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Using this guide
There are many factors that influence the form a learning design will take and the A guide to creating learning design tools for VET, developed by the Australian Flexible Learning Framework (Framework
), presents and discusses a number of these. It is not possible for the guide to be prescriptive in this regard and there are many variables a learning designer needs to take into account. 
It must be recognised that the learning designer will need to exercise degrees of personal judgment in deciding the form and nature of the learning design to be used in any particular setting. They will need to weigh factors associated with the intended learner cohort, the skill sets/industry context and individual aspects of the training package. The guide cannot capture all these variables but provides information that is intended to inform the learning designer on how best these can be considered and dealt with. Ultimately the learning designer must make the final design choices and these should be based on good learning theory, as well as a critical knowledge of the particular learner group and industry requirements.
Background

The purpose of this guide is to assist learning designers in the process of choosing and developing a learning design for a learning object which covers a unit of competence, or elements in, a training package. A learning object is understood to be:

A digital entity designed to support a particular learning experience, that can be 
repurposed for use in another setting, and which forms an IMS content package.

A self-contained sequence of learning and be discoverable, interoperable, editable and reusable.
Audience

The guide has been designed for learning designers in the Australian vocational education and training (VET) sector, seeking to plan and design online learning materials. It assumes that those using it have some previous experience in the design and/or development of online learning resources.

Flexible Learning Toolboxes

The Framework’s Flexible Learning Toolboxes (Toolboxes
) represent very large learning settings and usually include a number of discrete modules representing separate units of competence. Within each learning module, there are usually multiple sections and topics which represent the elements of the competency. Each Toolbox is designed so that each unit is ‘stand alone’ for disaggregation of the Toolbox into learning objects.

The learning design in a Toolbox describes the form of learning at the module level. At this level, it describes/prescribes the nature of the learning experiences provided. The selection of a particular learning design enables the learning designer to use a consistent and proven pedagogy in the planning and selection of the various learning activities for the learners.

Learning designs provide a framework to guide the learning designer in developing the learning experiences. Two separate Toolboxes designed using the same learning design could exhibit quite different appearances. The use of a learning design helps to keep constant, and preserve, the nature of the learning experience and the forms of learner engagement while providing flexibility in the style and manner in which the learning materials are presented.

When developing a Toolbox, learning designers will usually use a consistent learning design for the individual units of competence and their underpinning elements. The purpose of this guide is to provide designers with a series of model learning designs that they can use to plan the learning environments. 

Introduction

What is a learning design?
When a learning designer plans learning activities and content presentation for an online unit, the term ‘learning design’ is used to describe the form of the learning environment; in essence, the pedagogy. There are countless ways to present material to learners. The concept of learning designs helps designers to choose appropriate learning experiences for the learners and for what is to be learned.

The learning design used in online learning materials describes the strategies used by the learning designer to engage the learners. A learning design is a plan for learning that comprises a deliberate set of learning tasks, resources and supports. The actual learning tasks are structured so that the learning is stepped, sequenced and scaffolded. Resources and supports assist in this scaffolding.

While there are many ways to design learning tasks for an online learning environment, there are clearly some environments which promote learning more than others.

Online learning settings are often very large and comprise multiple modules. Within modules, there are typically topics and sections where the actual learning activities are found. The learning design describes the planned learning experiences at the module level.

An important aim in designing any online learning setting is to create a learning environment which can optimise the learning opportunities for the many different learners who will use the resources. By articulating and describing specific forms of learning design, it is possible to provide models that designers can use to ensure that the learning materials created provide the best learning experiences for the target audience.

The nature of learning

The concept of learning is extremely complex and something that most will take for granted.  The term ‘learning’ means different things to different people and it is a very broad concept.

Learning can be taken to mean such things as:

· acquiring some form of knowledge eg knowing facts

· developing some form of skill eg using a tool or implement effectively

· developing some form of competency eg developing familiarity and expertise 
with a piece of software

· developing an understanding eg being able to apply a process or procedure in 
non-standard ways.   

At a fundamental level, learning is all about conceptual change. People learn something when their cognition is changed in some way and there is a residual effect that they take away from the learning experience. In order for learning to occur, there must be some lasting change. How long the change lasts is often a measure of the strength of the ‘gone’ learning. What is learned one day can be gone the next. Effective learning occurs when there is some conceptual change and it is lasting.

It is important to distinguish between the process of learning and the outcomes of learning. In most instances learning is an ongoing process with knowledge, skills and capabilities being continually developed and improved. 

Learning theories

There are a number of theories that have been developed that describe how learning occurs, such as behaviourism, constructivism, social constructivism etc. What is consistent in all the theories is the fact that learning requires active cognitive engagement on the part of the learner. For learning to occur, learners must construct their own meaning and this typically requires a conscious effort. The amount of conscious effort and strength of the construction is related to the depth of the learning that occurs.

Learning theories tell us that the best conditions for learning are those where learners are actively engaged in the process of learning. Such settings are those where learners:

· have an interest and motivation for the learning

· have some sense of ownership and agency in their learning

· are cognitively stimulated and engaged

· have ample opportunity to practise what is being learned

· are scaffolded and supported

· are reflective and actively monitor and self-regulate their own learning.
Not all these features are necessarily able to be planned into a learning setting, but all can be encouraged and supported through the way a learning experience is delivered to learners. Those that can be planned into a learning setting are done through the learning experience that the learning design supports.

Another very important aspect of learning relates to learner differences. Different learners in the same learning setting can learn very different things. When a learner engages in a learning experience, what they learn depends very much on what they bring to the setting. For example: preferred learning styles, prior knowledge, awareness and motivation. It is impossible to tell by looking at a learning setting what each learner will learn individually. And since learning is an individual outcome, it is important when designing a learning setting to recognise and cater for the needs of a diverse cohort.

Designing your learning
Describing learning designs

While there are clearly many forms of learning design in use in classrooms and online settings throughout the world, there is currently no single set of learning designs that have been prescribed. Furthermore, there is no agreed means to prescribe learning designs so this guide is very much at the cutting edge.

When teachers teach their students, they typically use some planned approach (learning design) but most teachers find it a very difficult process to describe how they teach. When one talks to teachers about how they teach, they all describe the process in very different ways and describe very different aspects of the learning settings. Typically the descriptions will detail the teachers’ actions and the intended students’ actions in very different ways.

The description of a learning design needs to help a learning designer to know those elements that need to be planned and described. Deciding what these are is still an unknown science.

Discrete elements of learning designs

When online learning experiences are planned, there are three discrete elements that need to be addressed (refer Figure 1). These are:

1. Learning task(s) - the contexts, processes and conditions by which the learner is engaged and immersed within a learning setting and led to digest information, practise, apply, think and reflect.
2. Learning resources - the materials containing the information, content and underpinning knowledge the learner needs to acquire or develop a strong familiarity with.
3. Learning supports - the strategies and processes that assist the learner to work beyond their comfort zone which scaffolds and provides feedback, advice and provides support for reflection.
In face-to-face teaching, teachers often make many decisions and judgements in relation to resources and supports in real-time. In online settings, these need to be planned and developed as part of the learning design process.

Learning tasks

Learning designs are overarching frameworks describing planned learning experiences. At the fundamental level of a learning experience are learning tasks which represent discrete activities undertaken by learners. A learning task is essentially something which a learner undertakes which has a defined endpoint or outcome.  Examples of learning tasks include:

1. Reading a section of text.
2. Completing a checklist.
3. Undertaking a quiz.
4. Searching the web to find some information.
5. Participating in an online discussion.
6. Adding reflections to a blog.
7. Completing an online tutorial.

Figure 1: Elements of online learning settings
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In designing a learning environment, a learning designer must plan learning tasks in deliberate ways to ensure the intended learning outcomes are achieved. A learning design is a framework that organises a structure for the learning tasks chosen by the learning designer.

Experts often provide guidelines to designers of learning settings that describe optimal strategies for engaging learners. Merrill (2003) describes the following as a powerful sequence for fostering learning:

· Activation: Learning is promoted when learners activate relevant cognitive structures by being directed to recall, describe, or demonstrate relevant prior knowledge or experience.

· Demonstration: Learning is promoted when learners observe a demonstration of the skills to be learned that is consistent with the type of content being taught. Demonstrations are enhanced when learners receive guidance that relates instances to generalities. Demonstrations are also enhanced when learners observe media that is relevant to the content.

· Application: Learning is promoted when learners engage in application of their newly acquired knowledge or skill that is consistent with the type of content being taught. Application is effective only when learners receive intrinsic or corrective feedback. Application is enhanced when learners are coached and when this coaching is gradually withdrawn for each subsequent task.

· Task centred: Learning is promoted when learners are engaged in a task. A centred learning strategy that teaches task components in context and involves learners in a progression of whole tasks.

· Integration: Learning is promoted when learners integrate their new knowledge into their everyday lives by reflecting on, discussing, and defending their new knowledge and skill. Integration is enhanced when learners publicly demonstrate their new knowledge or skill.
Learning outcomes

The scope and form of learning outcomes tend to form an important consideration in the choice of an appropriate learning design. Different learning designs are needed to enable students to achieve different forms of learning outcome. Bloom (1956) describes six levels of cognition within which learning outcomes typically fall (refer Table 1). The lower level outcomes (eg knowledge and comprehension), are usually associated with structured and directed learning settings while the higher level outcomes (eg synthesis and evaluation) require learning experiences that are more open and less directed.

Across all sectors of education, learning usually seeks to develop learners within several levels. Learning often proceeds in a sequential fashion with knowledge and comprehension sought ahead of application and analysis. The level of learning sought is a very important consideration in the choice of the learning design to be used.

In the Australian VET sector, for example, a Certificate II qualification will often aim to develop learners’ knowledge of processes and procedures and learners will be expected to be able to apply their knowledge in workplace settings. In a similar fashion, in a Certificate IV qualification, the learning outcomes will often seek to develop learners’ comprehension as well as their knowledge of an industry or field. In applying their knowledge to workplace settings, there may be a degree of choice and judgement required, so learners need to develop their knowledge and skills in ways that are transferable. 

And similarly, in Diploma level qualifications, the learning outcomes will usually seek knowledge, comprehension and the ability to make strategic decisions in applying the knowledge to the workplace. Such outcomes usually require degrees of application and analysis, and higher-order learning outcomes, as in Bloom’s taxonomy:

Table 1: Bloom’s knowledge levels
	Outcomes
	Skill / Capability

	Knowledge
	Arrange, define, duplicate, label, list, memorize, name, order, recognise, relate, recall, repeat, reproduce state

	Comprehension
	Classify, describe, discuss, explain, express, identify, indicate, locate, recognise, report, restate, review, select, translate

	Application
	Apply, choose, demonstrate, dramatize, employ, illustrate, interpret, operate, practice, schedule, sketch, solve, use, write

	Analysis
	Analyse, appraise, calculate, categorize, compare, contrast, criticise, differentiate, discriminate, distinguish, examine, experiment, question, test

	Synthesis
	Arrange, assemble, collect, compose, construct, create, design, develop, formulate, manage, organise, plan, prepare, propose, set up, write

	Evaluation
	Appraise, argue, assess, attach, choose compare, defend estimate, judge, predict, rate, core, select, support, value, evaluate


Boud and Prosser (2002) argue that an effective learning setting is characterised by four main elements.

