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[bookmark: _Toc188347483]1.	 Program Overview
[bookmark: _Toc188347484]Program Information 
	Type of training program
	☐ Non-Accredited (Professional Development/CPD)
☐ Mentoring/Coaching
☐ Train the Trainer

	My Health Learning code
	Insert MHL code if known – if not known add the code once provided

	Program name
	Insert program name – When choosing a program name, you may want to:
· Keep the title relevant to the program.
· Do not include target audience e.g. “for Allied Health” 
· Use words such as ‘Introduction’, ‘Part’, ‘Module ’etc at the end e.g. write “Palliative Care: An Introduction” instead of “An Introduction to Palliative Care”. This will ensure that due to the number of characters people will be able to find your program. in their search in MHL.


[bookmark: _Toc188347485]Program Purpose
	[bookmark: _Hlk179368813]Identify your program’s purpose 
What are the needs or challenges this program seeks to address?
What are you hoping to achieve from the running this program? For example, build staff’s competence to care for a particular patient cohort or reduce the number of critical incidents in X. 
Provide a brief explanation as to why this program is necessary. You may want to include information and data from a needs analysis, incident reports, surveys, briefs, or other metrics in your response.


[bookmark: _Toc188347486]Learning Outcomes
	[bookmark: _Hlk179369190]Learning outcomes define the skills, knowledge, and behaviour that you expect participants to achieve on completion of your program. The ability of your participants to meet the objectives set should be assessed as part of your evaluation strategy.
If you would like a quick refresher on how to write a learning outcome you may like to  visit MCSHE-Learning-Outcomes-Guide-web-Nov2015-rev2021.pdf (unimelb.edu.au)





[bookmark: _Toc188347487]Delivery Modality
Identify all delivery method(s) you will use in the delivery of this program.
	☐ Face to Face (In-person)
	☐ Simulation
	☐ Online

	☐ Face to Face (Virtual)
	☐ Workplace Training
	☐ Self-directed Learning	


[bookmark: _Toc188347488][image: Badge 1 with solid fill]Mapping Matrix
Map your program to all NSQHS Standards criterion that apply.
Table 1: NSQHS Standards Criterion
	NSQHS Standards Criterion - Mapping Matrix

	1
	2
	3
	4
	5
	6
	7
	8

	Insert mapping reference
	If program. does not meet criterion add a dash 
	e.g.
3.01
	-
	-
	-
	-
	-




Does your program map to NSW Public Service Commission Capability Framework? If yes complete below table if not delete table.
Table 2: NSW Public Service Commission Capability Framework
	NSW Public Service Commission Capability Framework - Mapping Matrix

	Personal attributes

	Display Resilience and Courage
	☐
	Act with Integrity
	☐
	Manage Self
	☐
	Value Diversity and Inclusion
	☐
	Relationships

	Communicate Effectively
	☐
	Commit to Customer Service
	☐
	Work Collaboratively
	☐
	Influence and Negotiate
	☐
	Results

	Deliver Results
	☐
	Plan and Prioritise
	☐
	Think and Solve Problems
	☐
	Demonstrate Accountability
	☐
	Business Enablers

	Finance
	☐
	Technology
	☐
	Procurement and Contract Management
	☐
	Project Management
	☐
	People Management

	Manage and Develop People
	☐
	Inspire Direction and Purpose
	☐
	Optimise Business Outcomes
	☐
	Manage Reform and Change
	☐

[bookmark: _Toc188347489]Target Group/ Profile
	Who should attend this program? 
When identifying your programs target group, you may want to consider the cohort’s role and scope of practice, relevant skills pathways, the program purpose, content, and foundational skill requirements.
You may also want to consider what are the characteristics/demographics of the learner group? What is their language, comprehension, writing and learning proficiency levels? Understanding the characteristics of your learner cohort is integral to program design and will help you identify program. duration, structure, support provision requirements and the development of learning resources. 


[bookmark: _Toc188347490]Program. Duration
	[bookmark: _Hlk179374333]Delivery period
	What is the programs duration? For example, the program is run in 1 Day or over 12 months

	Total number of training days
	For example, a program run over 12 months may have 5 study days included in the program = Total training days in this example would be 5.


[bookmark: _Toc188347491]CPD Points
	CPD points
	If your program attracts CPD hours, how many? As a rule of thumb 1 hour of training equivalates to 1 CPD hour. You may choose to appoint additional hours for pre or post learning activities. 

