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Introduction

The relatively new field of Learning Design has the potential to offer ways o‘f rep-
resenting, communicating and critiquing learning ideas, patterns and experiences
across different subjects and from multiple perspectives. It provides opportunities
for institutions to develop ideas to refresh formal learning and professional devel-
opment, as well as to build capacity into their particular learning cultures and
student experiences. Achieving this within the context of the digital age comes
with a number of unique research challenges. The STELLAR' network identifies

these as:

«  Seeking appropriate forms for representing design knowledge in Technology-
Enhanced Learning (TEL) and ways these can be effectively blended into the
discourse and practices of educators, researchers and policy makers;

«  Empowering and supporting educational practitioners in reshaping their role
from providers of knowledge to designers of TEL experiences; '

+  Evaluating the quality of design products and processes in TEL and assessing
the impact on learning (Fischer, 2014).

This chapter explores some of the issues that confront students and teacbers
as they work to re-invent teaching routines and embed within them new designs
for learning. Drawing on the growing literature on digital literacy, thc.a authors
attempt to illuminate the ways the Larnaca Declaration of Learning Design’s core
elements of representation, sharing and guidance could be developed for sup-
porting teaching and learning within a digital context. The aim is twofold: to
enable the production of a more effective, innovative and transparent pedagogy,
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so that staff feel more empowered to change their teaching; to help institutions to
identify the policies, procedures and structural reforms that will encourage good
teaching and assessment, thereby maximizing student employment outcomes and
promoting life-long learning.

The Relationship of Digital Literacy to Learning Design

Whilst the Larnaca Declaration tries to avoid favouring or prioritizing any par-
ticular pedagogical approach, theory or system, it does recognize the changing
nature of working within a digitally enabled and connected environment and
the impact this has on students and staff (See Chapter 1). Indeed, the reality of
operating, learning and working within a global digital environment cannot be
overlooked or avoided. In his book, The New Digital Age, the chairman of Google,
Eric Schmidt, notes:

The most important pillar behind innovation and opportunity—education—

will see tremendous positive change in the coming decades as rising connec-

tivity reshapes traditional routines and offers new paths for learning,
(Schmidt, 2013, p. 21)

A simple survey of higher education institutional websites indicates that repre-
senting, communicating and disseminating research in the digital age has been
clearly understood—key in /(forward-slash) the term “research” after any higher
education institutional Web address and a “glittering world” of new knowledge
is presented to the interested investigator. The opposite is true for teaching and
learning—try the same using the terms “/learning” or *“/teaching” and, more than
likely, the investigator will be served with a Forbidden page or Error 404 Page not
Jfound. For most higher education institutions across the world, teaching is the
primary source of income, but within and across disciplines, the design, repre-
sentation and delivery of teaching remains hidden, unshared, uncoordinated and
largely uncelebrated. Have institutions merely failed to understand the impor-
tance of conveying this core institutional information, or are they simply strug-
gling to articulate to their audiences the essential qualities underpinning their
designs of teaching and learning?

Currently, practitioners face many challenges in achieving the development
of a relevant and useful education. In the West, there is a shift from teaching to
learning, from transmission to co-creation, from teacher-as-producer to student-
as-producer and from teacher as change agent to student as change agent. These
transitions require the development of different relationships and pedagogical
models. For example, the proliferation of digital content in open environments
accessed by ubiquitous personal devices has, ironically, led to the reclassification
of the traditional large lecture as a distance education method, characterized by
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the remote experience of students, often passively sitting in a large lecture theatre,
perhaps struggling to hear or see and with little chance of engaging directly with
the lecturer. Contemporary technology, meanwhile, provides many opportunities
for students on and off campus to access knowledge and develop attributes that
will help them to thrive in the digital workplace. Barber (2013) goes further, sug-
gesting that students should aspire to learn and practise the skills associated with
being innovative: They should seek to be on innovative teams within innovative
organizations and become part of an innovative society; here, they will grow and
develop the skills needed to be globally competitive. All educational institutions
must therefore constantly reflect on their position within this network and act to
give their students the best preparation for work in a digital world.