· learner engagement, consideration of learners’ prior knowledge, their desires and expectations

· acknowledgement of the learning context, recognition of the purpose of the learning and its relevance and position within the broader program of study

· learner challenge, active participation of learners, which encourages reflection, monitoring and self-regulation

· provision of practice, opportunities to articulate and demonstrate what has been learned.

The art of learning design for online learning is all about planning learning environments that can contain and develop/provide these elements in meaningful ways.

Grain size of learning designs

Learning designs are intended to provide a framework for the design of large-scale systems. But in the interests of application and reusability, it is important to develop a design basis that supports appropriate size segments for development into discrete learning objects.

Toolboxes are typically developed at a level of a qualification comprising multiple competencies. Competencies are themselves defined in terms of discrete elements. The development of learning designs at the competency level appears to provide the best opportunities for sharing and reuse of the resources as learning objects.
Table 2: Toolbox learning components
	Qualification
	Competency 1
	Element 1
	Activity 1
	Part 1
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Previous experience has shown that Toolbox developers use a consistent structure 
and format for their learning design at the element level within a Toolbox. Typically the competency level is a set of consistent element learning modules. Because of this, at the level of learning objects, the stand alone units from a learning perspective tend to be elements within competencies which represent discrete skills, knowledge and capability segments.

Learning design framework
The following pages describe a framework that can be used to articulate and distinguish discrete learning designs which can be used to design learning objects across the range of qualifications in the VET sector. This is particularly the case in the context of Toolboxes, in which learning is set in authentic and meaningful contexts to facilitate the transfer of knowledge and skills to the workplace.

Learning levels

In Australia, different VET qualifications tend to seek different orders of learning outcome. The lower certificate qualifications tend to seek learning related to knowledge and comprehension of facts, procedures, processes and workplace content. Higher Certificate and Diploma qualifications tend to seek mid-order learning that combines a knowledge of appropriate facts, processes and procedures with abilities to make judgments and considered decisions in their applications. The high-end Diploma and Advanced Diploma qualifications, however, seek learning that involves components of the higher-order learning outcomes of analysis synthesis and evaluation.

The inherent differences in the forms of learning outcome sought across different qualifications provide a useful means to create a distinction between the needs of learners in the various learning settings. Table 3 below shows the forms of learning activity that can be seen to be relevant to the various qualifications when the different levels of learning are taken into account.
Table 3: Learning levels and activities across VET qualifications
	Qualification
	Certificate II, III, IV
	Certificate IV, Diploma
	Diploma, Advanced Diploma

	Levels of learning
	Lower-order 
	Mid-order
	Higher-order

	Learning outcomes
	Familiarity and knowledge of particular information, processes and procedures
	Knowledge acquisition but extending to capacity to apply in new settings using judgment and subjective decisions.  
	Knowledge and application but extending to abilities to analyse new situations and to evaluate and synthesise solutions. 

	Forms of learning activity
	Reading, browsing, choosing, comparing, describing, reflecting
	Reading, browsing, choosing, comparing, describing, reflecting, planning, questioning, investigating, inquiring 
	Reading, browsing, choosing, comparing, describing, reflecting, planning, questioning, investigating, inquiring, analysing, evaluating, synthesising


Factors impacting on choice of learning design

There are different factors which influence the choice and form of learning design for a learning object. The factors relate to the nature of the target learners and the form and level of learning. All these factors influence the learning experiences that learners need to achieve the intended outcomes. The following section discusses and describes the important factors that help to determine appropriate learning designs for learning objects.

Level of learning outcome
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Different modules and units seek different learning outcomes. Those with elements from entry level VET programs typically seek to develop learners’ knowledge levels and familiarity with aspects of a discipline.  In other cases, the modules may aim for learners to be able to apply knowledge, more than simply knowing and being aware. At the highest level, outcomes will often seek to extend learners’ understanding of problem solving, which can be very high level learning outcomes. The level of learning outcome plays a large part in the choice of learning design.

	

	knowledge acquisition
	
	understanding
	
	problem solving


Level of guidance

This factor describes the degree to which a learning design should direct the learner in the activities they undertake. For the lower levels of learning, a high degree of instructional direction is appropriate. This recognises that the setting will potentially be the learner’s entry into the field and discipline. For higher levels of learning, a less directed setting is desirable as the learner recognising the learners’ ability to make meaningful choices with better mental models upon which to build new knowledge.
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	high guidance
	
	medium guidance
	
	low guidance


Content focus

This factor describes the nature of the material to which the learner is best exposed. There should be a relatively high level of focus on content and information for settings that seek to develop lower level knowledge. When higher order learning is sought, learning designs typically need to focus on the application of knowledge and for the highest levels; content that focuses on evaluation is needed. 


	Information
	
	application
	
	evaluation


Content application
Across different forms of learning it is possible to describe outcomes that relate to application of the content in a continuum that moves from ‘procedural’ (learning to apply fixed and set processes, objective inputs), through to ‘interpretive’ (learning to apply processes that involve judgements and subjective inputs), through to ‘creative’ (learning to apply processes and procedures with high degrees of open-endedness and creativity). Typically, procedural outcomes have one correct answer; interpretive outcomes involve levels of judgement in their application and can have mixed responses; and creative processes have no one right answer and depend very much on the expertise of the learner.


	procedural
	
	interpretive
	
	creative


Learner freedom

As learners develop expertise and capabilities in a domain, further learning is enhanced through the development of their ability to monitor and self-regulate their learning experiences. For this reason, entry level learners are more suited to learning that is more directive than non-directive. For higher-order learning, appropriate learning designs need to reflect increasing levels of learner freedom and choice in the activities and tasks that form the environment.


	low
	
	medium
	
	high


Learning form

As we consider the types of activity in which learners participate to bring about the forms of intended learning, a new continuum is used. The continuum moves from ‘practising’ (repeating a process and developing a performance capability in a fixed and standard form), through to ‘choosing’ (making choices, in the act of practising), to ‘designing’ (practising which involves elements of creativity and judgement).


	practising
	
	choosing
	
	designing


Learner preference

Depending on the nature of the learning objectives and outcomes, and the experiences of the target audience, often it is possible to identify a preferred form of learning that should underpin a learning design. Learner preferences can be described over a continuum leading from quite ‘teacher-centred’ presentation of information, through collaborative learning with peers to independent ‘learner-centred’ approaches.


	teacher-centred
	
	working with peers 
	
	learner-centred


Engagement

Different forms of learner engagement are suggested by this framework. In the left column, the forms of learner activity that are associated with the knowledge acquisition include ‘reading, browsing, watching, describing, and reviewing’. Forms of engagement appropriate to the centre of the continuum include ‘comparing, planning, questioning, seeking, organising’ and the right end of the continuum describing engagement includes such learner activities as ‘investigating, inquiring, analysing, evaluating, synthesising’.


	reading, browsing, watching, describing, reviewing
	
	comparing, planning, questioning, seeking, organising
	
	investigating, inquiring, analysing, evaluating, synthesising


Discrete learning designs
The framework shown Table 4 below suggests a form for three learning designs whose main distinction lies in the levels of direction and autonomy afforded the learner as well as differences in the focus of the content brought about by the different learning outcomes sought. From these differences, three forms of learning design emerge which have been called task-directed, task-guided and task-autonomy.
Table 4: Framework describing characteristics of discrete learning designs
	Level of outcome
	knowledge acquisition
	understanding
	problem-solving

	Level of guidance
	high
	medium
	low

	Content focus
	information
	application
	evaluation

	Content application
	procedural
	interpretive
	creative

	Learner freedom 
	low 
	medium
	high

	Learning form
	practising
	choosing
	designing

	Learner preference
	teacher-centred
	working with others
	learner-centred

	Engagement
	reading, browsing, watching, describing, reviewing
	comparing, planning, questioning, seeking, organising
	investigating, inquiring,  analysing, evaluating, synthesising


At the heart of all learning designs are the tasks which direct learning. These differ across the learning designs in the manner shown below.

1. Task-directed: Small tasks with correct/incorrect responses. Learner makes objective decisions and computer-generated response used for feedback. 

2. Task-guided: Large contextualised tasks which are broken into smaller chunks for learners to deal with. Learner makes both objective and subjective decisions to complete tasks. Both tutor and computer used to assess tasks and to provide feedback. 

3. Task-autonomy: Large and complex tasks which learner needs to plan and solve. The outcome of the task is usually the development of a product or artefact with some purposeful application. 

Choosing the learning design
The following table provides a guide for determining which of the three learning designs will suit a particular development. Using the table below, a designer can indicate where on the various continua the form of learning setting they are seeking would sit. By scoring the various positions 1-5 as shown, for each of the criteria, an aggregated score is obtained in the range 8-40 which will give an indication of the most appropriate learning design. 
Table 5: Determining which criteria suits your learning design 
	
	Your score

	
	Task-directed                               Task-guided                              Task-autonomy

	
	1
	2
	3
	4
	5

	Level of outcome
	knowledge acquisition
	
	understanding
	
	problem-solving

	Level of guidance
	high
	
	medium
	
	low

	Content focus
	information
	
	application
	
	evaluation

	Content application
	procedural
	
	interpretive
	
	creative

	Learner freedom 
	low
	
	medium
	
	high

	Learning form
	practising
	
	choosing
	
	designing

	Learner preference
	teacher-centred
	
	working with others
	
	student-centred

	Engagement
	reading, browsing,
	
	comparing, planning,
	
	investigating inquiring,


Table 6: Aggregated scores for learning design types
	Aggregated total range
	 Learning design

	8-18
	Task-directed

	19- 28
	Task-guided

	29- 40
	Task-autonomy


Based upon Table 6 above, the process of choosing the appropriate learning design for a learning object is discussed and described in detail in Appendix 4: Learning design planner template at the end of this guide.

Type 1: Task-directed

The task-directed learning design is suitable for developing competencies typically within Certificates II, III and IV. It represents learning that seeks, in the main, lower-order learning outcomes, through directed and structured learning activities. 

This learning design involves highly directed learner activities with the presentation and description of information and ideas followed by opportunities for practice and reflection. The focus of assessment is on the learners’ acquisition of knowledge and performance in application of learning to work-based examples.  

Learning outcomes

The learning is seeking to familiarise and acquaint learners with particular processes, procedures, equipment, products, resources and/or terminology. 

