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Active, interactive, and collaborative learning are themes that resonate throughout this text. One instructional strategy which implements all three of these educational principles simultaneously is small-group work. In this section, procedural recommendations for maximizing the positive impact of group work are offered in the form of guiding questions rather than rigid rules or formulaic prescriptions. Final decisions reached in response to these procedural questions will almost always be context-specific, depending on such factors as the characteristics of students who comprise the class, the specific course objectives, and the individual instructor's educational philosophy. 

However, research and scholarship in cooperative and collaborative learning strongly suggest that effective small-group instruction requires attention to the following ten dimensions of the group-learning process. 
(1) Task Identification: What specific type of course content, concepts or issues should be targeted and 
     selected for group work? 
(2) Timing: When should group work take place in class? 
(3) Group Formation: Who should be grouped together to form learning teams? 
(4) Group Size: What should be the total number of students that comprise a learning team? 
(5) Group Duration: How long should teams remain together? 
(6) Collective Responsibility: How can a sense of positive interdependence and true teamwork be 
     promoted among group members? 
(7) Individual Accountability: How will individuals be held personally responsible for their contribution to 
     the group? 
(8) Explicit Attention to the Development of Interpersonal Skills: How will group members be prepared or 
     taught to communicate and collaborate with each other in a supportive and productive fashion? 
(9) Instructor as Facilitator: What role should the instructor play during group learning to promote its 
     effectiveness? 
(10) Inter-Group Dynamics: How should interaction between different groups be coordinated, and their 
       separate work integrated, in order to promote class synergy and community?

Perhaps, it is best to view the practice of team learning as a combination of both science and art. The foregoing focus questions for small-group work, well grounded in empirical research, can provide instructors with a solid scientific framework or heuristic for guiding the "broad strokes" of practice, while more specific and subtle procedural decisions related to these questions require the creative "final touches" or "brush stokes" of an educational artist—the course instructor—who serves as architect or designer of the group-learning experience. Learning in small groups may be expected to pay rich dividends in terms of enhancing students' course satisfaction and their subsequent retention and achievement in college. 
The following focus questions and related recommendations are offered to help realize these potential outcomes of team learning.

1. Task Identification: What specific type of course content, concepts or issues should be
    targeted and selected for group work?

A defining characteristic of group learning is that it involves more than one individual, thus one major criterion for selecting a task for group work is whether it lends itself to multiple answers or diverse perspectives. Ideal for this purpose are open-ended questions which allow for more than one correct or acceptable answer (e.g., "What is friendship?" or "What is diversity?"). Such questions invite multiple responses, encourage divergent thinking, i.e., expansive thinking that does not converge on one right-or-wrong answer, and welcomes a diversity of perspectives. 

Having students compare results obtained from self-assessment instruments in small groups, such as the results of learning- style or career-interest inventories, may also be an effective way to expose students to diverse perspectives and different "reference points" against which they could compare their own results with those of their teammates to further sharpen their self-assessment and self-insight.

Brainstorming tasks are also ideal for group work because they call for multiple ideas and divergent thought. For example, small groups could brainstorm (a) questions to be asked, (b) issues to be solved, or (c) problem-solving strategies. In particular, having students brainstorm real-life examples or personal applications of course concepts is an excellent way to have them engage in the powerful learning-promoting process of elaboration, in which students draw personal meaning from the learning experience, internalizing and assimilating the concept into their existing cognitive structures (schemas) by connecting it to already known or previously stored experiences. 

Research on promoting critical thinking, a skill that permeates this text, strongly suggests that learning tasks be centered on (a) ill-structured problems that may not be readily solved or resolved, (b) issues to be discussed or debated, or (c) decision-making tasks that require exploration of, and determination from among, equally appealing alternatives. 

This suggests that a useful group-learning sequel to the aforementioned divergent-thinking tasks is to have learning teams reach some consensus or unified group decision with respect to the multiple ideas they generate. For example, tasks that require small groups to categorize or prioritize their ideas would be an effective way to augment divergent thinking and transform it into critical thinking.

Also, the student voices and personal stories cited throughout the text can be used as small-group tasks in which student teams can attempt to reach consensus on the explanation for, or solution to, the major issue raised in the vignette. These voices and stories may be viewed as problem-based or issue-centered "case studies" that lend themselves nicely to group work.

