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Annotated Bibliography of Reviewed Literature 

 

Alheit, P. (2009). Biographical learning – within the new lifelong learning discourse. In 

K. Illeris (Ed), Contemporary theories of learning: Learning theorists... in their 

own words (pp. 116-128). London: Routledge. 

Summary: The rise of the knowledge-based society and its economy requires that 

individuals must continue to learn throughout professional life. Learning must be 

viewed as a lifelong activity that is self-directed. Alheit describes three different 

learning contexts: Formal, which occurs in educational institutions and is 

recognised by degrees or diplomas; non-formal, which occurs in the workplace, 

clubs etc; and informal, which occurs during the course of daily activities and can 

be unintentional. Alongside lifelong learning, is lifewide learning and is important 

in the transferral of skills across learning contexts. Learning is not only about the 

individual but the organisation as well.  

Themes: Learning context (formal/non-formal/informal); Theories of learning.  

 

Almond, R.L. (2009). Group assessment: comparing group and individual 

undergraduate module marks. Assessment and Evaluation in Higher Education, 

34(2), 141-8.  

Abstract: This report describes a small study that analysed module marks of one cohort 

of science undergraduates from one academic year. It explored how group 

summative assessment marking affected the overall marks in comparison with 

individual assessment. A tutor allocated students to mixed ability project groups. 

Individual marks for the group work component were derived by tutor‐, peer‐, 

and self‐assessment weighting. The results showed that students with high 

individual marks obtained lower marks in the group component. Similarly, 

students with low individual marks obtained higher marks in the group 

component. Study limitations, results and conclusions are reported.  

Keywords: Undergraduate; Group work; Summative assessment.  

Summary: United Kingdom. Group summative assessment (GSA) of a single cohort of 

undergraduate of science students. Tutor allocation of students is important to 

reflect the realities of the workplace where self-selecting teams are rare. Group 

work offers important pre-employment skills and experience for future 

employment. Academic achievement was only recorded in the single module not 
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across the academic year. Peer summative assessment is flawed, due to lack of 

buy-in by students. “High achieving students were disadvantaged, by 

considerably less than the least able student were advantaged, (-9% and +35%, 

respectively)” (p. 147). There is concern over the impact of group-work on UK 

degree classification (First class, Second Class, Third Class) and Almond does not 

recommend use of GSA beyond 100-level courses.  

Themes: Allocation of group members; Improved academic performance.  

Cited Literature of Interest:  

Bacon, D.R. (2005).The effect of group projects on content-related learning. Journal of 

Management Education, 29(2), 249-67.  

 

Baker, T., & Clark, J. (2010). Cooperative learning – A double-edged sword: a 

cooperative learning model for use with diverse student groups. Intercultural 

Education, 21(3), 257-68.  

Abstract: Although very little research has been done on cooperative learning (CL) in 

New Zealand, international research is positive about the educational benefits of 

working in culturally diverse groups. This paper presents the findings of a 

research project examining New Zealand experiences with CL in multicultural 

groups. Data were collected via surveys and focus groups with domestic and 

international students and with New Zealand tertiary lecturers who use CL 

techniques in their programmes. The findings indicate a strong cultural conflict in 

the conceptualization of CL between international students with little prior 

experience of CL and New Zealand lecturers who are often not trained to help 

international students to bridge the gaps between their past educational 

experiences and typical education practices in New Zealand. This conflict 

reinforces the importance of understanding cultural differences and their impact 

on student patterns of classroom behaviour. The authors recommend that 

domestic and international students be prepared more effectively for CL and that 

lecturers be trained in designing curricula and assessment programmes that are 

pedagogically sound and culturally accommodating. The paper proposes a model 

to assist lecturers to achieve this aim.  

Keywords: Cooperative Learning; Group Work; Diverse Student Groups; Assessment; 

Cooperative Learning Model.  

Summary: New Zealand. Students report the benefits of group work as: Social support; 

different perspective (cultural); and help with academic work.  
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 Issues: Lack of adequate support; free-riding; lack of training; specialisation of 

tasks; cultural differences; the influences of prior learning experiences.  

 Proposed model (pp. 265-6)  

 Stage 1 – Lecturers are trained in CL techniques. Pedagogical rationale, 

assessment methods, and support for lecturers.  

 Stage 2 – Students are prepared for cooperative work. Shared understanding of 

what effective team work is and why the students are required to work in teams.  

 Stage 3 – Classes are given the group assignment. Group formation exercises, 

group developed objectives and rules. [See negotiated learning contracts].  

 Stage 4 – Groups are debriefed. Reflection on group experiences by both 

lecturers and students.  

Themes: Cooperative Learning; Model.  

Cited Literature of Interest:  

Campbell, J., & Li, M. (2006). Asian students’ perceptions of group work and group 

assignments in a New Zealand tertiary institution. Paper presented at the EDU-

COM Conference, November 22-24, in Nong Kai, Thailand.  

Clark, J., & Baker, T. (2006). Collaborative learning in diverse groups: A New Zealand 

experience. Paper presented at the 17th ISANA International Education 

Conference, December 5-8, in Sydney, Australia.  

De Vita, G. (2001). Learning styles, culture and inclusive instruction in the multicultural 

classroom: A business and management perspective. Innovations in Education 

and Teaching Internationally, 38(2), 165-74.  

Green, R. (1997). Designing and assessing task centred groupwork: Issues of 

management and assessment for students and teachers in higher education. 

Paper presented at the Higher Education Research and Development Society of 

Australasia Annual International Conference, July 8-11, in Adelaide, Australia.  

Li, M., Baker, T., & Marshall, K. (2002). Mismatched expectations: A case study of Asian 

students in New Zealand. Paper presented at the New Zealand Applied Business 

Education Conference, September 25-27, in Christchurch, New Zealand.  

O’Bryne, B.J. (2003). The paradox of cross-age, multicultural collaboration. Journal of 

Adolescent & Adult Literacy, 47(1), 50-63.  
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Barfield, R.L. (2003). Students’ perceptions of and satisfaction with group grades and 

the group experience in the college classroom. Assessment & Evaluation in Higher 

Education, 28(4), 355-70.  

Abstract: The group approach to learning is widely accepted by higher education 

researchers as an effective teaching and learning tool. While there are numerous 

instructional, learning and social communication advantages for both students 

and teachers using group projects in the college classroom, a need exists for a 

better understanding of group projects from the student's perspective. The 

purpose of this investigation was to measure students' perceptions of group 

grades and group satisfaction on group projects in the college classroom. A 

cohort of 230 students from a large southern metropolitan university enrolled in 

sections of Group Interaction and Decision Making and Conflict Management 

classes participated in this study. The major findings of this study revealed that: 

(i) the less group grade experience that a student has, the more likely they are to 

agree that everyone in the group deserves the same group grade; (ii) students 

who work part-time are more likely to think that a group grade is a fair 

assessment of their contributions than students who work full-time; (iii) older 

students are more likely to be dissatisfied with a group grade experience than 

middle and younger age students. It is recommended that this study be extended 

to include comparison groups, graduate students and other disciplines.  

Summary: United States. Benefits of group work (p. 356).  

 1. Students gain insights into group dynamics  

 2. Students may attempt more comprehensive and in-depth assignments  

 3. Students’ interpersonal skills are further developed  

 4. Students are exposed to others’ points of view  

 5. Students are more prepared for the commercial world  

Themes: Group work benefits.  

 

Cooper, J. (1996/2003). Group formation in cooperative learning: What the experts 

say. In J.L. Cooper, P. Robinson, & D. Ball (Eds), Small group instruction in higher 

education: Lessons from the past, visions of the future (pp. 207-210). Stillwater, 

OK: New Forums Press.  

Summary: This chapter provides a summary of a survey into group work. Groups of 

four are recommended depending on task time (2 for shorter tasks). Groups with 
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6-7 need management by lecturer/tutor. Random assignment of individual is 

perceived as fair by students. Avoid same-sex and same-ethnicity groups unless 

there is an obvious benefit in terms of the assessment. Groups should remain 

together for half to most of the trimester if they have a formal task, if not then 

change every lecture.  

Themes: Group size.  

 

Cooper, L. (2000). Teaching and learning in human services fieldwork. In L. Cooper & 

L. Briggs, (Eds.), (pp. 10-25). Fieldwork in the human services: Theory and 

practice for field educators, practice teachers and supervisors. St Leonards, 

Australia: Allen & Unwin.  

Summary: Learning should be lifelong and lifewide [See Alheit]. Teaching and learning 

are complementary and should be treated as such with regard to assessment. 

Behavioural theories of learning, Pavlov and Skinner; Social learning theory, 

Bandura (1986); Cognitive approaches to learning; Constructivist views of 

learning, Vygotsky (1978).  

 Social learning theory: attention; retention; reproduction; and motivation 

(Bandura, 1986)  

 “Cognitive theories refer to three different types of memory: episodic – refers to 

memories of personal experiences stored in the form of images; semantic – 

directed to facts, concepts, principles, rules, and problem-solving ability; 

procedural – refers to a knowledge of procedures such as riding a surfboard or 

bike” (p. 16).  

 Constructivist: Learning is social; learning is a process of interaction with others; 

peers and adults are important for learning; cooperation and group work is 

important; discovery and communication facilitate learning (p. 17). Student-to-

student learning; zone of proximal development; cognitive apprenticeship.  

 Gardiners (1989). Content of learning – surface reproductive approach 

emphasising facts and procedures, is expert-driven. Process of learning – shift 

from superficial to deep learning with students actively seeking meaning. ‘Meta’ 

learning – review of learning processes and transfer from original context to other 

contexts. (p. 19).  

Themes: Theories of learning (Behavioural Theory/Cognitive Theory/Constructivist 

Theory/Social Learning Theory).  
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De Vita, G. (2002). Does assessed multicultural group work really pull UK students’ 

average down? Assessment and Evaluation in Higher Education, 27(2), 153-61.  

Abstract: Despite the fundamental importance of multicultural group work activities in 

the curriculum, previous literature has shown that home and international 

students do not spontaneously mix and would rather be involved in monocultural 

work groups. One of the major causes for this lies in the home students' belief 

that assessed multicultural group work has a detrimental effect on their individual 

average mark. Using data from a large cohort enrolled on a first-year business 

studies programme of a UK university, this study employs regression analysis to 

empirically investigate the extent to which this belief is supported by the data. 

The results suggest that the performance of culturally mixed groups is neither a 

function of the individual ability of the least able group member, nor of the 

average ability of the members of the group. Instead, in this context, the group 

work mark is more likely to reflect the ability of the most able group member. 

The data also indicate that assessed multicultural group work has, on average, a 

positive rather than negative effect on the individual average mark of all 

students, evidence consistent with the synergistic effects expected to emerge in 

multicultural groups.  

Summary: United Kingdom. Home and international students received lower individual 

marks than group marks, suggesting that multicultural groups promote synergy 

and have more favourable outcomes than home students initially believe. Group-

work promotes tolerance/understanding of other cultures and provides cross-

cultural experience valuable for future employment. Mixed ability and multi-

cultural groups have greater creativity in problem-solving than mono-cultural, by 

avoidance of group-think and generating cultural synergy. Group-work was an 

aspect of assessment, with groups formed by random allocation and tutor 

adjustment to promote gender balance and cultural diversity. The 

home/international binary is too broad given the cultural diversity of the UK, and 

the role of gender and learning styles are not examined.  

Themes: Allocation of groups by tutors; Improved academic performance; Perceptions 

of students.  

Cited Literature of Interest:  

Bacon, D.R. & Steward, K.A. (1999). Learning from the best and worst student team 

experiences: how a teacher can make the difference. Journal of Management 

Education, 23(5), 467-89.  
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Dirkx, J.M., & Smith, R.O. (2004). Thinking outside of a bowl of spaghetti: Learning 

to learn in online collaborative groups. In T.S. Roberts (Ed.), (pp. 132-59). Online 

collaborative learning: Theory and practice. London: Information Science 

Publishing. 

