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Abstract 

Teachers in higher education usually have well-established conceptions of 

teaching processes and plan their teaching accordingly. But many teachers do 

not think directly about student learning when they plan how they will teach.  

The approaches used are often based on other factors such as how others are 

teaching, conventional approaches and student expectations. The advent of e-

learning and the many new teaching options it brings, has added considerably 

ǘƻ ǘŜŀŎƘŜǊǎΩ ŎƘƻƛŎŜǎ ƛƴ ǇƭŀƴƴƛƴƎ ǎǘǳŘŜƴǘǎΩ ƭŜŀǊƴƛƴƎ Ŝxperiences.   There is 

currently a large amount of work being undertaken to identify and describe 

technology-supported learning designs as reusable and sharable entities to 

support teachers applying e-learning.  This paper describes the findings and 

outcomes from research in the Australian context undertaken to explore the 

sharing and reuse of technology-based learning designs.  It discusses examples 

of learning design typologies and providesstrategies to guide and inform the 

sharing and reuse of effective technology-supported learning designs in higher 

education. 

 

 

 

 

Introduction 

Teachers in all sectors of education are now using technology in their learning programs.  

The raft of technologies and tools inherent in contemporary technologies provide many 

learning opportunities for teachers and their students (eg. Downes, 2000).The benefits 

appear particularly strong in higher education where the technologies provide many 

advantage and opportunities for learning. But the wholesale application of expensive 

technologies into university learning settings, and the frequent lack of return on the learning 

investment, cause many to question the ways in which technologies are being applied and to 

seek ways to address this problem (Bain, 1999). 

 

In most tertiary classrooms where teachers and students interact, the learning setting tends to 

be directed by the teacher who provides the students with tasks and activities that expose the 

students to a body of knowledge in order to bring about some conceptual change  (Ramsden, 

2003). There is plentiful advice within the literature as to what practices could best underpin 

teachersô approaches and the forms of engagement and activity students need most (Biggs, 
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2003). But often this advice is not evident in the mainstreamforms of learning settings 

provided by teachers. 

 

In recent years, there has been a concerted effort among researchers of learning 

technologies to explore ways by which best-practice in technology-supported learning might 

be described and disseminated in ways that would foster and encourage its accessibility to 

teachers and its application and reuse (eg. Dalziel, 2003).  At the heart of this research has 

been the development of the concept of learning designs, a representation of teaching 

practice in some notational form that supports its understanding and reuse by other 

teachers (eg. Agostinho, 2009). 

 

The strategies teachers use to integrate technologies into learning settings are many and 

varied (eg.Oliver, 2006).  They depend on many factors including the forms of learning 

sought, eg. content-based or knowledge-based, the nature of the delivery, eg. open learning 

or classroom-based learning, and the skillset of the teacher eg.  ICT-literate or new to the 

technology.Examples of how teachers are using technologies abound in journals and 

conference papers where ideas and applications are shared among academics and 

researchers. What is striking is that very few of the ideas presented in these ways appear to 

be taken up by mainstream teachers. The knowledge appears to rest within the domain of 

the academics and researchers. 

 

In typical teaching settings, teachers can use many different approaches to designing learning 

experiences for their students using contemporary technologies and affordances (Downes, 

2000,Koppi, Bogle & Bogle, 2005). While many approaches provide strong supportsfor 

learning,some approaches can be quite ineffective. This paper explores the notion and 

emerging practice of teachers sharing examples of effective practice. It discusses the concept 

of learning designs, as deliberate teaching and learning plans and their constituent elements.  

It explores the opportunities that exist for teachers who are using strong learning designs for 

sharing the approaches with others. The paper describes findings from a recent project in the 

Australian context which sought to develop strategies and resources to support the sharing 

and reuse of technology-supported learning activities.  

 
Learning Designs 
Biggs (2003) describes good teaching as a process which involves ñgetting most students to 

use the higher cognitive processes that the more academic students use spontaneouslyò (p.5).  

