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Abstract

This thesis investigates two intertwined themes. The first concerns the
development of a framework for understanding, and making appropriate use of,
simulations and games as tools for learning. The second concerns the utilisation of
the term PratitionerResearcher to reflect the unity of practice and research activity

in creating ‘working knowledge’ (Symes 2000).

These themes are intertwined in the sense that the route I take to understanding
simulations and games is through the stance of a PractitionerResearcher.
Conversely the thesis aims to draw out what it means to be a
PractitionerResearcher through my engagement as a facilitator of simulations and

games.

I argue that the knowledge I generate as a PractitionerResearcher is utilitarian and
pragmatic. Grounded in my practice as an adult educator it utilises theoretical
perspectives chosen for immediate relevance rather than because of any claims to
‘truth’ or permanence. Understanding how this shapes and influences my practice
was a complex, difficult process. Using an auto-ethnographic approach, Chapter 1
outlines the development of my ‘working knowledge’ as a PractitinerResearcher.
It draws on selected personal experiences in my work as an adult educator using

simulations and games for teaching and learning.

While curiosity about historical facts initiated the research reported in Chapter 2,
the chapter focuses on uses of historical precedent for generating greater
understanding, and acceptance by participants, of simulations and games as
teaching/learning strategies. It identifies a range of contributions—from war
games, religious games, and children’s play—to the structuring of modern

educational simulations and games.

Chapter 3 explores approaches to classifying simulations and games. Its
development brought a gradual realisation of the futility of trying to establish a
single definitive categorisation system for all simulations and games.
Understanding how they can be arranged in a variety of different relationships

provides a better insight into their general features and helps in making decisions
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about when and how to use specific activities. One outcome of the work for this
chapter was the realisation of some simulations as ‘open and infinite’ in nature,

and that XB—a simulation of importance in my practice—is such a simulation.

Chapter 4 uses concepts developed in the field of chaos theory to illustrate how
certain simulations create messy but ‘chaordic’ (Hock 2002) rather than dis-
orderly learning contexts. ‘Chaos/chaotic’ once meant only dis-order, ‘messiness’
and unpredictability. Twentieth century scientific discoveries illustrate that order
is concealed within ‘chaos’ producing richly complex patterns when viewed from
the right perspective. I argue that ‘chaos’ concepts can be usefully applied to open

and infinite simulations to demonstrate how they are similarly ‘chaordic’.

XB (for eXperience Based learning) is an open, infinite chaordic simulation, and
has been a driving force in my practice for six years. The case study in Chapter 5
introduces the ‘world according to XB’ and takes the reader ‘inside’ participants’
experiences as the unfolding nature of their learning is revealed in the way they

apply theories of organisational behaviour to immediate behaviours.

Chapter 6 reflects on my experiences of facilitating XB, via a review of
interactions with some past XB participants. The influence of such a learning
process on my practice is analysed. The emotional impact of these interactions has
brought a better understanding of my own practice, and the chapter considers the

concept of ‘dispassionate reflexivity’ as an aid for the facilitator in such contexts.

Chapter 7 examines the evolution and distinctive features of the
PractitionerResearcher in more detail. As an educator, a consistent focus of my
work has been simultaneously ‘to know more’ and ‘to be able to do better’ — and
it is the interdependence of these that lies at the heart of what it means to be a

PractitionerResearcher.

It is my hope that this thesis offers a solution for practitioners wanting to combine
‘research’ and ‘practice’ into a practical and scientifically rigorous ‘whole’. For
such professionals the PractitionerResearcher model offers an integrated

approach, combining and validating ‘learning in action’ and ‘learning for action’.
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Chapter 1

Engaging with theory and putting myself into

practice

Introduction

his thesis documents the developmental process through which I have
come to understand the nature of my ‘working knowledge” (Symes
2000) as an academic practitioner, educational researcher and adult
learner. It analyses how I approach the triumvirate of practice, research
and learning. The context of this research is that working with simulations and
games for learning, and specifically the use of a simulation called XB, for which I

adopted the label of ‘open, infinite and chaordic’.

An interlinked set of arguments is presented concerning two quite disparate
features of adult learning activity. One of these concerns the broad field of
simulations and games used as learning strategies. The other concerns the way in
which adult educators who consider themselves to be either Practitioners or
Researchers may come to reconcile both perspectives so as to understand
themselves as both Practitioner and Researcher through use of a lens I call the

PractitionerResearcher.

These two themes emerged as interdependent aspects of my work as an adult
educator with the first (simulations and games) as an initiating force for the
research process and the PractitionerResearcher being the path I developed to
reconcile apparent contradictions within my experience of being a researcher and
a practitioner. It is an essentially holistic creation seeking to unify and combine,

rather than divide and separate roles and concepts.
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As it came into being, the thesis grew and changed in ways, which at times were
unexpected and challenging. This first chapter seeks to accomplish two things:
introducing the road I walked during my research, briefly indicating the diverse
landscape I visited, and then presenting the PractitionerResearcher as a way of

thinking about how to integrate theory and practice in the midst of action.

To set the scene for this thesis, the next section draws on introductory comments
used in my regular academic workshops, for the purpose of presenting a brief

account of key attributes of simulations and games used for learning.

Attributes of Simulations and Games

The use of simulations and games, for supporting and challenging adult
learning, has been a core part of my practice since the mid-1970’s, and this thesis
has provided an opportunity for an exploration of their influence on my practice,

as well as the nature of the activities themselves.

At the 2002 International Simulation and Gaming Association (ISAGA)
conference in Edinburgh, I proposed that ‘simulations and games’ include all
interactive representations of perceived reality—past, present, future—used for learning
purposes (Leigh, 2002). As the field is so broad I have limited my considerations

here to activities used in educational settings for learning purposes.

In Chapter 2 I explore how simulations and games have played a part in human
endeavour for thousands of years, as vital components of political manoeuvring,
and formal and informal social interaction and play. However, at the beginning
of the twenty-first century they are still not fully accepted as appropriate
strategies for formal educational purposes. It is my hope that this research will

contribute to their wider acceptance as appropriate teaching/learning strategies.

In my educational workshops I identify seven key attributes—three ‘structuring’
factors and four ‘fundamental elements—helping to delimit the structure and

create a unique individuality for each activity.
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Structuring factors

The structuring factors define the ‘natural” order of events in simulations and
games, which, like any good story, have a ‘beginning’ a “‘middle” and an ‘end’.
While these may have quite different appearances at times they can really only

occur in one order, as follows:

1. The briefing—is the process of introducing the activity, setting out the
basic rules for play and providing any essential information. As the only
person who knows about what lies ahead, the facilitator retains control of

the briefing.

2. The action—for much of this phase participants have total control. They
act as they see fit, in accord with information received in the briefing, and
their behaviour creates the shape of the event. The facilitator has a
watching brief, or may take certain actions as defined by the design of the

activity.

3. The debriefing—is the stage during which facilitator and participants share
control of the process. Their mutual goal is to identify and explore the

learning emerging from the experience of the action.

Construction elements
The four construction elements that bring a simulation or game to life are:

1. The rules—guiding the action, creating the fabric of the activity, and

shaping participants” behaviour in regard to how they produce the action

2. The roles—delimiting behaviour for the duration of the activity. They may
be as simple as being one’s self behaving slightly out of character for a
brief period, or so complex as to be presented via several pages of

description.

3. The scenario—may be very simple or hugely complex as the setting within
which participants operate. A well-constructed scenario draws out the

human capacity for imagination and creativity.
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4. The recording processes—provide a platform for identifying new
knowledge, and document participants” behaviour to support exploration

of learning outcomes.

Unlike the structural factors these elements do not occur in any particular order
but are contiguous with each other. All are interconnected and equally
important. In general the rules guide the learning via participants’ enactment of
roles that combine to produce records of the lived experience of a scenario. An
observer, watching a simulation in action is unlikely to think of the elements
separately, although the debriefing may temporarily dismantle their

relationships for the purpose of analysis.

Combinations of these seven attributes produces simulations and games that are
highly interactive, individually distinctive, and ‘play with’ concepts of learning,
understanding, knowledge and power relationships in teaching/learning

contexts.

Introducing the PractitionerResearcher

An early intention for the work of this thesis was to examine the field of games
and simulations in general and then focus on a powerful simulation, called XB?.
This is a cornerstone of my own teaching practice, and is a source of both
successes and challenges for participants, and for myself as facilitator, as well as

being the cause of disturbances within my work context.

Although the final document addresses partly true to this intention, a significant
change in my understanding began to occur as a result of conducting the
research. This concerns the concept of not treating the Researcher and the
Practitioner as if they are two distinct entities. Instead it considers their

integration as interrelated aspects of the one professionally effective educator.

' XB is a semester long experiential learning activity which I argue, in this thesis, is a particular
form of simulation. Its exact nature is gradually unfolded (so far as this is possible) through the
development of my argument in this thesis.
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As an educator I am familiar with the “yin-yang’ concept of eastern traditions
and routinely combine aspects of research and practice in a holistic stance that
regards itself as neither ‘one” nor ‘the other” but both at once—with differing
levels of importance being accorded to each at different moments. Each always
contains the ‘seed” of the other, alerting the educator to the implications of each

mode for the practices of the other.

I have come to call this holistic approach the ‘PractitionerResearcher'—a term
arising from attempts to fit myself into the role of purely objective academic
‘Researcher” for the purpose of this thesis, while continuing to be a highly
pragmatic ‘Practitioner” in my role as an adult educator. The term represents my
experience of the impossibility of dividing my life into segments that could be
examined objectively and separately. A purely academic researcher focused on
theories and models that may, or may not, translate successfully into ‘real life’
will not be concerned with the ‘both at once-ness’ of holistic approaches to
research and teaching. Neither will the teacher who does not think about
stepping back to view her work or seek other sources for review, growth and

progress.

Analyses of the ‘practitioner-researcher’ (Jarvis 1999) are usually presented from
a ‘researcher’ perspective, examining the work of the ‘practitioner’ from a
position located outside it. This is the case even when, at other times, the
‘researcher’ is also a ‘practitioner’. The stance seems to involve observing and
writing as either ‘researcher’ or ‘practitioner’ alternately, and to be placing a
higher value on the work of the ‘researcher’ rather than that of the “practitioner’
in a subtle but profound manner. Although imbued with a belief about the
necessity of adopting an objective ‘external’ stance for this research, I found
myself unable to position my ‘self as researcher’ as an entity separate from the
‘self that is practitioner’ in the context of this writing. A separation of this kind
implied a belief in the value of sustaining a totally objective stance; yet, given the
nature of my research focus, this was becoming both unrealistic and impossible

to sustain. I remain both ‘practitioner’ and ‘researcher’ at all times, while
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consciously giving precedence to ‘one over the other” only as the context and

purpose requires.

