

ACTIVE LEARNING

leaders and teachers

	Teaching and learning are not restricted to the classroom.  Teaching may be a form of leadership, but it is no less true that leaders also teach—whether they actually desire to do so or not.  Consequently, this chapter applies to all three components of the Core Values initiative.  Even though its application to the Schoolhouse Weave is obvious, active learning plays a critical role in the Field Weave and the Continuation Phase as well.  It is therefore imperative that all Gurus become sufficiently familiar with this chapter to properly advise and prepare their advisees for their unavoidable teaching tasks.

BACKGROUND

In the simplest possible terms, active learning is learning by doing.  Active learning places the student/subordinate in direct contact with the subject-matter, and the student/subordinate gains knowledge about the subject-matter by being invited to perform operations on it and make decisions about it.  Although active learning makes the student/subordinate the center of attention, it does not coddle or cater to the student/subordinate; on the contrary, active learning places far greater demands on the student/subordinate than the traditional lecture method of teaching.  The teacher/leader becomes a guide, quality controller, evaluator, task master, and mentor—but the teacher/leader never relieves the student/subordinate of his/her fundamental responsibilities as a member of the learning community.  If successful, active learning produces a graduate who is an independent, self-directed, and self-perpetuating learner.

Active learning is frequently contrasted with passive learning.  Passive learning is learning by 'insertion' or transmission.  The teacher/leader conveys pre-digested, well organized information to the student/subordinate, who is expected to memorize that information for later regurgitation and application.  Passive learning places the teacher/leader at the center of attention, while student/subordinate obligations amount to little more than being attentive, taking notes, and responding when spoken to.  If successful, passive learning produces a graduate who is a dependent learner exposed to a large amount of information, which he or she is capable of employing or applying with varying degrees of success.

Active and passive learning have strengths and weaknesses.  Passive learning is a great way to convey large quantities of information in a short period of time, but it does little in and of itself to develop student/subordinate analysis or thinking skills beyond memorization.  Active learning has the general disadvantage of reducing the amount of information to which a student/subordinate is exposed, but it has several significant advantages:

Independent learning:  Although a case is discussed in a group context, it tends to promote independent learning by arousing interest in the student, who proceeds to pursue that interest and reflect on the subject-matter outside the classroom.  Completely on their own, students continue to plumb the depths of the architecture of the subject-matter for very extended periods of time (sometimes for years), and the interest aroused is so intense that it cannot be extinguished easily.

Autonomous judgment:  Independent learning fosters autonomy in judgment.  That is, as students begin to pursue their interest in the subject-matter, their discoveries have a personal quality that seems to fuel a normative orientation in the owner.  (These discoveries are my discoveries: How do they measure up to your discoveries?)  The student develops a place to stand from which the intellectual terrain can be critically surveyed and the opinions of others skeptically assessed.

Reasoning skills:  At the same time that students are penetrating to the heart of the subject-matter's architecture, they also are hard at work determining how they should proceed with and assess the effectiveness of their investigations.  They either discover the value of pre-established investigative methodologies or they actually develop similar methodologies on their own.  The 'madness in method' is found to have a justification.

Professional skills:  In addition to the more general skills a student develops, there are those profession-specific skills that cases can develop.  In medicine, the 'living case' of an octogenarian with joint pain helps to build bedside manner and skills of diagnosis.  In business school a case may be used to explore and develop strategies for market expansion and international negotiation.  In professional military education a case may be used to game a certain scenario to practice how best to use forces of varying composition and capacity.  

Community building:  Along with the intellectual benefits there are affective ones.  As the class works together toward the common goal of coming to terms with the architecture of the subject-matter, they learn much about each other and form bonds of cooperative friendship.  The class becomes a group and the group becomes a team.  Prejudice begins to evaporate as people speak to each other as individuals and not merely as representatives of this or that group.  (Cases, for example, are used quite effectively in social actions training, and they have been used to build lines of communication among and between LA street gangs.)

Information retention:  In addition to all of the benefits enumerated above, it also is true to say that active learning transfers information to students in a permanent or semi-permanent way.  As opposed to information that is memorized for the purpose of test regurgitation and then quickly forgotten, the insights and conclusions reached during a case discussion are retained for a very long time. For example, a student who discovers 'might makes right' in the course of discussing Thucydides' account of the Athenian invasion of Melos, is likely to retain the concept and to understand its implications far longer than the student who is told about the invasion and its implications by his professor.