In essence good teaching is all about encouraging high levels of student engagement and 

providing the levels of support needed to achieve this. Good teachers know many ways to 

engage their students and typically have a raft of strategies that they can employ to 

accommodate the needs of individual learners.  The strategies that good teachers use form the 

basis of this discussion of learning designs. 

 

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: 
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¶ 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 - 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. 

 

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

elements. 

¶ learner engagement, consideration of learnersô 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. 

 

Knowing the necessary elements for successful learning is often insufficient to enablea 

teacher to implement a successful learning experience. There is an art and a craft in being able 

to design effective learning and an extensive body of literature devoted to it.   The term 

learning design is used to describe the outcomes of the process of designing, planning and 

orchestrating learning activities (Sharpe, 2005). 

In much the same way as a blueprint is produced when one designs an engineering entity, or 

an architectôs drawing is used to show the design of a house, a learning design is the product 

of a deliberate plan for a learning activity (Goodyear, 2005).  Learning designs tend to exist in 

a variety of forms. They can be such things as lesson plans, descriptions of planned teaching 

and learning activities, or practice models, generic approaches to the structuring and 

orchestration of learning activities (Sharpe, 2005). 

 

A learning design typically involves descriptions of the learners and a space where they act 

with tools and devices to collect and interpret information through a process of interaction 

with others (eg. Britain, 2004).  In contemporary settings, learning designs can involve 

descriptions of activities, resources and spaces that are different in many ways to traditional 

sequences and it is the emergence of new and engaging learning opportunities that is leading 

to renewed interest in learning designs, their sharing and reuse (Oliver et al. 2002). 

 

Often learning designs are held in the mind of teachers and never written down.  Teachers 

modify and adapt learning designs through their experiences and practices but often have no 
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inclination, nor need, to ever formalise the process (McGlynn, 2001).   There are few 

collections of learning designs which exist to guide teachers and their practices or from which 

teachers might choose in response to particular learning needs. And where there are 

collections, there is often little structure or form that can assist teachers to find and use the 

examples (Littlejohn, 2003; Littlejohn, 2004).  It would appear that there is both a need and 

an opportunity to deal with this issue and to explore strategies that could advance the current 

position. 

 

Describing Learning Designs 

Learning design descriptions and representations provide a means to share and reuse 

learning activities within and beyond discipline contexts. Whilst it is a relatively simple 

process to discuss learning designs and to talk about their purpose and role, it is a more 

difficult process to actually describe the critical elements within them (Conole& Fill, 2005).In 

an architectural plan, there are accepted ways for drawing schema and knowing which 

elements need to be drawn, but in education no standard or common method exists for 

describing a learning design. The most common way to represent learning designs is through 

text descriptions and these tend to vary considerably from one example to the next. 

Consider for example the following description of a learning activity. 

 

1. Students are given a problem to solve by the teacher.  
2. The students read through the problem description and try to understand what 

solution is required.   
3. The teacher takes questions and provides further information.  
4. The students then set about planning the problem solutions and draw up the sequence 

of activities they will undertake. 
5. The students then gather information from available materials and organise and 

summarise the information to assist in their development of a solution 
6. The students use external resources such as Web sites and other reference materials in 

the library to further their inquiry and understanding. 
7. The students work in groups to discuss their findings and solutions and gain feedback 

on their ideas to from other class members 
8. The teacher forms students into pairs to develop their solutions and to prepare a joint 

written   submission for assessment.   
 