Understanding that I could assert the right to co-locate “practice’ and ‘research’
within myself as a single harmonious entity did not come easily. The notion
challenges the expectations of those who wish to “...privileg[e], perhaps as the
manifestation of reason, the domain of “distanced” theory”. Marcus records that

Bourdieu articulated a rationale for this “distancing” when he wrote that:

. theory—the word itself says so—is a spectacle, which can only be
understood from a viewpoint away from the stage on which the action is
played out, the distance lies not so much where it is usually looked for, in
the gap between cultural traditions, as in the gulf between two relations to

the world, one theoretical, the other practical. (p 44 Marcus 2003)

I completed the coursework assignments for this professional doctorate from
within this “distanced” theoretical perspective, taking care not to intrude on the
‘stage’, implicitly accepting the viewpoint described by Bourdieu as the norm for
research. However, my practice was inexorably becoming the site of my research
and, continuing with the theatre metaphor, it was becoming impossible to
separate myself as ‘observer/director’ from myself as “actor’. For a long while I
remained unable to produce a meaningful resolution to what appeared to be an

unresolvable dichotomy between ‘research” and “practice’.

My search for a resolution to this problem was not particularly orderly and
logical since I could not, at that time, identify the nature of my problem nor how
I might resolve it. A colleague who could more clearly identify my dilemma once
asked, "How’s the interconnectedness of everything coming along?” Around the time
he asked this, I had designed, and had made, a piece of jewellery representing
this interconnectedness and my belief in the validity of seeing ‘each in the other’.
Modelled on that ‘yin yang’ image from eastern philosophical traditions, it
represented my world-view—which ‘felt’ valid, but seemed paradoxically

unresolvable in terms of objective research methods expected of this work.
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In regard to changing perceptions about research methods in the wider research

environment Skyttner notes that:

The world where classical positivistic science and technology obtained
their great success has now vanished and is already part of history. But
the way of thinking promoted by this epoch is still lingering into our social

consciousness, sometimes like a burden. (p 7 Skyttner 2000)

In his work on the use of systems theory and its applications as an alternative to

traditional research paradigms he suggests that:

...all who attempt to solve problems, make recommendations and predict
the future, need theories... to provide a simplified presentation of complex

ideas by establishing connections between hitherto unrelated phenomena.

(op citp 8)

He nonetheless cautions his readers to remember that the benefit of any
particular theory has far less to do with its truthfulness than with its

usefulness’.. .different needs obviously demand different theories.” (Skyttner 2000)

As Clarke points out, teachers theorise all the time but largely for their own
individual purposes and as a personal endeavour. Although an important aspect
of the profession, “...it is not generally accorded as much importance in the field as is
formal theory development.” (Clarke 1994). In my own case this was a relevant, but
well concealed, factor influencing my (apparent lack of) progress in developing a
‘theory” about my practice. In fact I already had a ‘well developed” theoretical
framework—I was just unaware of it as ‘separate from’ the actions of my
practice. The research process itself was allowing me to finally see the changing
nature of both my workplace and my practice, but for a long time did not also
bring to light the underlying theory that was informing my decisions and actions
moving me ever further away from conventional teaching processes towards my

present use of games and simulations as learning tools.
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When [ attended Lesley Scanlon’s? doctoral seminar towards the end of the
research phase of my preparation, it was out of idle curiosity. I was not expecting
to find a solution to my frustrations about the difficulties of needing to separate
the roles and perspectives of ‘researcher’ and ‘practitioner’. However her
observations provided the essential spark of inspiration needed to ‘reinvent’
myself as a PractitionerResearcher. She noted how the hyphen separates the two

positions of ‘teacher’ and ‘researcher” but also signals:

... the possible joining of these disparate elements, the dissolution of this
manifestation of the theory-practice dichotomy and the creation of a new

educational conceptualisation. (p 4 Scanlon 2002)

Her wonderfully simple proposal of removing the hyphen from ‘Practitioner-
Researcher’ also removed the obstacles created by the painfully artificial
separation of ‘self as practitioner’ from ’self as researcher’ and provided—in a

keystroke—a means of establishing unity within my practice and my research.

Thanks to my encounter with Scanlon’s realisation, it became possible to align
my practitioner self with both my research action and learning intentions and
brought into being a way of writing from within the indivisibility of teacher and
researcher. Therefore, throughout this work the term ‘PractitionerResearcher’ is
used to indicate a holistic or integrated mode of operation where researching,
practising and learning are united rather than artificially divided into discrete

and convenient parts.

This indivisible nature of my practice and research is consistent with my long
time use of the principles and processes of action learning (Pinchen and Passfield
1995) and action research (Kemmis and McTaggart 1982) for developing my
capabilities as a learner and a practitioner within my field. An action
learning/research  cycle involves activity,  reflection,  analysis  and
implementation—all undertaken with deep awareness of the contribution of

learning as both motivator and change agent. My research process followed this

* At a post-doctoral seminar after completing her studies at the university where I work.
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cycle, in that I began by taking action to improve my own capabilities, at first
somewhat casually observing the outcomes, before gradually realising the need
for, and value of, deeper analysis of why certain things worked and others did

not.

I use an action learning rather than an action research focus, being more interested
in skills and knowledge for individual change (Pedler 1991), rather than the
creation of change strategies for use in group, organisational or social contexts
(Bunning 1992). Action learning has influenced my approach especially in regard
to viewing research as a cyclical process involving both ‘researcher” and “subject’
as co-creators of the research ‘product’. In ‘producing’ myself as a
PractitionerResearcher, I am proposing that distinctions between research done
‘on” and ‘by’ Practitioners serve to obscure rather than illuminate their research
activities. Such distinctions unnecessarily privilege ‘objective’” research and can
lead Practitioners to devalue their ‘knowing’ of themselves as Researchers. My

goal is to redress the imbalance.

Engaging with theory

Adult educators, along with other professionals, often suggest that
competent performance is a matter of familiarising oneself with theories
and then of putting these acquired theories into practice as relevant
occasions arise... Though an understanding of theoretical constructions is
important to any serious vocational endeavour, it is more efficacious to

think in terms of engaging thoughtfully with theory and then, putting

ourselves into practice, rather than putting theory into practice. (p 71

Collins 1991)

From the beginning of my work with adult learners, I sought to reconcile for
myself what appeared to be a gap between theory and practice. Becoming
familiar with theories, then applying them to practice was not my experience. I
seemed to do things, and then find that various theories could explain the ‘why’

of my practice. That theory need not necessarily precede practice was a pivotal
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personal insight—which now informs and influences all my work, and gives me

the confidence to continue “putting myself into action’, as Collins advocated.

As an emergent PractitionerResearcher implementing Collins” advice to engage
with theory and put myself into practice, I began to perceive research processes
quite differently eventually realising that I was using an ‘autoethnographic’
research strategy (Ellis and Bochner 2000) to achieve my present understanding
of how I conduct research and integrate the results into practice. Ellis describes

this strategy in this way:

I start with my personal life. I pay attention to my physical feelings,
thoughts and emotions. [ use what [ call systematic sociological
introspection and emotional recall to try and understand an experience
I've lived through. Then I write my experience as a story. By exploring a
particular life I hope to understand a way of life... (p 757 Ellis and
Bochner 2000)

Starting with my life and drawing on my own experiences to explore the
knowledge, beliefs and values that underlie my practice has led me into avenues
of teaching practice deviating further and further from the conventional. This
practice and my pragmatic approach to research developed side by side, and it
was the act of writing about the nature of their relationship that enabled me to
articulate the PractitionerResearcher concept as a way of describing the
‘interconnectedness’ of theory and practice in my work. Ellis suggests, in this
regard, that “the goal is to use your life experience to generalise to a larger group or

culture’” (p 757 Ellis and Bochner 2000).

As is the way of emergent learning I only found this research framework after 1
had been using it implicitly for some time. In contrast with more conventional
research strategies, which call for decisions about ‘research method” to be made
early in the process, I had been working on this project for some time before
encountering autoethnography. Indeed it really only became possible to
recognise its relevance once I understood sufficiently the unfolding nature of my

own learning.
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Thus my research processes were rather more theoretically eclectic and colloquial
than orderly and sequential. My practice was to search out ideas of use to the
needs of the particular task I was undertaking. I collected themes and concepts in
a highly pragmatic manner, which could appear haphazard to an observer not
privy to an orientation towards ‘making sense of things as they are’. As a
Practitioner I am more concerned with using ‘reasonable” explanations of current
experiences and problems than with idealised concepts of what ‘should be’ in
such settings. I have also at times been bemused by ‘ideological’ differences
among theoretical traditions and practices whose proponents sometimes seem

more concerned with issues of ‘rightness’ than with “usefulness’.

Through continuing analysis of my own story I have developed a capacity to
engage with theory in more complex ways while retaining a focus on pragmatic
needs. I have learned to enjoy theory for its own sake, while valuing my work as
a valid exposition of practice and research as co-joined and co-equal partners in
development of concepts and theories about practice. So what is the nature of

that practice?

Putting myself into practice

Rogers (Rogers 1973) suggests that good practice involves beginning with what
the student brings to the learning encounter, and while I may have been doing so
since my early encounters with adult learners it took much longer to understand
the full impact, on myself and my practice, of operating this way, and even
longer to be able to explain how the two can seamlessly engage with the needs of

the moment to become what I now call an ‘embodied” performance.