Active learning is no stranger to the Air Force.  From climbing telephone poles and extinguishing fires, to flying aircraft and repairing them, Air Force personnel already are engaged in learning by doing.  However, because active learning has not received the "scientific" treatment given to passive learning in Air Force classrooms, there is some question as to whether or not the active learning we are presently doing is as efficient and effective as it could be.  Furthermore, it is very difficult to draw conclusions from current Air Force active learning initiatives to the initiative to employ active learning in teaching the Core Values.

Given that we want Air Force personnel to take ownership of the Core Values and to develop the cognitive skills necessary to properly apply the Core Values in their decision making and professional responsibilities, then active learning is the method of choice for the Core Values initiative.  And given that we want to do all of this in a way that convinces our personnel of the of the professional relevance and importance of the Core Values, then we need to do our teaching of the Core Values in the context of the technical and professional challenges our people learn about in the Schoolhouse and face daily in the Field.  In other words, we must conduct active learning in the context of active learning about other technical  and professional subject-matter.  Thus, the Schoolhouse Weave is not just a technique for saving time; it is crucial to the Core Values initiative.

THE TASK

 	There is one more significant difference between active and passive learning.  Whereas the instructor can turn passive learning on and off like a light switch, active learning takes place whether the instructor desires it to do so or not.  Student/subordinates watch the teacher/leader, they see the ways in which business is conducted, they live in an environment of our creation—and they constantly form impressions and draw conclusions from these experiences.

While we cannot switch active learning on and off, we can take control of and organize it in ways so that our people are more likely to form the most accurate impressions and draw the right conclusions.  Furthermore, if the architecture of our active learning initiative is well-designed, we can greatly increase the value of the learning experience, thus increasingly the likelihood that we can positively impact the attitudes of our people and the climate of our organization.  Our task, therefore, is to assume control of the active learning already taking place in our organizations, design a blueprint that will give it the greatest possible coherence, direction, and effectiveness; and follow that blueprint faithfully so that we can maximize the Core Values opportunities only active learning can provide.

ACTIVE LEARNING TYPES

For our purposes we will identify seven distinct types of active learning; each of these types has unique characteristics that make it suitable for certain applications and unsuitable for others. 

Modeling; 

One-way stories; 

Two-way stories.  

Directed discussion; 

Lived experience; 

Simulations; and

Cases.

modeling

Modeling is that form of active learning in which the student/subordinate draws professionally-relevant conclusions by observing the attitudes, behavior, and habits of another professional.  Modeling may involve something as simple as the student/subordinate watching the behavior of the other professional and drawing conclusions privately without further discussion or exploration of the significance of that behavior or the intentions behind it.  (It is this simple form of modeling that goes on whether or not we wish it to.)  But modeling may also be an extremely complex activity in which the student/subordinate watches and is watched by another professional such that both persons engage in regular dialogue about their behavior and its appropriateness in the professional context.  This is the sort of modeling that takes place during performance feedback or, in what is perhaps the most complex arrangement, mentoring.

	Modeling is the only form of active learning required by the Core Values initiative, and it is required only because it is unavoidable in its simplest form.

Example:  A student in 3-level tech school observes the immature behavior and poor academic performance of the other persons in her class, and she remembers what that her recruiter said, "Oh, you'll be entering an elite career field!"

Example:  A student in Squadron Officer School is invited to be one of several junior officers to have lunch with a former POW.  The POW's humility and quiet confidence are so impressive that the student/subordinate finds new reasons for a dedication to the cause of national defense.

Example:  A Captain and his commander go TDY.  A breakfast buffet is included in the cost of their room, and so they chow down every morning.  Per regulations, the Captain declares these breakfasts on his travel voucher as "meals provided," and tells the commander that he has done so.  The commander responds: "OK, I'll do the same, but that's the last time you go TDY with me."

