as
soc‘al iqstead of isolated, as fun instead of boring, as under their own
control instead of under the teacher's thumb. Studenté begin to“have
feelings of comraderig with their classmates’'that are common on the
athletic field but not in the classroom. In the integrated classroom,
this new sense of comraderie extends across racial or ethnic barriers
to create new friendships that would be less ¥ikely to exist in the tra-
ditiotal classroom, In the mainstreamed classroom, this comradefie
extends across an even larger barrier, that between physically or mentally
handicapped students and their classmates, to create a climate of accep-
tance instead of scapegoating. Researchers have documented all of thgse
effects of Student Team Learning and many others (see below); what is
so striking about these outcomes is that they all stem from the same simple
change in classroom procedure,

Teams~Games-Tournaments, Teams-Games-~Tournaments {TGT) uses the

saue teams, lnstructional format, and worksheets as STAD, However, in
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TGT, students play academic gameé to show thelr individual mastery of the
subject matter, These gamé are played in weekiy tournad&gfs. Students
compete in thé tournaments with members of other teams.who are comparable
in past performance. The competitions take place in tournament tables
- of three students. Thus, a high performing student from the "Fantastic
"Four" might compete with a high performer from the '"Pirates' and ¢ne
from the "Superstars." Another tahle might have average perforuing students
from the '"Piratés," the '"Masterminds," and the 'Chiefs," and aasgher could
have low performers from the 'Superstars,' 'Tigers," and "Masterhinds."
0f course, the students are not told which is the higheét table, which is
next, and so on, but they are told that their competition will always be
fair.  While teams stay together for about six weeké, the tournament table
assignments are changed every week according to a system that mailntains
the equality of tﬁe compétftion. This equal competition makes it
possible for students of all levels of past performance to contritbute
maximum points to their teams if they do their best, in the same way as
the improvement score system in STAD makes it possible for everyone to
be successful. 2 z

After the teurnament, team 5ﬂ8;es are figured, and a newsletter
recognizes the highest scoring teams and tournament table winners, Thus,
TGT uses the same pattern of teaching, :ea; work. heet study, individual
assessment, equal opportunities for success, and team recognition as
that used in STAD, but its use of academic games instead of quizzes
makes TGT even more exciting and motivating than STAD, In fact, TGT
- generates so much excitement that getting students to stop cam be a.

problem. For example, in one study in a Baltimore junior high school

that is attended by a substantial number of students who ride busses from
L
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the inner city, every student in two claéses stayed after school (and missed -
the busses) to attend a tie~breaker playoff in a TGT tournament . Tea~.~--
cherp using TGT have reported that studentswwho were never particularly
interested in school were coming‘in afgéf class to get materi:'s to take
home to study, asking for spe;ial help, and becoming active - dis-
cuss;ons. |

~ Jigsaw. While STAD and TGT were developed at Johns Hopkins University,
Jigsaw was originally designed by Elliott Aronson and his colleagues
at the University of Texas and then at the University-of Califormia at
Santa Cruz. In Aronson's Jigsaw method, students are assigned to six-
member teams. Academic material s broken down into five sections. For
example, a biography might be broken'into early life, first accomplish- 9
ments, major setbacks, and later life. Each team member redds iis or
her own unique section, except for two students who share a section,
Then, members Sf different teams who have studied the same sections meet
in "expert groups' to discuss their sectisns. Then the students return
to their teams and take turns teaching their teammates about their sec-
tions. Since the only way students can learn the sections other than thei;
owa is to listea carefully to their teammates, they are motivated to
support and show interest in each others' work.

A modification of Jigsﬁw developed by Slavin at Johns Hopkins Univer-

sity is emphasized in this manual. In this meth§d, called Jigsaw II,
students work in four to five-member teams as in fGT and STAD. Iastead
of each student having a urique section, all students read a common
narrative, such as a brook chapter, a short story, or a blography. However,
each student is given a topic on which to become an =x)ert., The students

who had the same topics meet in expert groups to discuss them, and then



return to .their teams to teach what they-have -léarned to their teammates.

TThén, séudents take individual Guizzes, which are formed into téam scores
using the improvement score system of STAD, and the highest scoring teams
and individuals ére re&ogni&ed in a class newsletter.

For more infeormation on Aronsen's original Jigsawlmetho&; see

Aro?son (1378).