Lesley Scanlon’s memorable presentation threw new light on my extensive use of
various media, including journals, email discussions, video and audio and
taping—and of course, conversations—to explore and record the design and
outcomes of specific examples of my performance. In reviewing my use of these
sources I identified four factors that contribute to what and how I learn. Their

application results in on-going adjustments to my practice, and are:
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» a preference for experiential learning—uniting “thinking’ with ‘doing” and

‘feeling’

» risk-taking behaviour—doing things differently in teaching/learning

contexts long before having a full understanding of the process used

* the habit of ‘thinking in my mouth’>—verbalising observations about
particular events and experiences in order to ‘hear” what they sound like,

thus provoking further analysis as I interact with listeners

* an ongoing need for personal improvement—driving my continuing

exploration of both theory and practice

The first three are externally visible behaviours, effective in aiding my learning
because of their use of active engagement with others. The drive for personal
improvement arises in part from encounters with theoretical terminology
describing aspects of my practice for which I had previously felt no need to
develop a ‘name’. While I could carry out my practice proficiently, I often found I
had no ‘words” with which to describe it. My journals indicate a continuing

affinity with T S Eliot’s lament that:

Between the thought and the action
lies the shadow

(Eliot 1980)

I have come to understand that - for a PractitionerResearcher - between the
‘action” and the ‘thought’ lies the shadow of ‘words’. My actions have no need of
a name to be effective, until I am asked to describe them. Then the task seems
daunting, opening up a gap between the ‘doing” and the ‘name’. As a new recruit
during the First World War, Henry Reed wrote about this gap between “action’

and ‘thought’ created by “words’, in his poem ‘Naming of Parts’:

Today we have naming of parts. Yesterday,
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We had daily cleaning. And tomorrow morning,
We shall have what to do after firing. But today,
Today we have naming of parts. Japonica
Glistens like coral in all the neighboring gardens,

And today we have naming of parts.
(Reed 1983)

Reed presents his observations of his own experience from a ‘third position’
perspective (Knight 1998)—an objective and distanced view. He and his reader
stand silently apart from the room full of army recruits anxiously learning the
names of parts of a life-saving/death-dealing tool, while spring flowers offer a
calm tranquillity beyond all their reach. This metacognitive? stance presents the
reader with a picture centred between death and beauty, where understanding is
altered only by a single change in perspective, and captures the nature of the

‘gap’ between thought and action quite beautifully.

The PractitionerResearcher stance requires ability and willingness to adopt a
similar third person perspective on the nature of one’s own performance within
the duality of practice-based research—that is also research-based practice. For
example Tuckman’s theory (Tuckman 1990) identifies ‘storming’ as an inevitable
stage in the pattern of group development, as individual members evaluate
power relationships among themselves. As tensions and stresses emerge, a
facilitator of a complex simulation, appreciating that Tuckman’s theory describes
this as simply part of a larger “pattern’, knows to refrain from taking any action
that could interfere with the evolution of the group to the next stage. Like Reed
they ‘see’ both the current tension and future possibilities and must await

developments.

3 This was my son’s exasperated description of my behaviour when I was, once again, detailing
some learning ‘adventure’ (long forgotten) from which I was not yet able to extract the learning
that I must have expected.

* Metacognitive thoughts do not spring from a person's immediate external reality; rather, their
source is tied to the person's own internal mental representations of that reality, which can include
what one knows about that internal representation, how it works, and how one feels about it.
Hacker, D. J. Metacognition: Definitions and Empirical Foundations, The University of Memphis.
2003.
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‘Living’ a theory then ‘finding’ it

Proposing the appropriateness of using one’s self to learn about others, Ellis and

Bochner report that:

...social scientists recently have begun to view themselves as the
phenomenon and to write evocative personal narratives specifically
focused on their academic as well as their personal lives. Their primary
purpose is to understand a self or some aspect of a life lived in a cultural

context. (Ellis and Bochner 2000)

In the context of this research the ‘self’ that I have been putting into practice is
specifically that of an academic teacher facilitating a complex and unsettling
simulation called XB (for eXperience Based learning) within a traditional
academic context, where such an approach to teaching and learning is at variance
with more generally accepted practice. In seeking to understand such a “self’ I
have also been thinking deeply about what learnings and insights could be
useful for other educators undertaking similarly ‘out-of-the-ordinary’

teaching/learning projects.

In learning to think about my actions as a process of “putting myself into practice’
I have had to attend to theory and research in new ways and consider my
practice quite differently. Mangham notes that human beings may become
conscious of our behaviour and reflect upon our actions at times when "...a
performance becomes ‘laboured’—a matter of effort.” (Mangham 1986). As an

endeavour to theorise my practice, this thesis introduced into my life exactly the

kind of ‘effort’ to which Mangham is referring.

‘Putting myself into practice” was a comparatively simple and enjoyable matter,
as long as I did not also have to consciously theorise either the actions or the
principles informing it. It became harder to be ‘natural” as I pursued the task of
engaging awarely with theories and concepts in a cerebral and not only a
practical manner. In effect I was living my theories without being aware of this as

a habit. The change that has been wrought is the ability to do so awarely.
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From my earliest teaching experiences I was highly pragmatic, preferring to
respond to a context and participants’ apparent needs, rather than use
conventional ‘teaching’ practices. Student feedback confirmed the fidelity of my
practice (as far as I was concerned) and, since I was left largely to my own
devices, I was free to improvise in accord with current needs. On more than one
occasion, setting out to comprehend some particular theoretical framework, I
found it to be describing an aspect of my practice for which I had not previously

possessed a ‘name’. An example can help illustrate this phenomenon.

During my first adult education program, an older woman came to me before
class, apologising for recent absences due to events in her workplace. I welcomed
her back, arranged help for her to catch up, and thought no more of it, not
revealing that I had not noticed the absences. At the end of the year she told me
that for her this was a life-changing moment. Her fear of rejection had been
almost overwhelming. Having tried to complete high school before and failed,
she knew that if she did not ‘come back’ this time she would never achieve her
career goals. My welcome allowed her to re-enter her most feared context—a

classroom—and complete her studies.

In the years since, her simple expression of gratitude—coupled with my
awareness of my actual frame of mind in the moment she described—serves as a
constant reminder of the fragility of teacher/student relationships in adult
learning contexts. Much later, when I encountered Carl Rogers’ tenet of
“unconditional positive regard” (Rogers 1973), 1 seized upon it as a way of
describing and informing my preferred behaviour in such contexts, although it
was several years before I made the connection between that exchange and

Rogers’” intent.

This was a cycle of learning that began with experience, moved to reflection on
experience, identified a learning outcome embellished with further reflection and
modified by addition of new (theoretical) knowledge, until reaching eventual
awareness of the theory in my practice. In Collins’ terms I had engaged with
theory to explore my practice and found that I was already living that theory in

practice in the form of am intuitively based mode of operation. The outcome of
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such a cycle is not a simple continuation of old practice, but a better
understanding of the reasons for that practice and therefore a more aware and

explicit application of its intent.

Changing context, continuing practice

Over the years, life circumstances, and a preference for ‘action” over ‘analysis’,
kept me in a tension of seeking widely for ‘theory” to inform “practice’, while
continuing to develop practices to fit the context, seldom analysing my choices to
see what they might indicate about assumptions and personal beliefs underlying
my performance. I worked with informal ‘study groups’ to improve my practice
as an adult educator, while intermittently undertaking further formal education
to understand the theory. Perhaps inevitably, this use of two such different

strategies served to separate, rather than unify, the elements of my “knowing’.

While it is an artificial construct to talk about a continuing separation of ‘thought’
and “action’, T S Eliot’s notion of ‘the shadow’ is a powerful description of my
experience. I conduct ‘research’, during which I absorb new information and
integrate it at a level that seems to be ‘other than” conscious. Then, moving into
‘action’, I enter a state akin to that which Michael Csikszentmihalyi (1991) has
explored under the title of ‘flow’. In “putting myself into practice’ I apply theory
fluently, attending to the demands of the moment rather than to the form of the
theory, and in doing so remain (for longer or shorter) unaware of the ‘shadow’

that is the hidden influence of the theory itself.

This is evocative of the concept of “unconscious competence’s. within a matrix

linking levels of ‘competence’ and degrees of ‘consciousness’ that I first

5 At that time I did not seek a reference for this. Searching for its provenance I encountered an
interesting phenomenon—no-one else seemed to know! The following reference is thus provided:
“I placed the query about the origin of the matrix on to the Action Research list. It has sparked a
similar discussion to [this one] spinning off into an interesting discussion about tacit and non-tacit
experience. Confusion about the origins remains; lots of head scratchings and wonderings:

Jack Whitehead said: In a paper on the problems of legitimating an action research Ph.D., my
colleague Paul Denley writes about his learning in terms of a movement from Unconscious
Incompetence, Conscious Incompetence, Unconscious Competence and Conscious Competence.
Paul's reference to this model is: Dubin, P (1962) ‘Human Relations in Administration’,
Englewood Cliffs, NJ, Prentice-Hall.”
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encountered in the 1970s” among other models for thinking about learning and
training. It represents learning as beginning with “unconscious incompetence’
moving to ‘conscious incompetence’ thence to ‘conscious competence’ before

slipping into the ‘flow” of “unconscious competence” as shown in Figure 1.

Absent
Unconscious Conscious
Incompetence Incompetence

Q

P Q

i B

‘@

=t

i ©

s

iU

B ; :

BB | - | :

i@ ‘ Unconscious | Conscious

i ;compc[cncc COI}’lpCtCHCC

High
igl L =
Competence

Figure 1 Consciousness and competence-a learning matrix

In this light it seems that Collins” proposal to engage with theory and put oneself
into practice is equivalent to an invitation for adult educators to work towards
achieving unconscious competence as both ‘more than” and ‘other than’

appropriate application of relevant theory.

In the state of ‘flow” I know why I am doing things—asking questions,
challenging participants, following lines of discussion, introducing activities etc.,
and the process produces desired results. Afterwards, however, when colleagues
ask: “Why did you do that?” I am often at a loss to explain my actions in any
meaningful manneré—if the notion of “‘meaningful” is limited to direct reference

to specific theories.

% While travelling with a colleague to lead a team conducting a three-day residential workshop for
managers, | detailed what I expected to do and say in the first 90 minutes noting how this fitted
with the program goals. At the coffee break, just over three hours later, she asked: “Why did you
do that?”—and told me that nothing on my stated list of intentions had actually been implemented.
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I attend to learning about how and why particular concepts might be relevant to
some current context, plan how to use them, and move into action focusing on
interactions with the group. Sooner or later, but usually sooner, I lose track of the
‘theory” which drops below any conscious level of thought. For a long time I
assumed that, on each such occasion, I had ‘lost’ the theory and would
experience frustration that ‘once again’ I had been unable to “put theory into

practice’.