	Logic used to determine CPD hours
	How did you determine what CPD hours are attributed to your program? For example, 5 hrs self-directed learning and a 7-hour workshop = 12 CPD hours
Remember when allocating CPD hours you may want to consider incorporating self-assessment, reflection into your program design.


[bookmark: _Toc188347492]Class Size
	[bookmark: _Hlk179374186]Minimum No.
	Insert the minimum number that makes this class viable. Class size is based on program needs not classroom size.

	Maximum No.
	Insert the maximum number that makes this class viable. Class size is based on program needs not classroom size.





[bookmark: _Toc188347493]Delivery Locations
Identify which sites you intend to delivery this program.
	☐ Bankstown
	☐ Bowral
	☐ Camden
	☐ Campbeltown

	☐ Fairfield
	☐ Liverpool
	☐ Virtual
	☐ Other _____________


[bookmark: _Toc188347494]Level of Approval
Does your program. require participants to gain single level approval or two-level approval before their enrolment can be finalised? Note: Once approval status is determined and applied in MHL it cannot be changed.
	☐ Single Level Approval 
Participants application requires approval from their Manager before their enrolment is confirmed.
	☐ Two Level Approval
Participants require approval from their manager and the Program. Coordinator before their enrolment is finalised.


[bookmark: _Toc188347495]Scheduling
Using the table below, identify the number of programs you want to run/commence and the months they will be implemented. Note that the months highlighted in pink are affected by the winter strategy (due to increased demand for services over winter months, lower numbers of enrolments and higher cancellations may occur over this period).
	[bookmark: _Hlk179582684]01
Jan
	02
Feb
	03
March
	04
April
	05
May
	06
June
	07
July
	08
August
	09
Sept
	10
Oct
	11
Nov
	12
Dec

	☐	☐	☐	☐	☐	☐	☐	☐	☐	☐	☐	☐




[bookmark: _Toc188347496]Scheduling over winter
If you are choosing to run your programs over the winter period provide a rationale for your scheduling decision.
	For example, in your explanation you may want to include if the program is mandatory or has been developed in response to a critical incident.





2. [bookmark: _Toc188347497]Training and Assessment
1. [bookmark: _Toc188347498]Education Design Model(s) 
	Identify what instructional design models underpin/have been incorporated into your program’s education design. What do you hope to achieve by the inclusion of these education theoretical models?
There are numerous education models (e.g. ADDIE model, Active Learning Model and Backwards Design Model) that you can select when designing your program. Depending on your design goals more than one model may apply. 


[bookmark: _Toc188347499]Special Needs and Support Requirements
	Describe how you will support participants enrolled in your program who have a special need or support requirement? This may include providing additional learning material, scheduled learner check ins, learning plans, opportunities for practice sessions, use of assistive technology etc.


[bookmark: _Toc188347500]Participant Timetable
	[bookmark: _Hlk179723694]Embed your Participants Timetable into this text box. 
Insert>Object>Create From File> Browse and upload file> Display as Icon.





[bookmark: _Toc188347501]Program Delivery Considerations
	Pathway
	If your program has a combination of requirements such as pre-requisites, pre and post workbooks, classroom attendance, workplace skills application and assessment and operational assessments you may want to package those requirements together as a pathway. If yes, thin about what that pathway may look like.  Does this program form part of an existing learning or skills pathway? If yes, identify which one?

	Entry requirements
	Does this program have any entry requirements? For example, a particular role or health requirement.

	Pre-Requisite
	Does your program have any compulsory learning modules/workshops that need to be completed prior to entering this program? If a program has prerequisites, it will be to ensure that they have sufficient background knowledge to understand the content. 
If yes, list the program pre-requisites. If no, insert N/A text.

	Co-requisites
	Does your program require any formal learning/training that would happen at the same time as your program. For example, eLearning modules that the participant must enrol in and complete whilst undertaking your program.
If yes, list the program co -requisites. If no, insert N/A text.

	WHS considerations
	Are there any WHS risks that you need to control or eliminate when running this program. For example, risks to a person’s psychological safety, allergic reactions, or manual handling injuries. If there are risks complete Section 6 WHS Risk Assessment and Control Strategy. If no, insert N/A text.

	Simulation requirements
	Does your program require simulation? If yes indicate the type of simulation activity / modality (e.g. standardised patient, task trainer, manikin, role play etc). If simulation is an identified need, please collaborate with the Education and Organisational Development Service (EODS) Simulation team to complete EODS Simulation Strategy Document to further outline simulation goals and planning.

	Work based learning requirements
	Does your program require the student/participant to complete activities in the workplace? If yes, provide a summary of what participants will need to do and in what period. Does work based learning activities link to an assessment outcome? You may also want to include what information will be provided to both the participant and their manager.





