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Abstract

This paper discusses the findings of the pilot wtofdthe Canberra Institute of Technology
(CIT), Virtual Worlds in Health Education, projecthis project was part of the Targeting
Skills Needs in Regions (TSNR) initiative fundedthg Council of Australian Governments
(COAG). CIT have been working with ACT Health, Clear Darwin University, Northern
Territory and Gippsland TAFE, Victoria to develobist virtual world environment and
scenario-based role plays to engage a wide vasfdearners.

From this research CIT has constructed a framevi@rkeachers to develop scenario-based
role plays in a virtual world environment and hatidated the use of virtual worlds as part of
a blended learning approach to teaching commupitakills. The research focuses on three
different learning groups: Indigenous students (@mmity Services and Health areas),
Community Services students and Allied Health Aasis students. Scenarios have been
tailored for each group based on advice from inmguskperts and the project reference

group.

This research employed a mixed method researchoahgitgy, and used a triangulation

process to analyse and validate data. As Triangulaests the consistency of findings

obtained through different instruments (Sydenséidaleto, 1997) was used to corroborate
the evidence to support the claims and findingdleCioon methods include questionnaires,
observation, group interviews and journal entriResearch results indicate that participants
enjoyed the activities and 80% of participants wiaicommend using virtual worlds to learn

and practice communication skills in the workplace.

Introduction

The purpose of th¥irtual Worlds in Health Educatioproject was to gather data about the
tailored structure of scenario-based role play st being utlised in a virtual world

environment and whether or not they are an effecteaching and learning tool for

Community Services and Allied Health Students.

Students undertaking the Allied Health Assistantalifjcation over a two year part time
program delivered at the Canberra Institute of fietdgy are required to participate in an
industry placement or practicum. These practicuacgrnents are generally at hospitals, aged
care facilities and private practices. It is havdind placements for students that fit in with
the demands on students, institutes and placementidprs. Using a virtual world
environment for part of this placement is expectedhelp alleviate the pressures on
placement providers and as an added benefit gidests the opportunity to work alongside
professionals in a simulated workplace environment.

Teachers and students question why a virtual werdd chosen, in which to practice
communication skills and develop students’ workelakills. They also wonder why a virtual
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world would be used instead of the more traditionadthod of inviting other health

professionals to provide demonstrations of besttmain the workplace. One of the aims of
the ‘Virtual World in Health Education’ project wa® demonstrate that in a virtual

environment a community of practice (where novilezsn from professionals) would be a
legitimate learning environment eventually reducthg stress and load on student work
placements.

Research derived from théirtual Worlds in Health Educatiomproject focused on data
sourced from the trial and evaluation of the projétudestam and Newton (2001, p.69)
suggest that ‘one chooses a topic rich with pelssigaificance and social meaning, a topic
that reflects an experience that the researcheh&@snd about which there is a passionate
interest in understanding its nature’ . The projeein chose to examine the structure of the
scenario-based role plays for the following reasons

1. They believe that there is a place for virtual Woéenvironments in teaching and
learning, in particular, in teaching professionah@nunication Skills,

2. They believe that practicing work related sceraiioa virtual world environment
will enhance students skills to be job ready, and

3. They also believe that one scenario structurenaillfit every student’s needs.

Virtual environment offer the ability to leveragspects of authentic learning conditions that
are hard to cultivate in traditional classroomiegit according to M Griffin (1995), this is
one of the main reasons that a virtual environnveas chosen for the ‘Virtual Worlds in
Health Education” project. For example is thatsitvery difficult to simulate a conflict
situation in a real workplace for the benefit af gtudent’s while on practicum. In addition to
creating experiences that take advantage of thated and distributed nature of cognition,
CIT’s virtual world scenarios allow for the desig situations that are not possible or
practical in the real world. CIT’s virtual world qgject has provided teachers, educational
designers and 3D object developers the fundingd¢ate scenarios that are ‘real-world’ in
appearance, are safe, cost effective and dirextlyet learning outcomes.

Creating scenarios in virtual environment is nateav idea, Gippsland TAFE conducted a
project in 2005, The Virtual Experience of Risk-BdsLearning (VERBL). The VERBL
project had many positive outcomes. One positiviea@ue was that the learners may be
assessed more realistically within a virtual envinent as the role plays within this
environment are closer to a real life experien@n ttraditional role plays conducted within
the classroom (VanDerKiIift, 2007). An issue thaiswaised often in tRéERBLstudy is that
“additional time from teachers to prepare and pre€t{\VVanDerKlIift, 2007) was essential to
adequately frame the scenarios. It is hoped thatfrdimework developed by the “Virtual
Worlds for Health Education” project will help teduce the time it takes to prepare scenario-
based role plays for teaching staff.

The project took a scaffolded approach to scenaaged role plays. There are three levels to
this approach, the first level is a simple scenab time consuming for the teachers to
develop). The second level or for the intermedizder (similar levels of time needed to
prepare the scenario). The final level is a momamex (high level of commitment to time
and resources). This strategy was taken by theegrtp help imbed the use scenario-based
learning in a virtual world into the culture of Clifaving the opportunity (and confidence) to
get a learning activity up quickly in the virtuaiveronment will encourage more uptake from
the teaching staff.
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The outcome of this research will allow the refireerh of our scenario development
procedure to help reduce the time for scenarioldpweent by teachers.