Time Line theory (James and Woodsmall 1988), indicates that I am an “In Line’
person who prefers to ‘look ahead’ to the future and has difficulty ‘standing
aside’ from the stream of events for the purpose of discovering trends for
objective analysis. Use of an action learning strategy requiring ‘reflection on
action” ((Schon 1983) helps focus my thinking about my ‘behaviour in action” and
provides a means of uncovering the interdependency between the theories and
experiences that shape my actions. Action learning is now such a “partner” in my
practice that while I consistently score most highly as an “Activist’ (Honey and
Mumford 1986) in terms of my preferred learning style, I am considered, by

those who observe my practice, to be a ‘Reflector” and/or “Theorist’”.

As a Practitioner I will continue to ask about the "how’ of practice. As a Researcher
my interest is sparked and challenged by questions about the “why’ of that
practice and its goals. As a PractitionerResearcher the impact of both concerns will
be most clearly evident as a “holistic” approach to teaching and learning, working
to integrate the learning derived from both. The conscious effort to combine
these two approaches began with my valuing of involvement in practice ahead of
the detachment of objective research, but through the process of writing has

moved inevitably towards appreciating their combined powers.

She felt instead that she had observed one of my ‘celebrated swerves’ (a term coined by another
colleague alternately admiring of, and exasperated by, such abrupt changes). I achieved all my
nominated goals—but in a manner so different from my prior description that she could not
imagine what had caused me to make the drastic changes to my intentions. Neither could I
articulate the array of cues that had caused the ‘swerve’.

7 This occurred for the first time during David Kolb’s workshop at an ICEL conference at
Hawkesbury College in 1990, where I declared myself as an Activist, and was told by almost a
dozen of my students, present at the workshop, that they all saw me as ‘highly theoretical and
analytical’. ‘Knowing’ myself as an Activist I ignored this feedback for some time!
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Encountering ‘Working Knowledge’

Concepts of ‘working knowledge” were quite a late addition to the structure and
content of this thesis yet, once admitted, became vital elements binding together
my ‘knowledge about’ the field of simulations and games for learning, and the
skills I have developed to ‘be able to’ design and use them effectively and

appropriately in academic and workplace contexts.

In their introduction to a collection of research papers on ‘Working Knowledge:
Productive Learning at Work” Boud and Symes describe ‘working knowledge” as
‘knowledge that leads to increases in productivity and to more efficient and potentially
more satisfying labour processes” (p 2 Symes 2000). In the same volume Chappell
observes that knowledge gained via ‘disciplinary” study in formal contexts is
being questioned for its ‘adequacy and utility of content’ ( p 73 Chappell 2000) when
compared to the ‘contemporary workplace [as] a primary site of knowledge production,
with knowledge production the key element to economic success” (ibid p 73). His chief

concern is the impact of new conceptions about knowledge, which see it as:

...not judged in terms of claims to certainty, nor in terms of its consistency and
allocatedness within the existing knowledge schema of traditional disciplines.
Knowledge is not so much judged in terms of any generalisable claim to
intellectual progress but more in terms of its economic benefit. It is not judged in
terms of its ‘truth” status but rather its utility in maximising the efficiency of

social and economic systems

In this re-configuration, working knowledge is constructed as both transitory and
performative ... It is also transdisciplinary, not bounded by traditional
epistemological classification and is grounded by context making no claim to

generalisability. (op cit p 76)

In Chappell’s description I recognise key aspects of the knowledge underlying
my practice. It is ‘utilitarian—or ‘pragmatic’—in that it is re-developed and
reconstructed repeatedly in terms of its efficiency for the needs of emergent

situations. It is also certainly grounded in the ‘performance” of my practice rather
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than as intellectual conceptualisations in the form of the written word. As such, it
exists as a ‘process within’, while also being reproducible (for example in
students assignments) as the ‘product of’ my efforts. As such it is, to some extent,
transitory and permeable lasting perhaps only for the duration of a single
teaching episode, while also enduring, albeit in forms amended by the

acquisition of new understanding.

I make eclectic use of discipline-based information for help with problems arising
in my practice, reading widely across disciplines from science to psychology,
archaeology to botany, history to sociology and management to philosophy.
And, of course, it is my Practitioner orientation towards contextual needs that
motivates this wide-ranging and on-going exploration for new knowledge, rather

than any search for ‘certainty” or proof of the “truth” of what I know.

At least one aspect of the concept of ‘working knowledge” described by
Chappell—the issue of its ‘generalisability’—is a less useful descriptor. As an
educator my ‘knowledge” must be, to a very great extent, generalisable to be able
to meet the needs of those I teach. And my experience is indeed, that the

information I present, and the manner of its presentation—uwhich together

7

constitute my ‘working knowledge’—are generalisable.

In endeavouring to ‘live the theories I teach’ my goal is to model a
teaching/learning methodology, which demonstrates in action the theories I am
presenting. Perhaps in respect to notions of generalisability, my ‘working
knowledge’ could be more aptly described as ‘my knowledge at work” modelling an
approach to being an adult educator that is both visible and presented in a
manner making it possible for others to consider it for their own use. In regard to
the "visibility” of this melding of theory and practice, a student wrote to me at the
end of a period in which I juggled completion of this thesis, a full teaching load
and family, social and community commitments: ‘I very much like your style of

teaching . . you place very much emphasis on the learner.” (MTA 2003)
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And another referenced a model that I have long held® as a guiding principle for
my approach to the role of educator, especially in regard to the role of facilitator

of simulations, when she wrote:

I am reminded of a saying within a book written about Carl Rogers:
Lao-Tse, 2500 years ago( in Rogers 1983):
But of a good leader, who talks little,
When his work is done, his aim fulfilled,
They will all say: “We did this ourselves.” (2003)

Thus my encounters with concepts of ‘working knowledge’ have followed the
same pattern as noted for other aspects of the development of my practice. I
evolved a strategy, applied and developed it, found a ‘name’ for it (e.g. Lao Tsu’s
observation) and model it, as far as without having to state a theoretical

expression of it.
The gap between ‘knowing’ and ‘writing’

It was always going to be difficult for me to be neutral and ‘uninvolved’ as a
researcher and I gradually became aware that ‘being within the body of the
researcher while also ‘being the researched” was causing confusion and adversely
affecting the progress of my thesis. Some time after beginning to write up my

work I was advised by my supervisor that:

...there is a fundamental incompatibility between the nature of your
'knowing' in this area and its expression in an academic text—this is a

major source of difficulty.

My journals and reflective writing are valuable tools for me, and after reading

this comment I recorded in the concurrent volume that:

8 The earliest notes about my use of this reference, as a design principle for a management
development program, are in working papers for the conference presentation associated with
Leigh, E., R. Gorrie, et al. (1992). Metaphors, Magic and Organisational Change. Second World
Congress on Action Learning - transforming tomorrow today, Brisbane, Australia, ALARPM.
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I need to understand more about the 'what and why' of the thinking behind

this statement.

I am assuming that achieving this understanding will provide effective
guidelines for working my own way further into the concepts involved in

writing about 'working knowledge' from within 'working knowledge'.
(Journal notes, 2000)

One early possibility for the focus of this research towards a Doctor of Education
was to identify and recommend development options to improve adult
educators’” knowledge and use of simulations in learning contexts. By focussing
on my own practice-based problems and issues I had intended to extrapolate my
learnings to the fields of adult learning and simulations and games. Inexorably,
however, the focus shifted to resolving the dilemma of the apparent
‘incompatibility’ between my innate ‘knowing’ and ‘its expression in an

academic text’.

Was I to infer, from my supervisor’s observation, that my ‘knowing’ was
somehow inadequate—less than ‘academic text’? Was I being advised to alter my
‘knowing’ and my expression of it in some fundamental way? And, if the
problem did not lie within my ‘knowing’, what was I missing in my efforts to
produce an ‘academic text’? And what did all this suggest about the nature of my
practice and the moment-to-moment choices I make as a practitioner using

simulations for learning?

At the time I did not fully appreciate ‘that there is an inevitable difference in
understanding between the interpreter and the author of a text that is created by the
historical distance between them’ (Klein and Myers 1999). Realising this led to
recognition that such differences were a reason for developing a better
understanding of both my practice and my expression of it rather than a cause

for abandoning my text.

The images in Figure 2 are on the cover of the 2003 XB manual. Looked at one

way they are pairs of faces with, respectively, a neutral or aggressive demeanour.
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Looked at from a slightly different perspective, they are large ornate Grecian
urns awaiting fruit or flowers! The viewer must consciously shift perspective to
see each of the four images. They are visual examples of the concept of ‘multiple

perspectives’ in which one image has more than one possible interpretation.

Figure 2. Images of 'multiple perspectives’

I was familiar with such representations of the concept of ‘multiple
perspectives’®, so grappling with questions about the nature of my writing and
my practice helped identify that a ‘multiple perspectives’ approach could
provide a way of thinking through the “incompatibility” in a manner that did not
require use of an ‘either/or’ (reductive) solution. I could, instead, use a
‘both/and” (inclusive/holistic) perspective in such a way that I could articulate

my own ‘knowing” and also produce it as an acceptable ‘academic text’.

With this in mind I gave up the development of a conventional research question
to explore my practice and the knowledge underlying it in new ways. I wanted
to gain insights into this issue of “incompatibility’, and to do so from ‘within” the
role of the researcher. I need not be an ‘objective’ researcher, but could learn to
give more credence to my practice, not at the expense of theory but in concert
with it. Understanding that I need not stand outside the subject of the research, I

began to confront the problem of balancing two quite different demands.

To achieve an understanding of what it is that I do ’know” and how to explain it

appropriatelyl had to be, for a while, totally subjective and highly personal in

9 The notion of ‘perspective’—borrowed from artistic endeavour—is now used widely as a
metaphor for being able to ‘see things from more than one point of view’.
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exploring the origins of my principles and practice. Simultaneously I had to learn
to write more objectively, impersonally and analytically about the experience
that is my working life, in the context of being a research subject. With these as
imperative driving forces I turned to an exploration of my development and

career path, examining the choices leading to this point in my life.

I was excited by what I unearthed by this process, and wrote extensively about it.
Virtually none of this writing is included in this final text, as it proved to be the
last time I needed to resort use of to the kind of writing that I was advised was so
problematic. Nonetheless its creation was an immensely freeing step in helping
understand how I ‘came to be what I am’, and enabled me to articulate what I

have done and learnt.