[bookmark: _Toc188347502]Learner Resources
	Identify what resources will be provided to participants or their managers E.g. Study Guides, Handouts, Policies and Procedures and Learner workbooks
	

	Add row where required
	


[bookmark: _Toc188347503]Required Resource Summary
	Identify what resources will you need to run your program. For example, laptop, internet, MS forms, MHL, equipment or consumables. Use a box for each item.
	Lap Top

	Add rows where required
	


[bookmark: _Toc188347504]Trainer and Assessor Requirements
	Trainer and assessor skills and qualifications
	Identify what industry/vocational or education-based competencies (skills and knowledge, experience and qualifications you want trainers/assessors to hold to be able to deliver/assess this program. Identify if these competencies are a must or nice to have.
Note for the purpose of this document Trainer and Assessor is used interchangeably with Facilitator or Educator.

	List the Trainers used on this program.
	Add trainer name

	
	Add row where required





[bookmark: _Toc188347505]Assessment 
	Formal assessment
	☐ Yes   ☐ No
	[image: Comment Important outline]If your program does not involve assessment tick no and go to Section 3.

	Assessment methods
	☐ Operational Assessment
☐ Question and Answer
☐ Interview
☐ Work Samples
☐ Third Party Evidence
	☐ Project(s)
☐ Case Study/ Work Example Analysis
☐ Role Play
☐ Written Test
☐ Problem Solving Scenarios

	Process for            re-assessment
	Describe this programs strategy to manage participant re-assessments. This could include the development of a reassessment plan or the development of an individualised learning and assessment plan. You may also want to consider how reassessments are documented on assessment tools and in MHL.

	Information for assessors
	What information is available for assessors to ensure your assessment process is fair, flexible, valid, and reliable? 
How will you ensure that the assessment evidence you collect as part of the assessment process is authentic, sufficient, valid, and current? 
 For example, you may want to include assessor information, benchmarking tools, train the trainer guides, trainer program onboarding processes and detailed participant instructions in your response.

	Recognition of Prior Learning (RPL)
	Does your program provide recognition of previous experience or training? If yes, describe the recognition or RPL arrangements for this program. When looking at RPL arrangements you may want to consider the currency of the person’s evidence, what evidence will be collected and stored, the process or criterion used to determine equivalency and how you will ensure that evidence is authentic, sufficient, valid, and current. 





[bookmark: _Toc188347506]Assessment Schedule
	Assessment Task
	Week Due

	
	

	Add row where required
	




3. [bookmark: _Industry_Consultation_Strategy][bookmark: _Toc188347507]Stakeholder Consultation Strategy

	Consultation strategy
	When designing your program, you will need to consider how will you ensure your course meets the needs of industry, your target group and is both current and evidenced based. Your industry consultation strategy sometimes known as a stakeholder engagement strategy is a tool to help you identify and organise what information you want to collect, why, from whom and when.
As you develop your strategy you will need to think about who your stakeholders might be, why you want their input, what information will you collect (e.g. course outcomes, content, resource requirements, evaluation measures) as well as how you will collect and document all consultation activities and outputs. You should also think about how you will store evidence of all consultation activities.
Consultation activities can be either formal (scheduled meetings, surveys etc.) or informal (conversations). Regardless of the approach it is important to document the outputs of your activity and how they informed program design.
Provide a brief overview of your consultation activity.

	Types of stakeholders
	☐ Division Manager
☐ Clinicians
☐ Educators/Trainers
☐ Education and Organisational Development Service
	☐ Associations 
☐ HETI
☐ CEC
☐ Other _______________________

	Method of consultation
	☐ Face to Face Meeting
☐ Phone Meeting 
☐ Survey’s
	☐ Email
☐ TEAMS
☐ Focus Groups



	Schedule of consultation activities
Consultation activities should occur throughout the products lifecycle. Document which months you plan to run these consultation activities in the table below.

	01
Jan
	02
Feb
	03
March
	04
April
	05
May
	06
June
	07
July
	08
August
	09
Sept
	10
Oct
	11
Nov
	12
Dec

	☐	☐	☐	☐	☐	☐	☐	☐	☐	☐	☐	☐



4. [bookmark: _Toc188347508]Program Evaluation and Review

	Program metrics
	List your programs KPI and targets. Program metrics should help you measure how you achieved the programs’ purpose.
When selecting your programs metrics (in addition to % utilisation and % Completions, NETT Promoter Scores) consider the parameters you will use to ascertain whether your program met the need for the program’s inception and your learning objectives. 
For example, you could include % of staff able to complete a new skill, % increase in confidence or knowledge % reduction in IMS, a difference in pre-and post-program skills assessment surveys, number of attempted skill assessments completed vs no of skills assessments where the student, participant was competent.