Different teachers describing this learning design may have expressed the same activity in 

very different ways.  The description above has no apparent context.  Some teachers would 

prefer to see this with an actual problem being used.  There is no sense of the time spent in 

the various activities, there is no specific sense of stages in the activity and there is no 

indication of what might be the deliverables or assessable outcomes.  Another way to 

represent this learning design is as a flow diagram (Figure 1).  In this image, different shapes 

are used to distinguish between processes and products and lines are drawn to reflect the 

flow between various stages. 
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Figure 1: Learning design represented as a flow diagram 

Britain (2004) describes the process of representing learning designs as creating a learner 

workflow.  Workflows, as the name suggests, describe learning designs in terms of the 

activities of the student and teacher.  They provide a sense of the learning activities that the 

learner will undertake and the role of the teacher in supporting the learning setting.  In more 

detailed cases, learner workflows enable students to choose the activities in which they will 

engage, facilitating learners assuming ownership of their learning experiences.  Well 

described learner workflows can conceivably be used repeatedly by other teachers and 

students to achieve similar learning outcomes (Falconer et. al., 2007). 

 

The temporal sequence representation is another form for representing learning designs.  

This representation mode describes learning designs in terms of three constituent elements, 

learning tasks, learning supports and learning resources (Oliver & Herrington, 2001).   Figure 

2 shows a representation using the temporal sequence of a problem-based learning activity. 

 There are three tasks that students undertake in a sequence and these start with the 

observation of a demonstration, an investigation of assessment strategies based on an 

authentic task and a team presentation of a report.  As the students undertake these tasks, 

the representation shows the resources that are able to support their learning and the 

various forms of teacher support that are provided at the various times.  The flow of the 

learning is represented through the placement of the various icons and the arrows that 

connect them.  

These examples reveal how complex an issue it is to describe learning designs given that 

there is no common method for doing so and there is no broad agreement on what 

characteristics need to be included in the representation.  The purpose for which the design is 

intended is also a critical factor in determining what information it needs to contain.  If the 

purpose is for enabling a teacher to choose a design, such a representation should conceivably 

reveal different information than a design intended to guide a teacher, or a student, 

implementing the actual learning activity. It is likely that some diagrammatic form will be 
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useful as will a controlled vocabulary to reduce the ambiguity and limit the scope of learning 

design descriptions (Beetham, 2004). 

 
 

Figure 2: Example of a temporal sequence representation of a learning design  

 
Learning Design Forms  
Discussions of the critical elements within learning design descriptions and potential 

processes for their representation, leads naturally to discussions of actual forms of learning 

designs.  What are the fundamental forms of learning design and how can they be 

characterised?  Jonassen (2000) suggests an effective means to distinguish and organise 

learning designs is on the basis of the form of learner activity that each supports.  Table 1 

describes a framework for representing forms of learning design based on the form of activity 

and task underpinning the learning (Oliver, Harper, Hedberg, Wills &Agostinho, 2002).  The 

four types of learning design in this framework are discrete and follow a continuum 

describing the scope of their complexity and openness.  

 

Table 1: A framework for a learning design typology 

Learning design 

Focus  
Description 

Rule based  The learning task requires learners to apply standard procedures and rules in the 

solution.  For example, algorithmic approaches, the application of given procedures 

and rules if defined ways to effect a solution.   

Incident based The learning activity is based around learnersô exposure and participation to events 

or incidents of an authentic and real nature.  The learning is based around activities 

that require learners to reflect and take decisions based on the actions and events. 

Strategy based  Learning is based around tasks which require strategic planning and activity. 

Role based  The learning is achieved through learnersô participation as a player and participant in 

a setting which models a real world application.  Learners apply judgements and 

make decisions based on understanding of the setting in real time scenarios 
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The lack of astandard organising framework for learning designs stems very much on an 

uncertainty as to what are the important distinguishing features of such.  Is it best to 

distinguish learning designs by the forms of learning outcome they seek, by the forms of 

learner activity they engender or perhaps though some more practical means such as their 

scope and/or their granularity?  (eg. Hedberg, Wills, Oliver, Harper &Agostinho, 2002). 

Another form for differentiating learning designs that comes from such questions stems 

from work into the design and development of online learning materials. 