Example:  A Branch Chief refuses to pass the buck when his folks drop the ball during an aircraft generation exercise.  He takes full responsibility for what occurs and insists the he and he alone should pay the consequences because he made a bad decision that caused his branch to fail.

one-way stories

One-Way Stories are that form of active learning in which the teacher/leader simply tells a story to his/her subordinates/students.  The teacher/leader may or may not draw conclusions for subordinates (in fact, the story have greater sticking power if conclusions are not drawn, leaving subordinates/students to wrestle with the implications.)  The teacher/leader may or may not ask a student/subordinate to comment, and then comment on the student’s/subordinate’s comments.  However, the one-way story becomes a directed discussion (see below) when the entire group is invited to engage in a free-heeling discussion about the story.  Normally, One-Way Stories are used when the teacher/leader wishes to maintain fairly strict control of process and content.

Example:  A group commander is interviewing a captain for a squadron commander position.  The captain is told the story of a previous squadron commander who ordered the soda machine and all coffee-makers removed from the squadron area because of his religious objections to the consumption of caffeine.  The group commander then asks the interviewee to comment on this story.

Example:  An instructor at the AETC Wing Commanders Course invites her student/subordinates to comment on the following story:  A Wing Commander in Korea owned a French poodle ("Fifi"), which he took everywhere with him.  Fifi was to be treated as royalty, and got the best food in the chow hall, a seat in the staff car, and a specially-constructed dog house.  Members of the local EOD unit were disgusted by this treatment of a canine, and so they successfully kidnapped Fifi, got her drunk on beer laced with sugar, created a full body cast from plaster-of-Paris for her, and inserted a bomb lug nut in the middle of the back of the cast before it hardened.  The wing commander was frantic over the loss of his beloved pooch, but he nevertheless decided to fly the next day's mission.  As he was doing the pre-flight of his F-4, he discovered Fifi (alive and well but seriously hung over) hanging from a bomb rack in her full body cast, furiously kicking her little manicured feet.

two-way stories

Two-Way Stories are that form of active learning in which the teacher/leader  invites subordinates to tell and comment on a story of their own; other student/subordinates  are then asked to comment on the story-teller's comments, as well as to give their understanding of the professionally-relevant implications of the story just told.

directed discussion

Directed Discussion is that form of active learning in which the teacher/leader invites student/subordinates to collaboratively analyze and draw conclusions about features in the ethical climate in which they live or work, including recommendations or plans for improving a poor environment by fixing certain features or sustaining a good one by preserving other features.

Example:  An instructor at the Senior NCO Academy invites in captains, majors, and Lt Colonels from SOS, ACSC, and AWC to discuss with his student/subordinates the following question:  "Are Chief Master Sergeants (or E-9's in general) more trouble than they are worth to the Air Force (or the military profession)?"

Example:  At the end of the out-brief for the annual Quality of Life Survey for her unit, a commander says to all assembled:  "Well, we were pretty good except for the questions dealing with trust.  Do we really have a trust problem, and how do we go about fixing it?"

Lived Experience

Lived Experience is that form of active learning in which a person is expected to draw professionally-relevant conclusions from a sequence of events that person has shared and discusses with another professional.  A lived experience is a genuine (not staged or simulated) experience in which the challenges or dangers are shared, thus making the participants (temporary) peers.  

Example:  The crew of a B-52 experience a quick-spreading engine fire during an engine run-up following an alert klaxon.  High winds whip the fire, which quickly destroys a wing of the aircraft.  The crew barely escapes.  Later, the aircraft commander meets with the crew and invites them to comment on the professionalism displayed during these events.

Example:  A trainee commits suicide in BMT.  Those responsible for her welfare meet to discuss the event and its possible causes.

simulations

Simulations are that form of active learning in which the student/subordinate is asked to draw professionally-relevant conclusions from a sequence of events constructed and controlled by the teacher/leader , but only lived through by the student/subordinate (subordinate), either alone or in conjunction with other student/subordinates .

Example:  While waiting to take his "psych" test for admission to Starfleet Academy, Wesley Crusher hears an explosion and screaming coming from a room down the hall.  Rushing to see what has happened, Wesley discovers two injured men in the room, and he realizes he has time to save only one before the emergency doors crash into place.  Wesley must choose, and the choice he makes turns out to be his "psych" test.  The explosion and the injuries were simulated.