	Evaluation data
	What data/information will you use to inform the evaluation of your program? You may want to consider including for example:
· Learner/Manager Satisfaction Surveys
· Trainer Feedback
· Class Utilisation Rates
· Completion Rates
· Pre/Post Confidence Surveys
· Validation/Moderation Meeting Records
· Complaints and Appeals
· Industry Consultation Records/Evidence
· Continuous Improvement Reports
· Critical Incident Data
· Skills/Workforce Analysis Reports
· Issue Log
· IMS Data/ CERS
· Behavioural change as part of learning (for example - infection control training should reduce the number of nosocomial infections)

	Evaluation strategy
	When developing your evaluation strategy, it's important to consider several key aspects: 

1. Timing:- When will you evaluate your program?
2. Method - How will you conduct the evaluation?
3. Participants - Who will be involved in the evaluation process?
4. Focus - What specific elements/metrics/ KPIs will you use to assess program effectiveness or be the focus of your evaluation?
5. Measurements -: How will you measure the impact or outcomes of your program? 

Additionally, the following questions may assist you in outlining the "what," "who," and "how" of your evaluation strategy.

· Pre – delivery
· How will you check the validity of your programs design to ensure it has optimal chance of success (e.g. pilot program, quality checks, review of program by stakeholders).
· Is content chunked and sequenced in a logical order allowing participant to achieve learning outcomes?
· How will you assess the knowledge or skills gained from the training?
· How will you identify if the programs learning outcomes have been met?
· How will you assess any ROI – i.e. the monetary benefits of the training compared to its cost? To do this you will need to look at the program associated costs.


· Post delivery
· What evaluation data will be used? How will this data measure your programs success? You may want to include Organisation metrics in your strategy.
· What was the reaction from participants?
· How did participants apply their learning to the workplace/their practice?
· Did the program achieve the programs learning outcomes? If not, what needs to change to achieve those outcomes?
· Has the program been more successful for some rather than others?
· What program elements or structures need to be modified to achieve the programs learning outcomes?
· Was the implementation of your training product effective? Did you get buy in? Were your courses filled? Were you able to build stakeholder engagement? If not, why what would you differently?
· Were there any unintended outcomes? If yes, what were they?
· How could delivery be changed to make it more effective?
· Is the program plausible? Does your program have high occupancy rates? What is the ROI financial and otherwise? What impact does your program have on the business including improvement in patient care, service delivery and risk mitigation and reduction? Is there still a need for your program? Why?

· Documentation
· How will you document the outcomes of your evaluation?
· Who will you share your evaluation findings with?

After creating your plan, be sure to document it in the designated space provided within this table.


5. [bookmark: _Toc188347509]References
[image: A colorful line of lines

Description automatically generated with medium confidence][image: A colorful line of lines

Description automatically generated with medium confidence]
Insert any reference used to design your training product to ensure it is educationally sound.
6. [bookmark: _Toc188347510]Program Content and Agenda
A Program Content and Agenda is a high-level document that program. designers use to plan how their program. will be delivered. Trainers will also use this document to inform the development of their Session Plan. 
The table below outlines the basic information required to run the training session or day. It will highlight the objectives of the session, how the learning will be organised and sequenced, content, delivery activities and resources needed to facilitate learning. If training has more than 1 (one) day, it is recommended to complete a new table for each day of training.
An alternate template can be uploaded as a replacement to the below table as long as covers core requirements listed.

Day  3 : Insert Training Day and Title
	Timing
	Objective
	Content
	Activity
	Required Resources

	
	
	
	
	

	
	[bookmark: _Toc179780813]Add row where required
	
	
	






7. [bookmark: _Toc188347511]WHS Risk Assessment and Control Strategy
Identify the WHS risks that may arise in the delivery of your program and consider how you will potentially control and monitor those hazards or risk. Complete the table below an example has been provided in the table below.
	[bookmark: _Toc179722889][bookmark: _Toc179780815]Hazard
	[bookmark: _Toc179722890][bookmark: _Toc179780816]Risk
	[bookmark: _Toc179722891][bookmark: _Toc179780817]Control
	[bookmark: _Toc179722892][bookmark: _Toc179780818]Monitor