Summary: This chapter provides a qualitative view of students around working with 

others and individual learning in collaborative online groups. These students 

report difficulties in reaching a consensus, dealing with authority within the 

group, and developing interdependence and intimacy. Feelings of isolation and 

anger are common, with students largely ambivalent to the process. Issues 

around technology and lack of research are voiced.  

Themes: Online learning; Students perspectives.  

 

Frey, N., Fisher, D., & Everlove, S. (2009). Productive group work: how to engage 

students, build teamwork, and promote understanding. Alexandria, VA: ADSC.  

Summary: This book examines group work in primary and secondary schools. Johnson 

and Johnson’s (1975) five principles of successful group work are extensively 

used. These principles are: positive interdependence; face-to-face interaction, 

individual and group accountability; interpersonal and small-group skills; and 

group processing (p. 14). Positive interdependence includes goals, resources, 

rewards and roles (p. 15). Face-to-face interaction is essential for exchanging 

ideas and deepening understanding, unlike simply dividing the work into tasks (p. 

17). It is important that students recognise and trust the assessment of both the 

group and the individual work to promote individual and group accountability (p. 

18). Interpersonal and small-group skills involve organisation, coordination and a 

result-oriented outlook (p. 18). Group processing and evaluation of what worked 

and did not work is important for future group assessments both for the teacher 

and the students (p. 19). The Authors add a sixth principle, providing a 

meaningful task. This must involve a challenge or problem that makes all the 

principles of cooperative learning come together (p. 20). Thinking and 

communicating with clarity, active listening, giving peer feedback and considering 

different perspectives are important for productive group work (p. 69).  

Themes: Group work benefits; Principles of group work.  
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Furnham, A., Batey, M., & Martin, N. (2011). How would you like to be evaluated? 

The correlates of students’ preferences for assessment methods. Personality and 

Individual Differences, 50(2), 259-63.  

Abstract: This study is concerned with individual correlates of students’ preferences for 

different examination methods. The aim was to examine the incremental validity 

of learning approaches, intelligence and personality (Big Five traits) in predicting 

the preferences for six different assessment methods. Four hundred and ten 

British students from three British Universities completed a general intelligence 

test, a personality test, a measure on their Approach to Learning and a University 

assessment method preference test that specified six different methods. Students 

favoured multiple choice and continuous assessment most and Oral and Group 

work least. Deep learning style and Openness to Experience were the most 

consistent predictors of assessment preferences. The three sets of measures 

accounted for between 9% and 29% of the variance in preferences for different 

methods. Specific learning approaches and personality traits, but not intelligence 

is clearly linked to preferences for assessment.  

Keywords: Assessment; Personality; Intelligence.  

Summary: United Kingdom. Student preference of assessment types is a function of 

personality and intelligence. Personality was assessed via the Big 5: Neuroticism, 

extraversion, openness, agreeableness and conscientiousness. Assessment types: 

multiple choice; essay; final year dissertation; oral exam; continuous 

assessment; and group work. Student preference was for multiple choice (M: 

5.10, sd: 1.55) and continuous assessment (M: 4.80, sd: 1.59), with students 

disliking oral examination (M: 3.55, sd: 1.79) and group work (M: 3.57, sd: 

1.68). Sample predominantly social scientists, and other disciplines may prefer 

different assessment types, individual questionnaire.  

Themes: Assessment preferences; Perceptions of group assessment.  

Cited Literature of Interest: 

Chamorro-Premuzic, T. & Furnham, A. (2009). Mainly openness: the relationship 

between the big five personality traits and learning approaches. Learning and 

Individual Differences, 19, 524-9.  

Meyer, L., Davidson, S., McKenzie, L., Rees, M., Anderson, H., Fletcher, Johnson., et al. 

(2010). An investigation of tertiary assessment policy and practice. Higher 

Education Quarterly, 64, 331-50.  
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Segers, M., & Dochy, F. (2001). New assessment forms in problem-based learning. 

Studies in Higher Education, 26, 327-43.  

 

Gardner, H. (2009). Multiple approaches to understanding. In K. Illeris (Ed.), 

Contemporary theories of learning: Learning theorists... in their own words (pp. 

106-15). London: Routledge.  

Summary: Educators need to use different pedagogical approaches to engage more 

learners by catering for different learning styles. Based on the Author’s previous 

work of multiple intelligences, they suggest “three increasingly focused lines of 

attack” starting with: A. Entry points; B. Telling analogies; and C. Approaching 

the core. Entry points are a way of hooking students: Narrative, by focusing on 

learning via storytelling; quantitative/numerical, by focussing on numbers and 

patterns; foundational/existential, by focusing on the ‘bottom line’; aesthetic, by 

focusing on composition, balance and harmony; hands-on, by focusing on activity 

through experiments and manipulation of materials; and social, use of group-

based learning rather than individual learning. Telling analogies, draws from the 

existing knowledge base of the students to explain new concepts. The entry point 

starts the conversation, analogies help convey some important information but 

Approaching the core is more challenging. There is no formulaic method that is 

universally applicable and the methods of deepening students understanding are 

dependent on the context. The topic does not exist in isolation, and links to other 

areas need to be made. Common explanations are useful. If this approach is to 

work each of the lines of attack must be covered in-depth. “Education must 

ultimately justify itself in terms of enhancing human understanding” (p. 115).  

Themes: Diverse learning styles; Theories of learning (Multiple intelligences). 

 

Harms, L. (2005). Understanding human development: a multidimensional approach. 

Melbourne: Oxford University Press.  

Summary: A conceptual overview of the context in which human development occurs 

adapting the work of Bronfenbrenner. This book presents a contemporary 

ecological theory of human development identifying the individual’s subjective 

inner and outer world. The inner world is comprised of: the biological dimension 

of the body; the psychological dimension particularly cognition; and the spiritual 

dimension of meaning and purpose which influences the biological and 

psychological dimension. The outer world is comprised of: the social dimensions 

particularly networks, capital and support; relational dimensions include the 
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family, peers and the wider neighbourhood; structural dimensions include the 

Government and other influential bodies within the nation; cultural dimensions 

incorporate norms and the way of life; and the five dimensions of time which are 

biological, historical, social, cyclical, and future. The social and relational 

dimensions are often placed together as they are the most similar and this 

reduces the dimensions to seven. Harms (2005), writes for human service 

professionals, stresses that any interventions need to take into account the 

different dimensions of human experiences if they are to be effective.  

Themes: Human Development.  

 

Hattie, J. A. C. (2009). Visible learning: A synthesis of over 800 meta-analyses relating 

to achievement. London & New York: Routledge.  

Summary: Anderson, Krathwohl, & Bloom 2001. Bloom’s taxonomy: factual learning 

(discipline acquaintance and problems); conceptual learning (interrelations within 

a structure); procedural learning (how to do something, methods of inquiry); 

meta-cognitive (knowledge of cognition and own cognition) (p. 29).  

 Groups promote “goal directedness, positive interpersonal relations, and social 

support” (p. 103).  

 Klein, Wesson, Hollenbeck & Alge, 1999. Goals are challenging and self-

energising. “Goal commitment and subsequent performance, and the effect 

between commitment and outcome increased as a function of goal difficulty” (p. 

163-4).  

 Higher levels of self-efficacy is linked to goal attainment (p. 165). 

 Student perspectives in learning. Time on task, spaced practice more effective 

than massed practice. It is the frequency of different opportunities to practice the 

desired skills that makes the difference (pp. 184-5).  

 Rohrbeck, Ginsberg-Block, Fantuzzo & Miller, 2003. Peer tutoring is useful for 

both the tutor and the learner. “Peer interventions that were more student 

controlled (when peers are involved in setting goals, monitoring performance, 

evaluation performance, and selecting reward), the effects were greater than 

when these were primarily controlled by teachers” (p. 187).  

 Dochy, Segers, Van den Bossche and Gijbels, 2003. Problem-based learning core 

characteristics: “Learning is student-centred; learning occurs in groups; a tutor is 

present as facilitator or guide; authentic problems are presented at the beginning 

of the learning sequence; the problems encountered are used as tools to achieve 
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the required knowledge and the problem solving skills necessary to eventually 

solve the problem; new information is acquired through self-directed learning”. 

PBL is best for deep knowledge and should not be used for shallow knowledge. 

Gijbels , Dochy, Van den Bossche and Segers, “PBL had the most positive effects 

when the focal constructs being assessed were at the level of understanding the 

principles that link concepts, the second level of the knowledge structure (2005, 

p. 45)” (pp. 210-11).  

 Cooperative and competitive, individualistic and heterogeneous class 

environments. “Cooperative learning and competitive learning are more effective 

than individualistic methods” (pp. 212-13).  

 Johnson & Johnson, 1987 “Cooperation was most effective among adults as it 

promoted achievement, positive interpersonal relationships, social support, and 

self-esteem” (p. 213).  

 Johnson, Johnson and Maruyama, 1983 “Cooperative experiences promoted more 

positive relationships among individuals from different ethnic backgrounds, and 

between handicapped and non-handicapped individuals” (p. 213).  

 “Cooperative learning leads to higher effects than competitive learning, and both 

are superior to individualistic learning” (p. 214).  

 Web-based learning is a growth area but requires more research. (pp. 227-8).  

Themes: Facilitator of learning; Collaborative learning; Cooperative learning; Problem-

Based learning; Online learning. 

Note: This book provides a brief overview of a number of educational interventions and 

is a good starting point to examine any particular practices.  

Cited Literature of Interest:  

Anderson, L.W., Krathwohl, D.R., & Bloom, B.S. (2001). A taxonomy for learning, 

teaching, and assessing: A revision of Bloom’s taxonomy of educational 

objectives (abridged ed.). New York: Longman.  

Dochy, F., Segers, M., Van den Bossche, P., & Gijbels, D. (2003). Effects of problem-

based learning: A meta-analysis. Learning and Instruction, 13(5), 533-68.  

Gijbels, D., Dochy, F., Van den Bossche, P., & Segers, M. (2005). Effects of problem-

based learning: A meta-analysis from the angle of assessment. Review of 

Educational Research, 75(1), 27-61.  

Johnson, D.W., & Johnson, R.T. (1987). Research shows the benefits of adult 

cooperation. Educational Leadership, 45(3), 27-30.  



12 
 

Johnson, D.W., Johnson, R.T., & Maruyama, G. (1983). Interdependence and 

interpersonal attraction among heterogeneous and homogeneous individuals: A 

theoretical formulation and a meta-analysis of the research. Journal of 

Educational Research, 53(1), 5-54.  

Klein, H.J., Wesson, M.J., Hollenbeck, J.R. & Alge, B.J. (1999). Goal commitment and the 

goal-setting process: Conceptual clarification and empirical synthesis. Journal of 

Applied Psychology, 84(6), 885-96.  

Rohrbeck, C.A., Ginsberg-Block, M.D., Fantuzzo, J.W., & Miller, T.R. (2003). Peer-

assisted learning interventions with elementary school studies: A meta-analytic 

review. Journal of Educational Psychology, 95(2), 240-57.  

 

Hmelo-Silver, C.E. (2004). Problem-based learning: What and how do students learn? 

Educational Psychology Review, 16(3), 235-66.  

Abstract: Problem-based approaches to learning have a long history of advocating 

experience-based education. Psychological research and theory suggests that by 

having students learn through the experience of solving problems, they can learn 

both content and thinking strategies. Problem-based learning (PBL) is an 

instructional method in which students learn through facilitated problem-solving. 

