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ABSTRACT

Employers consider the ability to work in groups essential and higher education
has adopted group working in programmes to meet this necessity. However,
current reporting fails to identify which aspects are positively or negatively
associated with students’ experiences. Therefore the phenomena of interest in
this study are the use of group working in taught Masters level programmes as
preparation for learners’ subsequent professional work and those aspects of

group work which influence their experience.

An exploratory qualitative study was undertaken using semi-structured, one to
one interviews as the primary source of data. Interviews were undertaken with
students, module leaders and programme directors from four modules on four

different programmes from Cranfield University.

The findings showed how the principle of providing students with realistic
experiences of their disciplines in a working environment governed decisions on
task and selection. Learners reported varying prior experience of group work,
difficulties in understanding how to work in groups and a perception of little
support from their instructors. Training on effective group working was
inadequate. Descriptions of unequal contribution were widespread, though this
was not recounted as being related to the international nature of the groups.

Learners overall had a positive experience and found activities supported their
technical learning and familiarity with industry’s working methods. The research
indicated direct contact with clients was of greater benefit and was a stimulus for
students. The assumptions regarding students’ previous experiences and
learning about group processes, linked to the lack of training they received,
resulted in poor experiences in this respect. Training was presented as the area
most requiring improvement. Enhancements would offer opportunities to support
engagement by students in addressing conflict, interpersonal relations and
perceived failure to contribute. Similarly, training instructors on facilitation would

lead to better resolution of unacceptable group working practices.
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1 INTRODUCTION

This chapter identifies the phenomena of interest, the problem under
investigation and the general approach to the study. It also explains the format

and structure of the thesis.

1.1 Phenomena of interest

The phenomena of interest in this study are the use of group working in taught
Masters level programmes as preparation for learners’ subsequent professional

work and those aspects of group work which influence their experience.

This interest is driven by the changes brought about through the shifting nature
of the business environment and the requirement of employers that graduates
are equipped with both technical and interpersonal skills to undertake group work.
Universities have responded to these changes by incorporating group working in
their programmes to develop the necessary skills for learners in preparation for

their professional life.

Through direct investigation of learners’ experiences this study aims to
understand, explain and describe the practice of utilising group work within taught
Masters programmes and identify which aspects of group work influence, either

positively or negatively, the student experience.

As careers-related goals dominate students’ motivations for taking a
postgraduate course (Bradley, 2017), by gathering feedback from them about the
importance they attach to different elements of their experience, institutions can
make informed decisions about the systems, structures, processes and
programme improvements which deliver the most in terms of achieving academic

and career goals for students.

1.2 The problem under investigation

Throughout the last thirty years the changing nature of the business environment
has seen an increasing reliance on employees working together in organisations
to achieve their goals (Stapleton, 2007). This has been to meet operational

criteria, deliver specific projects or to develop new products. Working together is



perceived by organisations as delivering better outcomes, reducing the time
taken to yield results or producing solutions for problems considered too complex
for one person to resolve alone. Additionally, the consensus view was that
individuals achieved better results and were more satisfied with their work when
engaged with others (Edersheim, 2007), although these views have been
challenged (Hackman and Morris, 1975) and statistics on project failures were
discouraging (The Standish Group International, 1995). However, the rapid rate
of change, especially in fields involving technology, and the need for
organisations to be adaptable maintained a focus on group working and the
criteria which made it effective have continued to be researched (The Standish
Group International, 1995; Charles, 2004).

Working together required employees to be able to support the aims of a group
through technical knowledge and also to work with others in a collaborative
environment. Organisations have invested resources in training staff to operate
in this way and develop the necessary interpersonal skills for this type of working,
e.g. effective communication, planning, time management, adaptability, critical
thinking and conflict resolution (Prichard, Stratford and Hardy, 2004). As training
costs were increasingly being challenged, so employers looked to recruit
personnel who could already demonstrate such interpersonal skills, experience
of group working and their understanding of its importance to an organisation
(Prichard, Stratford and Hardy, 2004).

Employer expectations that graduates would have acquired these skills at
university has led to both government and industry promoting their development
in educational establishments (e.g.Crebert, et al., 2004; Mason, Williams and
Cranmer, 2006). Policy documents from different stakeholders involved in higher
education showed a commitment to ensuring graduates completed their courses
with the skills necessary to work with other employees. Government, employers
and professional bodies saw working together as essential to achieving
organisational and personal success (e.g. Crebert et al., 2004; Prichard, Stratford
and Hardy, 2004).



Universities responded by incorporating group working into their programmes of
study. Prospective students were shown the benefits of acquiring the skills
desired by employers, including group working, in prospectuses. The range of
methods for delivery of group working was broad (Slavin, 1981) and their success
and effectiveness for students was driven by many factors (Tombaugh and
Mayfield, 2014). Execution of this was not without difficulty because the teaching
of skills was not always considered by some in the sector to be a function of
higher education (Prichard, Stratford and Hardy, 2004).

A second effect during the same period has been the changes to funding of higher
education. While postgraduate education has not undergone the same level of
radical change to its funding as those at undergraduate level, the increase in the
influence of students, especially undergraduates, has resulted in universities
having to consider how their students perceive them and a growing requirement

for information about their experiences as a student.

The response was the initiation of a number of surveys to collect data on different
aspects of student experiences, e.g. The National Student Survey and The
Student Academic Experience Survey. Only two related directly to postgraduate
students: the Postgraduate Taught Experience Survey and the Postgraduate
Research Experience Survey (Higher Education Academy, no date). A response
to the introduction of postgraduate loans, particularly masters’ loans, was the
development of a new national postgraduate survey in response to sector support

(Higher Education Funding Council for England, no date).

Internal systems for both module and programme feedback were introduced,
often based on the same or similar criteria as the national surveys, to identify
unsatisfactory student experiences and facilitate changes to teaching and
learning practices and the provision of facilities for students (e.g. Cranfield

University, no date; London School of Economics, 2016).

The surveys focussed on students answering questions about pre-selected
elements of their university experience. Some open questions were included for
comments but they did not identify in detail those elements of programmes
students found developed specific skills or were important to their careers, e.g.



group working. However, the primary mechanisms for reporting on students’
experiences fail to identify which aspects of group working are positively or

negatively associated with that experience (Universities UK, 2016).

Although extensive research has been conducted into the pedagogical benefits
of group working in educational environments (e.g. Panitz, 1999a; Stepney et al,
2011; Rafferty, 2013) much of it focussed on those aspects of the teaching and
learning practices that contributed to academic success and were undertaken in
specific educational stages. Despite the wide range of variables applicable to
group working (e.g. group selection, assignment, group task) they were often only
concerned with one or two variables and the impact these procedural aspects

had on the outcome.