Example:  During an ORI a wing simulates deployment overseas.  The end-result is a disaster: tons of frustrated cargo must be left on the ramp as wing personnel board the planes.

case studies

Case Studies are that form of active learning in which the student/subordinate is asked to draw professionally-relevant conclusions after engaging in collaborative analysis and decision making with other student/subordinates about challenges faced by third parties.  A "case" is anything that will compel group decision making.  The best cases are real or true; do not give away the answer; and are professionally relevant to the members of the group.

Example:  An Astronautics class at the Air Force Academy reads about, analyzes and debates the actions of the persons involved in the Challenger disaster.

Example:  A National War College ethics class reads and discusses the professionalism displayed in Billy Budd.

the types in-turn

It is impossible in this space to completely describe the active learning types.  What this section does do, however, is (1) describe them in terms of their pedagogic (teaching) characteristics, (2) indicate the techniques we may use to apply them, and (3) list traps and pitfalls associated with each type.

Each of the types of active learning has a variety of pedagogic characteristics.  Some of them are relevant to the Core Values initiative, others are not.  In this chapter we are concerned with those characteristics they have in common and which help us decide which type of active learning may be most appropriate for performance of the Schoolhouse Weave in a particular course or the Field Weave in a particular unit or both.

As tables A and B show (please see Appendix 1: Tables), we can compare and contrast the active learning types along two axes: the "Challenge" axis and the "Influence" axis.  The Challenge Axis represents the added burdens or resource demands of the various active learning types.  One consults this axis to answer the question: What additional work must I do, what additional resources must I expend, or what additional requirements must I satisfy if I adopt this active learning type?  The Influence Axis attempts to represent the usefulness of the active learning types in reaching desired certain goals and/or their capacity to backfire and produce undesired goals.  One consults this axis to answer the question:  Given that this is what I want to accomplish, which active learning type should I choose?

There is no "science" associated with the numbers in Table A; at best, the numbers a ‘guesstimate’ of the characteristic value of a particular learning type.  Nevertheless, even as guesstimates, the numbers can give us a fairly reliable general impression of the uses and the costs of using each of the learning types.  

Modeling 

Characteristics

	With respect to the Challenges Axis (Table A), the ratings assigned to Modeling are very low.  It is comparatively easy to implement in an organized way because it is unavoidable in its simplest form.  The cost of its implementation in the Schoolhouse is the same as the cost of its implementation in the Field, and the only real ‘expense’ associated with it is in the time needed to train personnel to perform it in its complex form and to administer a systematic program.

	With respect to the Influence Axis (Table B), the assigned ratings make it clear that Modeling can have a powerful influence on individuals as well as organizations.  This is especially true in the superior/subordinate relationship, where Modeling can have a very significant positive or negative influence on the subordinate.

	In its simplest form, Modeling is unavoidable, and if well-organized and regulated, it can have a very significant effect at a very low cost.

Technique

	The techniques associated with modeling can be quite complex and time intensive, but the expenditure of effort can have a tremendous payoff both for the person doing the modeling and those for whom the modeling is done.

	(1) At the simplest possible level, the person doing the modeling can perform a self-analysis using a worksheet like the one found at Appendix 1, Table C.  The instructor or other leader should use the worksheet to identify those areas where he/she is especially likely to promote or undermine a core value.  For example, if he/she works in a unit whose mission is to constantly respond to last minute taskings from a very senior officer, then he or she should realize that faith in the system is something to worry about modeling.  It is possible for a leader in such a position to undercut the influence of a core value with a single careless remark about the very senior officer or the very senior officer’s staff.

	Likewise, instructors can use the worksheet at Appendix 1, Table C to identify those core values that are most appropriate to consciously model to prepare students for field operations.  For example, if the instructor teaches the basic course of an AFSC in which it is possible for technicians to cut corners without being discovered for several years, the instructor may want to emphasize the importance of integrity when no one is watching.  This may be modeled in the way the instructor goes about his or her duties in the classroom and by the way the instructor emphasizes certain steps during practical exercises.

	(2) At a more complex level, modeling can involve dialogue between the superior and the subordinate (teacher and student) about the nature of professionalism, the obligations it imposes, the ways in which the superior and the subordinate do or do not measure up to the Core Values, and the ways they might work together to ensure their piece of the Air Force is values-based.