	· [bookmark: _Toc179722893]Sharps equipment:
· [bookmark: _Toc179722894]BSL lancet 
· [bookmark: _Toc179722895]Needles for IV medication preparation
· [bookmark: _Toc179722896]Tip of IV giving set -insulin syringe 
· [bookmark: _Toc179722897]Stitch cutter
	· [bookmark: _Toc179722898]Sharps related injury-
· [bookmark: _Toc179722899]Needle stick injury 
· [bookmark: _Toc179722900]Laceration from stitch cutter
	· [bookmark: _Toc179722901]-Inform students of risk when using sharps equipment.
· [bookmark: _Toc179722902]-Inform students of correct procedure to safely handle and dispose of sharps.
· [bookmark: _Toc179722903]Follow Sharps Handling Policy and Procedure
· [bookmark: _Toc179722904]-Ensure sharps box is within close proximity when utilising sharps equipment.
· [bookmark: _Toc179722905]-Ensure first aid equipment is available throughout training program.
	· [bookmark: _Toc179722906]Monitor sharps box fill line at end of every day
· [bookmark: _Toc179722907]Complete incident report form for any sharps related incident that may occur
· [bookmark: _Toc179722908]Audit incidents with aim to reducing/removing potential risk

	[bookmark: _Toc179722909]Add row where required
	
	
	





[image: A colorful line of lines

Description automatically generated with medium confidence]

8. 
Page 2 of 2

Training and Assessment Strategy: D2.0: October 24
Education and Organisational Development Service: South Western Sydney Local Health District
9. [bookmark: _Toc188347512][image: A colorful line of lines

Description automatically generated with medium confidence]Program Associated Costs
	Staff Costing (Wages)
	Unit Cost
	Total cost

	No of Trainers/ No of hrs vs average hourly rate.
2023 Nursing Award
Health Managers State Award (2023)
	-
	For example, 3 trainers x 24 training hrs x $42.00 (average trainer rate) = $3024.00

	Marking and Assessment outside of workshop.
No of Trainers/ No of hrs vs average hourly rate
	-
	For example, 1 trainer x 3 marking hours x $42.00 = $126.00

	TOTAL STAFF COSTING
	-
	= SUM ABOVE 
e.g. $3150.00



	Consumables
	Unit Cost
	No required per person
	Participant Number
	Total Cost

	Printed Resources 
	For example, 1 Learning Workbook has 15 pages @ 15 cents per page = $2.25 
	For example, 1
	30
	If $2.25 per booklet x 30 booklets = $67.50

	Insert consumables 
For example IV, bungs
	e.g. 0.30 cents
	3
	30
	 Unit cost (0.30) x No. required per person (3) x Student numbers 30 = $27.00

	[bookmark: _Hlk180575391]Add row where required
	
	
	
	

	Miscellaneous
	
	
	
	

	Add row where required
	
	
	
	

	TOTAL CONSUMABLE COST
	-
	-
	-
	= SUM ABOVE
E.g. $94.50



	TOTAL PROGRAM COST
	

	Total Staff Costing 
	E.g. $3150.00

	Total Consumable Cost
	E.g. $94.50

	TOTAL PROGRAM COST
	= SUM ABOVE 
$3244.50
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Introduction

This handbook is specifically designed to support academics to develop and design learning
outcomes for their courses. This handbook presents succinct and practical information for
academics interested in learning more about learning outcomes by providing some general
background information on learning outcomes, their function and some practical strategies for
how to start thinking about and writing them.

This handbook is designed to:

« provide an introduction to the main concepts related to learning outcomes and course
design, such as aims, goals, taxonomies, learning objectives, learning outcomes and
constructive alignment;

« provide a succinct presentation of the most commonly used taxonomies of learning and
their use in writing learning outcomes; and

« provide a guide to designing learning outcomes that are aligned with course aims, able to
inform selection of content, development of teaching strategies, design and selection of
teaching materials (and resources).

Why learning outcomes?

An outcomes-based approach presents a range of advantages for those who teach and design
courses in higher education. For example, they bring clarity, precision and transparency to
curriculum design, teaching practice and assessment.

The shift to learning outcomes opens course design to better curriculum alignment and
accountability in teaching and learning. Well-designed learning outcomes bring clarity of
expectations for student performance, and open up new possibilities for increased student
satisfaction.

Learning outcomes and taxonomies of learning are now central for teaching and learning in
higher education. They provide possibilities to achieve what is commonly called ‘curriculum
alignment’. Curriculum alignment involves organising curriculum in a coherent structure with
aims, learning outcomes, teaching strategies, content and assessment all aligning in order to
improve both the coherence of curriculum and student learning.