Current trending patterns identified by long-standing research bodies indi-
cate the emergence of open content, mobile learning and massive open online
courses—MOQOCs (Johnson, et al., 2014; Sharples 2013). These require educators
to respond by designing appropriate agile learning environments and activities
that will enable students to better construct real-world knowledge and to engage
more meaningfully with their teachers and peers, thus preparing them properly for
potential employment. The continuing evolution of learning technologies gives
educators and learners incomparable opportunities to access, create, organize, share,
critique and aggregate knowledge. Educational institutions have been given new
ideas that can help them rethink what they do and how they do it.

Today’s students have different expectations of their academic experience from
those in the past. They use digital technologies, they multi-task and they col-
laborate; they are therefore less patient with the teacher-centric styles of educa-
tion that still, to a large extent, dominate higher education, where technology
is mostly used to replicate traditional learning and teaching practices (Beetham,
2013; Dahlstrom, 2013). As Bryant and Walker note:

the learner generally arrives at university with a digital backpack of devices,
skills and an already existing, or perhaps nascent set of connections and
networks.

(2013,p.2)

The reality is that the majority of students across the developed and developing
wortld have now grown up with access to information and communications tech-
nology (ICT) and are therefore already e-learners. They have used digital tech-
nologies in their schools, libraries and homes to support their formal education
and used them informally for a variety of other educational purposes, including
learning for hobbies, pursuing personal interests and solving problems. However,
today’s students face continual oscillation between formal institutional learning and
informal learning, between learning for personal growth and learning for work.
This places high demands on them to self-manage their learming. It is true that
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TABLE 4.1 Persona of the CDL Model
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platforms or systems are deployed, but about how it can support structural and
cultural change and drive the development of new practices. The challenge for
Learning Design theory and the further development of the Larnaca Declaration
is not only to embed critical digital literacy into the development of learning
practices, but also to contextualize this as part of successful Learning Design.

Digital Literacy and Learning Design

The focus of this chapter has so far been mainly on the student, but it is
Important to remember that it is predominantly academic staff who influ-
ence students’ learning in a formal setting. Staff capability has a key role to
play in developing and supporting the students’ journey towards becoming
digitally literate and consequently is intrinsically linked to the personal devel-
opment of each member of staff. This creates a telationship between student
and staff digital lteracy, which, if a learning design is going to succeed, needs
to be fully understood. This relationship can be conceptualized using a simple
model (Figure 4.2), whereby staff and student critical digital literacy abilities
are plotted against each other by means of four quadrants. The four shaded quad-
rants represent different scenarios. In this example, the horizontal axis and ver-
tical dashed line, representing staff, and the vertical axis and horizontal dotted
line representing students, express equal critical digital literacy ability. Anything
to the right of the dashed line is above the level of staff critical digital literacy,
and anything to the left, is below it. For students, anything above the dotted line
exceeds their critical digital literacy level and anything under is below it. The top
right quadrant, which is above the level of both students and staff, indicates an
area of risk in which staff do not have the critical digital literacy level to teach or
support their students. In the bottom right quadrant, the critical digital literacy
level is above that of staff but below that of students. In the bottom left quadrant,
both staff and students have a critical digital literacy level to engage with material,
although there is no critical digital literacy development for the students, whereas
in the top left quadrant, the critical digital literacy level of the staff is higher than
that of the students and thus this scenario offers developmental opportunities.
The impact of critical digital literacy abilities of staff and students on learn-
Ing opportunities is shown in Figure 4.3. Interestingly, the representation offer
insights for enhancement and for students to support and develop staff. It res-
onates with the increasing emphasis placed upon student engagment and the
mmplications for staff and students to work as partners. In the example shown
in Figure 4.3a, it is possible to see that, where the critical digital literacy ability
of staff is greater than that of the students, the opportunity for student critical
digital literacy development is increased (a) and the risk that staff will not be able
to support students is reduced. Conversely, if the level of the students is greater
than that of the staff, student development opportunities are reduced, whilst the
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FIGURE 4.2 Quadrant model of staff/student CDL