Within an industry context, learners are intended to know, recognise and apply their knowledge in workplace settings.

Learning engagement

The primary forms of learner engagement include: reading, browsing, choosing, comparing, describing and reflecting. 

The engagement is based on a directed setting where learners are led through a range of learning activities to arrive at a planned outcome.

Learning design flowchart
Figure 2: Task-directed learning design flowchart
	
	Learning tasks

A context is set for the learning (eg learner cast as an employee needing to complete a task).

· Learners are led and directed through a sequence of information and idea descriptions/presentations which describe the knowledge/process steps and provide practice tasks.

· A final large practice activity enables the learners to practice the process in its entirety in a simulated workplace setting.

Learning resources

· A sequence of tutorial settings describing and practising the discrete steps in the process.

· A simulated workplace supporting a consolidating practice activity.

Learning supports

· Tutorials provide structured learning setting for understanding the process.

· Learners provided with online tutor who plays strong role in directing and providing feedback and support.


Characteristics of task-directed learning design

This learning design is characterised by the following attributes:
· learning is set within a realistic context (eg a virtual workplace, industry setting)
· the learner is cast as an employee/worker within a virtual workplace  

· the learner is led sequentially through the learning process involving a deliberate set of contextualising activity(s)

· each activity focuses on developing learners’ familiarity with information and content through description and practice activities

· each activity provides interactions that stimulate reflection

· the learner can access other resources if required (eg how to communicate)
· the final component of the setting is a directed consolidating activity that provides opportunities to practise what has been learned in a contextualised and holistic activity

· learning is assessed through measures of success in the consolidation task requiring application of knowledge.

There are many examples of task-directed learning designs within the Toolbox suite of products. These examples are characterised by learning settings where the presentation 
and exposition of information is used as the basis for the learning setting. The presentation typically leads opportunities to practise and rehearse and the learning culminates in the provision of a consolidating activity which links the various components together in a form that provides opportunity for application and reflection in simulated and/or actual workplace environments.

Example 1
Figure 3: Series 9 Toolbox learning object: Perform four basic rules mathematical calculations
	[image: image2.jpg]



	This learning object helps learners know when and where to apply four basic mathematical rules. The information about the rules is presented in a series of descriptive pages.

http://metal.brightcookie.com/1_calc/calc_t1/htm/calc1_2.htm 
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	After the pages have been presented, a series of multiple choice questions are used to test the learner’s recognition and comprehension of the place of the four rules. Feedback is provided to ensure responses are considered and knowledge gaps and omissions identified.

After all the information has been presented and the consolidating exercises completed, a workplace project is provided to enable the learner to demonstrate/practise competency in the workplace.
http://metal.brightcookie.com/1_calc/calc_t1/htm/calc1_3.htm 


Example 2
Figure 4: Series 8 Toolbox learning object: Develop creative and flexible solutions
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	The learner is presented with relevant information in a process through a problem scenario. The learner reads and follows a sequence of information where the problem is developed, a solution suggested and the outcome presented. The learner is presented with information and ideas in a sequential and directed fashion.

Following this presentation, the learner engages in an interactive activity where a problem is presented and the learner seeks to practise what has been learned in a controlled setting. Feedback provides information and help to remedy misjudgements and errors. http://toolboxes.flexiblelearning.net.au/demosites/series8/809/toolbox_809/flm510b/flm510b_home.htm 
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	After the interactions and activities have been completed a workplace activity is provided to enable the leaner to practise and demonstrate learning competency in a workplace setting.
http://toolboxes.flexiblelearning.net.au/demosites/series8/809/toolbox_809/flm510b/flm510b_home.htm  


Type 2: Task-guided

The task-guided learning design is suitable for developing competencies typically within Certificates III and IV, and Diplomas. It represents learning that seeks, in the main, lower-mid order learning outcomes, through guided learning activities where the learner has relatively high degrees of choice and determination.

The engagement in this learning design is less directed than Type 1 and involves the learner in task-based decision making with plenty of support and guidance. The focus of assessment is on the learners’ success in the task-based decision making.

Learning outcomes

The learning is seeking to help learners to learn and understand (as distinct from simply applying) processes and procedures involving a knowledge of equipment, products, resources and/or terminology, where the application involves levels of judgment and subjectivity.

Within the industry context, learners are intended to learn how to apply a process/procedure through self directed and activity based learning in a simulated workplace setting.

Learning engagement

The primary forms of learner engagement planned include:

· reading, browsing

· choosing, comparing, describing, reflecting

· planning, questioning, investigating, inquiring.
The engagement is based on a guided (as distinct from directed) setting where learners are led through a range of learning activities that lead to the completion of a project/problem resolution.

Learning design flowchart
Figure 5: Task-guided learning design flowchart
	
	Learning tasks

A context is set for the learning (eg learner cast as an employee needing to complete a task).

· Problem/scenario is used to provide a context for the learning.

· The learner is guided to deal with the problem in the scenario and learns through a process of doing.
· Decisions are taken and outcomes presented with feedback to improve performance.

Learning resources

· The content,information and underpinning knowledge are available for the learner to explore at any time.

· In solving the problem, the learner is able to choose what information will be used and when.

Learning supports
· The problem solving process is guided and supported.

· Learners provided with online tutor who plays a strong role in directing and providing feedback and support.


Characteristics

This learning design is characterised by the following:
· learning is set within a realistic context, task-oriented approach 
(eg resolving a problem scenario; completing a project)
· the learner acts as an employee/worker within a virtual workplace  

· the learner is guided through a series of activities designed to achieve the 
pre-determined product/endpoint

· the activities cause the learner to deal with the inherent content and information through decisions and reflections needed to complete the activity

· gaps in knowledge are self-identified by learners and filled as needed through accompanying resources 

· the learning finishes with the completion of the product/task 

· learning is assessed through measures of success in holistic tasks involving application of knowledge.

Example 1
Figure 6: Series 10 Toolbox learning object: The customer's always right? - Customer service
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	The learner is an employee in a retail company. The learning object is seeking to help the learner to deal with customers’ concerns and problems.  
A scenario is used to present a problem. The learner is guided to engage virtually with the customer to identify the problem and to explore possible ways to resolve. The learner must decide what decisions to make and is guided by the success or otherwise of these decisions. 

http://www.kangan.edu.au/lrd/retail/toolbox10_05/scenarios/cust_is_right/01_intro/01_intro.htm 
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	In order to be able to make the best choices, the learning design provides the learner with access to relevant content and information. The learner is able to consult this information at any time to assist in the process of dealing with the customer.

At the end of the setting, a final activity provides the learner with the opportunity to practice what has been learned in a single large task.
http://www.kangan.edu.au/lrd/retail/toolbox10_05/training_centre/communication/02_sub/02_getinfo_learn.htm 


Example 2
Figure 7: Series 9 Toolbox learning object: Negotiate agreement on employment plan
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	A simulated workplace setting is used as a consistent context for the Toolbox. A multi-faceted task is set as a context for the learning of each element, in this instance to develop an employment plan for Dimitri. 

The learner follows the directions to create an employment plan and receives feedback and guidance on decisions taken and success achieved.

http://www.htd.holmesglen.vic.edu.au/review/ecs_final/content/01_mon/task_1/time.htm 
A company intranet provides continual access to information about clients, employment plans and company files etc. A set of information resources provides continual access to underpinning information and content. 

Learners usually work alone to complete the report. 
On completion, a report form is completed by the learners which tutors use to assess performance.
http://www.htd.holmesglen.vic.edu.au/review/ecs_final/content/resources/resources.htm 


Type 3: Task-autonomy

The task-autonomy learning design is suitable for developing competencies typically within Certificates IV and Diplomas and Advanced Diplomas. It represents learning that seeks, in the main, mid-higher order learning outcomes, through student directed activities with high degrees of choice and determination in the development of a product or artefact. 

The engagement in this learning design is less directed than Type 2 and involves the learner in the task development and decision-making required to develop the product or artefact with appropriate support and guidance. The focus of assessment is, in the main, a measure of the learners’ success in the development of a product or artefact.

Learning outcomes

The learning seeks to help learners to learn and understand (as distinct from applying) open-ended processes and procedures involving a knowledge of equipment, products, resources and/or terminology, where the application involves levels of judgment and subjectivity.

Within an industry context, learners are intended to learn how to apply a process/procedure through a highly self-directed and activity-based learning in a simulated workplace setting.

Learning engagement

The primary forms of learner engagement planned include:

· reading, browsing, choosing, comparing, describing, reflecting

· planning, questioning, investigating, inquiring 

· analysing, evaluating, synthesising.
The engagement is based on an open-ended setting where learners plan and develop a product or artefact by applying new knowledge and skills led through a range of learning activities that lead to the completion of a project/problem resolution.

Learning design flowchart
Figure 8: Learner-directed learning design flowchart



Characteristics

This learning design is characterised by the following:

· learning is set within a realistic context, task-oriented approach that leads to an authentic product or artefact

· the learner acts as an employee/worker within a virtual workplace
· the learner makes their own decisions to plan and develop the product or artefact
· support is provided in the form of guidelines, information and underpinning knowledge 

· learning comes from problem solving and strategic decision making experiences and reflections where the learner makes decisions and reflects on consequences

· gaps in knowledge are identified and filled by learners at their discretion through accompanying resources 

· support includes collaboration with tutors, peers, mentors and workplace colleagues

· the learning finishes with the completed product or artefact
· learning is assessed through measures of the quality of the product or artefact. 
Example 1
Figure 9: Series 9 Toolbox learning object: Information architecture for a website
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	Learning tasks

The learner is given a large task to complete; in this case to plan the design of a web page. The successful solution to the problem or task will be a web page design and associated guides.

Plentiful resources provide guidance in the development of the plan of attack, as well as the underpinning knowledge required to complete the actual design process for the website.
http://toolboxes.flexiblelearning.net.au/demosites/series9/906/wd_map_proj/html/map_proj_desc.htm 
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	Resources

Resources are provided in the form of underpinning knowledge, guidelines, tutorials etc. These are always accessible to the learner.

Supports

The learner needs to establish contact with a workplace mentor for guidance. Guidance is usually provided by workplace or other mentors.
http://toolboxes.flexiblelearning.net.au/demosites/series9/906/shared/bazaar_resources/bazar_cermics_info.htm 


Example 2
Figure 10: Series 6 Toolbox learning object: UpFront Frontline Management
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	Learning tasks

In the unit, Develop plans and schedules, the learner is given an overview of a situation where this capability is needed. The learner sees a problem setting and considers a solution and what is entailed. This leads on to attempting a similar task in his/her own setting.