A greater amount has been written about group work at undergraduate rather
than postgraduate level in higher education (e.g. Prichard, Stratford and Hardy,
2004; Prichard and Ashleigh, 2007) due to several factors. These include the
generalisability of findings from studies between the two stages; the changes to
funding at undergraduate level which have resulted in a greater focus on this
sector of the higher education market, where the number of undergraduates
exceeds postgraduates by more than three to one; funding for research has been
focused in revealing educational issues for general application (Schofield, 2002).

Despite these considerations, students at postgraduate level are considered as
more experienced, either by study or through work, and as they are also at a
different developmental stage (UNESCO, 2014) research into their experience of
group working should be differentiated from others. This study therefore sought
to address the lack of empirical data, in relation to postgraduate taught

programmes, on what the learner experience of group work was.

1.3 Approach to the study

This research was considered an exploratory study as no significant research into
the practice of utilising group work within taught postgraduate programmes, had
been identified which reported on learners’ experiences. The research sought to

understand, explain and describe these experiences from which the institutions



furnishing the data would be able to make informed decisions about the systems,
structures, processes, and programme improvements that deliver the most in

terms of influencing learner experiences of group work.

In order to understand these aspects, literature was explored in the postgraduate
and group working domains to consider aspects and relationships which
impacted on learner experiences. A conceptual framework was developed
through a systematic literature review, although recourse to wider literature was

undertaken to aid understanding of concepts not sufficiently explored in studies.

Secondly, a rigorous and systematic investigation of group working was
undertaken among four different presentations of the practice at Cranfield

University, each exhibiting different characteristics.

As well as the collection of materials, interviews were conducted with
stakeholders at multiple levels within the organisation to enquire into people’s
thoughts and feelings about their experiences. Qualitative data collection

methods were applied and data were analysed thematically.

Empirical data were combined with the findings from the literature to identify how
Cranfield University’s application of group work related to other studies and
produce an informed view of the aspects, which influenced the learner
experience. This resulted in recommendations to enhance learner experiences

through improvements to the design and practice of group working for students.

1.4 Format of the thesis

This section describes the structure of the thesis, with brief outlines of the

subsequent six chapters.

Chapter 2 reports on the method and approach to the systematic literature review
along with the findings from the review relevant to the research. These are
presented thematically and supplemented by wider literature to aid understanding
of concepts not sufficiently explored in studies. A discussion and conclusion of
the relevant features are presented accompanied by limitations of the literature,

a conceptual framework and a research question.



Chapter 3 outlines the method adopted for the research, the research design and
details of the pilot study.

Findings from the empirical research are outlined in Chapter 4 and discussion of
these findings in relation to the literature, identifying consequences for practice,

limitations and recommendations are described in Chapter 5.

Conclusions, including contributions made by the study, are described in Chapter

6 followed, in Chapter 7, by personal reflections on conducting the research.



2 LITERATURE REVIEW

A review of the literature is a key objective for researchers because it enables the
researcher to chart existing work, assess current theories and, from these, be
able to develop a research question to extend the existing body of knowledge on

a particular topic (Tranfield, Denyer and Smart, 2003)

This chapter describes the process used to undertake a review of existing
literature on the topic of interest. It includes the review question, definitions of
terms relevant to the topic, detailed information on the strategy adopted for
selection of the literature, a discussion and conclusions on the information
presented in the review as well as the limitations of the adopted approach and
shortcomings in the findings. The chapter concludes with the presentation of a
conceptual framework identified from the literature and the research question for

the empirical study.

2.1 Introduction

A systematic review of the literature on group working experiences of
postgraduate taught students was adopted as the approach to identify those
aspects of group work which provided learners with either positive or negative
experiences. The aim was to arrive at a comprehensive view of the topic being
studied through the collation of relevant studies by using explicit processes rather
than from individual pieces of research. The process was established from the
evidence-based approaches used in medical sciences and healthcare and
through the adoption of a replicable, scientific and transparent process bias was
minimised (Tranfield, Denyer and Smart, 2003). Where the systematic review
identified broader areas of literature which might be of interest, a wider review in
these specific areas was utilised. This included literature on the theoretical
perspectives of learning, the roles and responsibilities of tutors, methods of group

working, group allocation and group dynamics.

This section outlines the method and approach adopted during the review and

summarises the findings. The review was used to generate a specific research



question relating to the researcher’s empirical study and informed the design of

the research described in Chapter 3.

The current research was centred on students’ experiences of group work in a
postgraduate taught programme, so the literature included in the systematic
review focussed on the variables which provided such a learner with either a

positive or negative experience.

It could be argued that the same features which appeared in studies at
undergraduate level would have a universal impact and should therefore have
been included. However, three key drawbacks illustrated why these were not

appropriate to every environment.

The approach and application of group work is relevant to the age of the students,
the development of their learning skills and the appropriate teaching practice
relevant to the preceding variables. As age indicates a stage or phase of life we
can see that students at the postgraduate level, considered by the Higher
Education Statistics Agency to be over twenty-one and therefore ‘adult’, are in a
different developmental stage to undergraduates. Students pursuing a Masters
programme will be expected to have already achieved ‘intermediate academic
and/or professional knowledge, skills and competencies leading to a first tertiary
degree or equivalent qualification’ (UNESCO, 2014) and therefore the
educational approach should be different from those at lower stages. Bruffee
(1995) supports this notion since he considers approaches to group work,
specifically cooperative or collaborative learning, as dependent upon the level of
sophistication of the student, with the most sophisticated taking control of the

learning process.

Additionally, experiential learning theories postulate we are changed by our
previous experiences (Kolb and Fry, 1974; Kayes, Kayes and Kolb, 2005). While
it cannot be assumed all postgraduate students will have experienced group work
there are instances of its use, both in secondary education and at undergraduate
level, as well as in the workplace. A postgraduate student is differentiated by their
previous experiences. Jarvis (2012) also posited that previous experiences

provide the reference points for new learning. Even in studies at undergraduate



level the impact of students’ prior experience with group work is a factor to be
considered when deciding on the suitability of approaches to group work
(Livingstone and Lynch, 2000) and there is a significant difference between those

with and without work experience (Gatfield, 2006).