In PBL, student learning centres on a complex problem that does not have a 

single correct answer. Students work in collaborative groups to identify what they 

need to learn in order to solve a problem. They engage in self-directed learning 

(SDL) and then apply their new knowledge to the problem and reflect on what 

they learned and the effectiveness of the strategies employed. The teacher acts 

to facilitate the learning process rather than to provide knowledge. The goals of 

PBL include helping students develop 1) flexible knowledge, 2) effective problem-

solving skills, 3) SDL skills, 4) effective collaboration skills, and 5) intrinsic 

motivation. This article discusses the nature of learning in PBL and examines the 

empirical evidence supporting it. There is considerable research on the first 3 

goals of PBL but little on the last 2. Moreover, minimal research has been 

conducted outside medical and gifted education. Understanding how these goals 

are achieved with less skilled learners is an important part of a research agenda 

for PBL. The evidence suggests that PBL is an instructional approach that offers 

the potential to help students develop flexible understanding and lifelong learning 

skills.  

Keywords: Problem-based learning; Constructivist learning environments; Learning 

processes; Problem solving; Self-directed learning.  
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Summary: United States. “Knowledge deficiencies become what are known as the 

learning issues that students research during their self-directed learning (SDL)” 

(p. 236). The lecturer/tutor acts as an expert learner who models the required 

skills, using scaffolding to start the project and then takes a less involved role. 

Collaboration is important and should work in tandem with reflection.  

Reflection “helps students to:  

 1. relate their new knowledge to their prior understanding,  

 2. Mindfully abstract knowledge, and  

 3. Understand how their learning and problem-solving strategies might be 

reapplied” (p. 247).  

 PBL is a form of experiential learning.  

Themes: Facilitator of Problem-based learning; Problem-based learning.  

Cited Literature of Interest:  

Barron, B.J.S. (2002). Achieving coordination in collaborative problem-solving groups. 

Journal of the Learning Sciences, 9, 403-37. 

Hmelo, C.E., Holton, D., & Koldner, J.L. (2000). Designing to learn about complex 

systems. Journal of the Learning Sciences, 9, 247-98.  

Wenger, E. (1998). Communities of practice: Learning, meaning, and identity. New York: 

Cambridge University Press.  

Zimmerman, B. (2002). Becoming a self-regulated learner: an overview. Theory Into 

Practice, 41, 64-71.  

 

Hogarth, A. (2009). Adopting blended learning for collaborative work in higher 

education. New York: Nova Science Publishers.  

Summary: As the work hierarchy moves from the traditional structure to one which 

teams are the focus, employers require graduates that have experience working 

in groups both face-to-face and virtual. This book suggests that Blackboard 

should be used more extensively in higher educational settings to create a virtual 

learning environment (VLE). Lecturers need to focus on showing students why 

they should adopt VLEs, and consider the social and cultural implications of 

moving to virtual teams. Students were often unsure of how groupware was 

related to the course learning outcomes and therefore were hesitant to use it. 

Training and support needs to be offered to students if groupware is to be used. 

Traditional learning approaches have the advantage of face-to-face 
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communication in a single physical location which is not present in VLEs. Hogarth 

proposes an integrated model of blended learning with Blackboard serving as the 

platform for learning with: Pre-recorded lectures; structured seminars (similar to 

current tutorials) with smaller (five person) e-learning circles and a specific time 

(one or two hours) of interaction; and lastly a clinic (drop in time) where the 

seminar students meet face-to-face with their tutor to discuss any issues. 

Assessment should be a mixture of blogs, online presentation and individual 

report.  

Themes: Facilitators of learning; Online learning.  

 

Howland, P.J. (2010). Team-based, creative learning in bridging education. Good 

Practice Publication Grant e-book. Retrieved from www.akoaotearoa.ac.nz/gppg-

ebook.  

Abstract: Frustrated by high student attrition and failure rates – both course-specific 

and overall within Victoria University of Wellington’s (VUW) Level 4 University 

Preparation programme – I developed and introduced team-based, creative 

learning exercises and assessments into the social science elective (UP016) in an 

attempt to overcome this situation. The introduction of team-based, creative 

learning (TBCL) resulted in improved student retention and course pass rates for 

UP016 and has had positive socio-educational outcomes for both students and 

teachers. This article and the accompanying video, produced with the assistance 

of an AKO Good Practice Publication Grant (GPPG10-004), examines the 

rationales behind the introduction of TBCL; the operational mechanics (e.g. group 

formation); problems encountered and consequent refinements made; possible 

improvements for future applications of TBCL; and the impact of TBCL on student 

retention and success in UP016 over four trimesters during 2009– 2010.  

Keywords: Group Formation; Socio-Educational Outcomes; Student Attrition; Team-

Based Creative Learning.  

Summary: New Zealand. Howland reports initial personal scepticism based on negative 

prior experiences of groups work in the tertiary sector. Team-based learning was 

used as a way “to enhance the confidence of students as they encountered 

unfamiliar ways of thinking” (p. 3). Confidence and educational aspirations were 

fostered in students by running a “comparatively easy ‘first test’ that the majority 

passed” (p. 3). Student attrition was highest following the mid-trimester break, 

with isolation being the key factor. The TBCL assessment was set for the week 

following the mid-trimester break with students expressly expected to meet 
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during the break. A specific stream of tutorials were created for tutorial 

assessment groups (TAG) work and presentation, with the tutor allocating 

students to groups of 4-6 based on predetermined criteria. Each group had 

rotating roles of facilitator and minute keeper. Individual tutorial tests (ITT) were 

also sat by the students with “quite capable students who perform well in ITT do 

not necessarily participate in TAG discussions or TBCL assignment exercises” (p. 

7).  

 Constructive peer support and the ability to ‘play’ with concepts were positive 

outcomes. Social loafing was a concern among students and staff but prompted 

individual TAG members to take a leadership role to solve the problem. Howland 

suggest adding a peer-evaluation component. TBCL has improved student 

retention and course pass rates.  

Themes: Allocation of groups; Improved academic performance.  

Note: This e-book should be further reviewed. Look at the work of Professor L.D. Fink. 

Cited Literature of Interest:  

Dana, S.W. (2007). Implementing team-based learning in an introduction to law course. 

Journal of Legal Studies Education, 24(1), 59-108.  

La Porte, T. (2008). Learning from and through experiencing creativity: Exploring a 

research methodology. Paper presented to the 11th International Conference on 

Experiential Learning, University of Technology, Sydney.  

Michaelsen, L.K., Knight, A.B. & Fink, L.D. (Eds.). (2002). Team-based learning: A 

transformative use of small groups. Westport, CT: Praeger.  

 

Hung, W. (2009). The 9-step problem design process for problem-based learning: 

Applications of the 3C3R model. Educational Research Review, 4, 118-41.  

Abstract: The design of problems is crucial for the effectiveness of problem-based 

learning (PBL). Research has shown that PBL problems have not always been 

effective. Ineffective PBL problems could affect whether students acquire 

sufficient domain knowledge, activate appropriate prior knowledge, and properly 

direct their own learning. This paper builds on the 3C3R problem design model, 

which is a systematic conceptual framework for guiding the design of effective 

and reliable problems for PBL. To help practitioners apply the 3C3R model, this 

paper introduces a 9-step problem design process. The initial steps guide an 

instructional designer through analyses on learning goal, content, and context to 

help select problems. Later steps ensure that the problem appropriately affords 
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the specifications identified in the analyses. The last two steps incorporate a 

reflection component, as well as ensure the integrity of the 3C3R components in 

the problem.  

Keywords: Problem-based learning; Instructional design; Curriculum development; 

Problem-solving.  

Summary: United States. Problem-based learning seeks to:  

 Mimic the natural human learning process. That is, learning is initiated when a 

problem is encountered. In seeking solutions to the problems, the person learns 

the skills as well as the knowledge that revolves around the problem and the 

environment (contextual knowledge) in which the problem takes place (p. 119).  

 Educational outcomes are the “contextualisation, reasoning process, self-directed 

learning skills, and motivation to learn” (p. 119). PBL activities promotes 

“learner’s higher-level thinking skills, and consequently, result in deeper 

understanding and better application and transfer of knowledge in the future” (p. 

120). The transition to PBL must be well managed as students report “discomfort 

and frustration at the initial stage of learning” due to the self-directed nature (p. 

121).  

 3C3R is a model for structuring PBL that comprises of: the core, content 

knowledge, contextualising domain knowledge, and building a conceptual 

framework; and the processing components of, research, reasoning, and 

reflection (p. 122). Hung also outlines a nine step process that accompanies 

3C3R.  

 1. Set goals and objectives.  

 2. Conduct content/task analysis.  

 3. Analyse context specification  

 4. Select/generate PBL problem.  

 5. Conduct PBL problem affordance analysis: Domain knowledge; problem solving 

skills analysis; context analysis; and connection analysis.  

 6. Conduct correspondence analysis: content correspondence analysis; 

researching and reasoning correspondence analysis; and context correspondence 

analysis.  

 7. Conduct calibration processes: Content component calibration; context 

component calibration; and researching and reasoning component calibration.  

 8. Construct reflection component.  
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 9. Examine inter-supporting relationships of 3C3R components. (pp. 123-8)  

 PBL is primarily about developing skills and applying theoretical knowledge to 

work place environments by using self-directed learning and independent 

problem-solving skills.  

Themes: Cooperative learning design; Problem-based learning.  

Note: An example of the nine-step process and 3C3R is included in Appendix A.  

Cited Literature of Interest:  

Arts, J.A.R., Gijselaers, W.H. & Segers, M.S.R. (2002). Cognitive effects of an authentic 

computer-supported problem-based learning environment. Instructional Science, 

30, 465-95.  

Gijselaers, W., Tempelaar, D., Keizer, P., Bernard, E. & Kasper, H. (Eds.). (1995). 

Educational innovation in economics and business administration: The case for 

problem-based learning. Dordrecht, the Netherlands: Kluwer.  

Godat, M. (2007). Virtual golden food corporation: Generic skills in a virtual crisis 

environment (A pilot study). Journal of Educational Multimedia & Hypermedia, 

16(1), 67-84.  

 

Ingram, A.L., & Hathorn, L.G. (2004). Methods for analysing collaboration in online 

communications. In T.S. Roberts (Ed.), (pp. 215-41). Online collaborative 

learning: Theory and practice. London: Information Science Publishing.  

Summary: Cooperation is divide-and-conquer with individuals doing pieces of work that 

are compiled to form the whole. Collaboration is about participation, interaction 

and synthesis. Computer-mediated collaboration (CMC) can either be 

synchronous or asynchronous, by either involving the whole class in online 

discussions or dividing the class into small groups of 3-5 participants without 

access to others’ work. Asynchronous CMC has the advantage of reducing social 

loafing as it requires each group to generate all the required ideas rather than 

piggy-backing off others’ work.  

Themes: Online learning.  

Note: This author disagrees on merits of cooperative learning and rates collaborative 

learning higher. This is not in line with the other literature.  

 

Johnson, D.W., & Johnson, R.T. (2003). The 21st century college: The three Cs. In 

J.L. Cooper, P. Robinson, & D. Ball (Eds.), Small group instruction in higher 
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education: Lessons from the past, visions of the future (pp. 251-66). Stillwater, 

OK: New Forums Press.  

Summary: The three Cs are cooperative community, constructive conflict resolution, 

and civic values. The structuring of assessment and classes can either promote or 

hinder the growth of a cooperative community. This will impact on the 

interpersonal and group skills of the graduates. Cooperative communities are 

developed by the use of cooperative learning. Constructive conflict resolution 

skills are developed by using academic controversy, problem-solving negotiation 

and peer mediation. Civic values are instructed via positive interdependence in 

college life particularly by: social and academic integration; remediation and 

preparatory courses; changes in instructional methods; diversity of student 

population; technology and face-to-face interaction; and interpersonal and group 

skills. Future issues are the use of: conceptual vs. direct methods; practice-based 

theory validated by research; and the appropriate use of competition.  

Themes: Cooperative learning benefits; Group work benefits.  

Cited Literature of Interest:  

Johnson, D.W., & Johnson, R.T. (1989). Cooperation and competition: theory and 

research. Edina, MN: Interactive Book Company.  

Johnson, D.W., & Johnson, R.T. (1995a). Teaching students to be peace makers (3rd 

ed.). Edina, MN: Interactive Book Company.  