The final form of this thesis

Having finally established this, the various components of my research that had
been continuing, alongside this struggle to establish my own “voice’, came into
focus. That is, the research together with the writing process enabled the necessary
shift in perspective which introduced the lens PractitionerResearcher, as well as
continuing to develop my understanding about the field of simulations and

games.

As a Practitioner I had frequently encountered the need to justify my approach to
teaching via the use of simulations and games. I had therefore been
prompted—by practical considerations—to research their background and
rationale. This began with an historical perspective to uncover answers to some
‘frequently asked’ questions about their educational validity. At the same time
the knowledge acquired in the course of this process provided valuable insights
into my own work of creating original games and simulations, and advising

others on appropriate choices of activities for use in particular situations.

Thus my on-going interest in the history of simulations and games contributed to
the improvement of my teaching practice, supporting and enriching the

capabilities of adult educators whom I taught, particularly those whose work
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became the content of the two books I published collaboratively in the early
stages of this research (Leigh and Kinder 1999; Leigh and Kinder 2001). Chapter 2
examines these historical perspectives to develop an understanding of how
particular forces shape the design and application of contemporary simulations

and games.

Chapter 3 explores approaches to classifying simulations and games. Its
development brought a gradual realisation of the futility of trying to establish a
single definitive categorisation system for all simulations and games.
Understanding that they can be arranged in a variety of different relationships
provides a clearer insight into both their general features and helps in making
decisions about when and how to use specific activities. One outcome of the

work for this chapter was identification of XB as ‘open and infinite” in nature.

The scientific discoveries known variously as ‘chaos theory’, ‘chaos’ and
‘complexity” have been revealing for some time that the inherent unpredictability
of life does, in fact, have an underlying order, which can be discovered but
seldom “predicted” (Waldrop 1992). Drawing on these concepts Dee Hock (Hock
1996) coined the term ‘chaordic” to describe business organisations able to adapt
to changing circumstances and containing within them both orderly functions
and chaotic behaviours. Acceptance of the existence of chaos within order and of
order within chaos is widespread, although their underlying scientific principles
are yet not influencing educational processes and practices in tertiary
environments like my own. Chapter 4 introduces a number of these ‘chaos’
concepts as tools for examining the internal ‘workings” of XB and assists in

identifying XB as ‘chaordic’.

Chapter 5 is a case study of XB. As much as words can, it provides a graphic
illustration of the way that it “‘comes to life” during each iteration, and introduces

some of the patterns and learnings that can come out of it.

Chapter 6 reflects on my experiences of facilitating XB. It explores factors shaping

my practice as a result of my interactions with its impact on participants and
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peers, and reports on a number of episodes through which I have come to

understand my own practice better.

The gap in my understanding about research and practice has narrowed
inexorably, especially as I worked on this thesis. As discussed, the “-” between
Practitioner and Researcher has been entirely dispensed with—and I now
conceptualise my work as a holistic, synergistic PractitionerResearcher. Chapter 7
examines the evolution and distinctive features of the PractitionerResearcher in
more detail. Educators consistently focusing both on ‘to know more” and ‘to do
better” will find they leap-frog each other depending on particular circumstances.
Table 1— on the following page, and explored in detail in Chapter 7—identifies
five features distinguishing the PractitionerResearcher from either Practitioner or

Researcher.

For myself as PractitionerResearcher the ‘Practitioner’” was the stimulus for the
‘Researcher’ while the latter often went further than intended (driven by
curiosity, new discoveries, one idea giving rise to another line of thought, etc,),
such that the former often benefited to a degree beyond initial expectations. Thus
the PractitionerResearcher is actually a synergistic melding of the separate entities

of Practitioner and Researcher.

It is my hope that this thesis offers a solution for practitioners choosing to
combine ‘research’ and ‘practice’ into a practical but scientifically rigorous
‘whole’. For such professionals the PractitionerResearcher model offers an
integrated approach, combining and validating ‘learning in action” and ‘learning

for action’.
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Feature Practitioner Researcher PractitionerResearcher
Driven simultaneously by work needs and the
. ) ] ‘need to know’.
Curiosit Driven by work needs, not by any Driven by ‘need to know’ for its own sake; ) )
y ‘need to know’ for its own sake. less concern for practical applications. Sees how each informs the other, values their
interconnectedness as essential to supporting
a unified approach to action.
Seeks information about ‘how to’ Er?gwcﬁgrgeg- ﬁ;g?ﬁg?;asigg irr]levéssible Concerned with knowing how to apply new
Questioning act; unconcerned about potential for a Iicatign’s of answers deriveF:j from knowledge, but also interested in, and aware
creating ‘new knowledge’. PP of, capacity to generate it from within practice.
research.
) Shares pragmatic stance of practitioners in
IPragmatlc?; largely 9n09rycerned by | Primary concern is ability to verify ‘truth’ regard to usability of knowledge, while being
Verifiability issues of ‘objective’ verifiability. research methods and findings. Need to | alert to the benefits of research as means of
(‘purity’ of Purity of method less important than | demonstrate that research methodologies | justifying and supporting practice (especially

methodology)

quick access and application.

If it works its ‘good value’.

conforms to ‘standards’.

If it's ‘good value’ it works.

when ‘unconventional’).

Values ‘good work'. Interested in how theory
explains why practice works.

Time frames

Aligned to immediate needs of
client/ employer. Less able
(interested) in long time frames—
requires ‘quick returns’ on
time/effort invested.

More interested in longer time frames,
completing complex projects, developing
information about ‘trends’, illustrating
generalisable implications of research
results.

Accept the need to meet immediate goals, but
able—and interested—to hold in mind the
benefit of researching practice for mid-term
improvements and longer term understanding
and change.

Primary
orientation

To complete work tasks; achieve
immediate goals. Research only
useful where directly relevant to

practice.

To identify questions worthy of research;
develop theory based on the outcomes of
practice; generate new knowledge.

First practice then research, but also interplay
of the two. More questioning than a
practitioner, but more pragmatic than a ‘pure’
researcher.

Table 1 Comparing features of the Practitioner, Researcher and PractitionerResearcher
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Chapter 2

A PractitionerResearcher approach to history

Introduction

aking an historical perspective, Chapter Two examines how three particular
contexts have contributed to the design and use of games and simulations in
contemporary settings. It considers how knowledge of relevant historical
precedents plays a part in justifying their use in educational contexts. As I
pursued my research on this section of the thesis I came to understand how a deeper
knowledge of these contexts assists individuals to be better informed and more versatile
Practitioners. Thus research, intended to improve my practice, contributed to the development
of my understanding of myself as a ‘PractitionerResearcher’. The first section of this chapter
illustrates how the evolution of my understanding informed my growing awareness of history

as my ‘foundational’ discipline and a contemporary tool for use in my practice.

Although I had long regarded an understanding of the history of simulations and
games as a key knowledge-component for facilitators of simulations and games, for a
long time I could not identify why I thought it was so important. That was until my
supervisor asked the specific question: ‘Why is this important—what is the benefit of

knowing about the history of games and simulations?’

In developing my answer to this question I made a connection with the concept of
‘working knowledge’, as it became evident that my practice is markedly influenced
by an abiding interest in history. An early passion for reading' led to high school
honours, undergraduate majors in history and archaeology, and plans to be a history

teacher. However, life circumstances meant that I did not pursue my anticipated

' This included quantities of ‘war comics’ (a 1950’s phenomenon not much in evidence today),
historical novels, encyclopaedias - all with a leaning towards ‘learning from history’.
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career, so I came to assume that history was no longer part of my repertoire.
Producing this chapter revealed that my interest has not faded at all, but has instead
become one of the first tools I draw on (often unconsciously) when approaching

questions arising within my practice.

Once I understood how history was unconsciously informing my practice, I also saw
how it caused me to actively research the use of simulations and games in the past
for the benefit of my practice as both facilitator and adult educator. As a result [ have
arrived at a conscious understanding of the value I place on the use of historical
models to support my practice. Thus the fusion of personal interest and professional
training with current needs and priorities is an example of the powerful synthesis of

practice and research that is a PractitionerResearcher.

As 1 explored the concepts presented in this chapter it became evident that a
PractitionerResearcher’s repertoire includes a wide range of knowledge, skills and
experiences shaped by a variety of factors—mnot all of them part of conscious

awareness, but nonetheless influencing practice and biasing approaches to research.

Those early passions and studies were largely driven by a concern for ‘knowing why’
things happened as they did. This is a Researcher’s question. My varied work
experiences shifted my attention towards a concern for ‘knowing how’, which is a
Practitioner’s question. As I grappled with the task of explaining the benefit (for
fellow Practitioners) in ‘knowing about’ the history of simulations and games, I
began to articulate my (intuitive) understanding that all three forms of ‘knowing’
contribute something different but valuable to the challenge of integrating theory and
practice. It also enabled me to recognise that the PractitionerResearcher is a valid and
generalisable concept for educators who regard themselves as non-researching

practitioners, but are in fact much more research-oriented than they think.

Figure 4 was included in an early version of this chapter to show how the process
developed. While interesting as a map of a process, it did not seem to add anything to
the research so did not appear in later versions. Only towards the end of writing the
chapter could I see that it too was missing the ‘closing loop’ shifting the focus from a

choice between ‘either’ practice ‘or’ research to ‘practicetresearch’ as inseparable.
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Figure 3 Tracing the origins of a history-based approach to understanding

simulations and games

As such it earned its place in the chapter as a marker of the developmental that is
logically part of all research and practice, but is often ignored or deemed
‘superfluous’ and deleted. The term ‘reflexive practice’ (Ashmore 1989) most nearly
fits this developmental process. Figure 4 illustrates how a PractitionerResearcher
comes to understand the value of re-examining personal ‘’now how’ and ‘know why’
to appreciate what they have become, enabling more conscious use of skills and
knowledge for addressing the needs of practice. Arguments for the educational
validity of simulations and games are provided in many ways (Duke 1974; Greenblat
1988; Elgood 1990). In my own case I had come to rely on historical precedent to
justify the wuse of simulations and games as legitimate teaching/learning
methodologies. | was drawing on what was most familiar while also extending my

research into a number of related fields.