The model (shown in Figures 4.2, 4.3a and 4.3b) is an effective representa-
tion of how different levels of critical digital literacy levels of staff and students
can impact learning and teaching development opportunities, but it does not yet
take into account the learning design itself. Indeed, the development of student
digital literacy as part of Learning Design theory requires the knowledge of three
core elements: student critical digital literacy capability, staff critical digital literacy
capability as indicated by their practice and the design itself. The critical digital
literacy of staff and students, as well as the critical digital literacy required within
the learning design itself, therefore needs to be quantified. The proposition that
staff and student digital literacy be quantified by means of the same critical digital
literacy scale and the results applied to individual learning designs would give
teachers confidence that the chosen design would function at their own and their
students’ level of practice. Furthermore, this quantification would permit practi-
tioners to visualize the development of critical digital literacy within a learning
design for their students. Translating this into a model of Digital Literacy Learning
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FIGURE 4.3 Impact of changes in staff/scudent CDL on learning potential

Design (DLLD; Figure 4.4) allows us to link the critical digital literacy levels of
staff and students with learning designs.

In this representation, anything to the right of the dotted line is above the
students’ critical digital literacy ability and anything to the left is below. For staff,
anything to the right of the dashed line is above their critical digital literacy
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FIGURE 4.4 Visualizing staff and student digital literacy

ability and anything to the left is below. Visually, one is able to apply a series of
intersects to each side of the DLLD model, which form areas that represent a
range of scenarios (Figure 4.5). In these examples, the impact of critical digital
literacy development can be envisaged in situations where: (1) staff and students
have an equal critical digital literacy (Figure 4.5a); (2) students have greater criti-
cal digital literacy than staff (Figure 4.5b); (3) staff have greater critical digital
literacy than students (Figure 4.5¢). The outcomes of these will then inform the
application of the learning design and the suitability for staff and students. Addi-
tionally, the model offers insight into where staff development is needed or, inter-
estingly, where students, working as agents* or partners of change, can offer staff
enrichment.

The vertices on the DLLD model create a series of sections, which describe
different learning situations and implications for staff and student engagement
with critical digital literacy (Table 4.2). If (a)>(c), then staff have the capacity
and skill to enhance their students’ critical digital literacy, whereas if (a)<(c), staff
have the capacity to work only at the critical digital literacy level that students are
comfortable with but not challenged by, assuming they have the critical digital
literacy level themselves. Situations (b) and (d) indicate a potential to increase
staff and student capabilities for critical digital literacy, either through professional
development activities (staff), or via the successful delivery of a learning design
(student). Situation (e) is a collaborative zone where students, given the correct
opportunities. can enhance staff critical digital literacy, or staff have the critical
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FIGURE 4.5 Examples of the DLLD model in relation to staff/student CDL

TABLE 4.2 DLLD model. The vertices in the DLLD model create a series of areas, each

of which have an impact on the staff and student engagement and the capacity for staff to
support student CDL.

Area Name Observation

(a)  Effective staff teaching Indicates the area whereby staff have the CDL skill to
deliver a learning design

(b) Staft CDP Indicates the area where staff have the capacity to undergo
future CPD to increase their CDL skill

{c)  Student unchallenged Indicates the area where any applied learning design does
not enhance students” CDL skill

(d)  Student learning Indicates the area where any applied learning design has the
potential to enhance students’ CDL skill

(e)  Stakeholder Indicates the area where either the staff or student has the
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The Application of Digital Literacy to Learning Design

Whilst the relationship between student and staff’ capacity for critical digital Lit-
eracy is essential to ensure its development, it does not provide an insight into
the potential effectiveness or the difficulties of a learning design. It is therefore
necessary to review and quantify a learning design at a session level of granularity.
To highlight this, one can use the example of the learning design applied to the
role play featured in the Larnaca Declaration (See Chapter 1). Traditionally, the
teaching of role play is a face-to-face activity where students, in this example a
group of trainee teachers, are given roles to play and, following discussion and/or
research to develop their roles, enact the role play. This learning design is used suc-
cessfully in many educational settings, including teaching, management and medi-
cal education (Nestel & Tierney, 2007), and has significant potential to develop
critical digital literacy. Conceptually, one can apply a transitional approach to role
play to support the development of critical digital literacy through the introduc-
tion of digital technology by accepting the premise that there are alternatives to
face-to-face engagement (Figure 4.6). Here students can receive the roles via a
variety of digital modes and then work in groups to Decode and Make Meaning of

Text delivered: app/tweet/
vine/webpage/Podcast; Text
received using: PC/tablet/
smartphone

Written text on a page

F2F/single location/
small group size/
discussion constrained
to physical environment

Large group size/distributed/
virtual/collaborative space
using cloud and BYOD

Research could be: online/

Role equates to through own and professional
speaking and acting social networks/Skype/using
BYOD

Could be: virtual/cross-
cultural/international/inquiry
based

Role equates to
speaking and acting

Activity when using role play learning design

Increasing difficulty of CDL in LD

FIGURE 4.6 The integration of CDL in the role play teaching methodology
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the technology and the instructions. In the critical digital literacy model (Hinrich-

ogy and the critical digital literacy applied to the technology for both staff and
students.