Johnson, D.W., & Johnson, R.T. (1995b). Creative controversy: Intellectual challenges in 

the classroom (3rd ed.) Edina, MN: Interactive Book Company.  

Johnson, D.W., Johnson, R.T., & Smith, K. (1998). Active learning: Cooperation in the 

college classroom (2nd ed.). Edina, MN: Interactive Book Company.  

 

Johnson, D.W., Johnson, R.T., & Smith, K.A. (1991). Active learning: Cooperation in 

the college classroom. Edina, MN: Interactive Book Company.  

Summary: Paradigm shift is needed in tertiary education: Knowledge is constructed, 

discovered, transformed, and extended by students; students actively construct 

their own knowledge; faculty effort is aimed at developing students’ 

competencies and talents; education is a personal transaction among students 

and between the faculty and students as they work together; this can only occur 

in a cooperative learning context. Instructional tasks require positive 

interdependence; face-to-face interaction; individual accountability; social skills; 

and group processes. A suggested method of accomplishing this is by use of 
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academic controversy exercises. Academic controversy requires students to 

defend a position by working collaboratively to make an argument against their 

peers. This meets the required paradigm shift described above.  

Themes: Constructive academic controversy; Facilitator of learning. 

 

Johnson, D.W., Johnson, R.T., & Smith, K.A. (1993/2003). Structured 

controversy/constructive controversy. In J.L. Cooper, P. Robinson, & D. Ball 

(Eds.), Small group instruction in higher education: Lessons from the past, 

visions of the future (pp. 179-82). Stillwater, OK: New Forums Press.  

Summary: Structure of academic controversy.  

 1. Students research the issue, organise their information and prepare positions.  

 2. The two advocacy teams actively present and advocate their positions.  

 3. Students engage in general discussion in which they advocate their positions, 

rebut attacks on their positions, refute the opposing positions, and seek to learn 

both positions.  

 4. Students reverse perspectives and present the opposing position.  

 5. The group of four reaches a consensus and prepares a group report.  

 After the group report students sit an individual exam based on the content from 

the controversy.  

Themes: Constructive academic controversy.  

 

Johnson, D.W., Johnson, R.T., & Smith, K. (2007). The state of cooperative learning 

in postsecondary and professional settings. Educational Psychology Review, 

19(1), 18-29.  

Abstract: Modern cooperative learning began in the mid-1960s (D. W. Johnson & R. 

Johnson, 1999a). Its use, however, was resisted by advocates of social 

Darwinism (who believed that students must be taught to survive in a “dog-eat-

dog” world) and individualism (who believed in the myth of the “rugged 

individualist”). Despite the resistance, cooperative learning is now an accepted, 

and often the preferred, instructional procedures at all levels of education. 

Cooperative learning is being used in postsecondary education in every part of 

the world. It is difficult to find a text on instructional methods, a journal on 

teaching, or instructional guidelines that do not discuss cooperative learning. 

Materials on cooperative learning have been translated into dozens of languages. 
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Cooperative learning is one of the success stories of both psychology and 

education. One of the most distinctive characteristics of cooperative learning, and 

perhaps the reason for its success, is the close relationship between theory, 

research, and practice. In this article, social interdependence theory will be 

reviewed, the research validating the theory will be summarized, and the five 

basic elements needed to understand the dynamics of cooperation and 

operationalize the validated theory will be discussed. Finally the controversies in 

the research and the remaining questions that need to be answered by future 

research will be noted.  

Keywords: Cooperative learning; Collaborative learning; Peer learning; College; 

University; Postsecondary; Professional school; Active learning.  

Summary: United States. Social Interdependence Theory is discussed. The benefits of 

group work are discussed at length and need to be read in its entirety for it to 

make any sense.  

Themes: Cooperative learning; Constructive academic controversy; Theories of learning 

(Social Interdependence).  

Note: This paper is a summary of various articles and books by Johnson and Johnson 

and is worth reading.  

Cited Literature of Interest:  

Johnson, D.W., & Johnson, R. (1989). Cooperation and competition: Theory and 

research. Edina, MN: Interactive Book Company.  

Sullivan, W. (2005). Work and integrity: The crisis and promise of professionalism in 

America (2nd ed.). Stanford, CA: The Carnegie Foundation for the Advancement 

of Teaching.  

Tinto, V. (1993). Leaving college: Rethinking the causes and cures of student attrition 

(2nd ed.). Chicago, IL: University of Chicago Press.  

 

Johnston, S. (1998a/2003). Peer revision: Sharing the power and the work. In J.L. 

Cooper, P. Robinson, & D. Ball (Eds.), Small group instruction in higher 

education: Lessons from the past, visions of the future (pp. 231-5). Stillwater, 

OK: New Forums Press.  

Summary: Peer revision can be used in learning pairs or in collaborative learning.  

 1. Inform students of benefits of peer revision. These include feedback on drafts.  
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 2. Review the criteria for success. Talk students through the marking criteria and 

how to meet requirements.  

 3. Model how to phrase the written comments. Direct and concise as well as 

complementary.  

 4. Structure the interaction. Drafts distributed among the group, a time limit is 

set for reading and commenting, and then students discuss the comments.  

 Johnston suggests that the reading and commenting section should take 45 

minutes and the feedback 30 minutes.  

Themes: Peer revision.  

 

Johnston, S. (1998b/2003). Supporting student success in the classroom. In J.L. 

Cooper, P. Robinson, & D. Ball (Eds.), Small group instruction in higher 

education: Lessons from the past, visions of the future (pp. 236-45). Stillwater, 

OK: New Forums Press.  

Summary: Johnston discusses the seven detrimental assumptions made by lecturers.  

 1. Students will apply the content on their own after class. Students need to have 

in-class opportunities to apply the content of the lecture to questions/real world 

problems.  

 2. Students don’t need instructions or tasks to be structured. Students like 

structure as it allows higher order thinking rather than students having to worry 

about the lower order format.  

 3. Students learn best by hearing the expert version first. Allowing the student to 

become familiar with the material before the expert lecture will promote 

engagement and meaningful learning.  

 4. Students can integrate new information by just listening. Students need 

opportunities in lectures to talk through the content with peers and make 

meaningful connections.  

 5. Students should do their own work during class time. Interaction between 

students, and interaction between students and faculty, are very important. 

Humans are social and knowledge is best processed in group interactions. 

However this needs to be well structured.  

 6. Students don’t need much guidance from the instructor. Use scaffolding tasks 

(see Johnston & Cooper, 1999/2003).  
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 7. Students can overcome complexity gaps between class work and tests. Class 

work should teach the knowledge and skills needed for tests. Complexity gaps are 

not overcome without some demonstration and scaffolding.  

Themes: Lecturers’ assumptions. 

 

Johnston, S. & Cooper, J. (1999/2003). Supporting student success through 

scaffolding. In J.L. Cooper, P. Robinson, & D. Ball (Eds.), Small group instruction 

in higher education: Lessons from the past, visions of the future (pp. 135-45). 

Stillwater, OK: New Forums Press.  

Summary: The Authors provide descriptions and examples of five scaffolding 

mechanisms.  

 1. Anticipate student errors – Pinpoint specific areas of difficulty for students to 

focus on.  

 2. Partial solutions – are complex tasks that are already partially solved so that 

students can focus on specific ideas and assimilate new information.  

 3. Comprehensive checks – brief period with questions for students to assess 

their understanding and ask clarifying questions.  

 4. Think-aloud – verbal modelling of the question solving process of a 

professional in the field.  

 5. Procedural guidelines – listing a particular series of steps or a checklist of how 

students can go about answering the question.  

Themes: Scaffolding exercises.  

 

Kimmel, K., & Volet, S. (2009). Significance of context in university students’ (meta) 

cognitions related to group work: a multi-layered, multi-dimensional and cultural 

approach. Learning and Instruction, 20(6), 449-64.  

Abstract: This article examines the significance of context in university students' 

development of (meta)cognitions related to a specific group assignment. For this 

purpose context was conceptualised at two levels: class (Business, Science) and 

small groups within class (culturally diverse, non-diverse). Diverging trends in 

(meta)cognitions emerged at class and small group levels, which reflected 

affordances and constraints of the learning contexts. The value of incorporating a 

cultural angle in research on group work was confirmed. Overall, the findings 

highlight the usefulness of a multi-layered learning contexts design for enhancing 



23 
 

our understanding of the developing nature of students' multi-dimensional 

experiences of group work.  

Keywords: Collaborative Learning; Metacognition; Multi-layered Contexts; Group Work; 

Cultural Diversity. 

Summary: Australia. Students have concerns with group-work regarding: unmotivated 

peers; communication difficulties; challenges in workload management; and 

frustration with group assessment. Two cohorts of second year students, business 

and science. Case study and oral presentation, self-selecting groups divided into 

diverse (50% of group having extensive international experience) and non-

diverse (entire schooling conducted in country of study) based membership 

profile. Science students were required to meet with teaching staff to monitor 

progress in the group and cohort, and with a focus on inter-dependent work. 

Business students on the other hand did not receive faculty support and 

accordingly had negative outcomes when compared to science students’ positive 

experiences. “Prior acquaintance of group members was unrelated to group 

processes and outcome variables” (p. 461) [findings consistent with Lizzio & 

Wilson, 2006]. Diversity in group membership was found to lead to more positive 

outcomes. “Diverse groups had more positive appraisals of the cognitive, 

interpersonal and management aspects of the group assignment than non-diverse 

groups at the end of the activity. It appears that diverse groups managed to 

successfully create a small group climate conducive for productive engagement 

and management” (p. 461).  

 Cultural and interpersonal dimensions are important in group work especially 

“when learning depends on inter-subjective meaning making, such as group 

learning activities” (p. 462). Teacher support and group diversity are important, 

and prior relationships with group members are unimportant when adequate 

support is offered.  

Themes: Facilitators of learning; Perceptions of group assessment.  

Cited Literature of Interest:  

Lizzio, A., & Wilson, K. (2006). Enhancing the effectiveness of self-managed learning 

groups: understanding students’ choices and concerns. Studies in Higher 

Education, 31(6), 689-703.  

Pintrich, P.R. (2000). Educational psychology at the millennium: a look back and a look 

forward. Educational Psychologist, 35(4), 221-226.  
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Volet, S.E. (2001). Understanding learning and motivation in context: a multi-

dimensional and multi-level cognitive-situative perspective. In S. Volet, & S, 

Järvelä (Eds.), Motivation in learning contexts: theoretical advances and 

methodological implications (pp. 57-82). Amsterdam: Elsevier. 

 

King, A. (1995/2003). Guided peer questioning: A cooperative learning approach to 

critical thinking. In J.L. Cooper, P. Robinson, & D. Ball (Eds.), Small group 

instruction in higher education: Lessons from the past, visions of the future (pp. 

112-21). Stillwater, OK: New Forums Press.  

Summary: The modern world requires individuals to produce knowledge rather than 

regurgitate information. Student need to be assisted into asking question critically 

to meet their needs as active learners (self-directed learning). Lecturers/tutors 

need to empower their student to engage in critical thinking and a method of this 

is guided peer questioning. Peers ask generic questions (Examples in text) and 

then focus on specific aspects of which they are unsure. Lecturers/tutors can then 

ask probing questions to expand the scope of the questions. Generic questions 

focus on comprehension and should run first to check that students’ general 

understanding is sound.  

Themes: Facilitator of learning; Guided peer questioning.  

 

Knight, J. (2004). Comparison of Student Perception and Performance in Individual 

and Group Assessments in Practical Classes. Journal of Geography in Higher 

Education, 28(1), 63-81.  

Abstract: This paper focuses on the perception of undergraduate geography and 

environmental science students of individual and group assessments, and 

compares this perception with their performance in these assessment types in 

practical classes. Results show that students may instinctively prefer individual 

assessment but they perform best, and achieve greatest perceived development 

of key skills, in group assessments. This paper suggests that a combination of 

individual and group assessment (linked to learning outcomes) can most 

effectively be used in the delivery, practice and testing of key skills. More 

innovative group tasks and clearer marking criteria will help develop the role of 

group work in practical classes.  