A Day in the Life of_gim James

To illustrate what goes on in Student.Téam Learning classes, let's
follow a hypothetical student through a day as He experiences three
basic techniques--Jigsaw II, TGT, and STAD., We have chosen to follow®a

7

junior high school student, but the pasic experience would be the same

for an elementary or high school student. ~ )
Jim James 1s an average sevgnth'érader; active, inquisitive, and

irreverent. He attends Hooperville Junior High. Jim's first class is

social studies,.Qhere his ceacher, Mr. Thomas, is usipg Jigsaw II to

teach a unit om Alexander Hamilton. Yesterday, Mr. Thomas handed out

expert sheets and social studies books. The expert sheet contained four -

e ' topics.related to a biography of Alexander Hamilton. Mr. Thomas assigned

him topic number 4, wﬁich is "What were Hamilton's political beliefs?"

\; Everyone read the blography of Hamilton during the- last period.

Today, Mr., Thomas asks the class to be quiet. 'Now,' he says, "you
may all get into your’expert groups. Each team member who has Hamilton's
early life may sit over here,” lir. Thomas points out places for each
expert group to meet, and the students with the same topics get together.
Cynthia, from one of the other teams, starts the.discussion: 'The main

thing I got from the chapter is that Himilton was always disagreeing with

Jefferson and Aaron Burr." Jim says, "Yas, but that's not the main

Y
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point, I think we should concentrate on whether/aamiltdk was really a

royalist or not." The group members talk for about twenty minutes, sharing

their ideas about what they have read and what are the importaﬁt things.
about it. At -the end of that time, Mcr. Thomas asks everyone to return to
their teams. | |

Jim sits with hls teammates. Soo Mi, a Korean student who studied

2]

about Hamilton's early life, begins to teach her secticn first: She has
‘problems becﬁuse.of her’poor English, but her teamméte; encourage

her to keep going bec;use they need to understand what she had t§ say.

She tells how Hamilton was borﬁ in Nevis, in the Caribbean. éam asks _
where the Caribbean is, and Yolanda tells him. Then Soo Mi continues

to explain how Hamilton came to America, his first job, his role in the
American Revolution, and other details. Sam tells how Hamiltdén was
involved in the ratification of the Constiﬁution. Next, Yolanda ‘tells

thie group about the Federalist Papers, and other writings by Hamilton.
Finally, it 's Jim's turn, and he describes Hamilton's political positioms.
During this time, Mr. Thomas is movin,; from team ton team; answering
questions, clearing up disagreements, and focusing individual students

on importadt points, Finally, Mr. Thomas has the students put away their
bc~ks, and he hands out a quiz on the life of Alexander Hamilton., Jia
does well on everything except one ofbthe questions about Hamilton a;a

the ratification of the Constitution, and reminds himself to ask Tyrone

more questions the next time they do a Jigsaw unit. The bell riags, and

v

Jim is off to his next class, English. oy ali#

Jim's English class is using STAD, and today is worksheet day.
Yésterday, Mrs. Cooper introduced the idea of commas in ‘a series to the
whole class, Today Ehefteams will study worksheets about the use of

commas to prepare for tomorrow's quiz.

U
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Jim's team is called "Cooper's Raiders."’ As.thg class’ begins,: the
Raiders assemblé around a table to study their worksheets. . Jim pairs
off with Alex and quizzes him on the material. The first item is "My
dog buried a bone a boot and an apple in the back:yard.ﬂ Alex s:;s,
"That's easy. The commas go after 'bone'.and 'apple.'" Jim disagrees{ ,
and they check Ehe answer sheet. Sure enough, Jid\is right, He explains‘

to Alex that commas go after each item ip a series except the last item.

Alex complains that last year he had been taught that a comma isn't

needed after the item in a series that comes before the "and " Jia and '~

r
4

Alex call Mrs. Cooper over to explain, and she agrees with Jim that -
commas gohafter ail items in a-seriQJ except the last, bgt also tells
Alex that many people do disagree with this rule. She thanks the stddents.
for doing such a_,good job helping each other.

After Jim .as quizzed Alex on most of the items, Alex quizzes Jim.
When both students feel confident about their abilities to put commas
in a series, they ;heck to see how their other teammates, Cynthia and

. Rt
Djane, are doing. . Everyone ¢n the Raiders wants to get a good score on

the quiz. The Raiders finished last in the first week's team competition,
fourth in last week's, and now théy hope to break into the top three,
to have their team especially mentioned in the class ngwsietter. By‘
the end of the period,‘all four teanmétes feel confident ;nd are looking
forward to the quiz the next day.