Having explored an example of a specific learning design and how it can be

ing design to ensure the development of student critical digital literacy whilst also
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FIGURE 4.7 Applying the CDL of a learning design to the DLLD model
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FIGURE 4.8 Applying the CDL of a learning design to the DLLD model

The introduction of critical digital literacy quantification to Learning Design
introduces new areas into the model and provides a representation of the rela-
tionship between the learning design and staff and student critical digital literacy
development (Figure 4.8; Table 4.3). Combined, it is now possible to relate a
learning design to the students it is intended for and to the practitioner who
will be delivering it. Importantly, the two additional zones describe, where appli-
cable: (1) an increase in student critical digital literacy following the successful
engagement with a learning design, indicated by (f); and (2) the degree of staff
continuing professional development (CPD) required to deliver that particular
learning design, indicated by (g). At the holistic level, the model will provide the
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TABLE 4.3 DLLD aligned to critical digital literacy of a learning design. The vertices in the
DLLD model create a series of areas, each of which have an impact on the staff and student
engagement with CDL and the delivery of a learning design.

Zone  Name Observation

(a) Staff effective teaching  Indicates the area whereby staff have the CDL skill to
zone deliver a learning design

(b) Staft CDP zone Indicates the area where the capacity to

undergo future CPD t their CDL skill
(c) Student unchallenged  Indicates the area where any applied learning design in
zone this zone will not enhance the students’ CDL skill
(d) Student learning zone  Indicates the area where any applied learning design in
this zone has the potential to enhance the students’

CDL skill

Indicates the area where either the staff or student has
the potential to enhance the CDL of the other

(e) Stakeholder

enrichment zone

6] Student achievement Indicates the level of increase in student CDL
post learning design following the successful completion of the learning
design
() Staff development Indicates the required CPD to deliver the learning
required to teach design
learning design

necessary confidence and reassurance for students to engage in a session and not
feel excluded on account of their lack of critical digital literacy.

Whilst these visualizations are useful, they have limited scope for understand-
ing situations and take time to construct. Mathematically, one can construct a
series of scenarios to explore these relationships in greater detail (Table 4.4) and
begin to deconstruct the processes required for the application of a learning
design to support the development of student critical digital literacy. These logic
statements will permit the construction of models to predict and demonstrate the
effectiveness of numerous real scenarios. These scenarios permit the prediction of
the student and staff experience, and how the learning design will impact student
transition. This gives rise to the optimal teaching condition needed to develop
critical digital literacy—(ST<LD)<SF—and highlights immediate areas of risk—
(ST<LD)>SF—as well as areas of opportunity—(ST2LD)=>SF
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TABLE 4.4 DLLD Logics statements. The intersects in the DLLD model create a seri.es_ of
areas, each of which have an impact on the staff and student engagement with critical digital
literacy and the delivery of a leaming design. Learning in areas other than CDL may take place.

Logic Student (ST) Staff (SF) Learning Design (LD)
(ST=SF)=LD No intended Teaching is static CDL level static and offers
development. no learning development

Learning is static
(ST=SF) >LD Wasted potential for =~ Whasted potential for CDL level too low. Offers

development development no clear development
(ST=SF)<LD Wasted potential for =~ Unable to develop = CDL level too high.
development students’ CDL Risk of confusion and
disengagement
(ST2LD) >SF Wasted potential for ~ Learning potential  CDL level too low. Offers
student development.  through students. no student development
Potential enrichment  Unable to develop  but possibility for staff
of staff students. development

(ST<LD)>SF Potential for Unable to develop  CDL level too high.