Keywords: Skills Development; Assessment Method; Perception; Practical Classes; 

Group Work.  
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Summary: United Kingdom. Self-selection of group members. Students had prior 

experiences of group-work as an assessment method. Pre- and post-

questionnaires of student assessment preferences. Learning needs to be 

promoted as a journey of discovery rather than an individual competition. Peer 

assessment can empower students. Mode of assessment must be linked to 

learning outcomes. Student involvement in designing marking schedule for group 

work was successful.  

Themes: Improved academic performance; Prior experience of group assessment.  

Note: This paper provides exemplars of student questionnaires of use for this project.  

Cited Literature of Interest:  

Freeman, M. (1995). Peer assessment by groups of group work. Assessment and 

Evaluation in Higher Education, 20(3), 289-300.  

Sivan, A. (2000). The implementation of peer assessment: an action research approach. 

Assessment in Education, 7(3), 193-213.  

 

Kukulsja-Hulme, A. (2004). Do online collaborative groups need leaders? In T.S. 

Roberts (Ed.), (pp. 262-80). Online collaborative learning: Theory and practice. 

London: Information Science Publishing.  

Summary: Online collaborative groups need a facilitator who can initially create a 

learning environment with some basic rules of conduct and structures such as 

autobiographical information. The facilitator acts as a guide at first and withdraws 

into a moderating role as the group develops and leaders emerge.  

Themes: Facilitator of learning; Online learning.  

 

Lave, J. (2009). The practice of learning. In K. Illeris (Ed.), Contemporary theories of 

learning: Learning theorists... in their own words (pp. 200-8). London: Routledge.  

Summary: Learning occurs in a number of different contexts and especially in the 

course of everyday life. “Situated activity always involves changes in knowledge 

and action ... [that] are central to what we mean by learning” (p. 201). Learning 

is not confined to one space or sphere [See Alheit, 2009].  

 Knowledge and learning in practice:  

 1. Knowledge always undergoes construction and transformation in use.  
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 2. Learning is an integral aspect of activity in and with the world at all times. That 

learning occurs is not problematic.  

 3. What is learned is always complexly problematic.  

 4. Acquisition of knowledge is not a simple matter of taking in knowledge; rather, 

things assumed to be natural categories, such as “bodies of knowledge,” 

“learners,” and “cultural transmission,” require re-conceptualisation as cultural, 

social products (pp. 202-3).  

Themes: Theories of learning (Situated Learning).  

 

Leask, B., & Carroll, J. (2011). Moving beyond ‘wishing and hoping’: 

Internationalisation and student experiences of inclusion and engagement. Higher 

Education Research & Development, 30(5), 647-59.  

Abstract: There is clear evidence from a number of studies conducted over the last 

decade that the student experience of internationalisation in universities around 

the world can be both positive and negative. In this paper we explore these 

polarised views of internationalisation as they are recorded in the literature. We 

argue there is evidence of too much emphasis on ‘wishing and hoping’ that 

benefits will flow from cultural diversity on campus and not enough emphasis on 

strategic and informed intervention to improve inclusion and engagement. We 

start by exploring what happens when students are forced into cross-cultural 

encounters without additional actions and interventions and go on to discuss what 

we can learn from examples of successful inclusion and engagement in multi-

cultural classrooms. We suggest that there are at least three things we should 

focus on in order to enhance students' engagement with cultural diversity and 

ensure that real benefits for student learning result from culturally diverse 

campuses and classrooms. These are alignment of the formal and informal 

curriculum, a focus on task design and management and new approaches to 

professional development of academic staff. The need for reflective practice, 

which includes ongoing and focussed evaluation of the effectiveness of 

interventions, is also highlighted.  

Keywords: Diversity; Intercultural Interaction; Professional Development; Student 

Engagement.  

Summary: Australia and United Kingdom. 
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 “Relatively low and infrequent interactions with those outside of the speaker’s 

own language and cultural group in many and possibly even most universities in 

Australia and the UK” (p. 650).  

 Align the formal and the informal curriculum in the first year and beyond:  

 Importance of early experiences of cross-cultural group work in university 

(Summers & Volet, 2008).  

 Reinforcement of early interventions with follow up programmes.  

 The design and management of tasks and activities:  

 Tasks must be authentic with meaningful intercultural interaction.  

 Effort and time involved in cross-cultural tasks must be recognised in the grade 

weighting making the task worth doing.  

 Professional development for intercultural engagement:  

 Triple engagement: Knowing, acting, being.  

 Creating learning spaces that “encourage meaningful and purposeful interaction 

and cross-cultural engagement” (p. 656).  

Themes: Cross-Cultural group design.  

Cited Literature of Interest:  

Leask, B. (2009). Using formal and informal curricula to improve interactions between 

home and international students. Journal of Studies in International Education, 

13(2), 205-11.  

Summers, M., & Volet, S. (2008). Students’ attitudes towards culturally mixed groups on 

international campuses: Impact of participation in diverse and non-diverse 

groups. Studies in Higher Education, 33(4), 357-70.  

Volet, S. & Ang, G. (1998). Culturally mixed groups on international campuses: An 

opportunity for inter-cultural learning. Higher Education Research & Development, 

17(1), 5-23. 

 

Lejk, M. & Wyvill, M. (2001). Peer assessment of contributions to a group project: a 

comparison of holistic and category-based approaches. Assessment and 

Evaluation in Higher Education, 26(1), 61-72.  

Abstract: This paper reports the results of an experiment which compared a holistic and 

category-based approach to peer assessment of contributions to a group project. 

Students undertook a group assignment and assessed each other's contributions 
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using the two approaches. Holistic peer assessment yielded a much greater 

number of groups who awarded each member equal marks than the category-

based peer assessment used in the study. The holistic approach also produced a 

greater proportion of students with a large gain and a large loss of marks than 

the category-based method. The paper argues that the holistic approach supports 

the purposes of summative peer assessment methods within group project work 

better than the category-based approach. However, it is argued that the 

category-based approach is useful for formative assessment.  

Summary: United Kingdom. Second year undergraduate business systems analysis 

students. Apparent peer agreement on marks unless individual contribution was 

abnormally high or low by group standard.  

Themes: Peer assessment (Holistic v. category-based).  

Cited Literature of Interest:  

Lejk, M., Wyvill, M. & Farrow, S. (1996). A survey of deriving individual grades form 

group assessment. Assessment and Evaluation in Higher Education, 21(3), 267-

80.  

 

Li, M., & Campbell, J. (2008). Asian students’ perceptions of group work and 

assignments in a New Zealand tertiary institution. Intercultural Education, 19(3), 

203-16. 

Abstract: This study, conducted in 2005 in a New Zealand tertiary institution, examines 

Asian students’ perceptions of the much‐promulgated cooperative learning 

concepts in the form of group work and group assignments. Twenty‐two Asian 

students participated in one‐hour individual face‐to‐face semi‐structured 

interviews. The study found that Asian students valued highly the significance of 

classroom group discussions where they could interact with students from other 

cultures and backgrounds, improve their English‐language skills, enhance their 

cultural understanding and provide them with opportunities to make friends. 

However, they held intensely negative views about group assignments that 

required students to complete a project as a group with shared marks determined 

by the performance of the group. Contributing factors affecting group dynamics 

included members’ attitudes and willingness to cooperate and contribute as a 

team, the composition of the group, students’ competing demands on students’ 

time and attention, heterogeneity from the natural abilities of students, and the 

varying cultural values and beliefs held by group members. Most Asian students 

felt disheartened and helpless at having to complete mandatory group 
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assignments. The study suggests that cooperative learning has its strengths and 

weaknesses. Students’ needs, interests, cultural values, and teaching 

effectiveness should be considered as a priority in teaching in tertiary institutions.  

Keywords: Asian students; Perceptions; Attitude; Group Work; Collaborative Learning; 

Culture; Constructivism.  

Summary: New Zealand.  

 “It was the anxiety and lack of understanding of the system of reward and 

punishment as demonstrated from group assignments that brought about Asian 

students’ silence” (p. 206).  

 Attitudes towards group discussion:  

 “Viewed them [group discussions] as opportunities to improve their English-

language skills, to enhance their cultural understanding through such intercultural 

encounters, to broaden the understanding of the course or assessment-related 

issues, and to develop their negotiation, teamwork, and interpersonal 

communication skills, and to make friends” (p. 207).  

 Attitudes towards group assessments: 

 “Most Asian students enjoyed group work where they could discuss their 

academic issues but unanimously disliked group assessments where all members 

shared the same marks regardless of the contribution made by members” (p. 

209).  

 Free-riding and social loafing was a concern among students and an admitted 

practice.  

 Lack of dedicated time in class impacted negatively on group assessment.  

 Lack of training in group communication skills.  

 Group formation issues. 

 This study identified the following concerns among Asian students’ with regard to 

group work and assessment: Lack of adequate support; free-riding; lack of 

training; specialisation (collaboration rather than cooperation); cultural 

differences; and the influence of prior learning experiences.  

Themes: Asian Students’ perceptions of group work and group assessment; Facilitators 

of learning.  

Cited Literature of Interest:  
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Cohen, E.G. (1994). Designing group work: Strategies for the heterogeneous classroom, 

(2nd ed.). New York: Teachers College Press.  

Pfaff. E., & Huddleston, P. (2003). Does it matter if I hate teamwork? What impacts 

student attitudes toward team work? Journal of Marketing Education, 25(1), 37-

45.  

Ward, C., & Masgoret, A. (2004). The experiences of international students in New 

Zealand: Report on the results of the national survey. New Zealand Ministry of 

Education.  

 

Maiden, B., & Perry, B. (2011). Dealing with free-riders in assessed group work: 

Results from a study at a UK university. Assessment & Evaluation in Higher 

Education, 36(4), 451-64.  

Abstract: Potential employers require graduates to be able to demonstrate competent 

teamwork skills in initiating ideas and solving problems cooperatively. Teamwork 

is prevalent in educational institutions and often included as a way of enriching 

learning and assessment. Whilst group working can provide a rich opportunity for 

cooperative learning, its assessment can be the cause of much anxiety amongst 

students. This paper examines the phenomenon of ‘free‐riding’ and explores 

methods of managing potential abuse. Six approaches were trialled in a UK 

university business school on modules of study involving assessed group work 

and the views of students and tutors analysed. Findings from the study indicate 

that students (like academics) value teamwork even when it is assessed. Any 

method to moderate ‘free‐riding’ is appreciated by students.  

Keywords: Approaches; Assessment; Groups; Social-Loafing.  

Summary: United Kingdom. Social-loafing – “a tendency for members individually to do 

less than their potential in a group than they would if they were working alone” 

(p. 452). Free-riding – “individuals who consume more than a fair share of 

resources without taking in the costs of production” (p. 452). This paper uses 

free-riding to describe both free-riding and social-loafing.  

 Approaches to resolving free-riding (pp. 453-4):  

 Two-card trick: non performing individuals are approached by their team, then by 

their tutor who give a warning (yellow card), and if further non-performance a 

red card excluding the individual from the group and compelling them to submit 

an individual assignment.  
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 Viva warning: similar to the two-card trick but with the individual’s grade is 

adjusted rather than excluding them from the group.  

 Team-led individual: Group work serves as a foundation for individual 

assignments. Feedback on group work via written submission that is not graded.  

 Examination follow-on: Group assessment where all individuals receive identical 

grades from group assessment but then are required to write an individual exam 

based on the material from the group assessment.  

 Divided mark: Group assessment with individual responses to a questionnaire on 

individual performance. Group assessment is graded and marks are allocated to 

individuals based on questionnaire results.  

 80/20 Grading: 1/5th of the group assessment is individual and graded by group 

members, 4/5th of the group assessment is graded by the tutor.  