Finally, it is thought to be good practice when planning a course to consider
students’ prior knowledge, intellectual development, cultural background and sets
of experiences and expectations (Yale Centre for Teaching and Learning, 2016),
all of which students on postgraduate courses will have at a level above that of
undergraduates. This is supported through studies involving both undergraduate
and postgraduate students where the results have been distinguished in areas
such as interdependence, self-directed learning and reflections on collaborative
learning (Murray-Harvey, Pourshafie and Reyes, 2013) and those demonstrating
development in understanding of the social interactions of learning, control of the
learning process and their ability to assess the process they have gone through
(Pantitz,1999a).

2.1.1 Definition of terms

The following key terms which have been found in the literature are defined for a
better understanding of the readers. It is important to define these terms before
discussing the literature in more detail.

Generally the terms group, group work(ing) and learner experience are used
throughout the thesis as defined below apart from when the literature utilises

different terms in which case these will be identified.

2.1.1.1 Group

This term is a central component of the study and therefore requires a definition.
The Collins English Dictionary (2017) provides several definitions of group as a
countable noun but the following represents its use in this study:

‘A group is a set of people who have the same interests or aims, and

who organize themselves to work or act together.’



2.1.1.2 Team

While this term is incorporated in Team Based Learning, a specific pedagogical
approach to the delivery of group working with a competitive element, unless

specifically referred to in that context the term is considered to refer to:

‘a group of people organised to work together’.
(Collins English Dictionary, 2017)

2.1.1.3 Group work(ing)

Several terms were often used interchangeably in the literature to mean the same
or similar pedagogical styles, e.g. cooperative and team working. Some argued

there was a minimum number, three, for a group to exist (e.g.Jaques, 2000).

The term was applied in many different environments but since this research was
enquiring in an educational setting a definition appropriate to its application as a
learning tool was thought to be most suitable.

According to the Collins English Dictionary (2017), group work for education
purposes is ‘teaching or learning in a group setting with the aim of developing
students individually through group cooperation.” However, cooperation is a term
used to define a method of group working (Johnson, and Johnson, 1999), so
Jaques and Salmon’s (2007) definition, which offers better clarity of language,
was adopted for this review:

‘People who come together to share knowledge for personal
development or to learn from each other through discussion.’ (p. 6)
2.1.1.4 Collaborative learning

Due to the range of academic disciplines which use the term collaborative
learning it is difficult to determine a definitive description but its broadest

definition, provided by Dillenbourg (1999, p. 1) states:

it is a situation in which two or more people learn or attempt to learn

something together’.
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2.1.1.5 Collective learning

This is a complex concept that is generally studied in organisations or
industries where people are collected into groups, often from different
departments, venues, etc., to pursue a common goal utilising their
individual skills and knowledge. The individual’s contributions are
separate, as each is working individually, but can be aggregated in pursuit
of the goal. In this way, learning is brought about through sharing
knowledge and understanding concerning something that was not
previously known or understood among the collective. Collective learning

involves both:

a “collective process,” which may include acquiring new knowledge
through diverse actions (e.g., trial and error), assessing information
and disseminating new knowledge or opportunities across
individuals in a collective, and “collective products” that emerge
from the process, such as new shared ideas, strategies, rules, or
policies’.

(Gerlak and Heikkila, 2011, p. 623)

2.1.1.6 Group learning

Gill and Mataveli (2017) combine ideas from two researchers, Edmondson and
Ortega et al., to consider a definition of this complex and dynamic phenomenon

of group learning:

‘a set of activities in which the group acquires and processes the
knowledge that enables it to improve, as in group processes such as
reflection and action, questioning, seeking feedback, promoting

experimentations, reflecting on results and discussing errors’.

2.1.1.7 Learner experience

A search of the literature for this term indicated variations which could be
interpreted to refer to the same condition, e.g. student experience and learning
experience. Unlike the term group work, neither learner nor student experience

appeared in the dictionary (Collins English Dictionary, 2017).
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The expression ‘student experience’ was dominant in publications from the
Higher Education Funding Council for England (HEFCE), the main funding body
for the United Kingdom'’s (UK) universities. HEFCE defined it as ‘the totality of a
student’s interaction with the institution’ (Temple et al., 2014, p3).

The Times Higher Education Student Experience Survey (2017) assessed
twenty-one measures in eight areas: academic experience, facilities, societal
experience, student welfare, accommodation, industry connections, security and
Student Union to evaluate the ‘student experience’. The alternative use of
‘learner’ for ‘student’ did not appear to be significant except for the removal of the

location of the act (Collins English Dictionary, 2017).
In this study the term was understood thus:
‘Learner experience refers to any interaction, course, programme or

other experience, in which learning takes place.’ (Abbott, 2014)

2.2 Review guestion

Moving on to the literature review itself, this review examined the occurrences of
group working in relation to postgraduate environments and attempted to identify

those factors which impacted learners’ experience.
Review question:

What is the influence of group working on the postgraduate learner

experience?

2.3 Search strategy

This section outlines the strategy adopted in searching for key papers, assessing
them for relevance and quality, and data extraction procedures.

2.3.1 Key Words, search strings and justification

The following key words, see Table 1Error! Reference source not found., were

selected from the review question as the basis for conducting database searches.
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Table 1: Key words, search strings and justification

Key Word Search String Justification for Inclusion
Learner UX, user experience, learn* Within the area of
experience experience*, student* educational and training

experience*, student delivery this phrase is a

reflection*, student* feedback standard term which has
alternative phrases.
Broadening the search
parameters provided
increased results of
meaningful studies.

Group work group learn*, group work, Phrases used within the
team learn*, cooperative literature to describe the
learn*, group develop*, team general concept of working
develop*, collective develop* in groups.

These terms were then combined into two different search strings to investigate

the learner experience of group work: see Table 2Error! Reference source not

found..

Table 2: Search string combinations

Number Search String
1 (UX OR “User experience” OR “learn* experience” OR “student
experience” OR “student reflection®” OR “student feedback”)
2 (UX OR “User experience” OR “learn* experience” OR

“student experience” OR “student reflection*” OR “student
feedback”) AND

(“group learn*” OR “group work” OR “team learn*” OR
“cooperative learn*” OR “group develop* OR “team develop*”
OR “collective develop*”)

2.3.2 Initial inclusion and exclusion criteria

Filters were applied to the database searches using the inclusion and exclusion

criteria specified in Table 3.
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Table 3: Inclusion and exclusion criteria

Category Criterion Reason
Inclusion Peer reviewed and Provides an evaluation of
scholarly journals quality, accuracy, validity,
methodology and
procedures.
Web of Science Core Due to the range of
Collection: selected categories in this database
categories results were limited to

include results relating to
business, management and

education.
Exclusion Research in a foreign The researcher is only
language fluent in English and

translation of studies would
impact on the time
constraints of the study.