Background

The purpose of the trials was to gather data tosvaahstructing and defining a framework
for virtual world scenario building and to validatiee use of virtual worlds as part of a
blended learning approach to teaching communicasikiis. Secondly, the trials was
structured to evaluate the virtual world platfotime learning environment, the structure and
if it is a comfortable and enjoyable learning eaximent.

The project constructed a readily and remotely saibke virtual world environment that
combines a scalable set of educational settingsictitep the health industry (i.e.

rehabilitation and community centres) to suppoerdéng in an appealing, realistic and
engaging online environment. A platform was sekdtgat had high resolution graphics,
VOip (audio tools) and the ability to be easily obed, the platform is also invite only,
meaning that to access it you have to be giverlJtRe, this was chosen to stop incidental
interruptions to scenario-based role plays.

Networked laptops were used to host the purpose-
built virtual world. Before commencement of the

~ scenarios, participants were given a brief verbal
explanation of the project and the aims of the
evaluation. A short demonstration video was played
to explain how to use the avatars to navigate in-
world. Written instructions were provided for each

of the activities.

A total of 45 individuals participated in the trag

of the “Virtual Worlds in Health Education” project
The age range of the participants completing the
questionnaire started with on 18 year old, eight
people from the 19 — 25 age range, six people ft@26 — 29, nine people from the 30 — 39
age range, twelve people from 40 — 49 age rangenexedpeople who are over 50 years old
(Figure 1).

The Trail Team provided support to participantsimyrthe trial (e.g. assistance with
navigation for example when participants had treuioving around the world, assistance
was provided).

At Charles Darwin University, 1 student and 3 teashfrom culturally diverse backgrounds
participated in the trial. This cohort had limitixthe available and only completed the Tunnel
Vision Activity.

At the Wugularr Community, located near Katherigdndigenous students participated in

the trial. The remaining participants completed Argry Client scenario. The participants

completed the exercise twice, once as the Angrgntind once as a youth worker. Support
for this cohort was by the Indigenous Support @fficit was suggested that it may be
inhibitory for the team to be present.
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In ACT, at the Yurauna Centre, CIT’s Indigenous gup centre, 4 indigenous students
participated in the trial, although the projectntebad been informed that 10-12 participants
would be available. These students completed tmadlwision activity only.

Overall, 36 CIT students participated in the tr@koss the Allied Health Assistants and
Community Services qualifications.

The scenario-based role plays were designed arelagmd on the advice of industry experts,
and three scenarios were selected for use in tbegtudy. Hereafter they are described as
the ‘Tunnel Vision Activity’, the ‘Angry Client Agvity’ and the ‘Tailored Activity’. A short
description of each follows:

Tunnel Vision Activity: is an example of the use of the Virtual World t@egusers a
firsthand perspective of the difficulties faceddmople who have a disability. In this case, the
user’s avatar has tunnel vision. Tunnel Visiothes loss of peripheral vision with retention
of central vision, resulting in a constricted cieruor tunnel-like, and field of vision. This
condition can result from a large number of causesluding glaucoma and retinitis
pigmentosaDifficulty in navigation and locating objects the virtual world environment is
experienced firsthand. This is generally undertadean individual ‘in-world’ activity.

Angry Client Activity : This is a two-person scenario role play. In @dsivity participants
take on either the Health Care/Community workee,rar the role of an angry client.
Participants are given instructions and a briethair role; they then spend up to 5 minutes
performing the role play, using the informationhand to stimulate their interactions. The
aim of the activity is to train students in comnuation skills and dealing with difficult
clients. For the purposes of the trial, each papanticipants reversed their roles.

Tailored Activity: This activity has been tailored for groups studythfferent areas in
Health and Community Services. Under the guidarfceelevant industry experts, three
different scenarios were designed for the threadagoups of this trial, including:

1. Indigenous students - in this activity studentsgven the opportunity to create their
own scenarios, using basic guidelines in which ookw

2. Community Services students- this multiplayer sgena structured around an anger
management course, where one participant is tteosefacilitator and the rest of the
students are participants in the anger managenoemse The information for each
participant is brief, but provides sufficient infioation to each participant about their
character and their role for the session.

3. Allied Health Assistant students- this multiplayescenario centred on an
interdisciplinary meeting about, and including, Ber@ with multiple sclerosis.
Students are provided with detailed information tbeir character along with an
extensive client file. They must discuss the cleneeds and seek to develop a care
plan for the client.

These scenario-based role plays are a part ofralédelearning approach. The underpinning
knowledge is delivered in a classroom, online odistance model, the virtual world is

practice and skill development and the briefingt pgan happen either online or in a
classroom environment post the ‘in world’ experenc

The data collection instruments comprised:
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a. A questionnaire provided to participants at comgpiedf the activity (or activities) —
which provided demographical data and informatibow their learning experience
to support the data collected in the debrief ad@w®ievidence,

b. A verbal debrief in the form of conversation witietgroup on their experience and
opinions, with written notes taken by one of thejgct team. Information gathered
here concentrates on their learning experiencetertthology and forms part of the
focus group activity. The debriefing was also vidged and transcribed to ensure no
data was missed.

c. Video of the participants, as they undertook thaviies, to subjectively gauge
reactions and engagement with the material.