 This study was conducted with both undergraduate and postgraduate students. 

Postgraduate students responded more favourably, due to familiarity with group 

work and expectations in higher education. Undergraduates (particularly first year 

students) where not confident and perhaps this is due to a lack of experience 

both with tertiary education expectations and group assessment.  

Themes: Free-riding; Group assessment; Group work.  

Note: An example questionnaire and briefing letter is included in an appendix.  

Cited Literature of Interest:  

Pfaff. E., & Huddleston, P. (2003). Does it matter if I hate teamwork? What impacts 

student attitudes toward team work? Journal of Marketing Education, 25(1), 37-

45. 

Rust, C. (2001). A briefing on assessment of large groups (LTSN Assessment Briefing 

No. 12). York: LTSN.  

 

Maier, M. H. (2003). Surveys and cooperative learning: Using student experiences as a 

basis for small group work. In J.L. Cooper, P. Robinson, & D. Ball (Eds.), Small 

group instruction in higher education: Lessons from the past, visions of the future 

(pp. 311-20). Stillwater, OK: New Forums Press.  

Summary: In-class survey on content allows students to reflect on their own learning 

while also giving the lecturer a change to review class progress and assess prior 

learning.  

 Four types:  
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 1. Whole-class, in-class anonymous survey  

 2. Whole-class, in class non-anonymous survey  

 3. In-class small-group  

 4. Before class electronic survey  

 The Lecturer will have an instructional goal in mind.  

Themes: Learning surveys.  

 

Matusovich, H., & Smith, K. (2009, October). Constructive academic controversy- 

What is it? Why use it? How to structure it? Paper presented at Frontiers in 

Education Conference. doi: 10.1109/FIE.2009.5350581. Retrieved from 

http://ieeexplore.ieee.org/stamp/stamp.jsp?tp=&arnumber=5350581&isnumber=

5350396.  

Keywords: Cooperative Learning; Constructive Academic Controversy.  

Abstract: Constructive academic controversy has been available as part of the 

repertoire of engineering faculty since the early 1980's. In this paper we strive to 

update and revitalize the approach through: (1) reviewing the development of 

academic constructive controversy including the benefits of this type of 

cooperative learning approach, (2) providing instructional references and 

resources, and (3) reviewing current case examples in both engineering and 

engineering education classrooms. 

Themes: Constructive academic controversy.  

Note: This is a short review on constructive academic controversy and provides an 

excellent background in three pages.  

 

McInnerney, J.M., & Roberts, T.S. (2004). Collaborative or cooperative learning?. In 

T.S. Roberts (Ed.), (pp. 203-14). Online collaborative learning: Theory and 

practice. London: Information Science Publishing.  

Summary: Collaborative learning uses social interaction to build knowledge. 

Cooperative learning uses group work to achieve a common goal. Cooperative 

learning promotes: positive interdependence; face-to-face interaction; individual 

and group accountability; interpersonal and small group skills; and group 

processing.  

Themes: Collaborative learning; Cooperative learning.  
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Millis, B. (1992/2003). How cooperative learning can fulfil the promises of the ‘seven 

principles’. In J.L. Cooper, P. Robinson, & D. Ball (Eds.), Small group instruction 

in higher education: Lessons from the past, visions of the future (pp. 39-43). 

Stillwater, OK: New Forums Press.  

Summary: Drawing from the Seven Principles this chapter explains how good practice 

and cooperative learning can work together in higher education.  

 1. Good practice encourages student-faculty contact. Faculty should act as a 

guide assisting students rather than a sage directing students.  

 2. Good practice encourages cooperation among students. Positive 

interdependence and individual accountability are promoted with cooperative 

learning.  

 3. Good practice encourages active learning. By using think-pair-share and other 

tools to aid in the development of critical thinking.  

 4. Good practice gives prompt feedback. Peers and lecturers/tutors provide 

informal and well as formal feedback.  

 5. Good practice emphasises time on task. Group work is seen as being time-

consuming and needs definite time allocation for tasks.  

 6. Good practice communicates high expectations. Using expert groups that 

provide feedback to the class requires learners to be competent in their topic.  

 7. Good practice respects diverse talents and ways of learning. Cooperative 

learning runs alongside other teaching methods offering a number of ways to 

learn the material. Also it allows individuals with similar learning styles to be 

placed in the same group (see Gardner, 2009)  

 The author recommends groups of four individuals.  

Themes: Group size; Cooperative learning.  

 

Millis, B.J. & Cottell JR., P.G. (1995/2003). A cooperative learning structure for 

large classes: Think-pair-share. In J.L. Cooper, P. Robinson, & D. Ball (Eds.), 

Small group instruction in higher education: Lessons from the past, visions of the 

future (pp. 99-105). Stillwater, OK: New Forums Press.  

Summary: Think-Pair-Share is a quick collaboration/cooperative learning strategy. A 

question is asked and students are given a minute to think about the answer. 

They then pair up with another individual and discuss different points of view. The 
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findings from this pair discussion can then be shared with the class. Think-Pair-

Square is a variation where instead of sharing with the whole class, the 

discussion takes place in a predefined four person team. This promotes group 

discussion and cohesion.  

Themes: Cooperative learning; Think-Pair-Share; Think-Pair-Square.  

 

Mitchell, J. (2003). Cooperative learning and service learning: Soul-mates for 

reflection in higher education. In J.L. Cooper, P. Robinson, & D. Ball (Eds.), Small 

group instruction in higher education: Lessons from the past, visions of the future 

(pp. 267-81). Stillwater, OK: New Forums Press.  

Summary: Oxfam International’s effective Global Citizens:  

 • are aware of the wider world and have a sense of their roles as world citizens,  

 • respect and value diversity, and  

 • are willing to act to make the world a more equitable and sustainable place (p. 

267).  

 This requires the development of: knowledge and understanding; skills; and 

values and attitudes. 

 U.S. Department of Labour report on desired graduate skills:  

 • Learning-to-learn abilities  

 • Listening and communication skills  

 • Adaptability  

 • Personal management  

 • Group effectiveness  

 • Organisational effectiveness and leadership  

 Service Learning seeks to enrich learning and revitalise the community (similar to 

Vic awards?) with students working in the community applying learning.  

 Both cooperative learning and service learning need structure and guidance.  

Themes: Facilitators of learning; Service learning.  

 

Mitchell, M.G., Montgomery, H., Holder, M., & Stuart, D. (2008). Group 

investigation as a cooperative learning strategy: An integrated analysis of the 

literature. The Alberta Journal of Educational Research, 54(4), 388-95.  
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Abstract: The cooperative learning strategy of group investigation has been used 

extensively in elementary and high school classrooms. Whereas this learning 

strategy seems to benefit low- and middle-achieving students, the performance of 

high-achieving students seems to change little. This article examines the 

literature on group investigation as a cooperative learning strategy and offers 

suggestions for areas of future investigation and research.  

Summary: United Kingdom. This paper provides an overview for teachers wishing to use 

group investigation. Gardner’s Interpersonal Intelligence is the theoretical 

background of this paper.  

 Stages of group investigation:  

 1. Class determines sub-topics and organises into research groups.  

 2. Groups plan their investigations.  

 3. Groups carry out their investigations.  

 4. Groups plan their presentations.  

 5. Groups make their presentations.  

 6. Teacher and students evaluate their projects. (p. 390).   

 Teachers’ decisions and role:  

 • What to study? The issue suitable for broad investigation and the teacher 

should act as a facilitator suggesting where to look for answers.  

 • Preparing students for group investigation. Think-Pair-Share [See Millis, & 

Cottell 1995/2003].  

 • Monitoring and evaluating procedures. The teacher needs to closely monitor the 

groups.  

 Evidence of the effect on learners of implementing the model:  

 • Effect on learners. Learners gain both social skills and cognitive knowledge.  

 Overcoming challenges in implementing the group investigation model. 

“Cooperation, respect, and commitment are key values (p. 393).  

 • Teamwork. Team-building activities and skills are needed for this method to 

work.  

 • Cooperation. “Learners actively proceed together towards the goal” (p. 393).  

 • Task Segmentation. Allocation of time for shared knowledge.  

Themes: Group Investigations.  
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Cited Literature of Interest:  

Agada, J. (1998). Teaching collaborative skills in library and information science 

education. Proceedings of the ASIS mid-year meeting (pp. 7-16). Medford, NJ: 

Information Today.  

Gardner, H. (1995). Reflections on multiple intelligences. Phil Delta Kappan, 77, 200-8.  

Shachar, H., & Fisher, S. (2004). Cooperative learning and achievement of motivation 

and perceptions of students in 11th grade chemistry classes. Learning and 

Instruction, 14, 69-87.  

Sharan, Y., & Sharan, S. (1992). Expanding cooperative learning through group 

investigation. New York: Teachers Collage Press.  

 

Muukkoen, H., Hakkarainen, K., & Lakkala, M. (2004). Computer-mediated 

progressive inquiry in higher education. In T.S. Roberts (Ed.), (pp. 28-53). Online 

collaborative learning: Theory and practice. London: Information Science 

Publishing. 

Summary: This chapter views learning in three ways: Acquisition of knowledge, the 

traditional view of learning; participation in communities, with cultural practices 

and learning activities; and knowledge-creation, synthesising results and 

generating new approaches to learning. Progressive inquiry: Creating the 

context; setting up research questions; constructing working theories; critical 

evaluation; searching deepening knowledge; generating subordinate questions; 

developing new working theories; distributed expertise (pp. 35-7). The 

lecturer’s/tutors’ role is to create context for the progressive inquiry where 

collaboration can occur, as well as acting as an anchor between theory and 

application. Progressive inquiry promotes epistemic agency and deep learning.  

Themes: Communities of practice; Facilitator of learning; Online learning.  

 

Panitz, T. (1997/2003). Faculty and student resistance to cooperative learning. In J.L. 

Cooper, P. Robinson, & D. Ball (Eds.), Small group instruction in higher 

education: Lessons from the past, visions of the future (pp. 193-200). Stillwater, 

OK: New Forums Press.  

Summary:  

 Teachers’ resistance to cooperative learning:  

 • Loss of control in the classroom  
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 • Lack of self-confidence in teachers  

 • Fear of the loss of content coverage  

 • Lack of prepared materials for use in class  

 • Lack of familiarity with alternative assessment techniques  

 • Students’ resistance to cooperative learning techniques  

 • Lack of familiarity with cooperative learning techniques and class management  

 • Lack of pedagogical training in cooperative procedures in graduate school  

 • Large class size and inappropriate classroom setup  

 Students’ resistance to cooperative learning:  

 • Students’ lack of familiarity with cooperative techniques  

 • Fear of loss of content mastery and ability to achieve high grades  

Themes: Perspectives on cooperative learning. 

 

Pazos, P., Micari, M., & Light, G. (2010). Developing an instrument to characterise 

peer-led groups in collaborative learning environments: Assessing problem-

solving approach and group interaction. Assessment & Evaluation in Higher 

Education, 35(2), 191-208.  

Abstract: Collaborative learning is being used extensively by educators at all levels. 

Peer‐led team learning in a version of collaborative learning that has shown 

consistent success in science, technology, engineering and mathematics 

disciplines. Using a multi‐phase research study we describe the development of 

an observation instrument that can be used to assess peer‐led group learning. 

This paper illustrates the development of a classification system for peer‐led 

learning groups and an instrument based on this classification system. The 

instrument evaluates small learning groups on two important aspects of group 

learning: problem solving approach and group interaction style. We provide 

evidence of the factor structure of the two dimensions using both exploratory and 

confirmatory factor analysis. We also provide information about the reliability of 

the two scales as measured by the Cronbach's alpha coefficient. Data from a 

large peer‐led learning programme was used to conduct the factor analysis. 

Results from the factor analysis confirmed that the instrument is actually 

measuring two key characteristics of small learning groups: problem solving 

approach and group interaction style, characteristics that have been linked to 
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effective functioning of the group and to the student learning outcomes. This 

instrument may be particularly appealing to practitioners (faculty members, those 

running small‐group learning programmes, etc.) because it is easy to use and it 

does not require extensive time for analysis.  