After gym and lunch, Jim goes to math class. This class is using"
TGT, and today is tournament day--the high point of the week., Jim's
team, the "Euclid Kids," has been studying their geometry hard all week

because the team members want to keeo their first-place position in the

TGT competition. 1In fact, Jim and oune of his teammates stayed after

11
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school yesterday to ask for material to study at home. Because his grades

-

in math had always been poor, Jim had started the TGT competition at one

+

of the lower tables, competing with others who had had poor grades in math.
However, Jum hae been the hiéhest scorer ip his toﬁrnameﬁts and had 7
gredualiy moved to one 6f the higher tabies. His'comﬁetitioﬁ is stiffer
than ever. | |

-

As the student arrive, Mr. Cartwright assigns them to their tourna-
ment tﬁbles,.where they will compete to add po%pts to their team scores}.:
Jim worries a little as he seces who his two eémpe:itors'are‘ One of
‘them, Charlene, has a reputation as the smartest girl in the :class, and -
the other, Luis, is a student who, like Jim, has been winning consistently
in the TGI tournaments. Could Jim come through for the Euclid.Kids
this week? .

The TGT game cons£323 of geometry .tems like the ones the stuéeees ;
studfed, Jim, Luils, and Charlene draw cards to see who goes.figip, )
and Jim wins. He picks the top, card, which has the number "21'" on it.

He looks down his game s..eet for item 21, w&&ph reads: "What is the
circumferenceiof a circle with a diameter of 3 centimeters?"

Thig question hadn't been on the werksheets he had studied with
his teem, but Jim thinks he understands circles pretty well. .He , N
stribbles some figures en 2 plece of paper and says "'18.8 centimeters."

\ Now Luis, sitting on Jim's left, has the right to challehge. He
does 'some figuring and then challenges. "I think it'e 9.4 centimeters."
Charlcne checks the answer sheet. 'Luils is right," she seys; "it's

9.4 centimeters. Jim, I think you were thinking ef radius instead of
diameter." Luis keeps card number 21 to count as his point for a correct

answer, and picks the next card to indicate the next question in theﬂ

tournament. Play continues around the table all period. At the end,

‘ | 12



1l

Luis has the most cards and thus contributes six points to his team's
score; Jim is next, and thus contributes four; and Charleme is thizd,

and contributes two points to her team's score. When the period is over,
Jim £inds his teammates and tells them i ow he did. They're glad that he
did so well against such tough competition. "I think we'll still be in

the top three,' onme of his teanmates says. "I won at my table and Susan

week!" N

won at hers, If wevaren't in first place this week, we'll get 'em next _
) C/

As Jim is going home on the bus, he thinks about how much his feelings
about school havg changed since he begaﬁ working in {eams with other
students. He'recalls how much of a chore studying had been, and how he
used to feel that he didn't know many of the other students very well.
School had changed from a place where the other s.udents didn't care if
you came to school to one in which other students called you up if you
were absent tc see what had happened to you.

>TUDENT TEAM LEARNING: THE RES*aiCH EVIDENCE

Basiec Skills *

Student Teams-Achievement Divisions. STAD has been evaluated in six

studieg involving more than 2000 students in grades three through nine.
In four studies, STAD was significantly more effective than traditional
control methods in increasing learniné of basic skills; in the other two,
STAD and control were equally effective (See Slavin, 1978). 1In no case
have STAD students learned les3 than control students. Interestingly,
the eff:cts of STAD have been like those ¢~ the Jigsaw technique (see
below) in that its effects have been more dramatic for minmority students
than for whites, In one ten-week study, black students in a STAD class

studying grarmar and punctuation gained about 1.7 grade equivalents on
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a standardized language arts test. Whites in the STAD class also gained

1.7 grade equivaleats. However, while whites in the control ;lass gained
1.3 graue equivalents, blacks in the control class gained only 0.6. This
means that although it was helpful for whites to be in the STAD class,

it was extremely valuable for the tlacks (Slavin, 1977b). This pattern

was replicated in a second study (Slavin & Cickle, 1980).