An unanticipated benefit of producing this thesis is the way it has prompted me to
move beyond my current understanding of my own learning strategies, bringing
unexpected awareness that my research activity is more closely attuned to my

practice needs than I was consciously aware.
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Figure 4 A PractitionerResearcher perspective on seeking a history-based
rationale for simulations and games-revised and expanded

As I became aware of the influence of prior experiences I searched for how I had
begun to use historical ‘justifications’ for simulations and games. This led me to
surviving notes from my earliest tertiary education workshops, conducted for adult
educators wanting to learn how to use simulations when training employees in their
various workplaces. Re-reading those notes (Leigh 1988) reminded me of the first
occasion when I was asked: “How do we justify our use of simulations in our
workplaces?” As it was not a question I had anticipated when preparing the course
notes'', I remember casting about in my mind for an ‘off the cuff’ answer to support

my claims for their validity.

From my own experiences as a workplace trainer I knew a good deal about the
participants’ work contexts, and sought for something that would meet their specific,
pragmatic needs. Drawing from data collected because of that historical bias, relying
on intuition and responding to the needs of the moment, I referred to current news
articles about Australian military uses of simulations and my own knowledge and
experience of how other bodies (emergency services authorities, disaster relief

agencies, etc) used them for strategic and tactical planning.

""" An indicator of my own state of mind about the ‘unquestionable validity’ of the use of simulations
and games for learning!
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That my answer was accepted as valid confirmed that its usefulness and, as the
questions were repeated in subsequent workshops, my curiosity was aroused leading
to further exploration of the question for its own sake. Thus my personal orientation
and prior professional development led me to choose an historical rather than an
educational or any other possible rationale. Someone with a different background
might well have chosen quite a different response. As Heisenberg'? first suggested in
1927, researchers are likely to choose methods that appeal to their own ‘world
views’. This is neither a ‘good’ nor a ‘bad’ thing, but simply a factor reminding a
PractitionerResearcher of the importance of being aware that earlier formative
experiences might influence present stances and actions and serves to warn against

being limited by prior perceptions.

To sum up, discovering that initial training and subsequent inclinations were
unconsciously influencing my approach to both research and teaching tasks had a
powerful impact. Once I was seriously addressing the question of ‘Why is history
important?’ 1 became aware of history as both a theoretical discipline and a practical
tool”. While there is much to be explored, I found two specific benefits and three

contributions linked to an understanding the history of simulations and games.

Benefits of an understanding of history

The first of the two benefits of an historical perspective concerns how history

provides relevant precedents for clearly justifying the use of simulations and games

'2 Heisenberg’s Uncertainty Principle “tells us, roughly speaking, that all physical quantities that can
be observed are subject to unpredictable fluctuations, so that their values are not precisely defined...
the experimenter is free to measure [any] quantities to arbitrary precision, but they cannot possess
precise values simultaneously.” Davies, P. (1990). Introduction. Physic and Philosophy, Werner
Heisenberg. London UK, Harper & Row. In other words once we have chosen our ‘method’ we begin
to define what we will ‘find’.

1 AsT explored the history of games and simulations I also designed simulations. One in particular
was developed to demonstrate how history is a ‘constructed’ form of reality—that can be adjusted to
accord with an observer’s own perspectives and interests, as well as changing social contexts and
expectations. This was published as ‘Through a Glass Darkly’ in Leigh, E. and J. Kinder (2001). Fun
and Games for Workplace Learning. Sydney, McGraw Hill.
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as effective alternatives to conventional teaching practices. The second benefit is that
an informed understanding of how such tools have been/are currently being used in

one setting assists in identifying how to translate them effectively to other contexts.

My very practical nature caused me to begin with the first of these benefits in an
effort to win acceptance from both employers and participants of the validity of
using games and simulations for educational purposes. Over time I developed, and
drew on, my growing understanding of historical precedents to strengthen and extend
the argument. It provide sufficient rationale, and was accepted often enough, that I
remained unconscious of the potential benefit of drawing on these examples to

enhance current design and usage, until I was asked ‘why a history focus?’.

However clear and logical the second benefit—that of greater understanding leading
to more effective application—now seems to be, it only emerged in the process of
producing this thesis. Although both have informed my practice, it was the research

and evaluation that led me to consciously recognise the second benefit.

I understood neither of these benefits, although I was already implicitly relying on
them to justify my own practice, when my actions generated a memorable example
of both the potency of simulations and games for learning, and their capacity to
generate widely divergent responses. This occurred long before I took up an
academic role, and was the result of an invitation from a client to conduct a

simulation for managers attending a program at his organisation’s training centre.

The particular simulation allowed no speaking during the action phase. Despite this,
the participants—bank managers attending a senior management development
program—created a great deal of noise and hilarity as they worked to achieve the
designated goal and I received two strongly contrasting sets of feedback. The
participants, my client and the next presenter, spoke of the depth and quality of the
knowledge emerging from the process. The client and the presenter were excited by
the way it provided an experientially-based explanation for the presenter’s
communication model. The Venue Manager, on the other hand, remarked caustically

that: “There can’t have been any learning going on there—it was far too noisy.”
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The client had previously been a Royal Australian Air Force officer and his military
training (including extensive use of mechanical and tactical simulations) enabled him
to readily accept my history-based arguments for the value of simulations for
learning. Thus we shared a common framework about the use of such processes. The
participants had first-hand experience of the learning they generated through their
actions. The presenter had direct evidence of the process’s effectiveness from the
quality of their responses to his models. However the Venue Manager was limited to
overhearing the ‘noise’, and his adverse reaction was coloured by a perception that
‘good education’ is best represented by the familiar image of students sitting behind

desks or tables, listening and taking notes as a ‘teacher’ stands and talks.

When I accepted an offer by the client to work full time at this training centre, I
might have benefited immensely from applying a PractitionerResearcher perspective
to my work. The Venue Manager and [ were in close proximity on the premises; my
ex-client, now my manager, was not. The PractitionerResearcher mode might have
given me insight into the differences in our perspectives on ‘education’ and reduced
the adversarial relationship arising from our very different perspectives on what

constitutes ‘good’ teaching and learning methods.

I was hired to create learning opportunities of the kind the client and the presenter
admired—equipping participants with both knowledge and skills—from their own
experiences and resources—enabling them to be both more aware of their own
capabilities and more effective than they were before. On the other hand the Venue
Manager’s goal was to run an ‘orderly’ training centre, and during the time I was

there, we were unable to combine our resources to achieve both goals.

As a Practitioner I understood that ‘educate’ means to ‘draw out’—not to ‘put in’. |
was using teaching methods that could create learning contexts allowing participants
to draw on personal resources to combine existing capabilities with new knowledge
and expectations. As a Researcher I was developing knowledge of simulations. A

PractitionerResearcher awareness might have been able to recognise the gap in our
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respective understanding and expectations, and been able to find the common ground

between our very different perceptions of the meaning of ‘to educate’'*.

Two years later I took up a new position that drew my attention away from
simulations and games. It required a combination of research and practice-based
skills and knowledge—this time, however, about enacting theories and principles of
‘human resource management’. While not evident at the time, this excursion away
from the field of simulations and games provided a valuable grounding in theories of
human behaviour, which now underpins all my practice. It also extended my ability
to integrate theory with action, in much the same way that the simulated experiences

I had used in the previous position had extended participants’ abilities to do likewise.

When I returned to an educational role, four years later, I had acquired a good deal of
direct experience of, and a depth of knowledge about, human behaviour to combine
with my understanding of simulations and games. I also had a greater capacity to
allow the learning to emerge from whatever was created. Four years’ experience as a
Human Resources Manager emphasised the complexity of ‘real world’ business
contexts, inducing a degree of cynicism about the ‘unreality’ of many
theories—while supporting development of a capacity to enjoy the uncertainty and

ambiguity affecting human interactions in complex, emotionally charged situations.

And, of course, I remained convinced of the benefit of historical precedent to justify
the use of simulations and games'”. However such conviction is seldom enough on

its own, no matter how readily it may be accepted by those willing to be convinced.

3

' Phillip Adams, an Australian journalist and commentator wrote: “...data isn’t information.
Information isn’t knowledge. And knowledge isn’t wisdom.” (Phillip Adams, Weekend Australian
Review, 19-20 April 2003) The Venue Manager would have difficulty comprehending why Adams
could suggest this. ‘Knowledge’—of procedures, policies and principles—was the centre’s focus;
putting the ‘knowledge’ into practice, through active engagement with it, was not part of his
understanding. I did not comprehend any distinction between ‘knowing’ and ‘doing’, so chose to
regard his opposition as limited and naive. Neither of us ‘knew’ the other in a way that could have
achieved mutual understanding, if not respect.

' It was gratifying to find an expert in the use of technical simulations, and a former manager of
Qantas Simulation Services, supporting this position. At SimTect 2000 Roy Page reflected on the
history of mechanical simulators during the previous seventy years and proposed that ‘it is
appropriate to reflect on our history, so that organizations such as SIAA can carry on the tradition’
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But that was as far as I could take the argument for the benefit of historical
precedent, until I began to look more closely at the thrust of my argument. Then I
realised that I was drawing my historical precedents from three particular contexts of
human society, which in turn provided the basis for identifying how to translate
them effectively to other contexts. The next section explores these three contexts and

the particular contributions of simulations and games from each one.

Simulations and games are abbreviated representations of human activity. As human
behaviour, knowledge and culture has evolved, individuals and groups in each
context have adapted games and simulations to suit their emerging needs and
situations. The three contexts each have specific attributes offering value to the

modern-day facilitator of games and simulations, and are respectively:

1. Military uses of simulations
2. Religious uses of simulations

3. Children’s play

Contributions from military games and simulations

The form of military simulations and games

The earliest military uses of simulations and games were probably conducted on
‘sand tables’ with surfaces constructed to represent specific terrains on which battles
were to be fought. Drawing on mutually agreed assumptions, concerning the
management of conflict and ways to achieve victory, the action would focus on
attempts to ‘out-think’ the opponent. This was done by using what was known of
their existing military strategy, combined with the players’ understanding of how

their own resources could be applied to specific circumstances. Model (or ‘toy’)

Page, R. L. (2000). Brief History of Flight Simulation. SimTecT 2000 Proceedings. Sydney, The
SimTecT 2000 Organisaing and Technical Committee: 11-17.
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soldiers were used to represent the opposing forces in such exercises, and examples

have been found in various archaeological sites'® (Tunstill 1971).