Lastly, the scholarly literature on the teaching of critical thinking recommends that instructors strike a balance between providing students with (a) a challenging task that demands higher-level thinking, and (b) a supportive structure for students to meet this challenge. Small-group experiences may be an effective way to provide students with a supportive social structure for challenging tasks that they may find daunting. Having students complete demanding, often anxiety-provoking assignments in small groups, rather than individually, may be an effective strategy for combating such student fears as "fear of public speaking," "library anxiety" and "computer phobia." Learning teams can serve as a social resource-and-support group to help students confront these intimidating tasks and persist until they master them.

2. Timing: When should group work take place in class?

Group-learning activities may be used effectively at the beginning, in the middle, or at the end of traditional classroom instruction. Group activity could be introduced prior to a lecture for the purpose of stimulating student interest in the topic and creating a positive "anticipatory set" to learn. For example, groups can give consensual responses to a series of true/false or agree/disagree statements relating to upcoming lecture material. Or, groups could brainstorm ideas or give free-associations that immediately come to mind about the upcoming lecture topic (for example: "When you hear the word `stress', what are the first things that come to mind?" Or, "What expectations do you have about the upcoming topic?"). 

Group activities can also be introduced at some point(s) during the middle of a lecture, such as stopping at a critical point during the lecture to ask small groups to compare notes, generate specific examples, or construct possible test questions. Research on the human attention span for processing lecture information suggests that, even among most able and motivated students, the quality of listening and note-taking tends to decline significantly after 20-25 minutes. Thus, introduction of a team-learning exercise after this period of time has elapsed during a lecture presentation may be an effective way to change the instructional format and recapture student attention.

Small-group activity may also be used at the end of a class period to summarize and provide closure to the day's lesson. For example, students could respond to lecture material with a group "minute paper" or "reaction paper" that requires them to construct a composite statement of what they learned or what issues they feel are still unresolved. 

Similarly, timely introduction of team learning can be used to enhance the effectiveness of class discussions. A small-group activity could be introduced before a class discussion (e.g., teams develop questions they hope will be addressed in the upcoming class discussion), or after a class discussion (e.g., group members identify positions or issues that were overlooked in the discussion, or share whether their pre-discussion opinions were changed or strengthened as a result of the class discussion).

Lastly, group activity could also be used in conjunction with audio-visuals. For instance, teams may be formed before a video presentation and each teammate could engage in "focused listening" to a different aspect or element of the video. After the video is finished, teammates could join together to construct a group synthesis that incorporates each of their different focused-listening perspectives.

3. Group Formation: Who should be grouped together to form a learning team?  

Traditionally, learning groups have been formed either by students self-selecting their teammates or by random formation-- for example, students who happen to be sitting near each other are asked to join together, or students count off numbers and join together with other students who happen to have the same number. These ad hoc group-formation strategies are convenient and efficient ways to form short-term discussion groups or "buzz groups" in which students exchange ideas on issues that are neither personally sensitive nor conceptually complex. 

However, it is strongly recommended that for group tasks involving topics that require critical thinking (e.g., evaluation or synthesis) and personal intimacy (e.g., values or diversity), the instructor should intentionally or purposefully decide on who works with whom, using either of the following group-formation strategies.

* Homogeneous group formation: Students are placed in learning teams with others who are similar to them with respect to certain educationally meaningful characteristics. For instance, grouping students with interests in the same academic major or with similar course interests may be an effective procedure for promoting bonding, productivity, and synergy among group members. Also, homogeneous grouping of students by residential proximity (e.g., students who live in the same dormitory unit or floor, or commuter students who live in the same geographical area) may be an effective strategy for enabling teammates to get together conveniently outside of class to complete group projects or to create study groups. Forming learning teams among students with similar class and work schedules might be another effective strategy for facilitating out-of-class collaboration among teammates.

* Heterogeneous group formation: Students are placed in learning teams with others who are different or diverse with respect to certain educationally meaningful characteristics. For instance, teams may be deliberately formed to maximize heterogeneity and diversity of perspectives by grouping students of different (a) gender, (b) racial, ethnic, or cultural background, (c) chronological age (e.g., traditional-age and re-entry students), (d) levels of prior academic achievement (e.g., based on performance in high school or on early course exams), (e) learning styles (e.g., based on the results of learning-style inventories taken in class), (f) personality profiles (e.g., as measured by the Myers-Briggs Type Indicator), or some combination of any of the foregoing criteria.