 

In the design and development of online learning resources, a number of decisions can be 

made to guide the process, Table 2 describes a framework of eight elements that can guide 

decisions in designing online learning settings.  These elements typically describe continua 

across which design decisions can be made. The level of learning outcome, for example, 

describes the nature of the learning being sought. The level of guidance describes the degree 

to which the learning needs to guide and direct learners which can extend from high to low 

levels of guidance and direction.Consistent differences in the elements describing learning 

designs can suggest natural differences in types of learning design (Table 2.). 

 

Table 2: Framework describing characteristics of discrete learning designs 

 Type 1 Type 2 Type 3 

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 

 

In the design of online learning materials, as distinct from classroom learning, the forms of 

these elements often influence each other. For example, the development of knowledge 

acquisition is usually undertaken with high levels of guidance and a focus on information in 

the content rather than evaluation.  A number of discrete learning designs have been 

developed to reflect the three types of learning design represented by each of the columns in 

the framework. The framework shown above in Table 2 suggests a form for three learning 
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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, 

task-directed, task-guided and task-autonomous. 

 

At the heart of all learning designs are the tasks which direct learning.  These differ between 

the three types of learning design described above.  In the first type,learning might be based 

on the provision of many small tasks with correct/incorrect responses and learners making 

objective decisions with computer-generated response used for feedback.  Figure 3 shows the 

form of learning design that involves the forms of learning task appropriate to develop this 

form of learning.  The flow line shows a form of learning task which involves a repetitive 

series of tasks leading to some practice and or consolidating activity through which overall 

learning might be assessed.  

 

To achieve the higher level of learning outcome characteristic in the second type of learning 

design in Table 2, large contextualised tasks broken into smaller chunks for learners are more 

appropriate. In this case learners need to make both objective and subjective decisions to 

complete tasks and a tutor and computer might assess tasks and provide feedback.  In 

instances where learning seeks high-level outcomes such as problem-solving abilities, large 

and complex tasks requiring learner planning andsolution are needed. In such instances the 

tasks might lead to the development of a product or artefact with some purposeful 

application.  
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Figure 3: Learner-Directed Learning Design Flowchart 

 

The ALTC project: sharing and reusing learning designs. 

In their decontextualised and conceptual forms, learning designs are not particularly 

accessible to mainstream teaching.  There exist few places where such entities might be 

sourced and the various places where learning designs are described and articulated are 

often not the places with which university teachers are familiar.  These conditions and 

contexts prompted a recent project funded by the Australian Learning and Teaching Council 

to explore the reuse and sharing of technology-supported learning designs (Oliver, 2008).  

The project sought to explore the means by which effective learning designs based on 

applications of technology might be described and stored to facilitate sharing and reuse by 

other teachers. The project was undertaken in a series of steps around the design, 

development and implementation of technology-supported learning database (TSLDB). 

 

Phase 1: FrameworkDesign 

Thefirst phase of the project involved the design and development of a framework for 

successfully describing learning designs in ways that would facilitate their discovery and 

encourage and support their reuse and application by other teachers. A focus group was 

established with twenty experienced and interested teachers where the notion of sharing 

learning designs was discussed.  The group discussed and considered the concept of learning 

designs, their sharing and reuse and the aspects of a learning design that might best be used 

to classify designs for storage and retrieval.  

 

The first stage in the design of the descriptors was to identify the elements needed by 

interested teachers to commence initial investigations of available elements.  Classification 

elements that were discussed included such aspects of learning designs as: Subject area, 
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Scope of activity, Year level, Form of activity, and Hardware and Software used.  An iterative 

process was undertaken by the focus group to consider and select potential descriptors to act 

as filters for teachers choosing learning designs. 