In this learning object, a learning pack is provided which contains the resources that the learner can use to assist in the problem solution.
http://toolboxes.flexiblelearning.net.au/demosites/series6/601/toolbox_601/cmn402a/cmn402a_home.htm 


	[image: image13.jpg]



	Resources

The learning object uses a number of resources, including the contextualising example, the solution steps and the problem description for the learner; as well as the Resource Pack with comprehensive resources and links. 

Supports

The resources contain many learner supports including guides and directions. Group work can be used to assist learners, as well as access to an external tutor.
http://toolboxes.flexiblelearning.net.au/demosites/series6/601/toolbox_601/cmn402a/cmn402a_home.htm 


Learning design outcomes
It is important to note that the three learning designs described in this guide are broadly indicative, and the variables and attributes described in each often overlap for sound pedagogical reasons.

The process of choosing a learning design requires the learning designer to look carefully at the attributes associated with the planned learning outcomes and the forms of learning activity most likely to develop these.

There are instances where a high level AQF
 qualification (eg Diploma or Advanced Diploma) may be best delivered through a learning design based on the task-directed form, rather than the task-autonomy form often associated with the higher level qualifications. Likewise, there are instances when a low level AQF qualification (eg Certificate II) may best be delivered through a task-guided rather than task-directed form. Generally, these kinds of anomalies occur when the content necessitates a particular style of design. For example, a learning object for accounting or mechanical engineering at a Certificate IV level will often require a high level of direction in the task, because the nature of the content is very step-by-step and process driven. In such cases, the learning designer should look for opportunities to build in the appropriate level of direction versus independence in other areas of the learning design, rather than the task itself, such as in the way that learners interact with the underpinning content and/or resources required for the task. 

This guide has presented three discrete forms of learning design, but within each there are overlapping elements. In choosing a form of learning design for a learning object, it is important to select the form that best suits the intended outcomes but to also recognise that this does not necessarily limit the inclusion of elements from other learning design forms. Once a learning design has been chosen, there are many elements available to the designer from other learning design forms for inclusion in the application of that design.
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Appendix 1: RPL expressway models
In VET, many learners have prior or existing skills and knowledge that may enable them to receive RPL. This could be at a single unit of competency level, for multiple units or even a whole qualification.

A person’s eligibility for RPL (recognition of prior learning) will be assessed by a registered training organisation (RTO), however the design of your learning object should, where possible, incorporate a pathway for RPL. The RPL pathway must be obvious to the learners when they enter the learning object or alternatively a sequence of units as in the Toolboxes. They will see two pathways: that of following the content and learning activities, and that of RPL.

The way in which you incorporate an RPL pathway into your design may differ, depending on the way in which RPL is handled for the qualification, unit and/or industry area your learning object relates to. The level to which RPL is facilitated within your learning object can also vary, as shown below. 

i)
Basic RPL pathway (a)


Basic RPL pathway (b)


ii)
RPL fast-track pathway


iii)
RPL express pathway



The key difference between these pathways is the level to which the RPL process is integrated with the learning object design. 

· In its most basic design model, the learning object will only provide a very simple overview of the requirements for RPL and perhaps a simple checklist to get the learner started on the RPL pathway. 

Result: the learner is aware of the requirements for RPL and can pursue that option with their RTO if applicable.

· In a more complex design model, a detailed self-assessment tool is provided – often with tools and content that support the evidence gathering process (for example, RPL planner, assessment templates, suggested evidence etc). 
Result: the learner can determine his/her eligibility for RPL, and (where appropriate) begin the process of gathering evidence for assessment and negotiate a learning pathway with the RTO (if required to address skills/knowledge gaps).

· In a fully integrated design model, the RPL pathway enables both self-assessment and evidence gathering as per the second model (above), and delivers a personalised ‘learning plan’ to the learner that aligns any identified gaps in skills/knowledge with content/tasks within the learning object, to facilitate learning in those areas.

Result: the learner determines their capacity for RPL, identifies any gaps in skills/knowledge, and is directed to targeted learning within the learning object.

The model you choose for RPL in your learning object design will depend on a few important factors, which include the following.

· Learner profile – will the learner/s be able to manage the process of going through an RPL pathway? What level of support will you need to build into the RPL pathway?

· Industry profile – some specialised industry areas or industry skill sets may not be suitable for RPL. For example, some trades can’t recognise RPL as it indicates a person has been undertaking unlicensed work.

· The type of skills/knowledge required in the competencies – some industry areas do not lend themselves as well to paper-based evidence, requiring a more observational style of assessment for RPL. Examples could include areas such as aged care or management.

· Scope of the learning object – RPL should be carried out at a unit of competency level. Although gathering evidence for each performance criterion/element of competency within a unit is good practice, the actual RPL is awarded at a unit level. Therefore, if your learning object is not supporting a full unit (or significant skill set), it may not be appropriate to offer an RPL pathway.

· Complexity – for some units of competency (and/or qualifications) the RPL process can be quite complex and demanding, requiring the assessor to work closely with the candidate in a hands-on way. You should consider the level of support that the learner will require when working through the RPL pathway.

· AQF level – if your learning object targets an AQF 1 or 2 level unit/qualification, it’s likely that a basic RPL pathway is all that is required – just to get the learner started. Learners coming into the lower level qualifications may not always have sufficient prior skills and/or knowledge to make them eligible for RPL. Higher AQF levels (such as Certificate IV or Diploma) are more likely to attract learners with existing skills/knowledge (or a prior qualification) that make them good candidates for RPL.

RPL models in action

To see the way that RPL has been built in, or integrated with learning objects, you can look at some of the Framework’s Toolboxes. Generally, RPL is handled at a unit level – so in effect it’s treating each unit as its own learning object even though the Toolbox itself may support more than one unit.

· Training and Assessment (TAA)

http://toolboxes.flexiblelearning.net.au/demosites/series6/607/toolbox/default.htm 
(Click the SKILLS RECOGNITION button in the lower-left corner of the home screen) 
A simple self-assessment (yes/no) checklist is provided for each unit of competency. Learners can print out their results (grouped into competencies eligible for RPL) and use that as the starting point for a discussion with their RTO.

· Frontline Management

http://toolboxes.flexiblelearning.net.au/demosites/series8/809/toolbox_809/index.htm
(Select ‘Recognition & learning plan’ from the left-hand side menu)
This fully integrated model utilises a self-assessment tool with a high level of support for the user (eg explanations of performance criteria in ‘plain’ language), followed by a section where the learner can document their evidence for RPL. Direct links to learning resources within the Toolbox for each unit/competency are provided, and a personalised learning plan can be produced at the end of the process. 
· Employment Consultant Skills

http://www.htd.holmesglen.vic.edu.au/review/ecs_final/content/02_tue/express_path/page_001.htm
· BuildRight (Building and Construction)

http://toolboxes.flexiblelearning.net.au/demosites/series10/10_01/content/bcgbc4007a/express_pathway/page_003b.htm
In the above Employment Consultant Skills and BuildRight Toolboxes, learners are given the option of going through an ‘RPL EXPRESS’ option for each unit. They are asked an opening question, then given a detailed breakdown of the kind/s of evidence required for RPL, then presented with a range of supporting documents and assessment tools to use for their RPL application. 

Here’s a diagrammatic representation of the RPL pathway used in the BuildRight Toolbox.

1. How the Express Pathway is situated in the learning object (unit) design
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2. Detail of the workflow once within the Express Pathway
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In all cases, it’s worth spending time with content experts and/or RPL experts to determine the best approach for RPL in your learning object. 

If you’d like to know more about RPL, check the AQF website at http://www.aqf.edu.au/rpl.htm for a complete run-down on RPL, including the ‘National Principles’ and a very useful ‘AQF Implementation Handbook’.

Appendix 2: Working with a content expert template
Throughout all of these steps in the learning design process, one of the greatest challenges for a learning designer is not having the subject matter expertise to inform their work. This is where content writers or experts are important. However, very often the content person will know a great deal about the subject matter and may even be a great teacher, but they may know nothing about writing, learning design, learning objects or online learning. It is the learning designer’s job to work closely with the content expert and extrapolate the information they need to populate the storyboard. Many strategies can be employed to do this, including:

· Ghost writing – having the content expert explain the topics and then write the content on their behalf.
· Remodelling existing delivery resources – asking the content expert to gather existing resources they use in their teaching and modify them to suit the learning design.
· Developing a template – so content experts can write on their own, based on the chosen learning design.

The method chosen will depend on the skills of the content expert, the time available, their location and a range of other factors. What is important, however, is to get details about how the topic is taught either in the classroom, in practical tasks or on-the-job. It’s a good idea to develop a tool you can use to get those finer details from the content expert and then work with them in the storyboard phase. The following template, prepared for the Series 11 Fit to Fly Aviation Toolbox
 is an example of how this information can be obtained from the content expert, either verbally or in writing.

	Unit:

	MEA112B Plan and implement civil aircraft maintenance activities

	Element:

	2
Implement aircraft maintenance activities.


Instructions for content writer

· The headings in the following table are provided to assist you in writing content for this project. 

· Use language that the intended audience would understand. 

· Fill in as many of the sections as possible.  If it is not applicable, type ‘NA’ in the relevant section.  

· Add any specific terminology and acronyms to the glossary, give a brief description.

· Information included must be your own original work or if it is taken from someone else’s work (eg a book or the internet), you must provide full details of the source.
Obtaining information from your content writer
	Name of the performance criterion/a being covered:

	2.1
Roles and responsibilities of maintenance personnel are communicated and agreed.

	In your industry, or your experience, what is this topic about? Give a description that you would use to inform new students about the topic. 

	MACROBUTTON NoMacro [Click here and type…]

	List and describe methods you would use in a classroom to present relative content to students.

	MACROBUTTON NoMacro [Click here and type…]

	Provide full details of any specific resources that you have or could use (eg books, websites, video, audio, diagrams, etc).

	MACROBUTTON NoMacro [Click here and type…]

	Write down any specific information that a student ‘must know’ in relation to this topic.

	MACROBUTTON NoMacro [Click here and type…]

	Provide at least one scenario or case study that could be used when presenting this topic to a class.

	MACROBUTTON NoMacro [Click here and type…]

	For the scenario/s that you have provided above describe some ‘what if?’ situations that could occur. List the sorts of decisions, and consequences of those decisions, that people in this situation may have to make.

	MACROBUTTON NoMacro [Click here and type…]

	Give examples of questions, exercises and/or techniques that you use, during a class, to reinforce content and develop underpinning knowledge of students.

	MACROBUTTON NoMacro [Click here and type…]

	Provide examples of questions, exercises and/or techniques that you use to assess if a student has achieved competency. In other words, how do you get students to prove that they know it?

	MACROBUTTON NoMacro [Click here and type…]

	Can you think of any online interactive application that, if built, would assist the learner? If so describe (draw diagrams if you wish) what it would look like, do, and how a student would interact with it.