(a) Performance Feedback(such a dialogue may be an occasional and infrequent one, such as during performance feedback sessions; the superior would not run through the Core Values as a checklist, but might instead identify three or four core values subordinate commendably follows and three or four that might require a bit more attention by the subordinate.  The superior should also invite the subordinate to similarly evaluate the superior.

(b) Mentoring(AFPD 36-34 (Air Force Mentoring Program, 1 NOV 96) defines a mentor as "'a trusted counselor or guide'" and mentoring as "a relationship in which a person with greater experience guides another person to develop both personally and professionally."  Because mentoring is "a fundamental responsibility of all Air Force supervisors" and "covers a wide range of areas . . . (including) career guidance, professional development, Air Force history and heritage, and knowledge of air and space power.  It also includes knowledge of the ethos of our profession, and understanding the Air Force's Core Values of integrity, service, and excellence."  

AFPD 36-34 also suggests that mentoring can be folded into performance feedback, but there is no requirement that it should stop with a performance feedback session.  Indeed, those who truly wish to model may wish to develop an on-going mentoring relationship in which the subordinate is genuinely challenged to achieve maximum professional and personal development.  Moreover, AFPD 36-34 directs the development of a local mentoring program for company grade officers, but there is no reason why company grade officers should be the only persons mentored.  Under the Core Values initiative concept of career-long professional development, every one should be mentored in the manner described by AFPD 36-34.

Traps and Pitfalls

	The great trap or pitfall of this active learning type is the assumption that all modeling can be controlled by the superior, i.e., "they observe what we want them to observe."  The fact is, "they" observe everything, whether "we" want them to or not.  Modeling can have as strong a negative effect as a positive one, and to take it lightly or for granted is to court disaster(both for oneself and for one's subordinates.

One-Way Stories

Characteristics

	One-Way Stories require the least expense of all because they require even less administrative work than Modeling.  Although One-Way Stories do not have quite the large payoff as Modeling, they can be quite effective in demonstrating the importance of the Core Values to subordinates and in sampling the beliefs and attitudes of persons and organizations.

Technique

	The technique of using the One-Way Story is really quite straightforward and well known to most of us.  The trick (if there is one) is to find a story that illustrates the point you want to make and is receptive to the audience.  The best such story is true, personally relevant to the audience, memorable, thought-provoking, and values-driven (consistent with the Little Blue Book).  

One-Way Stories become a form of active learning when they compel the listener to reflect upon their content and implication; the One-Way Story should be something the listener carries away from the conversation and continues to think about from time to time.  The best such story is one that impresses unforgettable Core Values lessons on the listeners(relevant lessons they can apply on the job.  A list of key considerations follows:

Is the story you plan to tell personally relevant to your audience? (Is it about someone who is like the members of the audience in some key respect or is someone with whom they can easily identify?)

Do you know the story to be true?

Does it make a worthwhile Core Values point?

Does it make a Core Values point in a subtle and thought-provoking way?  (The person telling the story should avoid prefacing it with a phrase like, "Let me tell you a story about humility."  Instead, the story should be rich enough to allow the persons who hear it to draw their own appropriate Core Values conclusions without hitting them over the head 

Is the story values-driven?  (That is, it is not enough that the story makes a values point; it must also rest on a firm values foundation.  For example, it would be unacceptable to make a point about courage by telling a story that involved disrespect to some ethnic group.  The point made about courage will be wiped away by the bigotry displayed, and that bigotry will become the real lesson of the story.)

Traps and Pitfalls

	When does a story fall short of the mark?  When it is unintelligible or irrelevant to the audience; when it violates the Core Values; and/or when it does not challenge the listener to take it away from the conversation and to think it over.

Two-Way Stories

Characteristics 

	Two-Way Stories pose a greater challenge than either Modeling or One-Way Stories, but not by much.  Plugging Two-Way Stories into the Schoolhouse is a challenging activity because it may require significant adjustments to a lesson plan or block of instruction to accommodate this technique.  At the very least, the instructor will need to carefully evaluate placement of two-way discussion in the curriculum.