 

It was recognised that the design and development of a repository would be an iterative 

process with formative evaluation and feedback throughout its lifecycle. As it started, it was 

guided by the thoughts of stakeholders and flexibility ensured to enable to be guided in the 

future by the feedback and inputs it would receive from its many users. Table 3 shows the 

fields that were determined through this process as those that provided the critical 

information needed by a teacher in order to understand the learning design and to make 

judgments concerning its capacity for reuse in another setting and the overheads that might 

be faced in replicating thelearning n anther classroom setting. 

 

A second series of focus groups saw another thirty teachers involved in discussions and 

reflections on the sharing of examples of technology-supported teaching practice. A series of 

elements was identified and a number of learning activities were described using the 

elements. The learning activities were reviewed by members of the project and feedback 

obtained to ascertain the success of the descriptions.  This process led to the discovery that 

teachers often have difficulty describing a teaching activity because much of the thinking 

goes into the actions of the teacher more than the students.  It also became evident that 

many elements of the teaching process occur in response to student activities and cannot 

easily be described without the context of the classroom setting 

 

Table 3:  Descriptive data fields of the TSLDB 

Field Description 

Description of the 
activity 

This field provides an overview of the learning activity and is intended to 
briefly describe the various stages in the learning process and nature of 

the learning setting. 

Student Role This field describes the roles and responsibilities assumed by the 
student and the way(s) in which the students are expected to function in 

the learning setting. 

Teacher Role The activities and responsibilities of the teacher in the learning setting.  

Advantages derived 
from technology 

The way(s) in which the technology value-adds and the opportunities 
that arise which might not otherwise have been possible 

Learning resources A description of the resources that are used in the learning setting. This 
field indicates the reader what is needed if the activity were to be 

replicated in another setting.  

Learning outcomes The learning that is achieved through participation in this learning 
setting. 

Assessment strategy  The way(s) in which the learning in the activity is measured and 
assessed. 
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Phase 2: DatabaseDesign and Development 

This phase of the project involved taking the fields chosen in the first phase and creating a 

database with the functionality needed to attract and hold prospective users. The initial 

database design was guided by a number of functional characteristics. 

¶ The database needed to be open access to encourage browsing and viewing. 

¶ It needed to have a facility to allow interested teachers to add learning designs. 

¶ It needed to support some form of moderation but needed to encourage use and not to 

require an administrative burden. 

¶ The administrator needed to be able to monitor and approve users and entries made. 

¶ The administrator needed to be able to edit and modify entries. 

¶ Users needed to be able to edit and modify their own entries. 

 

Figure 4 shows the functional specifications that guided the initial development of the 

database.   The architecture chosen for the development was based on the open-source 

PHP/MySQL systems for Web-based applications. Once the participating teachers had 

entered their learning activities into the database, a set of useability trials was undertaken 

with the participating teachers and a raft of volunteer users to explore all aspects of its 

operation and implementation.   The usability trials involved teachers, instructional designers 

and subject matter experts.  Advice was received on a number of issues relating to:  

¶ ease of use of the system; 

¶ the quality of the descriptions of learning activities; 

¶ facilities for searching for learning activities; 

¶ potential for reuse of the stored learning activities; and 

¶ factors influencing potential reuse. 

 

 

Figure 4:  Functional Map of TSLDB 

 



 

 

13 

Phase 3: Trialling and Testing  

The TSLDB was tested and refined in a number of iterative processes to improve its usability 

and functionality. Strategies and activities were investigated to promote its use by teachers 

sharing learning designs and others seeking to explore learning designs for reuse. 

 

During this stage of the design and development process, a number of changes were made to 

the form of the database and the presentation of the data.  Changes that were made based 

on the feedback from the users, invited experts and anexternal evaluator included: 

¶ A reorganisation of the presentation of data; 

¶ Adjustments to the navigation system to follow more intuitive processes; 

¶ Changes to the descriptions of the data and data fields; and 

¶ Additions to the standard elements in the drop down boxes. 

 

The TSLDB was advertised through the Centre for Learning and Teaching and ECU and made 

known to the teaching staff at the institution.   Several professional development activities 

demonstrated the system and provided delegates with the links to enable them to browse 

and input learning activities of their own.  In the initial stages, staff were encouraged to 

consider adding their own learning activities and a number were proposed.  