Literature Review

The literature review which informed the projecives evidence of the benefits of using
virtual worlds, scenario-based role playing forctéag and learning and supports the
pedagogical approach that has been used in theu&ViWworlds in Health Education” project.

Research by thélew Media Consortiunsuggests ‘Virtual worlds bring ... networking to
another level, allowing people toteract in ways that convey a sense of preseroé@nig in
other media’ (NMC, 2007a). Conducting trainingvintual worlds eliminates some of the
disadvantages associated with classroom dynamids ir@eracting face-to-face. Virtual
worlds allow people to use avatars (a digital repngation of oneself) to take on the look and
feel of their clients, including voice modificaticdl@ simulate age and gender. Virtual
worlds have the ability to take online collaboratend interaction to new levels, break down
hierarchies, and eliminate geographic boundari@sdiistedt, 2007; Hutchinson, 2007).

Clarke (2005, p.4) goes one step further and stidtas the ‘immersion in a mediated,

simulated experience (such as a virtual environjnamnolves the willing suspension of

disbelief’. This provides students with a safe aadtrolled environment in which to practice

and to be able to make mistakes that in the reakplace could have dire consequences.
This also allows students to test the boundaries davelop new skills and protocols for

dealing with difficult situations that are likelg bccur in the workplace.

It is very difficult to simulate a conflict situatn in a real workplace for the benefit of the
student’s practicum. In addition to creating expeces that take advantage of the situated
and distributed nature of cognition, CIT’s virtwabrld scenarios also allow for the design of
situations that are not possible or practical i igal world. CIT’s virtual world project has
provided teachers, educational designers and 3Bcblojevelopers the funding to create
scenarios that are ‘real-world’ in appearance dnatsafe, cost effective and directly targeting
learning outcomes.

Regardless of the platform the benefits of usinmtual worlds for teaching and learning are
universal. General benefits include the flexibildy being accessible 24 hours a day; it is
recordable and can be used as a resource or faleiieefing session and be considered
environmentally friendly, reducing travel time awdsts. Virtual worlds also allow for
collaboration, persistence (capacity for immediacyl synchronous activity), inclusion of
sharable and user generated digital content andateimmersive and interactive (Fretias,
2008). Role playing itself is “an important partafitural learning” (Champion, 2009, p. 37);
roles are intrinsically related to the notion otisd worlds and examples can be seen in
children as they play-act a mother pretending tukaw look after children, for example.
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The benefits directly related to scenarios aredpigons for anonymity of the participants,
allowing students to practice and make mistakeBaowit the risk of losing face, as well as the
immersive nature of virtual worlds. It has been uoented that when people think about
their avatars the brain activity on an MRI is tlaeng as when they think about themselves
(Caudle, 2009, p.19).

There is a lot of evidence in this review to supploe use of virtual worlds as a teaching and
learning tool, however when there are issues with technology (e.g. audio feedback or
delay) it can be inhibit learning this is sportgdVan Der KiIift (2007) and Horan, Garden
and Scott (2009).

Scenario-based role plays in virtual worlds can diegle player or multiplayer. Erik
Champion (2008) states in his papales and Worlds in the Hybrid RPG game of Obliyvion
that “single player games are now powerful enouglcdnvey the impression of shared
worlds with social presence and social agency” \pR%eemed a necessary step to scaffold
the learner engagement for this trial; startinghvah orientation, the single person activity,
building to a multiplayer activity. The single persscenario that a participant can participate
in either in class time, scheduled time or whesuits them and the education use is to
develop empathy for people suffering from tunnsiam and a thus have a better idea of what
it would be like to have this condition. Peter Y&lless and James Cook (2006) developed a
virtual hallucination scenario on Second Life twegipeople perceptual phenomena of a
psychiatric iliness. It was experiencing this scenéirst hand that lead to the tunnel vision
scenario being developed.

The educational benefits of fictional or fact-basetractive scenarios include developing
problem solving skills, decision making skills, anterpretation of data or observation skills
in a real world context (Stewart & Brown 2008). &8st and Brown (2008) also highlight the
importance of planning the scenario. This was ctdytahe case with the “Virtual World in
Health Education” project. lll thought out scenarwere quickly discarded as the outcome
often didn’t meet the learning requirements expkétemn the activity.

A study by Minjie Hu (2007) at Tairawkiti Polytechi New Zealand, researched using
scenarios to motivate programming students. Thdystavealed more benefits than they
expected. “The teacher motivates the students am Iprogramming. The motivation of
learning from students also encourages the teachenprove the way they are teaching.
Game scenarios provide a common thread througlh@utvhole teaching process leading
students from low-order thinking to higher-ordeinking” (Hu, 2007, p. 96). The debriefing
process that has been employed with this reseaslnilghlighted this motivational aspect of
using scenario-based role plays for teaching amadnileg, the teachers who have been
involved in the project to date are very excited &ave offered many ways in which they
can use scenario based role plays in virtual waddsprove their educational delivery.