	MACROBUTTON NoMacro [Click here and type…]

	Glossary.

	Term
	Description

	MACROBUTTON NoMacro [Click here and type…]
	MACROBUTTON NoMacro [Click here and type…]


Appendix 3: Storyboard templates

What is a storyboard?

A storyboard is a set of instructions that will be accessed by the development team of a learning object. It is the blueprint for what content, images and interactions will be in the learning object and how it should look, and is compiled by the learning designer/writer.

Storyboard templates are like all other training documents in that they are unique to the organisation, the people using them and the purpose of the materials development. Each multimedia team has its own style of storyboard they prefer to work with; some prefer to work with tables, others use a word-processed document, images or thumbnail sketches.

The style and format will need to be negotiated between the multimedia developer/s and the learning designer. However, most storyboards have the same features in common.

· Header – includes details about the team, name of the project, unit or learning object name, date, personnel.
· Page number – the number (sequence) of the screen.
· Content – text to be placed on each screen.
· Instructions – guidelines to various personnel in the development team about how to treat the content.
· Personnel responsible – who is responsible for each of the instructions.
· Application name/description – details of what multimedia application is required on each screen.
· Application content – explicit content to be placed in the application and instructions about where, in the learning object, this content goes.
· Images, audio, video required – either details of multimedia required or location of the file for existing multimedia.

· Opportunity for feedback – dates, including time for feedback from various personnel about the initial storyboard plan.
Storyboards are the main form of communication between development team members but it’s important to be aware that storyboards may change often and can form part of broader discussions about the development of the learning object. Whilst they may be the blueprint, they should by no means be static and may need to be revisited often in the life of a learning object’s development.

Benefits

· Limit communication problems and misunderstandings.

· Assist in timelines, scheduling and division of work.

· Are useful when learning designers are not located on the same campus.

Challenges

· Version control problems due to the to and fro nature of the storyboard.
· Limit face-to-face communication and collaboration.
· Need to be adjusted to suit the personnel in the development team, their preferences and the needs of project.

Project teams

The following are team members you might work with on a learning object who will need to access and use the storyboard you write. Depending on your team’s size and make-up, some of these roles will be carried out by one person, so you’ll need to adjust your storyboard to suit.

· Project Manager – checks through storyboard, does QA/edit on content and instructional design, advises team that storyboard is 'ready for designer' - sometimes there may be an editor involved at this stage, who does a full proofread/edit on the content with any changes going back to the content expert/learning designer to address.

· Learning designer – collaborates with content expert to initiate storyboard, works with team on design and development.
· Graphic designer – establishes look/feel of learning object and does all illustrations, graphics etc as required in the storyboard.
· Multimedia developer – undertakes programming etc required to 'build' the learning object as per storyboard.
· Desktop publisher – carries out any work required for print-based resources eg Word documents etc used within the learning object.
· Audio-visual producer – produces and develops any audio or video components required in the learning object as per the storyboard.
Sample storyboards

The following are sample storyboards showing the styles often used by development teams. 

Sample 1
This sample lays out the information in a table and provides instructions to development team members through a colour-coded system. You may need to add/move colours to cover the various team-members involved in creating a learning object, or use a role code system without colour.

This sample lays out the information in a table and provides instructions to development team members through a colour-coded system.

	Unit: History 2A
WUPI: 764K1206
Title: Learning Object Reviewing Content

Project Manager: xxx 
Author (DEV): xxx
Content Developer/Writer: xxx
Storyboard version: Version 0.1

Content: edited Instruction text: unedited
	Key:
Purple
Notes for DEV (Learning Designer)

Blue
Notes for GD (Graphic Designer)

Green
Notes for DTP (Desktop Publisher)

Black
Text seen on screen/print


Red
Area’s needing attention (work in progress)


[DEV: This activity results in a 15 piece jigsaw being put together. The completed graphic is a poster design of Isambard Kingdom Brunel. The final, 15th piece of the jigsaw reveals the name: Brunel at the base of the poster. The activity sets up 15 clues, each requires a correct response. Each clue comes up automatically in the sequence. There is a list of 15 possible answers. When a correct response is matched to the corresponding clue; one piece of the jigsaw is automatically dropped into place (show the clue with the correct answer on the screen). Place a <button> next clue in one corner to proceed to the next clue. An incorrect response bounces back, or similar, and gives the following feedback: Sorry, that is incorrect. Try again.]

[Insert graphic into <content area>: HAM_Brunel]

[Alt tag for graphic (when activity correctly completed): A poster design of Isambard Kingdom Brunel.]

<content area>
	Piece
	DROP
<Clue>
	DRAG
Correct response *
and <list> to select from
(list to be randomly mixed – order below is correct)

	1
	Name of Samuel Crompton’s greatest invention
	Mule *

	2
	The 1785 invention of Edmund Cartwright
	Power Loom *

	3
	Arkwright and Kay’s famous invention
	Water frame *

	4
	The inventor of the puddling process 
	Cort *

	5
	Sir Humphry Davy’s lifesaving invention for miners
	safety lamp *

	6
	Machines sold by Boulton and Watt’s works
	steam engines *

	7
	Farming practice devised by Lord Townshend
	Norfolk rotation *

	8
	James Brindley’s first great canal was built for this landlord.
	Bridgewater  *

	9
	Technique of canal construction developed by Thomas Telford
	cut and fill *

	10
	Chippings of what material were used by Macadam for the road surface he developed early in the nineteenth century
	granite *

	11
	Location of factory reformer Robert Owen’s mill 
	New Lanark *

	12
	Name used to identify the six Dorset labourers punished for being members of a union
	Tolpuddle Martyrs *

	13
	The name of the railway built by George Stephenson 
	Stockton-Darlington *

	14
	The name of the locomotive built by the Stephenson’s that won the Rainhill Locomotive trial in 1829
	Rocket *

	15

This piece to reveal the name Brunel on poster
	The name of the building designed by Joseph Paxton for the Great exhibition of 1851
	Crystal Palace *


[image: image16.jpg]






[start of WHERE]

<title> Where? (drag/drop activity and statement with dropdown menu)
[DEV/GD: There are two parts to this activity. The first part requires the user to identify the 14 locations on the base map of Great Britain (three shires; and eleven towns/cities). The map will be numbered with 1 to 14 locations, the user is to select the correct number to represent the location (maybe <drag> the number from the map and <drop> into correct location in the list – allow a space for the number in front of the location when correct which stays in position). An incorrect response bounces back, or similar, and gives the following feedback: Sorry, that is incorrect. Try again. Once all 14 locations are correctly placed the user is to complete the second part of the activity.] 

[Insert graphic into <content area>: HAM_map]

[Alt tag for graphic: A map of Great Britain; Scotland, England, Wales and Ireland highlighting 14 locations of the Industrial Revolution.]
	Numbers on map
Correct answer *
DROP box 
	Locations 



	1
	London

	2
	Birmingham

	3
	Liverpool

	4
	Hull 

	5
	Glasgow

	6
	Manchester

	7
	Leeds

	8
	Newcastle

	9
	Yorkshire

	10
	Lancashire

	11
	Shropshire

	12
	Blaenavon

	13
	Newport

	14
	Bristol 


	[The second part requires the user to complete the following statement:

<instructional text> Complete the following statement by selecting the correct response from the drop down menu: </Instructional text>

Industrialisation in 19th century Britain was located ___________ of the line drawn from The Wash to the Bristol Channel. [drop down menu with two options: north* or south]  * north is correct answer

An incorrect response gives the following feedback: Sorry, that is incorrect. The natural reserves of coal and iron ore and the rivers that provided transport and power for the Industrial Revolution were located north of the line drawn from The Wash to the Bristol Channel.

A correct response gives the following feedback: Correct. Changes associated with the Industrial Revolution were mostly found north of a line drawn from The Wash to The Bristol Channel. Changes associated with developments in the Information Technology industries of more recent times have generally been located south of this line.


[end of WHERE]
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[start of WHY]

<title> Why? (Multiple choice Q/A maze activity)
[DEV/GD: This activity has ten multiple choice questions that need to be answered correctly in order for the ‘John Bull’ character/token to be moved through a maze to get to the centre. At the centre of the maze is a graphic of the Crystal Palace (representing The Great Exhibition of 1851).  For each correct answer the token moves (ten moves in total). An incorrect response gives the following feedback: Incorrect. Try again. For a correct response, the feedback is: Correct, well done!
Quiz Questions

Q1: 
Rivers were an important natural feature because they:
a)
were a source of power

b)
provided a means of transporting raw materials and finished goods 
c)
could be linked to canals for inland transport 

d)
all of the above. [correct]
Q2: 
What was the importance of the fact that Britain was an island nation?

a)
no location in Britain was far from the sea which made it easy to transport heavy cargoes using coastal cities
b)
Britain had a traditional need of a large navy to protect and promote its national interests  
c)
a and b [correct]
d)
none of the above.
Q3:
Britain in the 18th and 19th century had good natural reserves of:
a)
coal
b)
iron ore  
c)
timber 
d)
a and b. [correct]


Q4:
Individuals were encouraged to be inventive and take risks by investing in new technology and industries because:
a)
the monarch would reward them with a title
b)
their earnings were not in danger of being heavily taxed or seized by the monarch [correct]
c)
local lords would grant them part of their land holdings
d)
none of the above.
Q5:
Britain had established legal structures to protect property rights including patents. A patent was:
a)
a document outlining how a machine works
b)
a document granting the sole right to make or use an invention [correct]
c)
a document representing a share in a company
d)
none of the above, property rights were not protected.
Q6:
Britain had the right conditions for industrialisation because the country was:
a)
fighting wars in Europe
b)
made up of many market towns 
c)
relatively free of religious and political problems. [correct]
d)
an island.


Q7:
Britain had many individuals making technical advances, like the ironmasters of:
a)
Coalbrookdale [correct]
b)
Lancashire
c)
Scotland 
d)
Shropshire.
Q8:
Britain had increased the ability to provide food for its people with agricultural improvements like:
a)
Jethro Tull’s seed drill
b)
the Norfolk four course rotation of land
c)
Robert Bakewell’s use of selective breeding of meat producing animals
d)
all of the above. [correct]
Q9:
Britain adopted the ideals of the free market as outlined by:
a)
Karl Marx


b)
Adam Smith [correct]
c)
the system of Poor Relief
d)
the Chartist Movement.
Q10:
Britain made the first developments in new sources of power to drive machines. In particular the steam engine developed by:
a)
John Kay


b)
James Brindley 
c)
Edmund Hargreaves
d)
James Watt. [correct]

END OF REVIEWING CONTENT LEARNING OBJECT STORYBOARD
Sample 2
This sample shows a less visual and more text-based storyboard. It doesn’t include any formatting regimes, enabling the multimedia team to cut and paste the content as appropriate. This type of storyboard would suit a team working in close proximity that can easily communicate ideas and requirements. It would also suit a team where the writer or learning designer has limited experience in online development and would be more comfortable concentrating on the content. It may, on the other hand, be a preliminary storyboard which could precede a more complex storyboard like the one shown in Sample 1.