Forming heterogeneous learning groups in which students experience diverse perspectives and different cognitive styles would be especially effective for promoting critical thinking and appreciation of diversity. Such heterogeneous grouping would effectively implement two common recommendations for instructors found in the research literature on promoting critical thinking: (a) Have students "stretch" their understanding by encountering divergent views, and (b) intentionally create an atmosphere of "disequilibrium" so that students can change, rework, or reconstruct their thinking processes. 

Also, the value of forming collaborative learning teams comprised of students from diverse racial and ethnic backgrounds is supported by research on racial tolerance and appreciation of diversity. This research suggests that continued exposure to culturally different people under conditions of competition and conflict tends to intensify an individual's dislike of those with whom he is unfamiliar. In contrast, there is empirical evidence that intercultural contact within the context of group collaboration and pursuit of a common goal serves to decrease racial prejudice and increase interracial friendships among team members.

4. Group Size: What should be the total number of students that comprise a learning group?

Research has yet to identify conclusively what is the optimal group size for collaborative learning. Most practitioners use learning groups ranging in size from 3-6 students. Larger groups (5-6 students) are more likely to ensure that individual students are exposed to a rich diversity of viewpoints and thinking styles with respect to the group task. On the other hand, smaller groups (3-4 students) ensure closer proximity among group members, enabling them to work "knee-to-knee" with more face-to-face interaction. Such physical proximity and eye contact are likely to lead to a heightened sense of intimacy among group members and a feeling of greater personal responsibility to teammates. Also, smaller group size may make it easier for students to arrange times to meet together outside of class.

Another factor to consider when making decisions about group size is whether the total number of group members should be odd or even. Some practitioners of cooperative learning argue that an even number of group members provides greater flexibility for creating equal-sized subgroups within a team and for allowing teammates to work in pairs.

5. Group Duration: How long should groups remain together?

Creating short-term learning groups with different membership for a single class period, or portion thereof, allows students to have many group experiences during the term and assures that students interact with a great number of their classmates.       

On the other hand, long-term groups with stable membership throughout the term allow for continuity of interaction among group members and, in so doing, may foster social cohesion and bonding (emotional ties) among teammates. In this fashion, learning groups are given sufficient time to evolve into a tightly-knit social network or social-support group. Such continuity of interaction may also provide the social "incubation" time needed to liberate students from egocentric and ethnocentric thought patterns.           

Furthermore, if students are aware that they will be working with other members of their group for a long period of time, then they are more likely to attempt to resolve group conflicts (one intended educational objective of learning teams) because teammates know that existing problems will not soon disappear with the formation of a new group.

Perhaps the most effective way to resolve this procedural issue of group duration is to use both short-term "ad hoc" groups with varying membership and more permanent "base" groups with stable membership throughout the term. Short-term groups may be used for brief, non-threatening tasks (e.g., brainstorming) while long-term groups may be used for cumulative tasks (e.g., group projects) or tasks involving sensitive issues (e.g., personal values) which are better handled in groups whose members have had multiple opportunities to work together and bond with each other.

6. Collective Responsibility: How can a sense of positive interdependence and true teamwork be 
    promoted among group members?

There is an important distinction between group work and teamwork; the latter implies a much greater degree of positive interdependency and collective identity. Specific procedures may be needed to be incorporated into group work in order to create a genuine feeling of team identity, to promote positive interdependence among group members, and to create a true sense collective responsibility for one another's learning. The following procedures are offered as strategies for increasing the likelihood that students will work as a team rather than as a mere collection of individuals.

* Team-building activities designed to produce a sense of group identity and social cohesiveness. 

Such activities may include:
(a) "ice breakers or "warm-up" activities when groups are first formed (e.g., name-learning and personal 
     information-sharing); 
(b) taking team photos; 
(c) creating team names; and 
(d) providing explicit suggestions and concrete illustrations for promoting cooperation and teamwork 
     (e.g., exchanging phone numbers with teammates).

The underlying objectives of these team-building activities are to create a social and emotional climate that is conducive to the development of team identity and an esprit de corps, as well as to foster a sense of solidarity and personal intimacy among team members which should help them feel comfortable in future cooperative-learning tasks that require them to express their personal viewpoints, disagree with each other, and reach consensus in an open or non-defensive fashion. As B.W. Tuckman has noted in his influential article, Development Sequence in Small Groups, group "forming" (cohesiveness) is an essential first stage of the group process which must occur before "storming" (role specification), "norming" (rules of group operation) and "performing" (group work) can effectively take place.