A scenario-based role play is a structured learattgyity. The underpinning knowledge can

be delivered as part of the scaffolded approadteeih the classroom, online or in a distance
model. The preparation brief is where participaarts assigned their roles in the scenarios.
The participants may be required to research imoskills and characteristics that they will

need to act appropriately in the role play. Thetysosnario debriefing is the most important

part of the learning; this is the time to critigalieflect on the activity and knowledge and

skills that were displayed in the scenario role/pla

Three theoretical approaches can be applied tadévelopment, the implementation and
evaluation of scenario role play learning actiwtim a virtual environment; scaffolding
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(constructivism), situated learning (legitimateipbkeral participation) and critical reflection
debriefing (cognition). Merrill's (2002) educatidrdesign principles are well represented in
this three layered approach.

Scaffolding in education works like scaffoldingthre construction industry; in construction it
is used to support a structure as it is being ikt is taken away when the building is
completed. The object of using a scaffolding madeto develop the students into a self-
reliant learner and the achievement of competeRapl( 2002).

The scenarios are designed in a constructivist iM@#evasi, 2008):

* The scenarios are authentic and the learning goabusages “ownership” by the
learner

* Understanding is developed through interactive ggpees in an authentic learning
environment

* Knowledge evolves through social negotiation arithborative learning

» Learners are aided by scaffolding and “just in timéormation

Wilson (2008) expands on this model with the additf:

 Extending student understanding — teachers sequeactvities, provide
individualized support and guidance, and allow stitsl necessary time to process and
benefit from the support.

 Temporary support — Scaffolds will decrease in lleed intensity as students
construct their own connections and understanding.

* Focus — Tasks must satisfy curriculum requirembatshey must also be designed to
meet the needs of a variety of learners at diffdearels.

By starting the scenarios at a basic level anddimglto an advanced level the project has
been able to incorporate all of the effective swdfhg criteria (Wilson, 2008).

1. Intentionality: The task has a clear overall pugtsthe learner requiring individual
contribution to the whole

2. Appropriateness: Instructional tasks should bugdruprior knowledge and should be
appropriately challenging to the student

3. Structure: The learning environment is structuegresent appropriate approaches to
the task and lead to a natural sequence of thamghtanguage

4. Collaboration: The teacher’s primary role is cofleddive rather than evaluative as
tasks are solved jointly in the course of instruaal interaction

5. Internalization: As students internalize new praged, external scaffolding for the
activity is gradually withdrawn.

This scaffolded approach is also represented ita@ah and Perri’'s (2006) paper on teaching
conflict management using a scenario-based apprélaishstudy does not use virtual world
technology, which demonstrates the interoperabititythis framework for teaching and
learning across a range of mediums.

During the development of the virtual worlds thejpct has used two types of scaffolding.
Designed In ScaffoldingWilson, 2008) the project sequenced the actwitie connect
previous knowledge to new knowledge dadint of Need Scaffolding/Nilson, 2008) the
scenarios and interactions were designed that ¢haybe paused if a teacher recognises a
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“teacher momefit this allows questions to be answered, conceptbd pointed out and
assistance given if needed.

Keeping within theDesigned in scaffoldingrodel we have three scaffolding layers:

1. The first layer is for support with learning scanay teaching the participants how to
move and function in a virtual environment.

2. The second layer starts with simple one to oneas@es) these can be with or without
teacher participation to help the participants éodme immersed in the roles and be
able to develop their role playing skills in a safen judgmental environment.

3. The third level of scaffolding is where the suppstarts to be removed, the
participant gets the opportunity to “show off” tlkeeskills and knowledge, in more
complex multiplayer scenarios.

Teacher-assisted scaffolding is also embedded thigoframework. Teachers can support
participants in a multiple of ways including: tleather can play one of the roles, the teacher
can be invisible and assist as required, the $ession can be held in a computer lab (hand
holding participants as required) and the debripfiessions at the end of the scenario to help
participants break out of character and criticeot on the experience.

While all scenarios can be used for assessmenbgespthe first two levels can be used to
assess elements of a competency. The more compliplayer scenarios can be used for
whole competency assessment or for the recogrofigmior learning.

Teacher training to facilitate and train in a vatuenvironment also has a scaffolding
component. This process starts with the teachéicipating in simple scenarios, with lots of
instructor support, and moving to them designing delivering multiplayer scenarios. It still
needs to have the situated learning characteri@fiesington & Oliver. 1995), these include:

» Authentic context that reflect the way the knowledygll be used in real-life;
» Authentic activities;

» Multiple roles and perspectives;

» Collaborative support for the construction of knedde;

» Coaching and scaffolding at critical times;

» Debriefing (reflection) to enable abstractiondéoformed;

 Articulation to enable tacit knowledge to be maxgplieit;

* Integrated assessment of learning within the tasks.

By designing virtual environment to be a legitimat®rkplace (situated learning) the
participants will become involved in a “communityf practice” (Wenger, 1991). A
“community of practice” has three crucial charaistess:

1. The domain: in our environments the participatithae a shared goal, to develop
knowledge and skills for a set outcome. All pap#sits come to the domain or the
virtual environment with their own sets of skills:ica knowledge (ranging from
beginners to professionals) and as a collectivy tieve the range of skills and
knowledge to achieve an outcome

2. The community: within the environment and the scesathe participants engage in
joint activities and discussion to help each othEnese environments enable all
participants to build relationships that enablarttie learn from each other.