Keywords: Collaborative learning; Peer-led Team Learning; Instrument Development; 

STEM Education.  

Summary: United States. Four types of learning groups:  

 • Simple Instructions: individual-oriented group interact, simple problem 

interaction. Facilitator sets direction and content, little student-to-student 

interaction, Problem and solution without discussion.  

 • Elaborated Instruction: Individual-orientated group interaction, elaborate 

problem explanation. Facilitator-led, little student-to-student interaction, 

discussion of concepts behind problem and solution.  

 • Supported discussion: Collaborative group interaction, simple problem 

interaction. Facilitator as expert but not source of knowledge. Student interaction. 

[Surface learning]  

 • Guided discussion: Collaborative group interaction, elaborate problem 

interaction. Facilitator as guide, significant student interaction. [Deep learning].  

 This paper focuses more on collaborative learning and group work rather than 

group assessment.  

Themes: Collaborative learning; Facilitator of learning.  

 

Prescott-Johnson, S. (1992/2003). Getting started with cooperative learning. In J.L. 

Cooper, P. Robinson, & D. Ball (Eds.), Small group instruction in higher 

education: Lessons from the past, visions of the future (pp. 161-5). Stillwater, 

OK: New Forums Press.  

Summary: Prescott-Johnson views collaborative learning as being less structured than 

cooperative learning. This chapter suggests some roles for the group: Leader; 

recorder; monitor; spokesperson; and substitute if an individual is away. Each of 

these roles has a set of key tasks that are visible to all for individual and group 

accountability. Prescott-Johnson has had success using group folders to organise 

work.  

Themes: Cooperative learning roles.  
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Rogers, G., & Langevin P. (2000). Negotiated learning contracts. In L. Cooper & L. 

Briggs, (Eds.), (pp. 216-26). Fieldwork in the human services: Theory and 

practice for field educators, practice teachers and supervisors. St Leonards, 

Australia: Allen & Unwin.  

Summary: Student-centred approach focuses primarily on skills for professional practice 

and emphasises student leaning objectives and university graduate attributes. 

Being, knowing, doing, and thinking, should be the key focuses of learning as 

these focus on professional skills as well as content. Being is about the qualities 

and attributes needed; knowing is understanding the relevant content; doing is 

about the skills and behaviours needed for professional practice; and thinking is 

about reflecting and making decisions in complex environments with no simple 

solution. Negotiated learning contracts focus on the assessment of the skills 

needed and the commitment of the student to demonstrate these skills. Learning 

objectives, learning activities and performance indicators are integral parts of the 

negotiated learning contract. Objectives are set by the faculty; learning activities 

are set by the students with consultation with tutors/lecturers; and performance 

indicators are mutually agreed upon ways to asses that the learning objectives 

match with the learning activities. The negotiated learning contract must be a 

physical document that both the faculty or tutors/lecturers and the students 

agree upon.  

Themes: Facilitator of learning; Negotiated learning contracts.  

 

Sharan, S. (1994/2003). Group investigation in the university classroom. In J.L. 

Cooper, P. Robinson, & D. Ball (Eds.), Small group instruction in higher 

education: Lessons from the past, visions of the future (pp. 183-90). Stillwater, 

OK: New Forums Press.  

Summary: Sharan characterises group investigation as an ‘inside to outside’ approach 

with students seeking then solving problems rather than ‘outside to inside’ 

(favoured by cooperative learning) where the problem is generated and then 

students are tasked to solve it. Group investigation involves the Four I’s: 

Investigation; interaction; interpretation; and intrinsic motivation. The class has a 

broad topic and small groups (usually 4 individuals) decide on a particular 

question to focus within the broader investigation. Interaction focuses on the 

diverse views and experiences of each individual within the group with the focus 

being on the positive rewards of group work. Interpretation involves group 

members drawing on prior experiences and knowledge to contextualise the 
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information. The group investigation is based on students’ personal interest and 

this is an intrinsic motivator.  

 Six Stages:  

 1. Class determines subtopics and organises into research groups.  

 2. Groups plan their investigation.  

 3. Groups carry out their investigations.  

 4. Groups plan their presentations.  

 5. Groups make their presentations.  

 6. Teacher and students evaluate their project.  

Themes: Group investigation; Group size; Four I’s (Investigation, interaction, 

interpretation, and intrinsic motivation)  

Note: This is a different approach to group work and should be explored further. It is a 

mixture of student self selection and allocation, placing the emphasis for learning 

on the students.  

 

Sharan, Y. (2010). Cooperative learning: a diversified pedagogy for diverse 

classrooms. Intercultural Education, 21(3), 195-203.  

Abstract: As a generic and diversified pedagogy, cooperative learning (CL) reaches out 

to the field of intercultural education with an offer to establish a reciprocal 

relationship. After a short description of the diversity of CL and a brief exploration 

of the influence that culture has on learning, this paper depicts how the 

partnership between CL and intercultural education can help to create a culturally 

sensitive CL classroom, where learning is made relevant for all. Culturally 

responsive teaching implies using CL methods and strategies to discover the 

students’ worlds and incorporate them into the world of the classroom.  

Keywords: Cooperative learning; Intercultural education; Culturally sensitive CL 

classroom.  

Summary: Israel. Cooperative learning is a generic approach.  

 Cooperative learning methods enable teachers to design tasks which delegate 

learning roles so that each group member had an opportunity to do his or her 

share, according to his or her ability, thereby creating conditions that helped 

students from different backgrounds and abilities gain status and acceptance 

among their peers (p. 198).  
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 Use of metaphor by students may reflect different cultural and language 

traditions.  

 “At the foundation of all CL [cooperative learning] methods are ‘teambuilding’ 

activities that slowly build up the interpersonal communications and helping skills 

required for learning together” (p. 200).  

Themes: Cooperative Learning; Cultural sensitivity; Team-building in cooperative 

learning.  

Note: This paper draws on the work of Paolo Freire, Sylvia Ashton-Warner, and G. 

Hofstede. Also Jigsaw and Complex instruction as cooperative learning methods.  

 

Shimazoe, J. & Aldrich, H. (2010). Group work can be gratifying: understanding & 

overcoming resistance to cooperative learning. College Teaching, 58, 52-57.  

Abstract: Despite decades of successful implementation at the K–12 level, cooperative 

learning (CL) has been slow to catch on at the college level. Resistance by 

instructors and students alike has slowed its diffusion. Some resistance stems 

from poor experiences with CL, but potential adopters often fail to realize that 

effective CL rests on a set of principles that are not intuitively obvious. Drawing 

on research on group processes and CL, we discuss what instructors need to do 

to implement CL successfully. We focus on a three-stage model of group 

formation and development, the components of successful group processes, how 

these components respond to typical students' complaints, instructors' roles in 

group operations and processes, and how these roles can best be carried out.  

Keywords: Group work; Cooperative learning; Group formation; Student teams.  

Summary: United States. The findings of this paper are summarised in three tables 

below.  

 Principles of Cooperative Learning (p. 53).  

  1. Positive (outcome) interdependence between members  

  2. Individual accountability  

  3. Face-to-face interaction (frequently if not all the time)  

  4. Development and improvement of interpersonal skills  

  5. Regular self-assessment of group functioning  

  [See Johnson, Johnson & Smith, 2007]  

 Cooperative Learning: Benefits to Students and Instructors (p. 53).  
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  Benefits to students  

   • Promotes deep learning  

   • Helps earn higher grades  

   • Teaches social skills and civic values  

   • Teaches higher order thinking skills  

   • Promotes personal growth  

   • Develops positive attitudes towards autonomous learning  

  Benefits to instructors  

   • Gives more time to reflect on how well students are learning  

   • Decreases grading loads  

 Key to successful group processes in cooperative learning (p. 53).  

  Stage 1: Design and Development Stage 

 1. Establish group goals and rewards, e.g. thoroughly explain process to 

students, create positive interdependencies.  

 2. Control group composition, e.g. determine optimal diversity and team size.  

 3. Develop students’ social skills, e.g. via training before classroom activities 

actually begin, team-building, acting as positive role model.  

  Stage 2: Operation Stage  

 1. Design tasks and transparent reward systems, e.g. start with simple 

assignments, clarify expected outputs.  

 2. Monitor group performance, e.g. through peer evaluations and feedback, and 

intervene quickly when problems arise, e.g. rearrange groups’ memberships.  

  Stage 3: Output and Disbanding Stage  

 1. Provide prompt feedback and take groups’ outputs seriously, discuss output in 

class.  

 2. Maintain consistency in the reward system: satisfy individual as well as 

collective needs, e.g. give individualised feedback to each student.  

 The rationale and benefits of cooperative learning need to be explained to 

students. Instructor should form the groups based on composition data collected 

in class. Class team-building activities at start of the course. Peer review to check 
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progress but not for grade allocation. Cooperative learning requires individual 

student preparation prior to meetings.  

Themes: Allocation of groups; Cooperative learning benefits; Cooperative learning 

design; Lecturers’ perspectives; Principles of cooperative learning; Students’ 

perspectives.  

Cited Literature of Interest:  

Caulfield, S.L., & Persell, C.H. (2006). Teaching social sciences reasoning and 

quantitative literacy: the role of collaborative groups. Teaching Sociology, 34(1), 

39-53.  

King, P.E., & Behnke, R.R. (2005). Problems associated with evaluating student 

performance in groups. College Teaching, 53(2), 57-61.  

Oakley, B., Felder, R.M., Brent, R., & Elhajj, I. (2004). Turning student groups into 

effective teams. Journal of Student Centred Learning, 2(1), 9-34. 

Van den Bossche, P., Gijselaer, W.H., Segers, M., & Kirschner, P.A. (2006). Social and 

cognitive factors driving teamwork in collaborative learning environments: team 

learning beliefs and behaviours. Small Group Research, 37(5), 409-521.  

 

Smart, R., & Gray, M.M. (2000). Working with cultural difference. In L. Cooper & L. 

Briggs, (Eds.), (pp. 96-109). Fieldwork in the human services: Theory and 

practice for field educators, practice teachers and supervisors. St Leonards, 

Australia: Allen & Unwin.  

Summary: Different cultural groups have different experiences of the world. This 

chapter looks at differences between Pakeha experiences of the world compared 

with those of Maori and Samoan. These experiences are around: Individualism; 

spirituality; family; and boundaries. The areas of physical contact, time and social 

contact are important and educators must be aware of the cultural differences 

and responsibilities. Minority students are disadvantaged as they are often not 

aware of the ‘hidden curriculum’ or the norms of behaviour that govern conduct in 

a tertiary education sector.  

Themes: Cultural influences and the Hidden curriculum.  

 

Stanier, L. (1997). Peer assessment and group work as vehicles for student 

empowerment: a module evaluation. Journal of Geography in Higher Education, 

21(1), 95-8.  
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Abstract: This article reflects upon the introduction of two empowering styles of 

teaching in a newly developed interdisciplinary module for students of geography 

and environmental sciences. Student reactions and evaluations are presented and 

contextualised. Attitudes to group work changed over the period of the module 

indicating some resolution of initial concerns and problems within the group; 

however, resistances were in part retained. Peer assessment, on the other hand, 

after detailed discussion of criteria and a justification for the method, was 

embraced more readily by students. The nature of student empowerment 

associated with the use of these methods is difficult to monitor and, indeed, the 

benefits may be delayed.  

Keywords: Peer assessment; Interdisciplinary; Group work; Student empowerment. 

Summary: United Kingdom. Second year undergraduate students. Student perceptions 

assessed at mid-point and end of module.  

Themes: Students’ perceptions.  

Note: This paper provides exemplars of student questionnaires of use for this project.  