Research undertaken Social and cultural
outside the Western differences which
economy potentially have a different

perspective to the
geographic area of the
research.

Duplicated studies Studies which appeared in
more than one database
search.

2.3.3 Databases

The following three databases (see Table 4) were used for finding literature since
they provided a range of published material that covered the main areas of
business, education and health in which groups operate.
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Table 4: Database selection

Database

Content and Justification

ABI/INFORM Global

This collection is comprised of three
databases: Dateline, Global and Trade
and Industry. Dateline covers local and
regional perspectives, Global takes a
comprehensive approach while Trade
and Industry focusses on in-depth
coverage of companies’ trends and
developments.

EBSCOhost Research Databases

This consists of five databases of which
two, Business Source Complete (BSC)
and Education Resource Information
Centre (ERIC) were chosen. BSC
claims to be the leading collection of
business scholarly articles while ERIC
provides access to education literature
and resources.

Web of Science Core Collection

This database focusses on publications
relating to leading scholarly literature in
the sciences, social sciences, arts, and
humanities.

2.3.4 Additional information sources

Other information sources were

investigated, journals and professional

organisations specific to the area of research, and an additional twenty articles

were recorded in the sources of review studies: see Table 5 for details.
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Table 5; Other information sources

Information Source Name of Journal or Organisation

Specific to area of research | Academy of Educational Leadership Journal

Australian Educational Researcher

British Journal of Psychology

College Teaching

Educational Psychology Review

Educational Research Review

Educational Researcher

Educational Studies

European Journal of Training & Development

European Management Journal

International Journal of Lifelong Education

Journal of Accounting & Finance Research

Journal of Adult Development

Journal of Information Technology Education

Journal of Studies in International Education

Small Group Research

Teaching in Higher Education

Professional Organisations | The Higher Education Academy

2.3.5 Cross-referencing

Three articles cited by authors were identified as being of possible interest and
relevant to the research and these were followed-up. As with the additional
information sources, they were subjected to the same criteria before being
included in the literature. See Table 6 for detalils.
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Table 6: Cross-referenced sources.

Information Source

Name of Journal or Organisation

Cross-referenced

Academy of Management Journal

Assessment & Evaluation in Higher Education

Management Learning

2.4 Selection criteria

2.4.1 Relevance

The second stage of selection was a manual review of the citations and abstracts

of the studies which had been included or excluded using the criteria identified in

Table 7 below.

Table 7: Relevance criteria

primary or secondary
education

Category Criterion Justification
Inclusion Characteristics relevant to | Relevant to the review
student experience of guestion.
group working
Groups solely involving The setting of the
postgraduates research is primarily
directed at postgraduate
students.
Exclusion Groups in early childhood, | Not relevant to the

context of this research.

Environment and running
of the group exclusively
involved technology

Not relevant to the
approach of group
learning in the context of
this research.

Groups solely involving
undergraduates

The setting of this
research is primarily
directed at postgraduate
students.
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2.4.2 Quality appraisal

An approach to the process of applying a quality appraisal to the individual full

papers was adopted based on Rose’s ABCDE model (1982). Two sets of criteria

were developed from the model for application to either empirical or conceptual

papers with a four-scale rating specified for each criterion: non-existent,

inadequate, reasonable or excellent. Each paper was judged against these

criteria and their rating recorded. Only those papers with a medium or high level

of quality were deemed suitable for inclusion in the full review: see Table 8 for a

list of the criteria.

Table 8: Criteria for papers

Criteria for Empirical Papers

Clear discussion of the issue, the background and its relationship to theory and
practice

Comprehensive literature review and critical analysis of relevant theoretical
arguments

Clearly reports research design and links to key theories and philosophical
approaches

Adequate detail about sample and data collection techniques

Unambiguous reporting of findings with explanation of appropriate graphs and
tables

Satisfactory discussion of the findings in terms of relating back to the original issue
and including limitations of the study

Conclusions linked to the original issue with recommendations for further research

Overall exhibition of extent of knowledge, methodological rigour and strength of
argument

Clear indication of contribution to the field

Criteria for Conceptual Papers

Valid initial statement of the purpose of the paper and its intended contribution

Clear discussion of the issue, the background and its relationship to theory and
practice

Comprehensive review of relevant philosophical and methodological theories and
approaches backed up by literature citation

Clear representation of what the paper proposes, ideally with diagrammatic
representation (new model)
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Persuasive suggestions as to how the model or theory might be utilised and applied
in theory and practice

Strengths and weaknesses and limitations of the theory or model

Recommendations for further research, either conceptually extending the paper or
applying the model or theory

Overall exhibition of extend of knowledge and strength of argument

Clear indication of contribution to the field

2.4.3 Data extraction and synthesis

To ensure consistency of approach to the critical analysis and synthesis of the
data contained in the selected literature, a review of each text was undertaken.
This used critical analysis questions (see Appendix A), based upon those
suggested by Wallace and Wray (2011) as providing a structured format for a
comparative review of multiple texts. These questions were incorporated into a
form on which the researcher’s assessment of each text was recorded. While not
being able to eliminate completely any of the researcher’s possible bias, it did
provide a rigorous, transparent and potentially replicable process which is at the

core of a systematic review.

The synthesis process involved using the completed critical analysis form to
identify any patterns in the studies and to support the development of the

researcher’s argument on the literature.

2.5 Findings from the literature

This section outlines the results from the application of the extraction and analysis

methods detailed in the previous section.

2.5.1 Characteristics of the studies

The following table summarises the results of the database searches, indicating
the number of studies included at each stage of the systematic review.
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Table 9: Sources of the review studies

Selection Process ABI EBSCO W?b of Total
Science
Articles from search string 1 12,648 | 11,936 13,835 | 38,419
AI"[.IC|ES remaining after applying sear.ch 195 469 311 905
string 2 to the results from search string 1

Articles remaining after de-duplication,
exclusion and inclusion criteria, title and

: 113
abstract screening and removal of
duplicates
Articles remaining after full text-based o4

screening and quality appraisal process
Quiality appraised additional articles from
research specific journals and 20 44
professional bodies

Quiality appraised additional articles
identified from cross-referencing

Total articles selected for the review 47

2.5.2 Descriptive analysis

The following tables analyse the literature reviewed by the decade of publication,

country of publication, the nature of the enquiries undertaken and the sources.