3. The practice: In this case we are bringing togeshgroup of practitioners (who are at
different stages in their development, skill andwiedge), who are able to share
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ideas and resources. The practice is evident irexiperiences, stories and tools that
are used to help achieve an outcome ergo a sheaeticp.

Laluvien (2010, p.177) supports these charactesisthd states that “mutual engagement and
learning are at the head of the “community of pcatt which is defined both by its
membership and by the practice in which the menhijgmsngages”. One of the goals of the
“Virtual Worlds in Health Education” project was tave professionals from all over the
country participate in the scenario-based role ldg a similar vein, Herne (2006, p.1)
explored this type of interaction between art ardigh and museum and gallery education
and he concludes that “trans-instructional andriptefessional communities of practice can
be established that have the potential to genemate forms of engagement, shared
repertories and joint enterprise”. Group dynamltape a community and a ‘pecking order’ is
generally established, where the participants amkivwg out their position in the community.

The group dynamics or power struggles that openatiein a community of practice are
distilled within the phrase “legitimate periphenaarticipation” (Lave & Wenger,1991).
Basically, legitimate peripheral participation meathmat when you put professionals and
beginners together, the beginner will learn by Wweg and working alongside the
professional. Laluvien (2010, p.179) also stateat tiistilled with the phrase ‘legitimate
peripheral participation’ is an understanding ofvhoperation of power fosters or impedes
access to, and continuing membership of ‘communibé practice™. There is a strong
hierarchical structure within community service tteg and within the health system more
generally, where the power is “relatively formaldacentralized” (Laluvien, 2010, p.179).
This structure has been maintained in the scert@sed role plays that were developed for
the trial. By acknowledging that this type of powsruggle does occur in most work
environments, the skills that participants developthe scenarios in a virtual will be
transferred once the students are in a work enwigont.

This situated learning or experiential learning gdoie in a virtual world environment also
encourages serendipitous learning, meaning thdewairticipants are in-world playing in a
scenario they will learn and develop skills withémiowing it; this is where the debriefing
stage is important to highlight these skills anddpthem to the participants’ attention.

The post scenario debrief is perhaps the most tapobpart of the learning. This is where
metacognitive processes such as critical reflect{Bnookfield, 1995) are employed.
Brookfield’'s model of critical reflection focuses three interrelated processes;

1. “The process by which adults question and theraepbr reframe an assumption
that up to this point has been uncritically accépe representing commonsense
wisdom

2. The process through which adults take alternaterspective on previously taken
for granted ides, actions, forms of reasoning aedlogies, and

3. The process by which adults come to recognise thgeronic aspects of
dominant cultural values and understand how setfext renderings of the
‘natural’ state of the world actually bolster thewer and self-interest of
unrepresentative minorities” (Brookfield, 1995, p4)

This debriefing process will allow the teacher todg the user either students or participants
to avoid confusion, or refer to students AND reskararticipants if you need to make such a
distinction through the experiences by focusinglaair actions, thoughts, values and beliefs
and moving to how this experience and the skillsythave developed will change their
behaviour and beliefs when dealing with similauaitons in the future. This can be
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addressed using a scaffolded process such as aquesérters and protocols (Sanders &
McKeown, 2007); teachers can tap into a wider pmfoexperience not for ideas but for
guestioning values and beliefs, practices and wtaledings as well as the new content
present in the scenario based role play. This agammetacognitive activity (Norton, Owens
& Clarke, 2004) that will allow students to relatew information or skills to prior
knowledge building connections between theory arattre, validating ideas and feelings,
and personalising knowledge gained.

Method

Participants were required to complete questioesatailored to each of the above activities,
on completion of each activity. The questionnaicessisted of multiple choice and short
answer questions, having 18, 16 and 12 questiosigectively. Five questions on each
guestionnaire were demographic in nature; thesstigums were used when cross-tabulating
answers.

45 people participated in the pilot study; 24 wienaale and 21 male. The age range was 18
to over 50 with the oldest participant being 62rgesd. The mean age was in the group 40 —
49 years old. Out of the 45 participants, sevenewkrdigenous Australians. Not all
participants completed the three activities; all pisticipants attempted the tunnel vision
activity, 38 participants completed the Angry Ctiaativity and 22 participants took part in
the tailored activities.

The other questions in the questionnaires covenedtd¢aching and learning aspect of the
scenario e.g. did this scenario allow you to userymmmunication skills. Most questions
had the following three responses agree, disagreeloo’t know options, additional
comments were requested to justify their responses.

Mixed research method is a combination of quamgaand qualitative methods and by
applying the triangulation design: Validating qutative data model (Creswell & Plano-
Clarke, 2007). This method was chosen to suppaet ghalitative data collection that
occurred during the debriefing and video observadiata.

Quantitative can have a constructivist approachHemjpualitative can have a post-positivist
approach. Tashakkori and Teddlie (2003) suggest‘Bragmatist supports both qualitative
and quantitative research methé@sashakkori & Teddlie, 2003). A pragmatist resdmsac
considers the question, to be more important thterethe method they use or the paradigm
that underlies the method.

Students participated in ‘in-world’ activities, vehi were followed by debriefings, interviews,
guestionnaires and journal entries. Results wecerded and evaluated. The preliminary
results indicate that CIT’s Virtual Worlds for HdalEducation will be a valuable asset for
training a wide range of students in community &y and health.