	With the increased work, however, there are increased benefits associated with Two-Way Stories.  If I tell you a story to make a point (as in One-Way Storytelling), there is a good chance the story will have a positive payoff if it has been properly selected and told.  But if I get you to swap stories with me to make some point, then I have dramatically improved the chance that you will understand the point I am trying to make; for, by choosing a story and telling it to me, you are actually applying the point I wish to make.  This is especially true if I follow the story exchange with a discussion of the stories we have told and their effectiveness in making the point I am illustrating.

	Thus, by expending slightly more work than the work expended in One-Way Storytelling, Two-Way Stories promise a somewhat larger bang for the buck.

Technique

	The technique associated with Two-Way Stories is very similar, but not equivalent to, One-Way Stories.  The person initiating the exchange (the first storyteller) should do so as though he/she is telling a One-Way Story, but from that point forward the situation changes.  After the first story is told, a listener is encouraged to tell a story from his/her experience, and the discussion that follows that story focuses explicitly on its Core Values content.  The second story teller is asked to evaluate what he/she believes to be the Core Values of content of his/her story.  Comments are then made about that evaluation (either by the first storyteller or by other listeners)  

	Two-Way Storytelling thus promotes the deeper investigation of the Core Values and the way they influence our daily activities.  What the listeners should carry away from the experience is the challenge to more completely understand the Core Values and their proper application.  It is also a good way to help others reflect on One-Way Storytelling as a form of active learning.  

Traps and Pitfalls

	The traps and pitfalls of One-Way Storytelling apply here. Additionally, there are the risks associated with inviting a listener to tell a story.  Is it on target?  Is it values-driven?  These are the kinds of question with which the person in charge must deal.  A values violating story cannot be allowed to pass without criticism.  If the values lesson of the story is obscure, it must be clarified.

Directed Discussion

Characteristics

	Directed Discussion is a difficult thing to do well, especially within the constraints of a formal course.  The leader/teacher places something on the table for discussion (personal story, article from the newspaper, some recent event in the unit’s history) and then invites a free-wheeling discussion.  Subordinates/students are invited to give their evaluation of the thing in question, and to suggest what might be done about or in response to that thing.  The goal (generally speaking) is not to reach a consensus about the topic or what should be done about it.  The goal is usually something more indirect(for example, team building or to give those involved in the discussion a better sense of the complexities of their professional challenges and responsibilities.  The difficulty with Directed Discussion, however, is in the teacher/leader achieving just the right amount of control.  Too much control, and the discussion never gels as it should; too little control, and the discussion may become a food fight.

	There are certain contexts, however, in which the use of Directed Discussion can have significant payoffs.  It is extremely useful in sampling the ethical climate of an organization, and it can be extremely powerful in promoting the Field Weave by inviting the members of an organization to carefully and publicly explore what is good or bad about the climate in which they live, as well as the ways in which that climate can be preserved/improved.

Technique

	Directed discussion involves the introduction of some subject (for example, an article in the local paper about the misbehavior of some Air Force person, the implications of a new uniform requirement, decreasing benefits, etc.) and then achieving a Core Values payoff by allowing a controlled discussion of that subject.  Directed discussions can be extremely effective forms of active learning because participants are more likely to carry away from the experience and think about things they have passionately discussed with their peers.  

The following considerations are relevant to any directed discussion:

Is the item chosen for discussion likely to produce a Core Values payoff?

Is the conversation consistent with the Core Values?  In this respect it is useful to follow the Rules of Engagement found at Appendix 1, Table E, especially rules 3, 4, 5, 6 and 8..  Although this table is designed for Case Studies (see below), it applies to Directed Discussion because of the social component shared by both active learning types.

Does the person who initiates the conversation follow the Goldilocks Control Balance Principle: not too much, not too little, but just enough control?  One sure sign there is too much control is a non-self-sustaining discussion (one requiring constant 'jump starts' to get going).  One sure sign of too little control is the proverbial 'food fight' in which the discussion generates anger and confusion but sheds very little light on the subject matter.

Traps and Pitfalls

	Food fights and overly-long conversations are the most significant traps.  

Lived Experience

Characteristics

	Lived Experience can be one of the most influential forms of active learning.  Conclusions drawn or lessons learned from an actual, real-world experience(especially one in which the professional characteristics of the persons involved were challenged in an extreme way(are likely to leave an indelible mark on those living the experience.