Table 10: Publication year of articles

Year Number of Studies
1995 — 1999 4
2000 - 2009 17
2010 — 2017 26
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Table 11: Country?

Country Number of Studies
Australia 5
Australia / Holland (sic) 1
Canada 1
Denmark 2
Finland 1
Germany / Holland (sic) 1
Holland 2
Italy 1
Portugal / Holland (sic) 1
Spain / Chile 1
United Kingdom 11
United States of America 20

Table 12: Categories of enquiry

Category Number of Studies
Case Study 1
Literature Review 5
Mixed Methods 1
Qualitative 39
Theoretical 1

Table 13: Sources

Journal Number of Studies
Academy of Education Leadership Journal 1
Academy of Management Journal 1
Accounting Education 1
Administration in Social Work 1
American Journal of Pharmaceutical Education 1
Assessment and Evaluation in Higher Education 1
Australian Educational Researcher 3
British Journal of Psychology 1

! Refers to the country in which the research was undertaken
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Journal

Number of Studies

College Student Journal

=

College Teaching

College Teaching Methods and Styles Journal

Education and Training

Educational Psychology Review

Educational Research Review

Educational Researcher

Educational Studies

European Journal of Training and Development

European Management Journal

IEEE Transactions on Education

International Journal of Electrical Engineering Education

International Journal of Lifelong Education

Journal of Education for Business

Journal of Applied Research for Business Instruction

Journal of Problem Based Learning in Higher Education

Journal of Engineering Education

Journal of Adult Development

Journal of Studies in International Education

Journal of Accounting and Finance Research

Journal of Information Technology Education

New Directions for Teaching and Learning

Management Learning

Revista de Psicodactia

Simulation and Gaming

Studies in Higher Education

Small Group Research

The Qualitative Report

Teaching and Learning in Medicine

Teaching in Higher Education

RPlRr|lRriRrIRPR|[RPR[RPIRPR|[RPR|RP|IP|RP|R|IRP|RP|RP[INM|IN|R|[RP|RPR|RP|IN|P|RP|[RP|W|R |,

Professional Organisation

The Higher Education Academy
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2.5.3 Thematic analysis
2.5.3.1 Introduction

Having reported on the strategy adopted for the review and the characteristics of
the studies, this section provides a critical review of what the literature tells us
about the facets that are relevant in relation to learner experiences of group work.

A thematic approach was deemed most appropriate to convey the synthesis of
the texts as it lent itself to the nature of the enquiry. Eleven major themes were
identified as having either a direct or indirect impact on the learner experience.

These twelve themes can be combined into five broad areas.

1. The section on theories of learning illustrates the requirement for an
understanding of how learners acquire and use knowledge in order to determine

the best design, implementation and delivery of group work.

2. Instructors are a key component of group work. They are involved in all the
stages of the process and what the literature tells us about their roles and
responsibilities helps to distinguish which features can impact on learning and

interpersonal outcomes.

3. Group selection, involving elements of diversity and group size, and task can
be considered as elements of pre-activity planning because they cover aspects
which can impact on a learner's experience, but which are determined or

undertaken prior to the start of the group work, e.g. the design of the task.

4. Once an activity begins, and learners are interacting with each other and the
instructor, various themes appear. These can be the group’s dynamics,
consequence of or necessity for training or levels of facilitation which might have

an impact on learner experiences.

5. The process is not completed when the task has been accomplished. The
literature reports on the level of learning outcomes and discusses the utilisation
and impact of reflection as a tool for professional and personal development as

well as the issues associated with assessment.
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Each of the themes is presented in more detail in the following sections. A
summary of the studies and their aspect of provision is included in Appendix B.

The data formed the foundation for the empirical research into which experiences
of group work have an impact on learner experiences. This will inform future
practice. In addition, identification of any gaps in the selected literature or existing
research should support ideas for future research into the sources of variability in

student experiences.

2.5.3.2 Theoretical perspectives of learning

This section reviews the learning theories presented in the literature, which
underpin the design and implementation of group work. The importance of this
theme to the study is claimed in two separate papers: Brown and Mcllroy (2011)
and de Hei et al. (2016a). In the first, the authors discuss points presented by
other researchers in the field about the necessity to understand how students
learn in order to decide on how to teach effectively and achieve positive
outcomes. In the second, a failure to achieve intended learning outcomes is
identified as the result of not grounding the design in theories of learning and
teaching.

Neither of these works provides strong evidence to support their arguments.
Despite the importance these features imply the relationship between learning
theories and effective teaching of group work or learning outcomes is not
evidenced in the remaining studies. Within the 47 pieces of literature identified,
only three papers were written from a theoretical perspective, with each one
reporting on a different underlying learning theory for their approach to group
work and the benefits it brings. These three theories are experiential learning,

social interdependence theory and cognitive load theory.

Kayes, Kayes and Kolb’s (2005) research outlines the application of experiential
learning to teams. Kolb’s model of experiential learning and its subsequent
learning styles is probably the one most associated with this type of learning. In
Kolb’s theory, the impetus for the development of new concepts is provided by

new experiences. It is represented by a four-stage cycle in which learning is an
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integrated process with each stage being mutually supportive of, and feeding into,
the next. It is possible to enter the cycle at any stage and follow it through its
logical sequence. However, effective learning only occurs when a learner can

execute all four stages of the model.

As this type of learning is through experience and reflection, it is adults’ life
experiences that provide them with an advantage over children, teens and
undergraduates because they provide many reference points for exploration, new
application and new learning. It is this factor which makes its application suitable
for postgraduate students with their classification as adults within the UK

educational system.

The application of social interdependence theory in education provides the
foundation for cooperative learning according to Johnson and Johnson (2009).
The premise of the theory is that social interdependence exists when the
outcomes of individuals are affected by their own and others’ actions. The theory
posits two different types of social interdependence, positive and negative.
Positive, when the actions of individuals promote the achievement of joint goals,
and negative, when the actions of individuals obstruct the achievement of each

other’s goals.

Unlike experiential learning, this theory does not necessitate learners to have pre-
existing requirements to be effective. It is how participants’ goals are structured
that determines the way they interact and the interaction pattern determines the
outcomes of the situation. Johnson and Johnson’s (2009) paper does not

distinguish between learners’ status in applying the theory.

A different approach is taken by Janssen et al. (2010). They argue that by
bringing together cognitive load theory, which considers groups as information
processing systems that have more capacity than individuals, and process
orientated approaches, it may be possible to identify the processes that may or
may not contribute to the effectiveness of collaborative learning. No references
were made to the educational stage of the students, though it might be inferred

they were at least in higher education because the study refers to complex
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problem solving, the purview of undergraduate or postgraduate learners in

education.