 

The system uses a moderation phase where teachers can propose learning activities and 

enter the full details of their activity.  This process alerts the System Moderator and he/she 

can then review the submission for appropriateness, accuracy and completeness.  The 

Moderator can then approve the submission and it becomes visible to all users of the 

database.  Typically the Moderator needs to communicate with the teacher to assist in the 

descriptions and to ensure the entries are lucid, succinct and understandable to the lay 

reader. 

 

A significant proportion of submissions went through this editorial phase and for many 

teachers, the added work required from them to develop their entries to the standard 

required was a disincentive and many elected not to proceed.  At the same time, a number of 

the entries were deemed to be inappropriate by virtue of the fact that although they used 

technology, in novel ways, there was often no discrete learning design within the use. In 

these instances, the application of the technology typically had little or no teacher 

involvement and it was very hard to describe the activity for reuse as there was little to say 

about the role of the teacher in the learning process.  
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Phase 4: Exploring sharing and reuse  

The Heads of Centres for Learning and Teaching in the Australian Universities were contacted 

and information about the TSLDB, its intent and purpose, were passed onto them for 

institutional dissemination. A number of entries appeared in the database following these 

activities.  Again, whilst there was considerable interest shown in the submission of teaching 

activities, as was evidenced by the number of proposals entered, there was an amount of 

work that needed to be done on the descriptions to make them usable by others. The System 

Administrator spent time assisting teachers with descriptions of their learning activities and 

improving the textual descriptions.  Many of the original activities that were proposed were 

not completed as teachers found themselves being asked to rework descriptions.  

 

There were a number of findings that emanated from this stage of the project that provided 

insights into factors that could be seen to influence teachers sharing of effective learning 

activities.  These included: 

¶ Teachers often donôt consciously consider the learning designs inherent in the way they 

deliver their units and courses.  Teachers often find difficulty describing the learning and 

teaching processes they use in classrooms.   The language of learning and teaching that 

describes learning processes and learner engagement is not well developed for many 

teachers. 

¶ Teachers can find difficulty describing technology-supported learning and teaching 

environments in ways that focus on the learning.  Many of the descriptions provided by the 

teachers in their initial submissions tended to focus on the technology as an end in itself 

more than a means to an end in the learning process. 

¶ Teachers are often quite keen to share their learning and teaching activities but are 

discouraged when quality assurance processes require edits and changes. The process is 

facilitated considerably through a moderator/administrator who will do much of the 

editorial and descriptive work for them.   

¶ Whilst most teachers are willing to share examples of strong practice in technology-

supported learning, they often lack the time needed to try and describe their learning 

settings in ways that facilitate reuse. 

 

An integral component of the TSLDB was a process that facilitated academics wishing to share 

descriptions and details of their teaching activities, adding their own entries and retaining full 

control over the editing and submission process.  From the levels of individual activity that 

resulted from this ownership facility, it was apparent that there were a number of factors 

needed to ensure that the database could serve as a repository of effective technology-

supported teaching and learning examples.  In the first instance, it became apparent that a 

database of this form could not rely wholly on individual academics making contributions.  

There appeared a number of reasons for this: 

¶ Sharing teaching activities is not an activity that rates highly in the minds of many 

successful teachers.  Whilst successful teachers are relatively happy to discuss their 

teaching activities and to share these with others, the process of describing the activities and 
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adding these descriptions to an electronic database can go beyond the limits of their 

enthusiasm and inclinations.   

¶ Teachers often find difficulty articulating their learning activities due to the large amounts 

of unplanned and spontaneous activity that occurs within lessons that often cannot be 

captured in fixed field descriptions. 

¶ Teachers are busy and often lack the incentive to participate in sharing activities. There are 

many activities that take teachersô time and many are not looking for discretionary activities 

that can distract them from their core activities.  