What are learning outcomes?

As suggested by the terminology, learning outcomes are statements of desired results of learning
that are expressed in words that make it clear how measurement can be achieved. Therefore,
learning outcomes provide a basis for measuring and reporting on student achievement. Nusche
described learning outcomes as ‘personal changes or benefits that follow as a result of learning’,
noting that these changes or benefits ‘can be measured in terms of abilities or achievements’
(Nusche, 2008).






Learning outcomes can be succinctly defined as statements of what a learner is expected to
know, understand, and/or be able to demonstrate after completion of a process of learning. A
relevant and comprehensive definition of learning outcomes can also be found in the Australian
Qualifications Framework (AQF):

The learning outcomes are constructed as a taxonomy of what graduates are expected to
know, understand and be able to do as a result of learning. They are expressed in terms of
the dimensions of knowledge, skills and the application of knowledge and skills.

(The AQF Second Edition January 2013, p. 11)

The AQF — the national policy for regulated qualifications in Australian education and training —
places an explicit focus on learning outcomes, structured in a taxonomic framework. In addition
to the AQF providing a definition of learning outcomes it also introduces key concepts related
to outcome-based course design. The aim of the AQF in encouraging the Higher Education
sector to use learning outcomes, is to ‘enable consistency in the way in which qualifications are
described as well as clarity about the differences and relationships between qualification types.’
(AQF, 2013).

The focus in recent years on learning outcomes represents a shift from the traditional ‘teacher-
centred’ approach, where the common practice was to design courses starting from the content
or what the teacher was to deliver in a certain amount of time, to a ‘student-centred approach’.
In the student centred approach the focus is shifted towards what students are expected ‘to
know, understand, and/or be able to demonstrate after completion of a process of learning’
(Vlasceanu et al., 2004, p. 42).

Learning outcomes have the potential to improve course design and quality in higher education.
The writing and use of learning outcomes shifts the focus to effective learning and teaching and
can lead to greater transparency for students and all stakeholders involved in higher education.
Learning outcomes can serve as a general organising principle for practice in learning and
teaching and encourages a shift to student-centred pedagogies. They open possibilities for
diverse assessment practices that are able to connect curricula to new contexts created by the
fast pace of change in technology and workforce demands.

However, the task of writing learning outcomes is not an exact science and requires careful
consideration and reflection before implementation. The advantages of learning outcomes for
a clear and transparent curriculum design remain passionately disputed by some scholars.
The main accusation against this shift in higher education is that learning outcomes bring a
dangerous move of emphasis from learning to outcomes, leading to a utilitarian ethos and the
marginalisation of significant learning. There is also concern that the move to learning outcomes
has resulted in a loss of considered discussion of the kinds of knowledge that are important in
education (for example see Biesta 2009; Young 2009). Transparency in design and assessment
is also disputed by scholars looking at specific difficulties in wording learning outcomes (Hussey
and Smith, 2002).

Critical views also point out that the prescriptive nature of learning outcomes may lead to a
utilitarian and simplistic perspective of what higher learning means. Such formalisation of
learning is seen by critics to lead to adverse effects for students, their academic pathways and






professional future. As Bennett and Brady note, there ‘is a danger to students because it pretends
that their problems have more to do with easily quantifiable outcomes’ (Bennett and Brady,
2012, p. 41).

It is important to take into consideration these risks and critical points when we design and
write learning outcomes. Teaching and learning should stay flexible and consistent with a
pedagogic ethos that encourages scholarship, creativity and the unrestricted pursuit of ideas.
No one approach has the ability to solve the complexity that is good curriculum, teaching and
learning. Nevertheless, the shift towards learning outcomes aims to improve learning and in
this sense, students, academics, course designers and policy makers can use learning outcomes
as a starting framework for teaching, learning and assessment.

What is the difference between aims, learning objectives and learning
outcomes?

The structural distinction between learning objectives and learning outcomes is that learning
objectives relate to learning from a teachers’ point of view and are closer to a teacher-centred
approach, while learning outcomes refer to what a student will be able to do as a result of
learning, hence are sources of evidence in the student-centred approach.

« Aims or goals in teaching and learning are broad sentences reflecting general intentions
and desired outcomes of an institution, program or course.
These important statements stay clearly distinct from learning outcomes. Aims serve the
important function to indicate and promote the main values and general directions that
guide the process of teaching and learning.
Aims reflect vision and general intentions, and the overall desirable results.

Example: Curriculum and teaching practices aim to link students’ learning
experiences to the world graduates will confront.