Technique

	Lived Experience would ordinarily be a directed discussion involving only those persons involved in the experience.  It is conceivable, too, that it might become an opportunity for Two-Way Storytelling (each person relates that portion of the experience which he/she believes to be especially significant).

Traps and Pitfalls

	It is because of the traps and pitfalls associated with Lived Experience that we identify it as a separate type.  The other six active learning types lack complete spontaneity or, to put it another way, their employment usually follows some amount of preparation on the part of the leader/teacher.  Not so Lived Experience, which can never be fully anticipated and are frequently completely spontaneous.  Those who wish to capitalize on Lived Experience may want to consider the following:

Those who wish to turn shared experiences into active learning opportunities must be fully versed in the Little Blue Book, especially its definitions of the Core Values.

Those who wish to employ Lived Experience may want to learn to do it from another person already proficient in this learning type.

Those who wish to employ Lived Experience should be proficient in Modeling, Two-Way Storytelling, and Directed Discussion before attempting to tackle Lived Experience.

Those who wish to employ Lived Experience should be aware that all parties will almost certainly carry the experience home with them and continue to reflect on it(so much so that they may wish to revisit the discussion of it on several occasions in the future.  In other words, if you use Lived Experience, the discussion of it may well consume a lot of your time.

Simulations

Characteristics

	Simulations combine the rich content of Lived Experience with the organization afforded by a case to produce the potentially most influential active learning technique.  Of course, simulations require an immense amount of planning and organizational control if they are to be most effective. 

Technique

	The best Simulation is one that runs itself without the intervention of the person responsible for the Simulation.  The person responsible for the Simulation should of course discreetly observe it and ensure that the rules of the simulation are being followed, but the goal is to ask subordinates/students to come as close as possible to reality during the exercise.

Traps and Pitfalls

	In a sense, Simulations are Directed Discussions without the intervention of the teacher/leader.  Thus, the pitfalls are the same as for Directed Discussion, but with the added complication that a Simulation requires much more advance planning.

CASES

Characteristics

	Cases are very similar to Simulations, except that cases require less initial planning to be successful and have a slightly lower instructional payoff.  A case is anything that invites students to collectively scratch at and penetrate to the architecture of the subject matter. In this respect, it can be discursive or non-discursive.  If it is discursive, it can be a paragraph long or many pages.  If it is non-discursive, it can be anything from a fish to dissect to a pile of wreckage from an aircraft accident.  Whatever its precise nature, the case must compel students to make decisions in a social context.  An excellent case is an immediate doorway to the subject matter, but it is not itself a guided tour.  The door is thrown wide, leaving students to explore what is there and to develop procedures to optimize that exploration.  These general considerations hold in the tightly controlled environment of law school every bit as well as they hold in the more open-ended context one finds in the study of international affairs or medicine.

	Cases are especially useful in developing advanced analysis, reasoning, and decision making skills in students.

Technique

	Those interested in the technique of teaching case studies should contact the Core Values Website for further information.

Traps and Pitfalls

The following traps and pitfalls make up the downside of case teaching:

Labor intensive:  Case teaching requires a great deal of in-advance preparation.  The educator must anticipate the twists and turns of the class discussion so as to ask just the right questions that will nudge the course of the discussion in the right direction.  Such planning actually begins with the design of the course and will continue up to the day the case is taught.

Loss of control:  The educator loses control in the same measure as he or she 'empowers' students to assume responsibility for their education.  No two sections will discuss a case in the same way, cover the same area of subject-matter architecture in the same way, or even employ the same categories or labels to deal with that subject-matter.

Inefficiency:  From the standpoint of all involved, cases at first may seem to be a profound waste of time, especially when the purpose of the case is to convey principles and concepts the professor could easily lecture about. 

Dual competency requirement:  The passive method requires the educator to possess a competency with respect to the subject-matter—and that is the only competency he or she will ever need.  The case method requires a dual competency, viz. subject-matter and teaching process.  To those immersed in the passive method, this seems especially inefficient; the educator is too busy doing research and publishing to spend any time learning to teach.  In fact, learning to teach is considered to be a time sink and a dodge. 
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