Teams~Games~Tournaments., TGT has been evaluated in ten studies

involving ﬁearly 3000 ;tudents in schools across Ehe country. In seven .
of the studies, TGT SCudents°iearned significan?ly more than students in
traditionally structured classes studying thé same material. In the
other three studies, TGT students learned only slightly more than the
control studenés, but in no study have TGT students learned less. The
cifectiveness of TGT in increasing learning of basic ski’'s has been
demonstrated in grades three through nine, in subject areas ranging from
mathematics to grammar to reading vocabulary, and in urban, suburban,
and rural schools (See DeVries and Slavin, 1978).

Jigsaw. As of this_writing, the effects of the Jigéaw technique
on basic skills learning have been evaluated in only onme study. In that
study, black and Chicano students in the Jigsaw classes learned more
than their counterparts in traditional classes, but white students did
about the same in either treatment. Eowever, the study took place for
only two weeks; a longer study might show greater effects (Lucker,
Rosenfield, Sikes, and Aronson, 1976).7

Other studies have also shown positive effects of learning
coaperatively on student achievement. In one study in which STAD, TGT,
and a modification of Jigsaw were used together, there were significantly

positive effects on language arts and reading achievement. Another

14
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study in Israel demonstrated that when students worked in small groups

¢

on projects and were allowed to decide how to organizé their own activities

to produce group reports, they gained in conceptually complex skills but
not in basic skills. This is in contrast to the more structured STAD and

TGT methods, where the research shows the greatest gains for such basic
skills as mathematics, language mechanics, and a reading vocabulary.
Other researchers, such as Wheeler (1977) and Hamblin, Hathaway, and
Wodarski (1971) have also found that when students work together to
dchieve a common goal, they learn more than they do in the traditionmal
classroom.

I: seems safe to say that Student Team Learning can have the effect
that parents, school boards, and teachers are increasingly demanding:’
more learningof basic skills. In fact, in the case ¢f TGT and STAD,
the morc the curriculum is oriented toward basic skills, the greater the
learning.

Integrating the Desegregated Classrooms

One of the most important effects that Student Team‘Learning have
is on friendships among students of different ethn®c backgrounds in
desegregated classes, Anyone who has spent much time in a desegregated
secondary school knows that white students associate mostly with white
students, black students associate mostly with black students, Hispanic
with Hispanic, and so on., Seeing this is always a blow to' those who
hoped that widespread desegregation would lead to greatly increased.
contact, and chereby respect ani liking, among students of different
ethaic backgrounds. We should ﬁrobably have been less surprised; in
most desegregated schools, black, white, and Hispanic students come from

separate neighborhoods, ride different busses, and often come from

different elementary schools,

0



In several studies in which Student Team Learning was rot used,
beginning seventh graders in traditionally structured, racially mixed
classes were asked to name their friends. When’the question was repeated
a semester later, the proportion of black students who named whites as
their friends and whites who named blacks eithef stayed the same or
actually decreased. Apparently, simply assigning black and white
students to the same classes'does not increase friendship across racial
lines.

A Team Solution. Student Team Learning is an obvious solution to

the problem of integrating the desegregated classroom. We know from
decades of research that when people work together for a common goal,
they gain in respect and liking for one another. When Studenf. Team
Learning techniques were applied in desegregated classrooms, that is
exactly what was found. In three studies, TGT students increased the
number of friendv they named of a different ethnic group far more than
did control students (DeVries, Edwards, and Slavin, 1978). Three
additional studies (Slavin, 1977c; Slavin, 1979; Slavin and Oickle,
1980) found STAD to have the same effect. In fact, in many of these
gtudies, the Student Team Learning students began to choose their class-
mates as friends as though ethnicity were not a barrier to friendship

at all. This never happened in the control classes., Jizsaw (Gonzalés,
1979) and techniques developed by David Johnson at the University of
Minnesota (Ccoper, Johnson, Johnson & Wilderson, in press) have achieved
the same results.

John and Sue Ann: Teams in Action. An example will illustrate

what can happen in a Student Team Learning class. This was a fifth grade
class that was just starting to use STAD, The teacher was anuouncing

assingments to teams. She read off the name of a black student, John,

16
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and he tock his place at a table that ha& been set up for team ractice,
John was one of the brightest students in the class. Then the teacher

read off Sue Ann's name. Sue Ann was white, a'poor student, and frequently
absent. John was aghast and refuséd to work with.her. Sue Ann refused

to sit at the table with John. The teacher let Sue Ann sit away fiom

the team until she was ready to join in, although her quiz scores still
counted in the team score.