Twelve other papers make reference to the theoretical basis of their group
learning. Little explanation of the theories’ principles is provided, possibly with the
expectation that readers are sufficiently knowledgeable to understand the
concepts behind each theory and able to appreciate the application to the
research. Three papers subscribe to more than one theory, which possibly
indicates an overlap between them or the application of separate concepts to

achieve specific learning objectives.

A constructivist view was the most common, the basic premise being that learning
is a process of constructing new knowledge based on previously learned, existing
knowledge. Learning progresses once an instructor activates existing knowledge
in the learner and motivates the creation of new knowledge based on the
activated existing knowledge. More precisely Carriger (2015) cites Dewey’s
premise that learning occurs in the activity of the learner, not the activity of the

instructor.

What is surprising is the absence of two theories strongly associated with learning
in adults, transformative theory (Kitchenham, 2008) and andragogy (Knowles,
Holton 1ll. and Swanson, 2015). This was an unexpected result because the
classification of the learners in this study as adults qualifies the inclusion of these
as theoretical approaches. This deficiency merits exploration of the wider

literature to identify their application to postgraduate learning environments.

In transformative learning, the basis is a change in frames of reference by
critically reflecting on assumptions and beliefs and consciously making and
implementing plans that bring about new ways of defining the learners’ world.
This theory was developed by Jack Mezirow who was interested in understanding
what makes people change their views of the world (Kitchenham, 2008). He
maintained that adults seem to realise personal and professional growth when
confronted with dilemmas that challenge their existing views of the world. When

faced with this, people are forced to reconsider their beliefs in a way that will fit
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the new experience into their world view. This often happens through critical
reflection in the context of dialogue with other people.

To foster transformative learning, the educator's role is to assist learners in
becoming aware and critical of assumptions. This includes their own
assumptions that lead to their interpretations, beliefs, habits of mind or points of
view, as well as the assumptions of others. Educators need to provide learners
with opportunities to participate effectively in discourse. This dialogue has the
goal of assessing reasons behind competing interpretations through critical
examination of evidence, arguments and alternate points of view. Learners are
able to validate how and what they understand, as well as develop well-
informed judgments regarding a belief. Group work potentially offers
opportunities to promote this form of discovery learning.

Andragogy is the most common theory used in relation to the learning of adults.
The broader literature presents this as a theory that adults learn differently than
children, proposed by Malcolm Knowles, an educator in the early 1970s. He
coined the term andragogy to describe his philosophy (Knowles, Holton IIl and
Swanson, 2015).

Knowles presented a set of core assumptions from which implications were
drawn for the design and practice of learning activities for adults. Four
assumptions were originally proposed, though these were later expanded to six.
The andragogic model is concerned with providing learners with procedures and

resources to acquire information and skills.
The assumptions and their impact on learning design are:

adult learners must be motivated to learn so effective practice should
exclude those settings where adults are coerced or intimidated into

learning;

as learners, adults have a greater volume and quality of experiences

compared to those at younger educational stages and therefore
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teaching in this environment requires more emphasis on the

individualisation of teaching and learning strategies;

an understanding of the requirement for the learning improves adult
learners’ enthusiasm for learning. A tool for raising the awareness of
the need to learn is to include real or simulated experiences in which
the learners are able to discover for themselves gaps in their

understanding and knowledge;

adults need to see the immediate application of learning so they seek

learning opportunities that will enable them to solve problems;

whether or not an adult is ready to learn depends on what they need
to know in order to deal with life situations, e.g. how to learn to cook
healthy meals or access career opportunities restricted by lack of

formal qualifications;

adults have a self-concept of being responsible for their own
decisions and being self-directed. However, a re-introduction to
learning might create internal conflict because of previous learning
experiences. Educators must therefore create learning experiences
which help learners make the transition from facilitated to self-
directed learning (Brookfield, 2001).

In summary, the studies have presented in total ten theoretical approaches to
learning and how they can be used to enhance student learning and experiences
(Andragogy, Behavioural, Constructivist, Cognitive Load, Creativity, Experiential,
Social, Social Interdependence, Situated and Transformative). Each has its own
merits, although there is a degree of overlap between them. None of the individual
theories fully explains what is happening when adults are engaged in learning.
Merriam et al. (2007) suggest that the more we read, the more we realise there
are many ways of explaining how adults learn. It is highly individualistic and fluid.
As such it requires instructors to be flexible and to utilise a range of teaching
approaches and methods to enhance learning.
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2.5.3.3 Roles and responsibilities of instructors

Having discussed the requirement for instructors to have an understanding of
learning theories, this section examines what the literature tells us about the roles
and responsibilities of instructors. These were multi-faceted and as not all of them
were relevant to the context of group work; only those elements related to group
work are represented here. The analysis of this theme was only in relation to the
roles of instructors and their responsibilities, not the impact of decisions made by
instructors on specific themes which is assessed separately in the reporting of
the individual themes.

The literature presented a range of roles and responsibilities fulfilled by
instructors. However, a main weakness of the information offered was the variety
of terms used, especially with regard to the design role. Initial investigations
showed there was some crossover between the criteria for the different
terminology. Rafferty (2013) proposed several elements, e.g. guiding desirable
behaviours, providing meaningful intervention, and individuals who were involved
in facilitating delivery of a positive experience whilst in the analysis by de Hei et
al. (2016a) a coaching role, which supported learners in their collaboration, was

defined as guidance.

As an instructional method, group working offered many challenges since it was
not the role of an instructor in group work to dispense information but to develop
learner autonomy and independence by emphasising the utility of active learning
over the traditional lecture (O’Connor and Ferreri, 2013). It was through the non-

participative roles that an instructor must consider how this was to be achieved.

One paper stood out in specifying the roles in which the instructor acted:
instructor, moderator/evaluator, knowledge expert (Dunaway, 2005). Taken in its
literal interpretation this failed to explain the other elements that instructors were
involved with. An alternative interpretation of the role of instructors was to
distinguish between those roles which included contact with students and those

which were non-participative, e.g. design and planning.
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There was no agreed definition of what these roles included, the processes
involved or terminology. The terms design, instructional design, curriculum
design or planning were applied, with diverse emphasis, to describe the
processes of determining learning objectives and anticipated outcomes for the
group work and considering how to achieve these (Dunaway, 2005, Janssen et
al.,2010; de Hei et al., 2016a).