« Learning objectives refer to teachers’ intentions for learners, such as what students
will be taught during the course or program.

It is important to note that learning objectives reflect what teachers do.

Example: Students will be taught the conceptual and theoretical tools used in
reasoning and problem solving, such as statistics, probability, logic, and decision
theory.

- Learning outcomes are statements of what a student will be able to do or demonstrate
at the completion of a certain sequence of learning (course, program).

Learning outcomes are mainly concerned with the achievements of the learner and less
with the intentions of the teacher.

Learning outcomes inform students of what is expected of them in terms of performance,
to achieve desired grades and credits.

Example: At the end of the course students will be able to demonstrate the ability to
use mathematical and statistical techniques relevant to the business subjects taught.






Learning taxonomies and a list of useful verbs
to design learning outcomes

Taxonomies help us answer some key questions on learning, teaching and curriculum structure:
‘What do we want students to learn?’, ‘Why do we want them to learn that?’ and ‘How can
we know that they learn that?’. Learning taxonomies are the source of learning outcomes and
facilitate the shift from a teacher-centred approach to a more student-centred approach, focused
on learning.

The meaning of the term taxonomy originates from the Greek ‘taxis’ (‘arrangement’) and ‘nomia’
(‘distribution’). In their current understanding, taxonomies represent ‘distribution by categories’
or, simply said, ‘classifications’. Learning taxonomies are a classification able to organise the
knowledge, skills, values or behaviours that teachers aim to teach. Learning taxonomies are
used to organise different stages of learning development, providing a practical framework for
selecting the appropriateness of specific learning outcomes for courses at different levels of
complexity.

In education, the most well known taxonomy is that developed by Bloom in the 1950s with
its three main domains: Cognitive, Affective and Psychomotor. The hierarchy of cognitive
processes involved in learning has received most attention and was further developed to capture
and organise the process of learning, in a hierarchical structure. Since Bloom published in 1956
his taxonomy of learning a number of scholars have developed different models, which are
hierarchical or cyclical. (see Appendix 1 for further examples of taxonomies).

Bloom’s taxonomy of educational objectives has been repeatedly revised and developed over
time, most notably in 2001 by Anderson and Krathwohl. This taxonomy is used to classify
educational goals, learning outcomes and standards, and provides a framework suitable to
structure learning and teaching in a more transparent and efficient manner. The example below
reflects this taxonomy and useful verbs that can be used to design learning outcomes.

Type of learning Verbs

state, identify, select, define, name, match,
Knowledge quote, cite, report, deliver, write, relate,
(recalling facts) perform, identify, indicate, list, name, recall,
recognise, select, state, recount, illustrate

associate, convert, compare, outline,

Comprehension translate, summarise, arrange, defend,
(capacity to see and understand discuss, describe, distinguish, estimate,
relationships) explain, interpret, infer, demonstrate,

outline, report, restate, review, suggest

apply, determine, illustrate, restructure,
solve, use, change, develop, employ,
construct, demonstrate, discover, dramatise,
employ, illustrate, interpret, investigate,
conduct, modify, operate, organise, classify,
practice, predict, prepare, produce, schedule,
sketch, solve, translate

Application
(use of knowledge)






Type of learning Verbs

Analysis
(deconstruction and investigation of
knowledge)

analise, examine, differentiate, examine,
distinguish, categorise, question, summarise,
research, categorise, differentiate, compare,
critique, relate, select, debate, determine,
probe, structure, discriminate, experiment,
distinguish, identify, question, solve, test

Synthesis synthesise, adapt, rearrange, compile,
(combining information into a new construct, devise, explain, generate, plan,
connected unit of knowledge) restructure, collate, systematise, propose,

combine, assemble, compose, create, unify,
formulate, design, integrate, propose,

rearrange, reconstruct, systemise, relate,
reorganise, revise

Evaluation
(judging the value or appropriateness)

evaluate, assess, critique, rate, score,
conclude, criticise, judge, defend, validate,
prioritise, disprove, criticise, discriminate,
estimate, contrast, revise, grade, justify,
interpret, measure, calculate

Table 1. Bloom’s Taxonomy

Practical strategies for writing learning outcomes

There is no pre-determined structure for learning outcomes, as their final form is always
dependent on what students are expected to achieve in every specific course or program.
However, there are some key elements that should be observed in writing learning outcomes.
Below are some suggestions that may assist in writing intended learning outcomes.

In writing learning outcomes:

Think about what students should be able to know or do upon successful completion of
the course. The writer should focus on learning outcomes that precisely indicate what
main skills, abilities and knowledge will be acquired by students at the completion of the
unit of learning.