The potential cognitive benefits of small-group learning are more likely to be realized in a social context that has been carefully crafted to promote team cohesiveness, mutual trust, and emotional security. Moreover, explicit attention to the development of group cohesion and bonding in the classroom may be instrumental for fostering the depth of social involvement among peers that collegiate research has shown to have a significant impact on student retention. 

* Group production of a common product at the conclusion of the learning experience.

Reaching consensus, and demonstrating this consensus in the form of a tangible product, serves as a concrete manifestation of the group's collective effort. This consensual product may take the form a work sheet, written list, chart, concept map, or overhead transparency which can be displayed to the instructor and other groups. The objective of working toward a clearly defined end product is a powerful way to keep the group "on task" and focused on the team's goal--a unified product reflecting a unified effort.

* Interdependent or complementary roles assumed by each member of the group.

True teamwork is much more likely to occur when there are interdependent responsibilities performed by group members because each member then has a unique and indispensable contribution to make during the learning process. In this fashion, each group member feels that she is an integral part of a team and is responsible to, and for, successful completion of the team task. Typically, these roles are either (a) "function" roles whereby each member is responsible to perform a particular functional duty for the group (e.g., recorder, spokesperson, social-process monitor, accuracy coach--who troubleshoots errors, research runner—who accesses and retrieves information for the learning group); or (b) "resource" roles whereby each member is responsible for providing one key piece of information to be incorporated into the group's final product (e.g., information from one chapter of the text or one unit of classroom instruction). 

Historically, student roles in learning groups have focused predominantly on functional duties. However, there may be a rich reservoir of more meaningful, higher-level thought processes and perspectives which group members could bring to the learning process in the form of roles. For instance, group members might be encouraged to adopt cognitive roles, such as contributing one aspect or dimension of critical-thinking to the group's final product (e.g., application, synthesis, or evaluation), or they may contribute one important perspective or viewpoint (e.g., ethical, social, or economic perspective). If these higher-level thinking roles are explicitly identified, modeled, and assigned to students by the course instructor, they may serve to magnify the power of peer collaboration in ways that have yet to be systematically explored in group-learning research or practice.

Instructors may also need to be cognizant of one other aspect of role assignment: Whether role rotation or role stability should be emphasized, i.e., Should group members shift roles from task to task, or should they continue in the same roles on successive learning tasks? A major argument for role stability is that individual students who have the opportunity to engage in repeat performances of the same role will be given the time and practice needed to reach high levels of proficiency with respect to that particular role. On the other hand, performance of different roles serves to "stretch" the student to learn new skills and encourages the development of skills that, otherwise, might never be exercised. For example, some students may never opt to speak publicly in class unless they are required to assume the role of group "spokesperson." In such cases, it may be necessary for the instructor to assign specific roles to students rather than allowing them to self-select roles, so as to ensure that students diversify their contributions to group work and develop a wide range of teamwork skills.

7. Individual Accountability: How will individuals be held personally responsible for their 
   contribution to the group?

Though procedures for ensuring positive interdependence and collective responsibility among group members are essential elements of cooperative learning, the contribution of individual students should not be ignored. Recent educational research consistently supports the importance of personal responsibility and individual accountability for realizing the positive outcomes of group work. This educational research is reinforced by experimental research on "social loafing"--the well-documented observation that the effort produced by individuals working alone often exceeds their level of individual effort when working in a group, unless the output or effort of each individual in the group is clearly identifiable. 

These research findings are consistent with familiar, anecdotal reports of high-achieving students who often contend that they dislike group projects in which all group members receive the same "group grade." They feel that their individual effort and contribution to the group's final product often exceeds the efforts of their less motivated teammates ("free riders"), who inequitably receive the same grade for the group assignment.

Thus, if students are to be evaluated or graded for their group work, the research literature on cooperative learning strongly indicates that a singular (blanket) "group grade" should not be given to all teammates. Typically, practitioners implement this finding by assigning only individual grades to students when they grade group work, or they assign a common group grade to all teammates within a particular group—reflecting the quality of the group's collective work--but count it only as a small percentage of each individual's total grade.  

Also, ensuring that each student in the learning group has an explicit and well differentiated role or responsibility to play throughout the learning process is an effective way to increase individual accountability. Complementary roles not only enhance positive interdependence and collective responsibility among teammates, they also ensure that the quality of each member's contribution can be more readily identified and assessed by the instructor, thus serving to promote individual accountability.  In this fashion, assumption of complementary roles encourages students to develop both major elements of the dictionary definition of "responsibility": (a) responsibility for ourselves and (b) responsibility for others.