However, some components did support differentiation of the terms. Planning
generally involved students as well as instructors, although these were connected
to specific aspects of the group work, e.g. meeting deadlines (Santos, Passos
and Uitdewilligen, 2016), study time (Drake, Goldsmith and Strachan, 2006) and
implementation (Myllymaki, 2012).

Different perceptions of what design represented were similarly shown although
de Hei et al’s (2016a) study established a comprehensive interpretation. Their
analysis of a thematic study on this topic indicated various approaches, featuring
different design components, existed but they did not provide a comprehensive
framework on which instructors could rely regardless of their educational setting.
The study established eight components for inclusion in a design for face-to-face,
online and blended contexts: interaction, learning objectives and outcomes,
assessment, task, structuring, guidance, group constellation and facilities. These
were then structured in a framework of five steps: analyse, design, develop,
implement and evaluate. This study was a good illustration of the components
and design decisions for group work activities. Some of these were presented in
other studies, e.g. making pre-instructional decisions (Johnson and Johnson,
2009), reflection and analysis of previous experiences (Dunaway, 2005) and
instructional interventions (Rienties, Alcott and Jindal-Snape, 2013). However,
there were few references to aspects such as facilities, instructor characteristics
or theories of learning.

The final point has been referred to in the previous section where an
understanding of how the students will learn is necessary to achieve an optimal
design. The lack of learning theories considered in the reviewed designs were a

significant point, considering de Hei et al’s (2016a) thematic analysis where a
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criticism of designs had been a failure of them being grounded in theoretical
knowledge.

Educators can significantly contribute to a negative appraisal of group work by
failing to understand the theoretical underpinnings of their design, approach and
the components which are critical for successful outcomes (Brown and Mcllroy,
2011). Comments from Brown and Mcllroy’s (2011) study indicate that students

will not give a positive response to poor design

“It’s not enough just to assemble students and groups and tell them

J

to ‘discuss the article’.

Since the existing accounts offered conceptual differences, an investigation in the
broader literature ascertained that, whilst planning includes educational materials
and instruction, a design portrayed the educational process. Not just the material

but the whole teaching and learning experience (The Open University, 2018).

On the question of an instructors’ role as a knowledge expert, the literature
covered not only the technical information on the topic of group work but also the
knowledge and skills of group working. The primary non-technical role an
instructor fulfilled was that of teaching group work skills to learners. Snyder’'s
(2010) research illustrated this point clearly by suggesting techniques for
teaching these skills and reporting on how poor instructional planning can lead to
students’ negative views of group work. Another example of pre-activity
instruction was offered by Johnson and Johnson (2009) in their operationalisation
of the instructor's role as defining the assignment, specifying positive
interdependence and individual accountability, teaching the required concepts
and strategies, giving the criteria for success and explaining the expected social
skills in which to be engaged. For positive outcomes, the merits of instructing
learners on the benefits of this mode of learning, assessments and how non-
participants would not place other learners at a disadvantage were concluded by
Dunaway (2005).

Another role for instructors was that of facilitator. Brown and Mcllroy’s (2011)

research concluded that positive, meaningful results from group work required
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careful facilitation. Their concept of facilitation necessitated explicit discussion
with learners about the likelihood of conflict and its consequences on a group.
Other literature responded with a much broader understanding of the term
involving tutoring, guidance, support of groups, providing feedback (e.g.de Hei et
al., 2016a), resolving conflict (e.g Underwood, 2003), guiding desirable behaviour

and group norms (e.g.Rafferty, 2013).

Instructors should also consider their responsibility for their own personal
development. This was not solely relevant to group work but, as an educational
approach which is multi-dimensional and dynamic, instructors faced a more
demanding role than that of the traditional lecturer (.Greenan, Humphreys and
Mcllveen, 1997; Brown and Mcllroy, 2011).

Previous commentary on the theoretical perspectives, design, implementation
and delivery of group work has shown the impact these can have on learner
outcomes and experiences, but skilled and professional instructors were
necessary to achieve this. In Brown and Mcllroy’s (2011) discourse on the
complexity of group working they warn of the risk of negative learning outcomes

if group working is operated on a best endeavours basis.

This argument was given further weight by Greenan, Humphreys and Mcllveen
(1997) who suggested that if students were to be taught the interpersonal skills
necessary for success in the work place, and have positive learning experiences
while doing so, universities will require appropriately trained staff, especially in
the development of team building, conflict resolution and negotiation skills.
Instructors involved in the process of group work will face a changing and more
demanding role than that of the traditional lecturer. Endorsement of the need for
instructor training on how to accomplish successful group working was expressed
by academics and students (Elliott and Reynolds, 2012; Tombaugh and Mayfield,
2014).

One of the ways for instructors to improve their professional development was
thought to be through obtaining student feedback (Myllymaki, 2012). This
provided opportunities for instructors to adjust teaching materials, improve their

own teaching and make closer contact with the students (Myllymaki, 2012;
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Zhang, Hansen and Andersen, 2016). This could present a problem for
instructors where development of learners’ reflective skills and feedback can
place a greater emphasis on instructors to improve (Greenan, Humphreys and
Mcllveen, 1997).

In summary, the literature relating to the roles and responsibilities of instructors,
confirms the greater involvement of instructors in organising and conducting the
groups and activities than in traditional lecture based approaches (Dunaway,
2005; Murray-Harvey, Pourshafie and Reyes, 2013; Rafferty, 2013) with a
requirement for appropriate skills. These centre on the roles instructors must
undertake: designer (de Hei et al., 2016a), facilitator (Bovill, 2010), counsellor
(Gabriel and Griffiths, 2008), lecturer, moderator of student participation and
knowledge expert (Dunaway, 2005). Although the terms used to describe the type
or level of involvement by instructors vary, the studies establish the pivotal role
of instructors in being an active agent in the process and this is key to positive
experiences for learners (Rafferty, 2013; Atxurra, Villardén-Gallego and Calvete,
2015).

2.5.3.4 Methods of group working

The aim of this section is to explore in the literature the methods of group working
used in the studies and where a main method is not included investigate in the

wider literature the benefits and disadvantages of it.