The questionnaire was not provided to the partidgpérom the Wugularr Community, as we
were advised by the Indigenous Education Suppoficé$ that this would be culturally
inappropriate for this cohort. The Yurauna Centreart were reluctant to participate in the
debrief session, but were willing to fill out theestionnaires. This cohort was participating
in the trial between classes and in their brealk tsm they were very time pressed.

A questionnaire is a easy way to gather data flamgel groups (Kervin, Vialle, Herrington, &
Okely, 2006), and it can be administered usingraéetsaof approaches. Questionnaire is an
appropriate tool for an online environment, thesjloanaire can be completed online or in a
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written form. The nature of virtual worlds (beingnmotely accessible) made an online
guestionnaire an appropriate choice for this trial.

In this case, the questionnaire will be given a®piion to participants on completion of a
virtual world scenario session. The reasons for iagtering the questionnaire in an
electronic form include:

* The ability to make it more user-friendly, encoungghigher response rates

» Designed to be simple and quick to fill in and ud a variety of question types from
yes/no to open-ended responses

* Responses can be fed automatically into a spreatishedata base, increasing the
speed and accuracy of data collection

» Participants may provide more candid responseshaee tis a greater sense of
anonymity (Madge, 2006)

This is supported by Saxon, Garratt, Gilroy & Cairf2003) who also addweb-based
survey, these include speed of creation, ease c#sa¢ speed of response, reduction in
paper (p.53). Questionnaires do have limitation as thisupported by Kervin et al., (2006)
participants may not complete the questionnaireebtiyrand the participants may choose not
to complete the questionnaire at all. The problaat bccurred with the questionnaires for
this study was that some participants didn’t fillinformation that was being used to cross
tabulate results (e.g. gender), this meant thagtiestionnaires need to be excluded from the
data analysis.

The ethical considerations were considered whestoaeting the questionnaires includes for
this trial, they included: not asking leading quest the cognitive ability of the participant
and the language differences.

Observation

The observational data for this research includgsearcher's notes, audio interviews and
background recordings, photos and video of paditip engaged in the activities (in person
and in-world). These observations are going to peneended, where ongoing natural
behaviours are observed and recorded (Kervin €2@0D6). This open-ended approach aligns
with the inductive nature of the qualitative datalgsis. In this case the researcher is also
running the pilot study and has limited interactwith the participants once the trail has
started. The observation data allows for the redearto make use of the short time that was
available with some of the trial groups. This me#mst the researcher will be relatively
unobtrusive and only interacts with participanteewliurther clarification of action is needed
(Kervin et al., 2006).

The advantage of using observational data incl{idesin et al., 2006):

* The researcher gets to experience what is beindjesiu

* The researcher can record information as it happens

» The researcher can take note of unusual eventgu@at®ns that my impact upon the
research

* Allows for insight into interpersonal behaviour

Limitations include:

* Researcher’s presence may be intrusive
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* Time consuming

* Events may be perceived by the observer differémthg what is actually happening
due to researcher bias

* Some information may be observed that cannot bertexgh

* Researcher may not notice key happenings

* Researcher may experience difficulty in gainingp@gp with participants

To help combat some of these limitations the retearhas not relied solely on researcher
observation. Evidence collected including photpbre, audio and video in-world and real
world will be triangulated with the data from theegtionnaires.

All ethical considerations have been taken intcoanot with a separate consent form for all
audio and visual data collection.

Debriefing focus groups

Debriefing is a process that is part of the blenteEatning pedagogy that we are pilot
studying with this virtual world project. This pmss is similar to a focus group; the
researcher will only be using a portion of the miation gathered at these sessions.

For the journal entry participants left anonymah®ughts on a WIKI. This is an
opportunity to capture participant’s feedback, cants on self-reflection and other thoughts
and concerns that participants might wish to shatte the researcher. All participants have
up to one week after the pilot study to make themtributions.

Data Analysis

Given the small sample size, data analysis wagdiniQuantitative data (gathered from the
guestionnaires) was analysed using the proprietyckgge SurveyMonkey
(SurveyMonkey.com). Because of the small samplessitests of significance were not
conducted, but these will be incorporated as tle twidens. SurveyMonkeysoftware
provides tools for classifying, sorting and arramggunstructured (qualitative) information.

Questionnaire Exclusions

Three questionnaire results were excluded from4hecollected in Activity 1 — Tunnel
Vision. These results were excluded as the ppaits did not answer questions about
gender and if they were Indigenous. These questoa important for cross tabulation. One
guestionnaire from Activity 2 and 3 were also ereld for the same reason.

Findings and Discussion

The low numbers in the trial to date make formimpausions difficult. From the data
collected it is apparent that this environment d@hd scenarios developed did allow
participants to demonstrate their communicatiofisski

Tunnel Vision Activity Results

The full cohort of 45 trial participants attemptie tunnel vision activity. To determine the
ability of participants to undertake the scenatth@y were asked to respond to the statement
“I was able to complete the tunnel vision activity'Yes, No, Don’t Know (Figure 2).

Most respondents indicated that they were unableotaplete, however, it appears that
females had greater difficulty completing than mal®©ne of the major reasons for
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incompletion of this activity was a time restrigticParticipants were often time limited and
this activity was cut short. When participants wgireen more time for this activity they were
more successful.