Lastly, many practitioners of group learning feel that peer evaluation of the quality of their teammates' effort and contributions also can be an effective vehicle for promoting individual accountability and personal responsibility to the group. In one survey of students who had experienced group work, approximately 60% of these students reported that their "best" group experience occurred with peer evaluation, while only 33% reported that it occurred without peer evaluation.

8. Explicit Attention to the Development of Interpersonal Skills: How will group members be 
   prepared or taught to communicate and cooperate with each other in a supportive and 
   productive fashion?

Research and practice in cooperative learning strongly supports the value of providing students with specific instruction and feedback with respect to improving the quality of interpersonal communication, human relations, and group dynamics. Merely placing students in groups and simply telling them to collaborate may not be enough to ensure that true teamwork will take place. 

One major objective of cooperative learning is the intentional development of students' interpersonal communication and human relations skills. "Situating" these skills within the context of an actual performance task, rather teaching them as an isolated human relations exercise, serves to increase the likelihood that these interpersonal skills will "take hold" or be internalized by students and applied in other small-group settings. To achieve this objective, cooperative learning advocates incorporate the following procedures into the group process.

* Explicit instruction on effective skills for communicating and relating to others is delivered to students 
  prior to, and in preparation for group work. 

  Such instruction may include specific strategies for (a) encouraging and supporting other group members, (b) active listening, (c) constructive disagreement, (d) conflict resolution, and (e) consensus building. Thus, students receive some preparation and guidance for handling the social and emotional demands of small-group work, rather than being left entirely to their own devices. This instruction may be provided by the course instructor or by other members of the college community who have expertise in human relations and interpersonal communication. The first-year seminar, in particular, may be an ideal opportunity to introduce and connect new students to college counselors or other student development professionals by inviting them to class to provide an early in-service on interpersonal relations and communication skills that is designed to prepare students for their upcoming group work in the course.

* Provision of opportunities for students to reflect on, and evaluate the social-interaction process.

  Meta-social awareness is encouraged by having the learning group or its individual members assess the quality of group interaction with respect to principles of effective interpersonal communication and social interaction. Students may be asked to reflect on how the nature of their social interaction in teams has affected their learning as individuals. For example, students could be asked such questions as: "Do you find that you learn more when you verbalize your thoughts to other group members and when you seek clarification or justification for the reasoning behind their ideas?" Opportunities to reflect on such questions pertaining to both the group's social process and its impact on individual learning and thinking may serve to promote students' meat-social and meta-cognitive awareness simultaneously.

Incorporating such social and cognitive processing into the group learning experience is also very consistent with the literature on promoting critical thinking. Reviews of critical thinking research have revealed that one key teaching practice for developing higher-level reasoning is requiring students to explicitly formulate, reflect upon, and evaluate their ideas. These empirical findings lend support to philosopher John Dewey's classic assertion that, "We do not learn from our experience, we learn from processing our experience." 

9. Instructor as Facilitator: What role should the instructor play during group learning to promote 
    its effectiveness?

This is an often overlooked aspect of group learning in the classroom. Rather than marking papers or leaving the classroom for a coffee break, the scholarly literature on cooperative learning underscores the need for the instructor to circulate or "walk the floor," albeit unobtrusively, in order to (a) ensure that learning groups understand the task and stay "on task," (b) encourage and reinforce positive instances of cooperation and critical thinking, and (c) gain access to students' thought processes, conceptual errors, and depth of reasoning with respect to the issue or concept being discussed by learning groups. 

While the instructor does not "sit in" on individual groups (such intrusiveness might disrupt the student-centered advantage of group learning), she will circulate actively among the teams to offer encouragement, reinforce positive instances of cooperative behavior, clarify task expectations, catalyze dialogue, or issue timely questions designed to promote elaboration and higher-order thinking. Taking care not to be overly directive or authoritative, the instructor functions as a learning consultant or collegial coach, interacting with students in a much more personal, informal, and dialogic fashion than would be possible in the traditional lecture or class-discussion format. 