Two weeks later,-things had changed. There were John and Su; Ann,
chatting away about a leSson like old .viends. The teacher was asked
what had happened--there were two other students on tge team, and John
and Sue Ann :could have worked with them. Why were they working together?

~ It turned out thatrJohn and Sue Ann were on a team that had a
strong Jesire to win in the competition for team points. In pa.ticular,
Sue Ann wanted to be mentioned in the newsletter so that éhe could itpress
her mother. After several days of working by herself, Sue Ann finally
took the plunge--she asked John a question. Because John knew that the
whole team had to do well, he answered her question and éonti?ued to
explain some other things that he knew she didn‘: know. In a word, John =
and Sue Ann needed each other because they valued their team's success.
That need led to the breakdown of a formidable set of barriers to
friendship-~bla: white, male-female, and high achiever-low achiever.
John and Sue Ann probably did not become best friends. But working on the
team togecher maﬁe possible a level of contact and mutual good feeling
that would have been quite unlikely otherwise.

Of course, not every team works pérfectly, and in some cases long-

standing friendship patterns are hard to break. However, because of the

strength and consistency of the evidence, many who have been working with

17
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cooperative learning methous in desegregated settings now frankly believe

that any desegregated school that is not using these methods in some form

1s not doing all it can to improve relations between students of different )

ethnicities,

Mainstreaming

Etﬁniﬁity is a major barrier to friendship, but it is not as large

«S the cne between physically or meﬁtally handicapped children and theilr

normal-progress peers. Public Law 94-142 has mandated that as many
children as pocsible be plaéed in regular classrooms. This has created
an unprecidented opportunity for handicapped children to take their

place.in the mainstream of society, but it has also created enormous

practical problems for classroom teachers and ofggn_leads to sgsigl re-

jection of the handicapped children.
Once again, Student Team Learning is an answer. In the Student

Team Learning classroom, mainstreamed students are assigned t) teams the

same way other students are. If these studenfs are physically handicapped,

their classmates come to value the contribution they make to the team,

but more importantly they come to see them as individuals, important

individuals not just as "crippled." 'If the mainstreamed students are

mentally handicapped, the opportunity they have to contribute points to
their teams if they show improvement (STAD and Jigsaw) or if they succeed
in competition with others of similar levels of performance (TGI) also
makes these students valued by their teammztes, The teamwork makes them
"one of the gang" instead of separate and odd, and provides them with
teammates who encourage and assist their academic progress.

Tne research on Student Team Learning and mainstreaming hay focused

on the academically handicapped child, In one project, called the "Count

18
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Me In" program, STAD was used to attempt to integrate students performing
two years or more below the levél of their peers into the sociai structure
of the classroom. The use of STAD significantly réﬁuced the degree to
which the normal-progress students rejected their mainstreamed classmates,
and increased the academic achievement and self-esteem of all students,
mainstreamed as well as normal-progress (Madden and Slavin, 1980)., Other
research using cooperative teams has also whown significant imprEGements
in relationships between mainstreamed academically handiczpped studen;é\
and their normal-progress peers (Bailard, Corman, Gottlieb, a‘d Kaufman,
1977; Couper, Johnson, Johnson, and Anderson, in press).

Perhaps the most important fact about Student Team Learning in the
mainstreamed classroom is that these techniques are not just good for
the‘handicapped children, they are good for all children. They offer
the téacher'a chafice to incorporate the mainstreamed child into the -
classroom social system anrd meet the individual needs of these children
while doing not just as well, but better with the non-mainstreamed

children. A section in this magual under "Other Techniques" descrides

use of Student Team Learning in the mainstreamed classroom in more

Liking of Others and Liking of Self

One of the most important aspects of a child's personality is his
or her self-esteem. Many people have assumed that self-esteem is a
relatively étable attribute of a person chét schools have little ability
to change. However; several of the researchers working on Student Team
Learning techniques have found that teams do increase students' self-

esteem. Students in Student Team Learning classes have been found to

like themselves more than do students in traditional classes. These

ty
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improvements in self-esteem have been found for TGT (DeVries, Lucasee,
& Shackman, 1379), for S%iD (Madden & Slavin, 1980), for Jigsaw (Blaney,
Stephan, Rosenfield, Aronson, & Sikes, 1977), and for the three methods
combined (Slavin and RarWeit,.l979). Why does this occur? First, it