Unit: BSBSMB301A 
Investigate micro business opportunities 
Element 1: Describe business ideas

	Page description
	Notes

	Interface and entry screen 01 (before post it note selection)
Images (left hand side): Six ‘post it’ notes. Each post it note has one of the following written on it: 

· Investigate opportunities

· Develop a proposal

· Organise finance 

· Source information

· Comply with regulations

· Home

Images (right hand side): Alternating images of five individual faces and introductory text.
Welcome to Be Your Own Boss, the Toolbox to help you learn about running a micro business.

Select a ‘post it note’ for an introduction to the topic, then choose ‘get started’ to begin learning. Or, choose ‘to do’ from the top menu to see all the topics.

If you already have skills, knowledge or experience in setting up a micro business, you can explore the recognition pathway in the top menu.


	Images (right hand side): The five alternating faces are five individuals used in the scenarios throughout the Toolbox.

The selection of each unit of competence will result in the presentation of a different scenario. Suggested scenarios are:

· Handy man (male)  
(unit - investigate business ideas)

· Personal trainer (male)  
(unit - resource requirements)

· Walking tours (female)  
(unit – proposal or regulations)

· Beauty therapy (female)  
(unit - finances)
· Nursery business 
(unit – proposal or regulations)

Backgrounds of persons in above scenarios:

· Retrenched person (handy man)
· Skilled young person – ambitious (personal trainer)
· Person wanting to turn hobby into profession (walking tours)

· Unemployed person (beauty therapy)
· Indigenous Australian (nursery business)

Suggested businesses/people for scenarios: 

· Handyman - ? 

· Personal trainer, Immortal fitness - Byron 

· Walking tours, Walk to art – Bernadette

· Beauty therapy – suggestion by Rod Cook, ex student

· Nursery business – NSW reference group contact

	Interface and entry screen 02 (after ‘Investigate opportunities’ post it note selected)

Image: Photograph of Barry

Text: “After being retrenched from my job, I thought long and hard about what to do. I’d been doing some small maintenance jobs around the house, and also for friends, when one of them said, “Thanks Barry, I tried to get a tradie in to do that job, but do you know how hard it is to get someone interested in small jobs? They only want to do the big ones.” It got me thinking and I started looking into some business ideas and quickly I realised I needed to identify my market and think about things that might affect the market in the future. There sure was a lot to think about! ”

To find out more about investing business opportunities choose Get your business started.
	The learner is presented with the scenario of Barry, a home handy man who starts thinking about starting his own micro business. 

The learner can go directly to an element of the unit by selecting an underlined link in the body of the text, or go to a summary page listing all the elements by selecting the ‘Get your business started’ link.


	Page description
	Notes

	Investigate opportunities (summary page)

Image: generic summary page image
There are some myths that exist about successful businesses such as, ‘They just happened to be in the right place at the right time’, or, ‘They were just lucky’. Usually the reality is much different. Careful investigation, planning, commitment and passion are likely to be just a few of the reasons behind a successful business.

Choose one of the links to find out more.
Business ideas

Learn more about micro business ideas and opportunities, different business types, potential customers and the range of skills needed to pursue a business opportunity.
Identify market needs

Learn more about using primary and secondary sources of information to research market size, requirements, trends and risk factors.

Factors affecting the market

Learn more about factors that might affect your market such as projected changes in population, economic activity, availability of resources and labour and movements in prices.

If you believe you may already have the skills and knowledge associated with investigating micro business opportunities, you can choose the recognition pathway from the menu at the top of this page.

In this storyboard, the learner chooses ‘Business ideas’
	Image with text – no audio

This page allows a first time user to view and access each of the areas of learning associated with the unit ‘BSBSMB301A: Investigate micro business opportunities’.

Each of the three areas relates to an element of the unit.

The learner can also access an RPL pathway for the unit.




How to use storyboards

All teams have their own approach to storyboards. Here’s how one team works:

Case study:

“Our process is basically that each team member does an initial 'skim' of the storyboard to read through the content and get a 'feel' for what the learning object (or task/activity etc) is all about. They then look for the instructions from the learning designer that are within the storyboard - these are colour-coded for each person eg pink for learning designer (DEV), green for graphic designer (GD), blue for desktop publisher (DTP) etc. GD - looks for instructions re illustrations, colours required, styles eg heading 1/2, rollover states etc that require a colour scheme, checks specs/info re required sizes etc, DEV - identifies content for HTML development, checks for any programming requirements (eg javascript, flash etc) - everybody looks for their part in there. The storyboard needs to be very detailed and specific and serves as a 'master plan' for the whole team to follow.”

How to develop your own storyboard

To develop your own storyboard, follow these steps below. They have been based on the model provided but can be customised to suit you and your development team.

4. Talk to all of your team members to find out if there’s a preferred storyboard style already in place.
5. Develop a header which identifies your project. If multiple learning objects are to be developed, you should devise a method of distinguishing them via a numbering system or a regime of headings. Remember to also apply a page numbering system to this.
6. Determine the personnel, roles and responsibilities on your team.
7. Allocate a code for providing instruction for each team member in your storyboard. This could be colour, codes, initial etc.
8. Decide how this information will be presented – table, series of flowcharts, thumbnail sketches, Y frames.
9. Trial the storyboard on one small learning sequence to make sure you are comfortable with it and all team members are clear on what is required.
10. Make necessary changes to they storyboard as a result of trial.
11. Get started! And remember a strategy for version control so that all team members are working on the right version of the storyboard.
Appendix 4: Learning design planner templates
Learning design planner templates aim to guide learning designers in the selection of the appropriate learning design

Step 1 - Design overview
	Prepared by:
	

	Date:
	

	Brief description of learning object:
	

	Qualification/course:
	

	Unit/s of competency:
	·   

	Key element/s:
	·   


1.1
Choose five words that describe the industry context in which these learners work (or will work)
Be as descriptive as possible (eg fast-paced, regulated, dynamic, production-line, competitive, customer-focused, mechanical, artistic, risky etc).
	· 


1.2
Name five key tasks that the learner does (or would be doing) in their job role

	·   


When you have completed the rest of this planner, check back to your responses in (1.1) and (1.2) ensure that you can effectively incorporate both the contextual elements and the task elements in your design.

Step 2 - Learner overview
Try to give a ‘general’ picture of this learner group.

	2.1
What AQF level is this training? 
	(

	Non-accredited
	

	1
	

	2
	

	3
	

	4
	

	5 or higher
	

	Other: 
	

	2.2
Typical age group 
	(
	Notes

	15-19
	
	

	20-29
	
	

	30-35
	
	

	Mature-aged (35+)
	
	

	Other:
	
	

	2.3
Special considerations and/or needs 
	(
	Notes

	Language, literacy 
	
	

	Numeracy
	
	

	Other:
	
	

	2.4
Educational background 
	(
	Notes

	Less than year 10 
	
	

	Completed to year 10
	
	

	To year 12
	
	

	TAFE qualification (certificate/diploma etc)
	
	

	University degree
	
	

	No formal education but industry experienced
	
	

	Other:
	
	

	2.5
Current status
	(
	Notes

	Working in industry relevant to this study 
	
	

	Not working in industry relevant to this study
	
	

	Other:
	
	

	2.6
Reason for training
	(
	Notes

	To gain employment in chosen field
	
	

	Required by industry (eg regulatory requirement)
	
	

	Career and/or professional development
	
	

	Career progression
	
	

	Other:
	
	


Step 3 - Learning design framework
The following section relates to some variables that can impact on your choice of learning design. You can read about these in the Choosing the learning design section of this report (p.12).

For each variable, you are asked a question and then given a list of responses. You need to decide which of the responses best apply to the intended learner cohort for your learning object. 

To the right of each response is a box - you’ll notice that these are different shades of grey. This shading relates to the learning design type that corresponds with the response.

For example, in variable (a) Level of learning outcome; the response ‘Be able to apply their knowledge to routine situations’ indicates a Type 1 design, where the response ‘Be able to apply their knowledge to new and novel situations’ indicates that a Type 3 design.

Please tick only those responses that apply for your learner cohort.  You may need to undertake some research, and/or speak with a trainer experienced in delivering this area of training, to help answer some of them. 

When completed, each variable should look something like this:
x. Title of variable 

	x.1
Opening question:
	(

	Response 1
	

	Response 2
	(

	Response 3
	

	Response 4
	

	Response 5
	(

	Response 6
	(

	Response 7
	

	Response 8
	


a. Level of learning outcome 
	3.1
On completion of this training, learners should…
	(

	Have a familiarity of a body knowledge ; be aware of the what/when/whom
	

	Have an ability to successfully to apply some given processes and procedures 
	

	Be able to apply their knowledge to routine situations
	

	Understand things – ie realise the why/how 
	

	Be able to apply their understanding to everyday situations
	

	Be aware of the relationship between the ‘what’ and the ‘how’
	

	Outcomes relate more to how to use knowledge than knowledge itself
	

	Be able to apply their knowledge to new situations and problems
	

	Be able to use their knowledge and understanding to analyse situations and to apply creative solutions
	


b. Level of guidance
	3.2
With these learners, the trainer usually needs to…
	(

	Provide high levels of support and structure to the learners
	

	Provide a detailed learning program that all learners follow
	

	Provide plentiful feedback to help learners see how they are progressing
	

	Provide ample opportunity for learners to practice and develop their capabilities
	

	Provide examples and cases that the learners can learn from 
	

	Provide feedback that can guide and inform learners’ choices
	

	Enable learners to choose the activities they need to learn from 
	

	Provide tasks that require learners to plan and structure their own pathways 
	

	Allow learners to choose the sources of their guidance and assistance
	


c. Content focus
	3.3
The content for this learning object is mostly about:
	(

	Descriptions, terms, facts and other forms of important information  
	

	Policies and procedures – the ‘rules’ for things
	

	Practices and techniques – the ‘how’ things are done
	

	Developing learners’ capability to do some thing(s) effectively and to required standards 
	

	Developing learners’ understanding of concepts – the reasoning, logical and/or theory behind things – ie the ‘why’
	

	Being able to make informed decisions to apply knowledge
	

	Understanding the consequences of actions, constraints, opportunities, limits, risks etc 
	

	Ways to apply and use information rather than learning information
	

	Being able to think independently and creatively
	


d. Content application 
	3.4
What are learners expected to be able to do with the knowledge the gained from this learning object 
	(

	To arrive at a yes/no answer (eg Is this a safety hazard?)
	