Previous research has established the first action in designing group activities is
to determine which type of interaction the group work should follow (de Hei et al.,
2016a) as it is from these interactions many of the intended learning outcomes,
especially behavioural ones, hinge and influence learner experience ( Baldwin,
Bedell and Johnson, 1997; Stepney et al., 2011). The intent in reviewing the
different methods is to understand the structuring of each approach to identify
which presents positive outcomes for learners. It is important to bear in mind that
whilst a considerable amount of the literature indicates the method of group work
this theme is not always a feature of the investigation and other factors can

influence outcomes.
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2.5.3.4.1 Case study

Stemming from the teaching of medical students, where the cases presented are
from those seen on medical wards, they are descriptions of real life or imaginary
events given to illustrate characteristics of a problem (Jaques, 2000). The case
provided should be in a context relevant to a future profession if possible. It is
usually presented after direct instruction to help demonstrate learning and the
application of learning following the lecture and discussion (Beaty, 1999). Case
Studies lend themselves to group work where different perspectives of a case

support critical thinking.

The academic literature did not provide any research into the utilisation of Case
Studies as an approach for group work. This is noteworthy as a third of the studies
reviewed were situated in a management or business studies environment where
they are a standard technique (Jaques and Salmon, 2007). This situation may be
due to the demands on the instructor and its time-consuming requirements
though this is often reported as a limitation of group work generally. Its failure to
appear in any of the studies might be more related to the characteristics of the
students because it requires mature and experienced students to be effective.

2.5.3.4.2 Collaborative learning

In the conceptual literature about the Collaborative Learning concept, in its most
wide-ranging definition, collaborative learning involves two or more people
learning or attempting to learn something together (Dillenbourg, 1999). As an
educational approach to learning it moves the emphasis from the teacher, as the
expert, to the student. Student talk is stressed and at its centre is the sharing of
authority and acceptance of responsibility among group members for group
actions, which is founded on a consensus built through the cooperation of the
members (Panitz,1999b). By supporting one another in learning and sharing in
the process of knowledge creation, a crucial element, Collaborative Learning is
viewed as successful (Bruffee, 1973; Kozar, 2010).

The research literature shows different aspects of the points raised in the
conceptual literature. The impact of students having control over the direction of

their own actions is reported by Bovill (2010) where, despite the challenging
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nature of the task presented, students reported high levels of positive experience.
A key role for the instructors was acting as a facilitator and guide, not to direct
them. While difficulties were experienced, they did not detract from the overall
experience. Interestingly, a smaller cohort of students was sufficiently engaged
with the task to develop it for a peer reviewed paper. The only indicator from the
author for this reaction was the learners’ high level of engagement. The maturity
and ability of the students to respond to it as an approach (Panitz, 1999b) was
possibly a factor in determining the use of this method. Being aware of the
learners’ characteristics may have provided a better understanding of why this
sub-group formed and its degree of engagement.

Hersam, Luna and Light (2004) show how the selection of the task provides
suitable opportunities for students to meet the requirements of Collaborative
Learning: self-governing, self-teaching and mutually responsible (Gokhale,
1995). Their task was for students to work in an interdisciplinary group on
evaluating an approach to a nanofabrication scheme. The task represented a
real-world? problem but the interdisciplinary nature of the groups, necessary to
achieve the task, ensured levels of self-teaching between the students from
different backgrounds and disciplines. While this study also employed other
pedagogical practices, the experience of the course and teaching strategy
generated enthusiasm for the subject and the teaching practices. The highest
increase in scores from the evaluation method was for the effectiveness of the
instructor in stimulating interest in the subject. As it was the same instructor from
the previous year when more traditional teaching methods were used, the
argument might be put forward that it was the change to Collaborative Learning,
which impacted on students. Alternatively, the instructor may have been
challenged and motivated by the change and the increased motivation impacted

on delivery of the teaching.

2 a scenario, situation or problem which is representative of those experienced outside of
educational establishments and which employees have to deal with in their employment.
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2.5.3.4.3 Cooperative learning

As with Collaborative Learning, this approach has a high frequency of use in the

reviewed literature, which includes two conceptual papers.

Johnson and Johnson (2009), considered as two of the leading authors in the
field (Slavin, Hurley and Chamberlain, 2003), discuss the application of Social
Interdependence Theory to the education practice of Cooperative Learning. They
posit that there are five variables which can mediate the effectiveness of the
approach: positive interdependence, individual accountability, promotive
interaction, the appropriate use of social skills and group processing. By applying
these and developing skills in structuring them, teachers should be able to adapt
cooperative learning to their situations and students and prevent many of the
issues associated with students working in groups (Johnson and Johnson, 1999).
Other research agrees these are necessary factors contributing to the success of
cooperative learning in relation to the impact of intrinsic motivation on students
(Panitz, 1999a).

The academic view regarding differences between the Cooperative and
Collaborative Learning methods is the degree of authority or teacher intervention
accepted. Panitz (1999b) suggests that in collaborative working the responsibility
for learning moves from the teacher to the student whereas cooperative learning
is more directive and controlled by the teacher. An alternative argument is about
the nature of knowledge and how it is generated but the same point about the
degree of intervention by the teacher is made. It is because of the level of
responsibility placed on learners in collaborative learning that it is recommended

for higher education students.

The presence of different techniques for conducting cooperative learning, e.g.
Jigsaw, were reported in one piece of empirical research in an educational setting
(Morgan, Rodriguez and Rosenberg, 2008), the only one in which different
terminology was used to describe a different technique for organising and
conducting cooperative learning. Slavin (1981) concurs that the differences in
cooperative methods are merely alternative ways of dealing with the same

problems.
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From the empirical studies, the students indicated that cooperative learning was
an effective model for teaching (Morgan, Rodriguez and Rosenberg, 2008;
Myllymaki, 2012). They were very positive about the effects on their involvement,
motivation (Myllymaki, 2012), communication and performance (Morgan,

Rodriguez and Rosenberg, 2008).

Researchers have attempted to evaluate the degree of cooperation promoted by
instructors by developing a scale based on seven essential theoretical elements:
positive interdependence, interaction, social skills, group reflection, assessment,
heterogeneity and tutoring. This was on the basis that the success of cooperative
activities does not occur automatically by grouping students. The level of
effectiveness depends on how teachers guarantee the conditions of cooperation.
As a large study with data collected from 71 groups involving 1,470 students
across two universities in different countries, the results should present
information on the elements instructors need to develop. They showed interaction
and heterogeneity were the better implemented elements with group reflection
being the least implemented (Atxurra, Villardén-Gallego and Calvete, 2015).

2.5.3.4.4 Problem based learning

The facets of this approach are that professional, real-world problems provide the
stimulus for student-driven learning that occurs in small groups. As with Small
Group Learning it should be effectively facilitated, not directed, by tutors and
focus on building content knowledge in tandem with developing problem-solving,
self-directed learning and collaborative skills (Murray-Harvey, Pourshafie and
Reyes, 2013).

As the tutor’s role is only to facilitate, students are expected to direct thei