Moreover, instructor interaction with students in small groups may not only benefit the students, it may also enable college instructors to better "know" their students (e.g., know their names, their styles of thinking, and their styles of communicating and relating to others). This practice is consistent with an oft-cited tenet in the critical thinking literature:  Instructors can foster higher-level thinking more effectively when they adopt the role of listener in the learning process. As Stephen Brookfield (1987) expresses it in his book, Developing Critical Thinkers: "Listening well is as important to critical thinking as contributing brilliantly. Unless facilitators listen attentively so that they gain a sense of participants' backgrounds, past experiences, frameworks for understanding, and habitual learning styles, how can they make informed judgments about what exercises, methods, and materials will be most likely to prompt critical thinking?" (1987, p. 239).

In the critical thinking literature, a strong case is also made for instructors to assume the role of questioner—one who effectively prods students to come to terms not only with the content of what is being learned but also with the thought processes they bring to bear on this content. Both of these recommended roles for instructors in promoting critical thinking—that of listener and questioner—are consistent with the role of instructor as an active facilitator during the group learning process. 

While in this role of active, roving facilitator, the instructor should be alert not only to the cognitive aspects of group work, but to the social aspects as well. Specific, effective forms of interpersonal communication exhibited by students in their learning groups should be praised and utilized by the instructor for educational purposes--as concrete examples of important human-relations principles to be identified and shared with the class. The instructor has both a golden opportunity and an important responsibility during group work to foster a social environment where all students feel secure interacting with their peers, establishing a classroom climate where denigration is disallowed, where students are encouraged to express their ideas without fear of rejection or recrimination, and where diversity is actually appreciated, not merely tolerated.     

Though the cooperative-learning literature emphasizes that the instructor play an active role during group learning, it also advises that the instructor's interventions during small-group work should be non-intrusive, serving to empower rather than to interfere with the group's development of self-reliance and independence from an authority figure. For example, if the learning group requests assistance from the instructor, instead of directly answering the group's question, the instructor attempts to do so by rephrasing and re-directing the question back to the group so they may arrive at the answer themselves. This is consistent with the literature on collaborative writing groups which calls for instructors to use "Rogerian reflections," whereby they take a non-directive, learner-centered approach to help students improve their writing. For instance, the instructor might say, "It seems like you're having trouble deciding what your audience would want to read first," and then waits for students to initiate a response.

Striking the classic instructional balance between challenge and support is an essential function of the group-learning facilitator in his role as consultant to learning groups. The instructor must walk a fine line between the student-empowering role of facilitator--which, when properly done, enables student groups to be self-reliant, and avoid falling into the trap of rescuer or savior for group problems--which disables students from working independently and makes the instructor a "co-dependent" in this dysfunctional relationship. 

10. Inter-Group Dynamics: How should interaction between different groups be coordinated, and 
     their separate work integrated, in order to promote class synergy and community?           
The issue of fostering interaction between different learning groups and effective synthesis of their separate work is an important one because of its potential for (a) promoting powerful synergistic effects across learning teams and (b) creating class community or solidarity in which students perceive the class as an interrelated and unified "group of groups." Though there may be many occasions where small-group work is an end in itself and cross-group interaction is unnecessary, at least periodic attempts should be made to transform the experience of small, separated groups into a larger, federated learning community. The following practices are offered as strategies for making this transformation.

* After completion of the small-group task, one student from each learning group plays the role of "plenary reporter" who shares the group's main ideas with the entire class. The instructor can use the blackboard to write down the main ideas reported from each group, validating their contributions, and identifying important themes or variations that emerge across groups. 

* Following completion of the small-group task, one "roving reporter" from each team can visit other groups to share her team's ideas. Remaining members of her team stay together and play the role of "listener-synthesizers" who actively listen to the ideas presented by successive roving reporters from other groups and attempt to integrate these ideas with those originally generated by their own team.

* Following completion of the small-group task, each learning team rotates clockwise and merges with another small group to share and synthesize their separate work. This "group share-and-synthesize" process continues until each group has had a paired interaction all other learning groups in class. The final step in the process would be for each team to generate a final product which is a composite of their own work and the best ideas gleaned from their successive interactions with other groups.

All of these different intergroup-interaction strategies have common objectives and advantages, such as (a) providing meaningful synthesis and closure to the learning experience, 

(b) promoting synergy by harnessing and pooling the ideas generated by separate learning groups, and (c) allowing students to meet and collaborate with other classmates in addition to their teammates. 
In this fashion, group teambuilding is augmented by class teambuilding, allowing a class of students that has been deconstructed into separate and isolated subgroups is reconstructed into an interactive and    

interdependent community.
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