Today a ‘war game’ or ‘exercise’ might draw on a variety of resources—including
computer-based representations of logistics, movement and communication plans,
combining with on-the-ground activities of men and materials, acting in concert with
computer-driven scenarios and intensive strategic-level analysis of the moves and
counter-moves produced in each cycle of the action. In earlier times, with fewer
resources and simpler concepts of warfare, the process would have also been simpler,

but no doubt with just as much intensity and attention to detail.

The well-known game of Chess appears to represent a ‘battle’ between two
combatants in a form of mental warfare, and a brief exploration of its action can help
demonstrate underlying principles informing the action in military games. In chess

two players:

a) share a ‘playing space’ (a board of alternate black and white squares)
b) possess identical resources (in ‘war games’ these may not be equal)

c) behave in accordance with pre-determined rules

Players’ abilities to apply strategy and skills within the constraints of the rules are a
key factor in winning. Such strategic capability emerges from a combination of

understanding the rules and continuously improving one’s skill.

In modern military exercises the model underlying chess is still used—with three
specific differences. One is that the players usually work in separate rooms or
locations where they cannot see each other. Secondly, depending on the context
being modelled, the players may not have access to precisely equal resources.
Thirdly, there is an ‘umpire’. While chess players do not usually rely on a third

person to report or validate their moves, in military exercises players consider their

' it is interesting to not that in the 21% century, whose technology provides ‘virtual reality’

simulations in ever increasing electronically-generated detail, there is still a lucrative business in the
design and use of such ‘model soldiers’.
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options, make their decisions'’, then notify the umpire. The role of the umpire is to
affirm the validity of each move and convey it to the other player. All three have
‘maps’ or representations of the battle site, and each player manipulates their
resources on the ‘field’ in turn. Moves continue back and forth as they play out the
rituals of battle, with the umpire adjudicating. Since learning is central to the process,
the discussion (debriefing) of moves, motives and outcomes is usually lengthy, with

decisions made, and consequent game activity, assessed and analysed in detail.

While the use of games like Chess, and its related forms Wei-ch’i (China) and Go
(Japan) as tools for teaching concepts of military strategy and manoeuvre has long
ceased, at least one observer'® noticed the way some of their features were re-played
in the Vietnam conflict during the 1960’s and 1970’s. In this analysis he began with
the proposition that although Chess and Go had shared origins in early oriental board
games each had taken on quite different characteristics, especially in regard to their
definitions of ‘winning’. In Chess, victory is achieved through ‘capturing the king’.
In Go, victory is achieved through possession of territory on the board. This observer
drew an analogy with the war in Vietnam—suggesting that America’s ultimate
failure was due (in part) to reliance on assumptions that success involved ‘capturing
the leader’. He argued that this was inherently unlikely, since America was playing
an opponent who regarded ‘territory’ as the only measure of victory, and had no

single ‘leader’ whose capture would signal ‘success’.

A recent example illustrates just how difficult it can be to recognise when
assumptions underlying participants’ behaviours may not be valid. In the northern
summer of 2002, retired US Marine Lt General Paul Van Riper ‘role-played’
Saddam Hussein in ‘Operation Millennium’—a dress rehearsal of ‘new’ USA
military planning concepts. Operating within the framework of a ‘free play’

simulation Van Riper began using unconventional'® approaches to defend ‘his

"7 This involves placing the representations of their units to the best possible advantage on a map,
sand table, computer-mediated image, etc.

'8 The source of this anecdote is no longer available. It was first encountered during the late 1970’s in
a now out-of-print newsletter.

' “Unconventional’ in that they were based on assumptions other than those regarded as ‘typical’
military thinking
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territory’ of Iraq. As these proved successful against the American ‘Blue Forces’, the
umpires began to block many of his orders in order to keep the US forces in play.
Van Riper quit the role when he discovered the umpires were actively

countermanding his orders to his ‘troops’.

“Nothing was learned from this,” he says. “A culture not willing to think
hard and test itself does not augur well for the future.” The exercise, he says,

was rigged almost from the outset. (Borger 2002)

Van Riper’s experience is an example of the difficulty of actually achieving the kind
of neutral environment required for a realistic simulation. Its significance for this
thesis concerns both the expectations that participants have about the role and
behaviour of players and facilitator, as well as the continuing difficulty individuals
may face in leaving aside their ‘taken-for-granted’ beliefs about the world. In
particular, his experience is a salutary tale of how facilitators with limited knowledge

or capabilities may be tempted to take more control than is appropriate.

In brief, military simulations are representations of conflict with opposing ‘sides’
applying their understanding of the ‘rules of war’ in an effort to be the victor. They
may be played on media as diverse as sand-tables, maps, boards or computers, or as

actual field exercises.

Assumptions underlying military usage of games and simulations®

Most military forces use some form of simulation/game activity to prepare leaders
and service units for combat. Three particular basic assumptions underlie their design
and use. The first is that conflict is something that is inevitable (even provoke-able),
manageable, and somewhat predictable, and which can be operated according to
established ‘rules of war’. The second is that there is an opponent who may, at some
time, draw them into conflict—or conversely that there is someone who can be

drawn into conflict, if the goal to expand power or territory! Of must interest to non-

*% In this discussion I have not included reference to mechanical simulators widely used by military
forces in preparing individual soldiers for effective use of specific items of equipment. Although these
fit within the ‘field’ of simulations I am limiting the discussion to consideration of simulations and
games that represent the interplay of opposing ‘forces’ in action.



A Practitioner Researcher Perspective On Facilitating An Open, Infinite, Chaordic Simulation 41

military users is the third assumption, namely that simulations and games are a vital
tool for developing strategies to manage such conflict, as well as helping to create or

predict possible outcomes of actual or hypothetical engagements.

Working in the first quarter of the nineteenth century staff at the Prussian Military
Academy were the first to refine military usage of simulations and games into their

521

contemporary form. They called their designs ‘Kriegspeil’”', and their system was

gradually taken up by other military planners and educators.

Their designs addressed issues of logistics, troop movements, time management, and
the effects of weather and chance, taught young officers about the tactical step-by-
step basics of warfare, and assisted senior staff to consider possible consequences of
alternative battle plans. They assumed that such processes could help to predict the
possible outcomes of specific manoeuvres more accurately. They also assumed that
conflict would be between two or more military forces, of either equal or unequal
strength, and that their basic purpose is to protect the rights and lives of an

. « eqe . 22
uninvolved civilian population™.

Kriegspeil was not so much a unique invention of staff at the college as an
intelligent, finely crafted re-working of previous attempts to model warfare. They
recognised that it was no longer viable to appoint officers to command positions
without appropriate preparation. Where this had traditionally been gained from time
‘in the field’ of conflict, this was not always possible. Rather than relying on cadets
learning appropriate skills and knowledge by memorising how others had ‘done it’,
‘Kriegspeil” engaged players in the process of ‘battle’ without excessive expenditure

on men and equipment.

The advent of ‘Kriegspeil’ introduced cost-effective training processes that, over

time, have also proved to be accurate predictors of the outcomes of many military

*! This is a German word literally meaning ‘war play’ and whish is usually translated into English as
“war games” See http://www.leedswargamesclub.fsnet.co.uk/page4.html
http://www.cosgrave.com/courses/hi2007/Wargames.htm

2 While this may have been a valid assumption in the early 19" century it is clearly no longer so. Yet
there are, as yet, few indicators that military thinking is taking into account the horrific civilian
casualties that have become the ‘norm’ for military activity today.
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scenarios—although not always producing results acceptable to the political masters
of military establishments. Two examples illustrate the consequences of ignoring the

potential of simulations and games to predict the results of specific strategies.

1. Operation Barbarossa—Germany’s invasion of Russia in June 1941 When
German troops invaded Russian early in the summer of 1941 their line of
attack was almost a picture-perfect replica of predictions made by senior
Russian military strategists in the mid-1930s. The latter had concluded
that Russia’s best option for repelling a German attack was to draw the
enemy far into Russia, lengthening supply lines, and making them
susceptible to the effects of Russia’s greatest ally—the extreme cold
known as “Generals January and February”. Russia was unready
however, because the Russian leader, Stalin, refusal to consider such an
option. Instead he executed or exiled almost the entire Russian military
leadership (Hughes-Wilson 1999), leaving Russia vulnerable to exactly
the kind of attack the strategists had forecast.

2. The Japanese Total War Research Institute exercise—June-Aug 1941
Between June and August 1941 a group of Japanese researchers at the
Japanese Total War Research Institute took part in a ‘policy military
exercise’ on the topic of a possible war in the Pacific basin. With a mix of
government, business and military players, the exercise lasted three
months through several ‘rounds’ of hypothetical decision making. When
it concluded their report indicated a belief that Japan could lose a pacific
Basin conflict with America.. The game directors and players gathered in
the official residence of the Prime Minister and presented the report...
The minister of the Army, who would be appointed to be the Prime
Minister two months later by the Emperor, immediately banned them

from stating the contents of the report.” (p 450 Ichikawa 2003)

Both examples highlight the capacity for well-designed simulations to produce
accurate results, and yet not receive the response the players might reasonably have

expected. Predictions may be viable—even proved in these instances— yet simulated
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results of specific plans will continue to encounter non-design related factors,

rendering the entire exercise ineffective although not inaccurate.

Design considerations in military simulations and games

Factors underling military uses of simulations and games include the existence of
continuing potential for conflict, the benefit of planning for such conflict, the
possibility of predicting the outcomes of both specific battles and on-going conflict,
the inevitability of conflict in human relations and the advantages accruing from

being better prepared and hence more able to achieve victory.

Above all else military designers of simulations and games aim to develop
exercises™ that replicate current realities as closely as possible in order to more
accurately predict the likely passage of future events. Lives are at stake in times of
actual war—and any time they are using simulations they are preparing for war.
They have faced and learned to solve myriad questions underlying design
considerations for contemporary military exercises, that are similarly important to

contemporary non-military designers. Such questions include:

e What is to be ‘on trial’ in any particular enactment of a simulation:
o The design itself?
o The participants?
o The assumptions underlying the design features?
o The policies being represented in the game?
e How to simplify, yet make explicit, the terrain that players may encounter?
e How to represent time for complex events to be ‘played out’ in a few hours?
e How to structure a process to retain an external logic, acceptable to all
players and observers, while not ‘being’ what it represents?
e How to express in sufficient detail the objectives of an exercise—without
actually telling the players ‘what to do next’?

e What factors to allow for when novice and expert players are involved?