	Being aware of basic information required for the job role (eg what function a piece of equipment performs)
	

	Operate under a level of supervision, according to policy/procedure to follow instructions in order to complete a task
	

	Able to consider options and decide on the best course of action
	

	Use judgement to evaluate one or more options or outcomes to arrive at the best solution
	

	Under a reasonable level of supervision, but with some autonomy
	

	Applying the new skills/knowledge in novel settings requiring judgment  
	

	Use the new skills/knowledge to improve practical performance
	

	Develop new or innovative products or practices with minimal supervision
	


e. Learner Freedom 

	3.5
Which of the following describe the scope and extent of choice and discretion you expect students would be able to make and benefit from in relation to their learning:
	(

	There is a set amount of important information that needs to be shown and highlighted to the learners
	

	When applying the knowledge in this module, there will be typically be only one right way to do this
	

	Tasks need to be provided to assist students to digest the information they are given
	

	There will usually be a number of ways the knowledge and information can be applied
	

	Learners need to learn to choose and select information when applying and using it 
	

	There’s large amounts of information from which learners need to glean what is relevant
	

	Learners need to know how to find and use information rather than simply remember it
	

	Learners need to be able to tell when they have sufficient information to solve the problem at hand 
	

	There are many different ways for learners to learn in this unit and they need to make choices 
	


f. Learning form

	3.6
The types of activity most effective for this group would involve:
	(

	Doing something several times, in a variety of ways
	

	Repeatedly doing something in the exact same way to meet a standard/procedure
	

	Structured tasks that increase familiarity and awareness
	

	Open-ended tasks with variables to decide from and work with
	

	Tasks where learners need to make choices from a range of options 
	

	Tasks which can be done in several ways with more than one solution
	

	Tasks with a clear endpoint but lacking in a defined or preset process
	

	Tasks requiring a level of analysis, judgement and subjectivity
	

	Tasks for which there will be many successful solutions and outcomes
	


g. Learner Preference

	3.7
In general, these learners respond best to:
	(

	Following structured activities and presentations 
	

	Being told and shown things
	

	Taking things in small parts eg a ‘chunk’ at a time
	

	Finding things out for themselves
	

	Talking and discussing with others to develop their understanding
	

	Being guided and informed by others rather than working totally alone
	

	Making their own  decisions and choices about what has to be learned 
	

	Working with workplace cases and tasks to discover solutions to problems
	

	Being able to plan things for themselves without requiring input from instructors
	


h. Engagement

	3.8 Choose one or more of the groups of words below that best describe the skills and capabilities you hope your learners to achieve in relation to the content they’re learning
	(

	Define, recognise, relate, repeat
	

	Describe,  identify, locate, recognise
	

	Demonstrate, illustrate, sketch, write
	

	Choose, interpret, operate, practice, schedule
	

	Categorise, appraise, criticise, question
	

	Calculate, contrast, experiment, test
	

	Arrange, assemble, collect, construct
	

	Design, compose, plan, write
	

	Develop, compose, formulate, prepare, set up
	

	Appraise, assess, compare, choose, estimate
	

	Analyse, judge, predict, select, value, create
	

	Argue, defend, support, evaluate, synthesise
	


Step 4 - Choosing the learning design 

Now review the ticks that you placed in the previous tables. For each of the variables, transfer your total number of ticks into the table below. The shading of the box you’ve ticked tells you which learning design type corresponds with the question.

	Shading
	 Learning Design

	
	Type 1 – Task-directed

	
	Type 2 – Task-guided

	
	Type 3 – Task-autonomy


	
	1
	2
	3

	Level of outcome
	
	
	

	Level of guidance
	
	
	

	Content focus
	
	
	

	Content application
	
	
	

	Learner freedom 
	
	
	

	Learning form
	
	
	

	Learner preference
	
	
	

	Engagement
	
	
	

	TOTAL
	
	
	


The total number of 1/2/3 ticks that you have across the eight variables should give you a clear direction as to which of the learning design types is going to be most appropriate for your object. 

If you find that you have a close result, for example; you had 11 ticks for ‘1’ and eight ticks for ‘2’, then that most likely indicates that your learning design should be predominantly a Type 1, but that it may be appropriate to consider some Type 2 design strategies.

To learn more about these design types, please refer to the Choosing the learning design section of this report (p.12).: 
· Discrete learning designs (p.13)
· Choosing the learning designs and learning (p.14)
· Design Type 1 to Type 3 (p.15-22).
Appendix 5: Ten steps for designing a learning object
The following steps are intended as guidelines for designing a learning object to meet your learners’ needs. They can be applied to small or large design projects. How you follow the steps will, however, depend on your own needs and the scope of the project. Whilst the steps are ordered in this tool, they may be combined, left out, supplemented or completed in any order to suit your purpose. For example, larger design teams, working on major design projects involving multiple learning objects often combine steps 5, 6 and 7. Smaller teams may not need to consult with other stakeholders and perhaps may not need Step 10.

Regardless of the methodology you apply, it’s important to remember that the design process is inherently iterative. This means you may often find yourself revisiting steps and reworking the design numerous times in the process. You may include Step 10, ‘Checking the design’, mid-way through the steps, as well as at the end. Once having completed Step 10, you may find yourself returning to other steps to rework the design. The steps are presented here in a linear fashion but that is intended for clarity only and you should adapt this methodology to suit your own needs for each learning object you design.

To demonstrate each step and to assist in its implementation (where appropriate) examples have been provided at the end of these steps, as well as sample templates (refer Appendix 5).
Step 1 - Define the scope of the project.

	Hint: 

	Decide on the following before you get too far and make sure your design can be sustained or whether it may need to be modified: 

· target audience

· key stakeholders
· staffing
· timeline

· size

· budget

· technical capabilities.


Example: (NA)

Template: 1.1 Project planner

Step 2 - Determine the grain size of the learning object.

	Hint: 

	Will it cover a whole unit or just a portion?

Will it represent a task that will need to be mapped across more than one competency?

Will it be a stand-alone learning object or will it be one of many related learning objects?

Read the unit of competence carefully and make sure you consider relevant parts of the range statement and other vital information contained in the unit – not just the element and performance criteria.

Consult with content expert


Example: 1 and 2 

Template: 1.2, 1.3 Project planner

Step 3 - List any existing resources you may be able to use as a starting point in the design.
	Hint: 

	Identify available resources – books, websites, teacher notes, hardware and software, etc might be a good place to start.

Remember that a print based resource covering the same material cannot simply be converted to HTML and then called an online learning object!


Example: (NA)

Template: 1.4 Project planner
Step 4: Determine the method for assessment, if applicable.

	Hint: 

	An online learning object should always provide feedback for the learner. Depending on your learning object, assessment items may include:

a) immediate feedback available automatically to the learner at various points throughout the object, such as a quiz or interactive test

b) more complex summative, holistic assessment at cumulative points in the learning object, such as a problem to solve or project to complete and which may need guidance from the facilitator

c) an opportunity for learners to self assess to determine what, if any of the learning object they need to complete before seeking more formal assessment or RPL from their facilitator, such as an RPL expressway.


Example: 3, 4 and 5

Template: 1.5 Project planner

Step 5 - Indicate how the learning object will be broken up.

	Hint: 

	Try using a diagram or flowchart to show how the learning object will be presented, ie the role of the element/s, performance criteria, scenario, and tasks. Think about factors that might influence this decisions, for example do you need to take into account legislation, realistic workplace tasks, skill sets, workplace documents, procedures? 


Example: 6

Template: 2 Macro planning the learning sequence

Step 6 - Identify the learning design features the learning object will include.

	Hint: 

	Select the appropriate elements you want to include from the list provided in Template 3. Think about the learning design type you have chosen when making these selections.


Example: (NA)

Template: 3 Detailed features of the learning sequence

Step 7 - Map the flow of the parts of the learning design.

	Hint: 

	Now that you have selected the right features for your design, create a map or flowchart indicating how and where these features fit in your learning object. Again, remember to consider the learning design type you have selected.


Example: 7 and 8

Template: 4 Flowcharting the design

Step 8 - Begin to select the types of interactions you might include.

	Hint: 

	What multimedia applications, activities could be included in the delivery of this learning object? Remember to consider your target audience – their preferred learning styles, literacy, numeracy and computer skills)


Example: see template

Template: 5 Types of learner interactions – Project planner

Step 9: Identify any media, images, applications, other resources that will be required.

	Hint: 

	Anticipating some of these things now may help you to staff and resource the project in its early stages, before storyboarding commences.


Example: (NA)
Template: 1.6 Project planner

Step 10: Check the design with the Project Manager and multimedia staff and revisit it, if necessary.   

	Hint: 

	You may need to modify your design several times, and for a range of reasons, before coming up with a final version that meets the needs of all stakeholders. This step might need to be repeated throughout the steps.


Example 1 (in relation to Step 2)

	BCGBC4007A – Plan building or construction work

	Topics
	Sub-topics
	Competency reference – performance criteria

	Organise materials, plant and equipment supply.
Element: Determine all the resources required.
	Assess and confirm availability or materials with suppliers.
Purchase process for construction materials and building supplies.
Procedures for controlling and recording of deliveries to site.
Procedures for recording hire of plant and equipment.
	1.3
The availability of materials is assessed and confirmed with suppliers.

2.1
Organisational strategies for implementing construction operations are identified. 
Range statement: purchasing processes for building supplies or construction materials.

1.6
Procedures for controlling and recording site deliveries are implemented.


This example is taken from the Series 10 BuildRight Toolbox. The example object is one of a series of related learning objects. Your planning document might also include details about the object’s relationship to range statement, required skills, critical aspects of evidence, employability skills

Example 2 (in relation to Step 2)

Scenario: Taking it back - customer returning jacket for refund

	Task
	Unit/element/performance criteria

	Gather required information.
	SIRXCCS002A Interact with customers

1.1 Conduct communication with customers in a professional, courteous manner according to store policy.

1.8 Use verbal and non-verbal communication to develop rapport with customers during service delivery.

SIRXCOM001A Communicate in the workplace

1.3 Create effective service environment through verbal and non verbal interaction according to store policy and procedures.

1.4 Use questioning and active listening to determine customer needs.

	Decide whether to grant a refund.
	SIRXCCS002A Interact with customers 

1.2 Meet customer needs and reasonable requests or refer to supervisor.


This example is taken from the Series 10 Retailer Toolbox. It shows a scenario-based learning object which covers elements from more that one unit of competency. 
Example 3 (in relation to Step 4)
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This example is taken from the Series 10 Retailer Toolbox. It shows an example of simple, immediate feedback through interactive tasks

Example 4 (in relation to Step 4)

[image: image19.jpg]5
THHGLEO7B: Recruit ond select taff

Task 1: Developin o job analysis -

Task outine.

I this task,you whl e compltinga o anayss for  psiton f the department o area

yire currty verking i t yourworkplace.