¶ Participating teachers in the sharing process do not appear to have much to gain from their 

involvement.  Such teachers often have many opportunities to view effective practice 

through their established networks and connections. 

 

The project revealed a number of possible strategies that might encourage and foster the 

forms of sharing needed to support reuse of learning designs in the fashion explored in this 

study.   

¶ Some form of administrative assistance to populate the database would encourage and 

enable teachers with activities to share to use the TSLDB for tis purpose. In the instances 

when assistance was used in the project, successful entries were made although the 

descriptions tended to be in the words of the assistants and not the teachers, a feature that 

may have limited the quality of the data captured. 

¶ Providing some form of recognition to entries might encourage more sharing.  In other 

projects, the notion of having some form of peer-review and approval appears to provide 

some incentives for participation although the sustainability of this activity has not been 

proven.  How the peer-review process might proceed is probably another project in itself. 

¶ Communities of practice can provide strong supports for supporting and growing staff.  In 

the phase of this project where a group of interested teachers interacted and communicated 

as a group, it was evident that the group itself was a strong value-add to the success of the 

project.  The use of the TSLDB by communities with common goals appeared to provide 

strong prospect for use and reuse. 

¶ When the TSLDB was used for coordinated professional development activities, there was 

stronger evidence of application than when individuals were encouraged to use it. The 

TSLDB appeared to be a sound resource to support professional development. 

¶ A major problem with a stand-alone database like the TSLDB is its lack of visibility. With 

the diversity of resources and applications available on the Internet, a resource like the 

TSLDB is almost impossible to find through normal searching.  People need to be shown 

how to access the resources within the database whereas its best use should come from 

individuals using it for their own purposes.  

 

Summary and Conclusions 

This paper has described the concept of learning designs and their place in facilitating and 

encouraging the successful application of learning technologies. It has explored ways in which 

learning designs can be represented and various forms of effective learning designs.  The 

capability for sharing and reusing learning designs carries the prospect of helping institutions 

and organisations where learning technologies are used to realise greater returns on their 

technology investments. Questions still remain, however, on the most appropriate ways to 
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facilitate this sharing and reuse. The TSLDB was designed to foster and encourage the sharing 

ŀƴŘ ǊŜǳǎŜ ƻŦ ƭŜŀǊƴƛƴƎ ŘŜǎƛƎƴǎ ŀƴŘ ǿŀǎ ǳǎŜŘ ǘƻ ŜȄǇƭƻǊŜ ŦŀŎǘƻǊǎ ǘƘŀǘ ƳƛƎƘǘ ƛƴŦƭǳŜƴŎŜ ǘŜŀŎƘŜǊǎΩ 

application and use of it. 

 

Applications of the TSLDB with teachers demonstrated a number of factors whichcould 

guide and inform research into the use of learning designs as catalysts for improved, and 

even increased, use of learning technologies in educational settings. A number of 

improvements to the TSLDB might assist its capacity to support sharing and reuse including 

featuresto support for communities of practice through targeted applicationsand the 

development of sets of users with vested interests in sustained use of the system.  As well, 

the addition of functional elements to enable it to inform users of additions to the database 

and updates of interest through the application of such push technologies as RSS feeds 

appear to be sound improvements. 

 

Other findings from this work indicate that the principal application for database systems 

like the TSLDB for supporting the sharing and reuse of learning activities would appear to 

rest with organised activities such as professional development, curriculum renewal and 

staff development.  In such instances, there are some captive audiences with sound reasons 

for participating and with particular needs for exploring and interrogating a database of 

discrete learning activities. Whilst there are a number of interested individuals who will 

likely come to the database of their own volition, in the big picture, it is more likely that 

programmed and directed use in large-scale projects will provide the best returns for 

institutions and organisations seeking to encourage the uptake and application of 

technologies in ways which promote and value-add to learning  
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