 

Swaray, R. (2011). An evaluation of a group project designed to reduce free-riding and 

promote active learning. Assessment & Evaluation in Higher Education, 1-8. DOI: 

10.1080/02602938.2010.531246  

Abstract: Group projects are recognised as effective means of engaging students with 

work‐related skills and promoting cooperative learning. This paper reports 

findings of a small survey – a group project designed to reduce problems 

associated with the process of production of group goods and services: free‐riding 

and monitoring participation level. The survey elicits information on students’ 

perception of the group project, random group membership and intra‐group 

random selection of presenters of their group report. A compilation of summary 

statistics of the survey data shows that the design and evaluation of the project 

helped to reduce free‐riding and incentivised students to monitor the group 

members’ level of commitment to the project as well as their understanding of 

the assignment.  

Keywords: Group work; Free-riding; Random Selection; Participation; Presentation.  

Summary: United Kingdom. The group project was worth 25%.  

 The assessed outputs of the project, per group and members, include:  
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 1. One presentation (per group) which accounts for 35% of the project (i.e. 35% 

of the 25 marks).  

 2. One report (per group) which accounts for 30% of the project.  

 3. One short-answer question (per member) which accounts for 20% of the 

project  

 4. One reflective piece (per member) which accounts for 15% of the project. (p. 

4).  

Themes: Group assessment; Facilitator of learning; Free-riding.  

 

Sweeney, A., Weaven, S., & Herington, C. (2008). Multicultural influences on group 

learning: A qualitative higher education study. Assessment & Evaluation in Higher 

Education, 32(2), 119-32.  

Abstract: Although the literature examining the usefulness of group projects is 

extensive, the link between cooperative learning, group performance and skills 

transfer in multicultural contexts remains unclear. Focus groups were conducted 

with a sample of 107 international and domestic postgraduate and undergraduate 

marketing students to investigate this link. Results confirm that group work 

facilitates the development of interpersonal skills, cross‐cultural collaboration and 

higher‐level learning. While there is the promise of transfer of learning to other 

situations, group learning effectiveness appears conditional on instructors 

preparing, coaching and debriefing students as to the expected benefits 

associated with participation in group projects throughout the semester. In 

addition, limited differences were observed between how international and 

domestic students responded to group activities, although this may (in part) be 

due to subtle differences in preconceived attitudes to group learning activities 

from the outset.  

Summary: Australia. “Students learn more from group projects where they can increase 

their level of psychological ownership by providing their own ideas or materials, 

choosing case studies, proposing their own internships, or creating their own 

experiences” (Wood, 2003 cited in p. 120).  

 “Students revealed that they had predominantly pre-existing negative attitudes to 

group work based largely on prior experiences” (p. 124).  

 “The identification of those students who are positive about group activities may 

be advantageous. Such students could be allocated as group leaders and 
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encourage participant cooperation and cohesion within group learning tasks” (p. 

126).  

 “The expectations of students may be moderated by the level of involvement that 

the instructor has with students throughout the teaching period” (p. 126).  

 “The group-work activity appeared to facilitate interpersonal interaction and 

intercultural understanding, which is an important component of relationship 

building within many marketing-related activities” (p. 128).  

Themes: Students’ perspectives; Facilitators of learning.  
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opportunity for inter-cultural learning. Higher Education Research & Development, 

17(1), 1-16.  

Wood, C.M. (2003). The effects of creating psychological ownership among students in 
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Tan, I.G., Lee, C., & Sharan, S. (2007). Group investigation effects on achievement, 

motivation, and perceptions of students in Singapore. The Journal of Educational 

Research, 100(3), 142-54.  

Abstract: In an experiment conducted in 7 eighth-grade (Ages 13-14) classes in 

Singapore, the authors evaluated the effects of the group investigation method of 

cooperative learning versus the effects of the traditional whole-class method of 

instruction on students' academic achievement and on their motivation to learn. 

The authors also investigated students' perceptions of group investigation. 

Students in group investigation and in whole-class instruction advanced to the 

same extent over the course of the experiment. Neither method was more 

effective academically than the other method. As expected, the high-achieving 

students had significantly higher academic achievement than did the low-

achieving students. The group investigation method did not have differential 

effects on the 2 groups of high and low achievers. Group investigation affected 

high achievers' motivation to learn on the Criteria subscale only.  
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Keywords: Achievement, Motivation, and Perceptions; Cooperative Learning; Group 

Investigation.  

Summary: Singapore.  

 Group investigation  

 Stage 1 - The teacher presents a multifaceted problem to the whole class.  

 Stage 2 - Groups plan their investigations.  

 Stage 3 - Groups carry out their investigations.  

 Stage 4 - Groups plan their presentations.  

 Stage 5 - Groups make their presentations. 

 Stage 6 – Teachers and students evaluate the projects.  

 Students were “not accustomed to investigating a topic, acquiring information by 

themselves, or from their peers, or learning in groups... They commented that 

group investigation required more of their time” (p. 152)  

 “Group investigation requires a set of norms and expectations for which the 

teacher and students in this study were completely unaccustomed” (p. 153).  

 “Their positive evaluations provide evidence that the students enjoyed the 

learning process, built stronger team spirits, acquired research skills, and had a 

deeper understanding of the topic with group investigation” (p. 153).  

Themes: Group Investigation; Facilitators of Learning  

 

Tjosvold, D. (2008). Constructive controversy for management education: Developing 

committed, open-minded researchers. Academy of Management Learning & 

Education, 7(1), 73-85.  

Summary: Hong Kong. “Research indicates that controversy, when discussed open 

mindedly [sic] for mutual benefit, promotes powerful learning dynamics” (p. 73).  

 “Cooperative controversy, compared with avoidance, a competitive approach, and 

individual learning, helped students develop higher quality decisions and solutions 

to complex problems” (p. 75).  

 Controversy Dynamics  

 - Develop and express  

 - Question and understand  

 - Integrate and create  
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 - Agree and implement  

 “Students who learn an idea in more than one way are also more likely to transfer 

their learning to new settings” and “students must challenge their present ideas 

as they actively consider new ones” (p. 78).  

Themes: Constructive academic controversy. 

 

Topping, K. (1998). Peer assessment between students in colleges and universities. 

Review of Educational Research, 68(3), 249-76.  

Abstract: A definition and typology of peer assessment between students in higher 

education is proposed, and the theoretical underpinnings of the method are 

discussed. A review of the developing literature follows, including both process 

and outcome studies. This indicates that peer assessment is of adequate 

reliability and validity in a wide variety of applications. Peer assessment of writing 

and peer assessment using marks, grades, and tests have shown positive 

formative effects on student achievement and attitudes. These effects are as 

good as or better than the effects of teacher assessment. Evidence for such 

effects from other types of peer assessment (of presentation skills, group work or 

projects, and professional skills) is, as yet, more limited. Computer-assisted peer 

assessment is an emerging growth area. Important factors in successful 

implementation are summarized, and recommendations for future research and 

practice are made.  

Summary: United Kingdom. Review of literature on peer assessment in higher 

education. Vygotskian scaffolding and Piagetian cognitive conflict. Reliability and 

validity of peer assessment. Peer assessment through tests, marks, or grades. 

Peer assessment of oral presentation skills. Peer assessment of writing. Peer 

assessment of group work and projects. Peer assessment of professional skills. 

Computer-assisted peer assessment. Quality implementation of peer assessment.  

Themes: Peer assessment; Meta-analysis of research prior to 1998; Theories of learning 

(Vygotskian scaffolding and Piagetian cognitive conflict).  

Cited Literature of Interest:  
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Vygotsky, L.S. (1978). Mind in society: the development of higher psychological 

processes. Cambridge, MA: MIT Press.  
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Wenger, E. (2009). A social theory of learning. In K. Illeris (Ed.), Contemporary 

theories of learning: Learning theorists... in their own words (pp. 209-18). 

London: Routledge. 

Summary: Lave and Wenger co-authored Situated learning: Legitimate peripheral 

participation in 1991, which first proposed the concept of communities of 

practice. Communities of practice are non-formal or informal [see Alheit, 2009] 

groupings of individuals who share a common passion or interest. Wenger insists 

that while the name for such groups is new, the concept is ancient. Individuals 

“engage in and contribute to the practices of their communities”; Communities 

“refine their [learning] practice and ensure new generations of members”; and 

Organisations work to sustain “the interconnected communities of practice 

through which an organisation knows what it knows and thus becomes effective 

and valuable as an organisation” (p. 213).  

Themes: Communities of practice; Theories of learning.  

 

Willcoxson, L. (1998). The impact of academics’ learning and teaching preferences on 

their teaching practices: a pilot study. Studies in Higher Education, 21(1), 59-70.  

Abstract: This study investigated factors underlying the approaches to teaching and the 

teaching strategies adopted by lecturers in four distinct academic disciplines. It 

examined the relationship between the way academic staff like to learn and the 

way they like to teach and the reasons they use the teaching strategies they 

adopt in lectures. It also examined the relationship between academics' 

perceptions of their teaching and their students' perceptions of their teaching and 

investigated the relationship between academics' perceptions of what students do 

in lectures and their students' reports of what they do in lectures. Results suggest 

little enthusiasm for lectures as a teaching or learning method, but few attempts 

by academics to depart from the traditional lecture method, even amongst those 

with a personal preference for learning in groups. Marked contrasts were found 

between lecturer and student reports of the teaching strategies used in lectures 

and lecturer and student reports of student activity in lectures.  

Summary: Australia. This paper found that lecturers’ experiences of students and their 

own learning preferences are a significant factor in determining their lecturing 

style. Discontent toward traditional lecture-based learning was voiced but 

lecturers felt powerless to change teaching methods. A negative loop is described 

with: lecturers anticipating a lack of student motivation/questioning and do not 

allow time for questioning; students see that questioning is not encouraged and 
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take notes; lecturers see note taking as a lack of motivation and questions, and 

cover basic examinable material; students see lectures as primarily dedicated to 

exams and take more notes.  

Themes: Lecturers’ Assumptions; Lecturers’ learning style; Lecturers’ perspectives.  

 

Willis, S.C., Jones, A., Bundy, C., Burdett, K., Whitehouse, C.R., & O’Neill, P.A. 

(2002). Small-group work and assessment in a PBL curriculum: a qualitative and 

quantitative evaluation of student perceptions of the process of working in small 

groups and its assessment. Medical Teacher, 24(5), 495-501.  

Abstract: The problem based learning (PBL) curriculum at Manchester emphasizes 

small-group work. This is supported through group assessment where students 

assess key aspects of their group's function. In the study described here the 

authors evaluated students' perceptions of both PBL group work and what a 

group assessment needs to assess. They aimed to produce a description of the 

cognitive and motivational influences on group process and unpack the ways they 

contribute to a successful PBL group so that the kinds of skills an effective 

assessment should assess could be identified. Focus groups and a questionnaire 

were used to generate the data. The focus group results indicate that students 

support PBL group work as a method of learning, and that those groups that work 

cooperatively are perceived as facilitating the most motivating learning 

environment. The students supported the assessment being summative and felt 

that it could be simplified to measure: behavioural skills contributing to 

maximizing motivation of the group process; and cognitive skills relating to the 

content of the group discussion. The questionnaire results also supported the use 

of a summative assessment of small-group work that evaluates the domains of 

group process and the content of the group discussion.  

Summary: United Kingdom. Undergraduate medical students. Behavioural skills, 

cognitive skills and assessment.  

Themes: Problem-based learning.  

Note: This paper provides exemplars of student questionnaires of use for this project.  

 

Zumbach, J., Hillers, A., & Reinmann, P. (2004). Supporting distributed problem-

based learning: The use of feedback mechanisms in online learning. In T.S. 

Roberts (Ed.), (pp. 86-102). Online collaborative learning: Theory and practice. 

London: Information Science Publishing.  
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Summary: This chapter proposes using problem-based learning (PBL) and computer-

supported collaborative learning (CSCL) to create distributed problem-based 

learning (dPBL). dPBL is the use of the process of PBL but without the face-to-

face contact between students.  

Themes: Online problem-based learning.  