A clear majority of participants indicated thatyrenjoyed the activity. This was also true for
the categories ‘Male’, ‘Indigenous’ and ‘Non indigeis’. A similar proportion of females
responded ‘yes’ to those who responded ‘no’. (FRg)r

To evaluate the learning provided by this actiwitg asked participants to respond to the
statement ‘I now have more empathy for people witimel vision’. Results are shown in
Figure 4, and suggest participants’ empathy wagedlto their learning about the difficulties
in being afflicted with tunnel vision. Having empwtfor people with tunnel vision is not the
same as learning about it. That is, one can knbautatunnel vision and still not be
concerned for people who suffer from it. Similadyne may feel empathy for someone with
tunnel vision without having much knowledge abaut i

The majority of participants engaged well with tlastivity. Signs of engagement are
focusing on the screen for more than 30 seconbisngeor pointing to what is happening on
the screen or actively helping another participaitlh the exercise. One person experienced
motion sickness and couldn’t continue the activitiie level of frustration that participants
felt with this activity was directly related to hosmall an area they could see through. The
level of frustration was also directly related @ tamount of empathy that the participants
felt at the end of the activity for people who sufivith tunnel vision.

Positive participant comments include “deeper empdbr people with tunnel vision”,
“simulation of the client’s experience, empathy foe level of frustration”, “helping me to
understand what it is like” and “learning to use #wvatar through an activity”. Things that
participants would like to change include; “Navigatmade easier”, “more things to find”,
“first person view” and the “way the mouse work$his highlights not only the frustration
with experiencing tunnel vision, but also the pdgdninfluence or impact of the

technological aspects.

These results support Yellowless and Cooks (20@8)rgs from their research using second
life virtual environment as the platform for a wvial hallucination experience that it is a valid
educational tool. They are using “the virtual rigadicenario as a teaching tool in our medical
school program ...” as well as “..an educationall tior caregivers attending an early
intervention program for patients experiencingratfepisode of psychosis” (Yellowless and
Cook, 2006, p537).

Angry Client activity results

A total of 38 individuals participated in the Ang@lient activity. Twenty one were female
and 17 were male. There were only six Indigenousiggaants and only one filled in the

guestionnaire. For these reason comparisons betindgyenous/non-Indigenous participants
were not made.

This activity focused on developing communicati&ils There are two different roles that
can be played in this activity, that of the Angriye@t and that of the Youth Worker. Sixteen
participants played the Angry Client, and 22 platreal Youth Worker.

To evaluate the ability of this activity to developmmunication skills we asked participants
to respond to the following statement — ‘I was aoleise my communication skills in this
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role play'. The results are shown in Figure 5, armdicate that most participants considered
they could develop communication skills using thisdium.

The debriefing sessions for this activity highligthtthe use of escalating and de-escalating
words or actions, participants were readily abledot out what skills they had used during
the activity and how they responded to the angmntliwhen playing the youth worker.
Callanan and Perri (2006) study also noted thatliViduals can also be trained to spot
important contextual factors and social cues agehamism to adjust their conflict-handling
strategy to match the situation” (p135) using sderaased role plays.

To evaluate whether the participants consideredatiivity to be worthwhile, we asked them
to respond to the statement- ‘I would recommentuairworlds for communications skills
practice to other people’. Results are shown iufed. A clear majority of participants saw
value in the Virtual World for communications sgilpractice, but females clearly are more
sceptical than males.

The participants engaged with this activity but fduthe delay in the audio distracting.
Participants were able to display anger or use toenmunication skills to complete this role
play. One participant commented “it’s too much futhers commented; “the audio is fun —
makes it more real time than typing”, “interactipfiteamwork”,” humour”. Comments for
improvement included; “more facial expressions’@stures would enhance the experience”,
“more background on procedures for responding gmyaalient”. It was interesting to see the
different responses from students to proceduresiwdealing with an angry client, students
didn’t think about what restriction and policieetl would be for booking a client in for an
emergency appointment, they just did it! Teachitaffshad difficulty with the booking
process as they didn’'t know what it was for thisito® this made them pause and get
frustrated, while the student’s adlibbed and made.i

Activity 3 results

Activity 3 involves a series of tailored activities specific groups. In each case the scenario
is largely student driven, rather than prescriblédr example the scenario for the Allied
health workers revolves around a client with migtigclerosis, the allied health workers need
to work with the physiotherapist and the client dome up with some energy saving
techniques. This activity had 22 participants paliticipants were between 18 and 49 years of
age, with 12 females and 10 males and only 1 imaige participant. As with activity 2 due
to the low numbers of indigenous participants tlata will not be used in cross tabulation.

Half the participants thought that the scenaridgiexi for their learning group suited them
more than the generic activity (angry client). Trago of males who agreed with the above
statement to females was higher (Figure 7).