3 The term ‘exercise’ is often used as a ‘coverall’ to refer to the gamut of simulations and games used
in military circles.
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e.g. a novice gamer may make mistakes purely because of unfamiliarity
with the model. If an expert makes the same mistake what other factors
might be at work—design flaws; loss of capability of the expert; incorrect
assumptions informing the flow of play, etc.

e What are the assumptions about opponents’ beliefs, habits and future actions?

e How to compress extensive amounts of information into short briefings?

e How much time to devote to each stage in the process?

e What is the best combination of situational elements to most accurately

represent complex and changing contexts?

e How much technology is ‘enough’?

e How to account for chance events?

e How to account for deficiencies in design, identified during play?

e How to assess the quality of individual and/or unit performance?

e How to ensure that ‘lessons learned’ are included in future behaviour (of

individuals) and plans (of operational/organisational decision makers)?

Military answers to these questions have produced highly specific forms of
simulation and games design. Knowing about military concepts underlying the
design and management of simulations assists non-military users and designers to be
aware of the complexity of what is involved, and helps to extend the range and kinds

of questions that designers need to ask to address specific purposes and intentions.

How do military designs treat the facilitator’s role?

In military contexts those in charge of a war game/exercise are regarded as directors,
judges, umpires or adjudicators. As much as possible they stand back from the action
and observe it, with an impartial but judgmental eye. They are expected to know
ahead of time what the likely flow of the action is and to understand the rules for all
parties to ensure they are implemented in accord with the design principles. They do

not take part in the action but are ready to make decisions on the action, as necessary.

Where simulations accurately predict future events but are ignored, they do not
detract from their overall usefulness as a strategy, but such outcomes emphasise the

importance for facilitators of understanding that an activity and its veracity co-exist
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interdependently with the human beings who create and assess its learning outcomes.
In other words the validity of a design, and its potential to be an accurate predictor of
future events, do not necessarily guarantee that forecasts will be accepted. Nor does
it mean that the players, and especially the umpires, will be able to correctly apply

the intentions of the design.

The umpire’s role, especially during the debriefing phase, is to draw out information
from players to focus attention on what can be learnt from both the effect of
decisions and consequent actions of individuals and groups. Umpires are expected to
focus on ensuring the lessons are learned well, so that successes can be repeated and
errors avoided. They will be less concerned with the ‘feelings’ of those identified as
making errors or showing poor judgement. They usually retain ultimate power to

decide results and judge the outcomes according to pre-determined criteria.

A military umpire must be neutral during the action, but has final judgment over
assessment of the outcomes. This makes it quite a different role from that of a
facilitator of simulations and games used for learning in non-military contexts. The
experience of Lt General Van Riper is a contemporary instance of umpires
overstepping this strictly neutral role. Some of his objections concerned the way in
which they were not adhering to this important characteristic of their role, and the
whole episode provides a useful lesson for non-military facilitators who may
similarly be tempted to intervene inappropriately to ‘force’ outcomes that they
require rather than allowing the experience to be what it is and then learning from

what happens.

Only some specific forms of simulations and games (those called ‘closed’ in the
following chapter) will allow such a role for the facilitator, and then usually only in
terms of conveying information about the correct answer to a puzzle or task that is
being undertaken. Nonetheless this ‘umpiring’ role provides a useful initial
perspective for facilitators to use when developing an understanding of how to
occupy the role for themselves, especially in regard to the kind of power that the role

can posSsess.
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Key words

As this review of military contributions to simulations and games was written and re-
written, certain key words began to stand out. When I stood aside from the flow of
the writing, I realised that listing these words was a useful way of thinking about
similarities and differences among military, religious and children’s simulations and

games—the three historical contexts [ am examining.

For example the existence of an opponent is a basic assumption of military
simulations, and it seems safe to suggest that an adversarial mindset exists within, or
is created by, such an assumption. The win/lose framework that this sets up, while
essential for success in a military context, does not suit all contexts where
simulations might be used for learning. On the other hand, a key purpose of war
games is to prepare players for future responsibilities and tasks, using realistic and
interactive models of their future ‘workplaces’. This purpose is shared with
contemporary educational gamers, and partly explains how I felt I could safely draw

on military precedents as a rationale for using simulations in non-military contexts.

Other military considerations include addressing—in a cost-effective and timely
manner—issues of strategy, tactics, logistics, forecasting, operational programs and
options, and of course the validity of theoretical plans. The list of ‘key
words’—provided in Table 2 on the following page—emerged from this analysis and
provides a list of highly useful themes and concepts that modern educators can draw

on when working on designs for contemporary issues.

Themes Issues

Readiness of - Deficiencies in
o Availability of .
Logistics people and R our/their
. esources

equipment resources

Conflict Degree of Suitability of form | 1eamwork in times
Intervention of conflict

Forecasting/
Prediction

Tactical level
action

Operational level
action

Strategic level
action

Feedback

Testing/ Trialling

“Trial and error’ in
‘safe’ conditions

Modelling time

Table 2: Key words from military games and simulations
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A final note about the military context

While the military notion of modelling ‘war’ may be of no interest to non-military
users conflict remains a basic factor in human relations, and questions of ‘When
conflict?” ‘When cooperation?’ are a frequent theme in business games—see for
example ‘Prisoners’ Dilemma’ (Helfrich 2003) and ‘Up and Down the Organisation’
(Plaisier 1980). However, it is not uncommon to find that revealing military origins
and influences on contemporary design and use of simulations is counter-productive
if participants are opposed to war.”* It is a paradox that the very factors I first
regarded® as an effective argument in favour of their use, may themselves be a cause
of resistance to their use! This can also occur if mention is made of religious and

children’s play?® as contributors to the features of simulations and games.

Facilitators, encountering such resistance, must emphasise that they are drawing on
military/religious/children’s play as precedents solely in regard to the aspects of the
designs for learning that create them. That individuals are pacifists opposed to war

does not remove conflict, belief and fun from the panoply of human behaviour.
Contributions from religious games and simulations

What are religious simulations and games like?

Early religious practitioners who chose games to impart their message had found a
way to educate and ease fears without proselytising. The fact that doing this via
games and simulations ensures that lessons are well embedded and easily
remembered, is an insight from those ancient games designers that is of continuing

benefit for contemporary designers and facilitators.

* The ‘rights” and ‘wrongs’ of war and milliary uses are not the concern of this chapter. It is however
worth noting that some participants in workplace settings do find the idea that ‘war’ contributed to
simulations’ emergence as a learning strategy is enough to make them resist their use—regardless of
their efficacy and relevance in terms of adult learning principles and other theories of experiential
education.

» And clearly still do.

*6 Discussed in the next two sections.
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Religious traditions seem to have made use of experience-based learning activities
for conveying moral beliefs and attitudes for at least as long as military traditions.
Three particular features of religious simulations and games stand out for attention.
Firstly, many of them appear to have used a form of board game. Secondly the use of
a dice to represent the operations of ‘chance’ in life situations was originally a
religious device, and thirdly dramatic enactments have been employed for the

purpose of teaching particular moral precepts.

A well-known board game that was originally a religious teaching tool is now
commonly called ‘Snakes and Ladders’. It was first used in the Hindu tradition to
teach moral concepts, and is an ancient indicator of this application of simulations
and games, having been around for probably a thousand years (Johari 1984). Players
use random throws of a dice to determine how their movement along a pathway leads
to ‘enlightenment’. They climb ‘up’ ladders to approach their goal by ‘performing
good deeds’. They slide ‘down’ snakes, away from the goal, by ‘committing bad
deeds’. Chance has a great deal to do with the outcome, so the lesson is about the

randomness of fate as well as the benefits of doing ‘good’.

Dice themselves have ancient origins, being associated with ‘sortilege’, which is the
casting of lots to divine the future. The English language still retains the phrase
‘dicing with death’—which is what ancient users of the dice probably saw
themselves as doing in an effort to manage the chanciness of life and navigate
successfully through the myriad uncertainties around them. Based on surviving
images of it, the Egyptian game of ‘Senat’ (Bell 1979) appears to have been an

example of such a game.

During the medieval era, western religions relied extensively on dramatic enactments
to convey messages concerning moral and social ethics, and lessons about ‘truth’ and
other virtues. In the wider context of simulations and games, the religious use of
dramatic enactments is important. Where military simulations and games strive for
detachment and objectivity, religious games and simulations represent and explore
the emotion-charged states that can produce apparently irrational aspects of human

behaviours, especially in situations involving stress, danger and uncertainty.
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Of the use of religious games in more recent times, an Encyclopaedia Britannica

writer notes:

The historical boundary between divination and pastime is ill defined. Board
games doubtless were part of the mystical equipment of sages and soothsayers,
later adapted for relaxation and pleasure. As late as 1895, when the French were
attacking the capital of Madagascar, the native queen and her advisors relied
more on the supposed prophetic result of a game of Fanorana than on the actual

performance of their army. (p 1149 Encyclopaedia Britannica)

In contrast with military usage, simulations and games have generally not remained a
part of modern western religion practice. However Baker and Marshall (1974; 1984)
and Robertson (Robertson 1989) provide examples of applications in contemporary

non-ritual-related religious and ethical educational contexts respectively.

Baker and Marshall produced a contemporary set of religiously influenced
simulation designs for the Uniting Church in Australia. Their books were published
at a time when the Uniting Church was establishing itself as an entity separate from
the Presbyterian and Methodist congregations from which it derived. Every activity
is explicitly intended to promote a particular moral stance and behaviours. While
they are suitable for a variety of other contexts, a facilitator choosing to use them in
secular settings must be alert to the explicit religiously oriented nature of their
design, and hold in mind the fact that the activities promote a more values-driven

response than activities not underpinned by such motives.

Robertson has created much contemporary interest in exploring social issues through
use of hypotheticals, a derivation from medieval dramatic enactments, which he uses
to explore moral dilemmas. While based on clear, rational, unemotional data, a well-
conceived and managed hypothetical incites a wide array of human emotions. The
purpose is to help audiences and participants gain new insights into their own—and

others—belief systems and values dilemmas.

In other words, religious forms of simulations and games are intended to directly

engage emotions and draw on ‘non-rational’ decision-making processes, rather than
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