disengagement students’ CDL Risk of confusion and
disengagement
(ST<LD)<SF Engaged. Potential Supports student CDL level pitched correctly
enrichment of development

students’ CDL

Practices and Attributes taxonomic approach, building an identity for each core
discipline, which has the potential to be numerically quantified. The University
of Exeter’s Cascade project’ has developed an online questionnaire that explores the
digital learner profile, visualizing ability in eight core areas: (1) Global Citizen, (2)
Information Junkie, (3) Learner Networker, (4) Career Building, (5) Digital Enthusi-
ast, (6) Digital Sceptic, (7) Media Savvy and (8) Life Planner. From the perspective of
applying the model to the development of critical digital literacy, the scale could be as
simple as low to high or as complex as a numerical grading system. What is important
is that the scale is consistently applied to staff, students and the learning design.

Putting into Practice

The model offers multiple opportunities to support the successful integration of
critical digital literacy within a learning design at different levels of granularity®
and also resonates with the larger picture that the Larnaca Declaration provides.
With these combined, it is therefore possible to construct a set of practice sug-
gestions to support the alignment of Learning Design and critical digital literacy:

1. The institution has a transparent process for the development of critical digi-
tal literacy as part of a teaching, learning and assessment strateov.
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2. The institution subscribes to a process for continuous monitoring, reflection
and enhancement of critical digital literacy evidenced in annual monitoring.

3. Commitment from all programme teams to develop student critical digital
literacy and embedded in programme documentation.

4. All programme teaching activities are rated for their critical digital literacy
requirement and content.

5. At the programme level, all teaching, learning and assessment material is
ordered and aligned to support student critical digital literacy development.

6. Staff and students can rate their critical digital literacy ability on an institu-
tionally agreed framework.

7. CPD provision is in place to develop staff critical digital literacy and staff are
never asked to teach above their critical digital literacy level.

8. Students and staff can engage in additional critical digital literacy support as
required.

9. Students are involved in programme critical digital literacy development, as
part of design and validation.

10. Future employers are engaged throughout programme design to ensure

alignment of critical digital literacy with professional practice.

Conclusion

This chapter has focussed on the importance of embracing digitally enhanced
Learning Design as a means to mmprove students’ ability to thrive in the digital
age, and to improve the capability of staff to teach in a technological world they
did not grow up in. It has introduced two models to explore the relationship
between staff and student digital literacy and how this relates to successful Learn-
ing Design. The authors have discussed the effectiveness of an individual learning
design and, by extrapolation, how multiple learning designs could be constructed
to develop student critical digital literacy at the holistic level. Applying this at
a higher level of granularity would offer a robust methodology that could be
used to inform and address numerous institutional priorities. As an example, if an
institution embraced a practice of “bring your own device” (BYOD), the DLLD
model could provide a framework to identify learning designs, staff capabilities
and student risk factors, thereby mmpacting the success of the BYOD initiative,
Specifically, this model could be used to identify a sequence of learning designs
that will ensure successful BYOD student engagement. This will be supported
by staff known to have the capabilities to deliver and develop the critical digital
literacy required for BYOD, and thus help to prevent the disengagement, attri-
tion and failure often associated with poorly designed technological implemen-
tations. A second example could be the need for institutions to support their
graduates’ employability within specific programmes. Here, having identified the
critical dieital Biteracy ramiiirad Tr ammod e omor 1o 1. .
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or adapted to ensure alignment, and thus equip students with the necessary criti-
cal digital literacy to succeed. Importantly, this model will ensure both that staff
have confidence that students will be able to engage with the newly constructed
designs and that staft are equipped to deliver within them.

Notes

1 The aims of the STELLAR Network are to build capacity into TEL research within
Europe to allow the European Union to achieve its goals via the Bologna Agreement
and the execution of the Lisbon Agenda.

2 See for example www.sconul.ac.uk/tags/digital-literacy/.

3 Other components that make up the critical digital literacy framework can be viewed at:
https://sites.google.com/site/dlframework/home/background.

4 www.changeagentsnetwork.co.uk

5 Note that this is an example based on the quantification of critical digital literacy on a
scale from 1 to 10.

6 http://digilitpride. wordpress.com

http://blogs.exeter.ac.uk/cascade/

8 See Larnaca Declaration for an explanation of the term “granularity”.
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