A Job anaysis aimsto make sre that & positon 1t whth th requirements o the
Gepartment o rganiation

To do s, youll need 1

« examineand provid a5 much nformaton a5 possible about the ob or position
= Compars the against th needs of th depariment or organiaton.

W egaied, you can then modity the position descrpton documents o make sure that the
position matines organisationst needs.

Thefolowing documentation wil ety o the fms you wil need fo your Portfel

=)

T task il show you how o can achieve .

Thi sk requires you t slect  positon atyour workplaceand o perform  Job
anabsts of tht posiin.

11300 are notcurently ainngat a workplaceorwork enviconment, and 50 do ot have
actess 1 psitons for thistask, thre ae tw optons vaiable:

se your simlatd work environment andproduce  Portot or a osiin thatyou are
traning n for exampl, nth resaurant,kitchen, front offic, house keepng or
fourksm area. You might ket disus yourchoic with your i teacher before
making  deciion.

R th resourcs The iy e e o roo sttendant’, whic presentsyou with 0
Insght ito thevorkingdayof ane of ut room attendans





This example is taken from the Series 2 Hospitality and Tourism (Management)Toolbox. It demonstrates a more complex summative assessment task that will need facilitator guidance and feedback.

Example 5 (in relation to Step 4)
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This example is taken from the Series 10 BuildRight Toolbox. It shows the types of questions that a learner may ask themselves before determining if they should continue with some or all of the learning object or to alternatively seek RPL.

Example 6 (in relation to Step 5)
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This example is taken from the Series 11 Microbusiness Toolbox. It shows the flowcharting of the early planning stages (Step 5) where the designer determines how the learning object will be broken up, the coverage of elements and the learning sequence that will be followed throughout.

Example 7 (Step 7)
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Example 7 is from the Series 11 Automotive Sales Toolbox tender submission – sample learning sequence. It shows an example of how design features have been selected and flowcharted to indicate the learning sequence of a collection of learning objects. Note that this is demonstrated here for an entire Toolbox and may not be indicative of a single learning object.

Example 8 (in relation to Step 7)

[image: image23]
Example  8 is from the Series 9 Automotive Toolbox. It shows an example of how design features have been selected and flowcharted to indicate the learning sequence of a collection of learning objects.

Appendix 6: Mapping templates
1.
Project planner
2.
Macro planning the learning sequence

3.
Detailed features of the learning sequence

4.
Flowcharting the design

5.
Types of learner interactions

Template 1: Project planner

	1.1 Project scope (Step 1)

	Staffing:
	(Enter the number of staff/man hours available here)

	Timeline:
	(Enter the due date or number of weeks here)

	Size:
	(Describe the size of project here eg. three learning objects, Toolbox)

	Budget:
	(Enter the total budget or allowable man hours here)


	1.2 Definition of learning object (Step 2)

	(Describe what the learning object will cover here)


	1.3 Parts of unit covered (Step 3) (List all elements, performance criteria, required knowledge etc to be covered by this learning object here).

	Elements
	Performance criteria
	Required skills/knowledge
	Range

	
	
	
	


	1.4 Existing resources (Step 4)

	(List all available resources books, websites, teacher notes, hardware and software, etc here)




	1.5 Assessment strategy (Step 5)

	(Describe overall assessment strategy here)



	Assessment Task 1
	(List proposed individual assessment items here)

	Assessment Task 2
	(List proposed individual assessment items here)

	Assessment Task 3
	(List proposed individual assessment items here)

	Assessment Task 4
	(List proposed individual assessment items here)


	1.6 Proposed media/applications (Step 9, 10 - also refer to Template 5 )

	(List ideas for the types of media, images, applications, other resources that might be required in the development.)



	Software/hardware/staffing implications:
	


Template 2: Macro planning the learning sequence

The learning sequence describes how the learning object will be presented ie the role of the element/s, performance criteria, scenario and tasks. Complete the following table to gather your ideas. Remember to consider the learning design type you have selected (Type 1, 2 or 3).

	Describe the context in which the skills are applied.
	

	Decide what type of learning would support or replicate this effectively online, ie. would learners work through elements in a step-by-step sequence, would their work involve problem solving, would they be serving a customer, would they research information?
	

	Select a basis for the learning sequence, ie a central case study, scenario based, a series of steps to complete, a problem to solve.
	

	Describe how the elements and/or performance criteria fit into this sequence.
	

	Describe the level of guidance you will provide for learners and the role they and their facilitators will take.
	


Now try flowcharting these ideas to demonstrate how the learning sequence might work. Refer to Example 6 if you need some help. You can use this space to plan your flowchart.

	


Template 3: Detailed features of the learning sequence 

	Select the features you want to include in your design (Step 7)
√
	Feature
	Description

	(
	Context


	The setting for the learning object, eg a simulated workplace, a metaphor or a theme.

	(
	Guidelines


	Instructions, steps or guidance for the learner about how to work through the learning object

	(
	Goal


	The task/s which the learning object is based around or which a learner can complete. This could be a problem to be solved, a scenario or a case study, for example.

	(
	Activities


	Sub-tasks a learner can complete in order to gain the required skills and knowledge to complete the larger task/s.

	(
	Learning supports 


	Resources that learners can access to assist them in completing tasks, eg content, background information, resources, links, references.

	(
	Glossary


	List of terms and definitions related to the learning object.

	(
	Mapping (if applicable)


	If the learning object covers part or all of more than one unit of competency, or is based on a task rather than a unit, the relationship between them should be clearly explained to the learner and/or teacher.

	(
	Practical application


	A link between the tasks/s in the learning object and the workplace that can assist the learner in transitioning or applying the skills in a realistic setting. This may also be used as evidence towards assessment.

	(
	Collaboration tool


	Topics and/or methods for learners to interact and share ideas.

	(
	Assessment
	Tool to assist teachers or assessors in determining a learner’s competence or, alternatively, readiness for more formal assessment of competence, depending on the scope of the learning object.


Template 4: Flowcharting the design 

Draw a diagram to demonstrate what role the selected features will play in the design and how they fit together to show a learning sequence (Step 8). Note that the flowcharting done in Step 5 could be combined with this flowchart, if desired.

Features:

	Context

	Guidelines

	Task

	Activities

	Learning supports 

	Glossary

	Mapping

	Practical application

	Collaboration tool

	Assessment


Flowchart:

	


Template 5: Types of learner interactions 

	The following is a list of examples of possible online learner interactions. Your design should not be limited to these examples. Select the interactions you may want to include in your design (Step 9).

√
	Interactions

	(
	Existing reusable applications, such as ARED
 or any in-house design tools

	(
	Quiz

	(
	Online debate

	(
	Threaded discussion

	(
	Bulletin board

	(
	Flickr/Slideshare – sharing via graphics

	(
	Wiki

	(
	Text messaging

	(
	Podcasting

	(
	Research including web quests

	(
	Online search

	(
	Role play

	(
	Video demonstration

	(
	Interactive panorama

	(
	Collaborative projects

	(
	Portfolio development and peer review

	(
	Email games

	(
	

	(
	

	(
	

	(
	

	(
	

	(
	

	(
	

	(
	

	(
	

	(
	

	(
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Feedback and reflection





Workplace scenario/application task
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Tutorials





Resources





Guidelines





x. Scenario x





Analyse problem

















Learning tasks


A context is set for the learning (eg learner cast as an employee needing to complete a task).


Problem/scenario is used to provide a context for the learning.


The learner needs to plan a solution process and to implement the process to solve the problem. 


Strategies and guidelines are suggested but the learner makes the choices as to how to proceed. 


The problem solution is usually the development of a product or artefact for some purposeful application. 


Learning resources


The content and underpinning knowledge are available for the learner to explore at any time. 


In solving the problem, the learner is able to choose what information will be used and when.


Learning supports


Learners often work in concert with peers, mentors and workplace supervisors.























Implement steps
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Resources





Guidelines





Learner reads information (eg unit descriptor, assessment criteria) within the learning object to determine eligibility for RPL.





Learner decides whether they may be eligible for RPL, based on the information provided in the learning object.





Learner talks to RPL assessor at RTO to determine eligibility for RPL and whether to proceed.





Any ‘gaps’ where RPL does not apply are negotiated between the learner and RTO. Learner may be directed to complete the learning (ie the learning object) rather than pursue RPL.








Learner completes a self-assessment checklist (or similar) within the learning object to determine eligibility for RPL.





Learner reviews results of self-assessment to decide whether they may be eligible for RPL.





Learner talks to RPL assessor at RTO to determine eligibility for RPL and whether to proceed.





Any ‘gaps’ where RPL does not apply are negotiated between learner and RTO. Learner may be directed to complete the learning (ie the learning object) rather than pursue RPL.








Learner completes self-assessment (or similar) within the learning object via a built-in tool that ‘records’ answers.





Learner completes an ‘evidence guide’, detailing the evidence they can provide for RPL – this is done within the learning object.





Learner takes results of self-assessment and their completed evidence guide, together with evidence gathered, to RTO for assessment.





Learner talks to RPL assessor at RTO to determine eligibility for RPL and whether to proceed. Learner may be directed to complete the learning (ie the learning object) rather than pursue RPL, or to address ‘gaps’ in skills and/or knowledge required for RPL.





OR…





Learner completes self-assessment (or similar) within the learning object via a built-in tool that ‘records’ answers.





Learner completes an ‘evidence guide’, detailing the evidence they can provide for RPL – this is done within the learning object.





The learning object provides learner with a personalised ‘learning plan’ that addresses any ‘gaps’ in the skills and/or knowledge required for RPL, and aligns these with content/tasks within the learning object.





Learner takes completed evidence guide (and supporting evidence as required) to RTO for RPL assessment.





Learner completes learning/tasks within the learning object that are required to address gaps in skills and/or knowledge, based on the pathway provided in the learning plan.





Learner can re-try the self-assessment for RPL, and/or discuss their eligibility for RPL with the assessor at their RTO. 
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� The Framework is the national training system’s e-learning strategy: � HYPERLINK "http://flexiblelearning.net.au" ��http://flexiblelearning.net.au� 


� Toolboxes are high quality, cost effective interactive e-learning and assessment resources: � HYPERLINK "http://www.flexiblearning.net.au/toolboxes" ��http://www.flexiblearning.net.au/toolboxes� 


� Australian Qualifications Framework: � HYPERLINK "http://www.aqf.edu.au/" ��http://www.aqf.edu.au/� 


� http://toolboxes.flexiblelearning.net.au/series11/11_01.htm


� ARED is a Framework e-learning development tool designed to allow teachers and trainers, with little more than basic computer skills, to easily build their own e-learning resources: � HYPERLINK "http://www.flexiblelearning.net.au/ared" ��http://www.flexiblelearning.net.au/ared� 
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