has been consistently found thatlTGT and STAD students report that they

like others and feel liked by others more than control students do

(Slavin, in press). Liking of others and feeling liked by others are
obvious components of feeling worthwhile.
Second, it seems likely that studeats feel (and are) more successful

in their school work when they work in teams. This could also lead to an

inicrease in self-esteem. Whatever the reason, the effect of Student Team
Learning on self-esteem may be particularly important for long-term effects

on mental health. A student who has had a cooperative, mutually supportive

experience in school may be less likely to ‘be antisocial, wgggggékn, or
Qfgfgsged in later life. We have only scratched the surface in understand-
ing what kinds of long-:erm benefits for mental health might result

from long-term experience of cooperative learning tegms.-

Other Outcomes

In addition to students' achievement, positive race relations,
liking of others, an; gself-esteem, effects of Student Team Learning
have been found on a variety of other important educational outcomes.
Two of these are greater acceptance of malnstreamed students by their
non-mainstreamed peers in regular classrooms (Madden and Slavin, 1980;
Cooper, Johnson, Johnson, and Wilderson, in press), and increased
positive interaction among emotionally disturbed adolescents (Slavia,
1977d), Others include liking of school, "peer norme in favqQr of doing

well academically, students' feeling that they have control over their

* 20
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own fates in school, and &tudent cooperativeness and altruism (see Slavin,

t

in press). TGT (DeVries & Slavin, 1978) and STAD (Slavin, 1978b) have

been found to have positive effects on students': time on-task, a variable

that is coming to take on increasing Importance as educators become more
concerned about the productivity of schools. What is ‘striking about ,

the research on various team learning methods is the breadth of outcomes

" associated with them. One method might improve student achievement,

another race relations, a third student self-esteem, but how many educa-

—————————

tional methods can 'claim to have docﬁmented so many disparate effecsf

in well-controlled field experiments in schools? . Positive effects on all
variables measured are not found in every Student Team Learning study,
but negative effects_ are almost never found, and the ratio of significantly

e ——r— e o1 182"
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positive to equal findings ca the major varia : (achievement, race

relations, self-esteem) is about two~to%one (Slavin, 1980b; Slavin, in

‘press).

Is Student Toam Learning Practical?

Many of the educational innovations introduced.in recent years have
required enorwous amounts of teacher t:raining and/or money to actually
implement, Fortunately, Student Team Learning techniques are quite
siméle. More than two thousand teachers located in every state have

used TGT, STAD, or Jigsaw with nothing more than a one-day worighop

and this manual and available curriculum materials. Mary have used

o
-

et

these methods with the manual alone. It is possible to obtain curxiculum

materials for TGT %nd STAD in most elementary and secondary sitbjects,
distributed at cost by the Johns Hopkins Team Learning Project (see

helow for address), or it is easy for teachers to make their own materials.
Student team learning methods have been used im gradeﬂ-one through

college.(althOugh'mostly in grades 2-J), in subjerts ranging from math

21
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to science to sgcial studies to Engligh to foreign language, and in

every part of the United States and several foreign countries. They

have beep used for purposes ranging from improving basic skills for
average studénts, for low—perform#ng students, or fot gifted students, to
improving race relations, to making mainstr;aming more effective, to

just getting students more excited about school. Not every teacher will
feel comfortable using Student Team Learning, but most who do are
enthusiastic 1ibout theﬁ, and many report dramatic differences in their
own feelings about teaching.

Student Teams-Achievement Divisions and Teams-Gamgs-Tournament are
certified by the ﬁ.é. Department of Education's Joint Dissemination
Review Panel (JDRP) for theis effects on basic skills, and the entire
Stucdent Team Le§rning‘program is certified by the JDRP for effects on
intergroup relhtio;s. This means that these¢ programs are eligible for
dissemination by the National Dif?usion Network, which has a system of
"state facilitators in every state who help school districts adopt JDRP-
approved program;. |

To obtain information on training, curri:ulum materlals, or film=

strips, or to find the name of your state Zfacil.tator, write ovr call' 

_the Johﬁs Hopkins Team Learning Project:

The Johns Hopkina Teaa Learning Project
Center for Sccial Orgsnization of Schools
Jobus Ropkins University

3505 Horth Charles Street

Baltimore, Mstyland 21218

(301) 338-7569

’
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