The majority of participants were undecided if tlveguld like to write their own scenarios,
rather than the teachers writing them. Fourteenobuhe 22 participants thought that they
used more of their communication skills with adgyn8 than with activity 2.(Figure 8)

Participant’s comments about activity 3 includeljd\aed for integration of all my skills”,
“able to express myself’, “more suited to my prafes”, “more difficult with more people”
and “it was good to have more people involved mdiscussion”. Things that people would

change included; “pre-reading for characters”, “esarangle”, and “more movement”.
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Tailoring the scenarios to different learning greupcreased the feeling of immersion that
the participants experienced and allowed partidgpan use more of their communication
skills. This was particularly evident in the delfing sessions where participants talked about
the role they were playing and discussed why thestar made the decisions to act like they
did. One participant commented that she took oawhoritative persona when playing the
physiotherapists because that is how she thinkslibleave in the hospital.

Most of the trials that have been conducted hadesbane form of technical difficulty. These
difficulties range from networking (linking all theomputers together) to poor sound quality
(echo’s and/or crackling). While problems are expéc when trialling emerging
technologies, we have been working inteat harnes®of the software, this means that we
don’'t have the polished product. This has allowkd project to inform the software
designers and developers regarding problems watlsdiftware.

The large majority of comments around the scenaaed role plays were concerned with
the quality of the sound, problems like audio feskband delay were experienced. While
this was a concern it didn’t seem to lessen theamsian that participants experienced. The
ability of the avatars to display emotion was acawn for a lot of the participants and would
be something that they would require, especiallytfe angry client scenario. Technical
difficulties are not new to online learning “theustration that can occur for both staff and
students” can “impede online teaching and learn{&ielly, Veness and Rankine, 2000).

Informal discussion around the methodology of tied from participants, program reference
group members and from the researcher suggesuhigg the trial is extensive, fun and

informative and the data gathered is relevant, ghestionnaire needs to be revised if a
second trial is to be conducted. Informal discussabout the running of the trial in the

Wugularr Community suggested that a longer periotinte to establish firmer links in the

community and to have a reimbursement system foe ttaken away from community

activities were required.

Basing the virtual environment and the trial arosodnario role-play activities has a positive

potential for engaging Indigenous and non-Indigenearning in rural and remote areas. The
flexibility that this environment allows teachenrsdastudents is also a positive outcome. Post
trial discussion engaged participants and manysif@adifferent scenarios and settings were

discussed with enthusiasm.

Active participation by key stakeholders in the elepment of the 3D objects and the
scenario role-plays has given ownership of theualrtenvironment to a wide range of
teachers and students. Participants, both studemtdeachers, feel a loyalty to the project
and are interested to see how it will be embeddedCIT teaching and learning culture.

Original methodology for this project was to hawpa weighting on the qualitative and
guantitative data. The qualitative data (observatippurnal entry and comments on
guestionnaires) has proved useful and is contaimeltis report and has been triangulated
with the quantitative data to authenticate it. Meo footage has not been used to gauge
participant engagement for two reasons; the feason is the sheer volume of footage for a
limited amount of data and the second is qualitg, tamera was stationary with the aim to
view all participants, due to the nature of usimgual world technology all participants were
not always in a local area, this means that thdafgem is not a true indication of the
participants reactions to the virtual world trilowever, the video footage was used by the
researcher to transcribe the debriefing sessions.
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Conclusion

From these results we can conclude that therglace for virtual worlds as part of a blended
learning structure for teaching and learning comication skills in the health industry.
While this is a great outcome the project team dodsel that there is enough evidence
currently to answer the question “Does tailoringr&rios to learners’ needs work in a virtual
world environment?”

Results from the project so far indicate that \dltworlds do provide deeply immersive,
situated learning experiences for both novices experienced practitioners. Debriefing
proved to be a powerful instructional tool that @mted the teaching and learning experience
within the virtual world environment. Role playstinn virtual worlds encourage participants
to take on behaviours and characteristics of dieabhd professionals. This allowed
participants to form strong and meaningful workplaalues and attitudes, and this occurred
from both serendipitous and formal learning experes.

The next phase of this project is to study theasnability of the virtual environment and the
scenario-based role play’s pedagogical framewaosk ltlas been described in this paper. The
sustainability of the project will directly relate how it will be imbedded into the Canberra
Institute of Technology (CIT) online learning eronment to be remotely accessible to
students and teachers. A study by Horan, GarderSaatt (2009) also noted this is the next
phase for their study “MIRTKE: A Mixed Reality Tdang & Learning Environment”, their
challenges are similar to the CIT’s with firewabsing the major issue.

There is much to be gained from further researtt tims innovative and exciting approach
to scenario based role plays and virtual world emments for teaching and learning and the
ability to embed the technology into teaching awtu
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Appendix 1 Charts

Figure 1: Age range for trial participants.
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Figure 2: Participant responses to the statement “was able to complete the tunnel
vision activity”.
(Tunnel Vision activity N=45)
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Figure 3: Numbers of participants who enjoyed the etivity (Tunnel Vision activity
N=45).
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Figure 4: Participant responses to the statement "how have more empathy for people
with tunnel vision" (Tunnel Vision activity N=45).

40
35 4
30 -
25 -
20 -
15 - M Yes

10 E No

i Don'tknow

Angry Client Activity

Figure 5: Participant responses to the statement "lwas able to use my communication
skills in this role play" (Angry Client activity N= 38)
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Figure 6: Participant responses to the statement "Would recommend virtual worlds for
communications skills practice to other people” (Agry Client activity N=37)
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Figure 8 - If | was using a virtual world as part & my course | would like to develop my
own role plays rather than have they made up by theeachers
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