Start with a clear statement. The writer can start with the sentence: ‘On completion of this
(subject/course/program), students should be able to... (demonstrate/express/design
etc.)

Write learning outcomes in the future tense and choose a verb, from a taxonomy (eg
Bloom’s above or see Appendix), able to describe most precisely the intended outcome. It
is recommended to use only one verb appropriate both to the level and the discipline to
structure each outcome.

Avoid verbs susceptible to different interpretations of what actions they require. This type
of verb indicates in general behaviours that cannot be objectively measured (e.g. know,
understand, become aware of, appreciate, learn, become familiar with, think etc.)

Write clear, simple and concise sentences that can be understood by students, peers,
internal and external bodies.






In writing learning outcomes it is important to keep in mind that we assess what is taught.
Find learning outcomes that are a source of objective data for assessment, indicating clearly
what learners have to understand, know and/or be able to do. All learning outcomes have
to be observable and measurable. Also consider whether the learning outcomes encourage
the use of a diverse range of assessment methods and encourage both formative and
summative assessment.

Tip: Useaverb able tolead to assessment tasks suitable to reveal for any objective evaluator
what the student knows or is able to do or demonstrate at the required level (e.g. define,
describe, compare, apply, determine, demonstrate, explain, analyse, question, critique,
create, design, assess, test, generate, devise etc.)

Look for learning outcomes that can collectively lead to the achievement of the aims of the
program and are aligned with graduate attributes and university values.

Ask colleagues or students to review your learning outcomes to ensure that they are clear,
specific, unambiguous and aligned to the course level.

The use of verbs specific to different levelsincluded in this guide facilitate the design of meaningful
learning experiences for students, increase transparency and alignment to standards for quality
in teaching and learning.

Some common issues

In the complex task of learning and teaching, in planning a new course, subject or program it
is possible to make some routine errors that will affect the function of learning outcomes and
their positive impact. The list below addresses some common routine errors in writing learning
outcomes able to guide teaching, learning and assessment:

Learning outcomes are mentioned or written as learning objectives. Learning outcomes
describe what students are able to do after the completion of a process of learning, while
learning objectives relate to what teachers intend to do during and before the completion
of this process;

A learning outcome statement is too specific and fragmented for the course/subject level.
The language may be too prescriptive and detailed, indicating various tasks related to a
lecture rather than a course;

Example: ‘Onsuccessful completion of this course students should be able to communicate
findings using a common format in a poster session’. This is a specific task that can be
placed under a general learning outcome which is relevant for communication skills.

A learning outcome statement is composed of multiple sentences or includes many
verbs (several learning outcomes are presented as one statement). This impacts on the
transparency and clarity of expectations. Learning outcomes should be clearly assessable,
written in terms that enable testing of whether or not the student has achieved the specific
outcome at the required standard. This problem can be addressed by finding a single verb
that can optimally express the intended learning outcome.

1 Graduate attributes summarise the set of values, knowledge and skills that students develop during their time at the university.






« The use of a ‘weak’ verb for learning outcomes. Stating learning outcomes in high general
terms such as ‘learn’ or ‘understand’ is not helpful to set up objective and effective
assessment tasks.

Example: ‘Students will be able to understand statistical indicators from planning
reports and professional publications’ can be reworded: ‘Students will be able to explain
the use of statistical indicators in the context of reports and professional publications’.

+ State unrealistic learning outcomes. Learning outcomes should be balanced in terms of
the time, level and resources available to students for successful completion.
» Include learning outcomes that will not (or cannot) be assessed. When writing learning

outcomes it is important that they should align with assessment: all learning outcomes
should be assessed.

How many learning outcomes?

The number of learning outcomes will always vary according to the level of study, award-type
and desired outcomes. Therefore, there is no set or good number of learning outcomes for
a subject or course. The only valid criteria is to set the number of learning outcomes able to
support and enhance learning and provide optimum alignment with content, resources (e.g.
time allocated for study) and forms of assessment.

It is important to have a sufficient number of learning outcomes to secure adequate information
for comprehensive assessment, able to demonstrate achievements in learning and provide
information for improvements in teaching and course design. Too many learning outcomes
can be a source of confusion for students in terms of specific expectations for the successful
completion of a course/program and can diminish the capacity to orient teaching to achieve
specific outcomes of learning. In conclusion, it is important to set a balanced number of learning
outcomes, in line with your overall aims and the level of study.

Learning outcomes and constructive alignment

Statements of intended learning outcomes for each course of study are informed by the overall
aims of an institution of higher education, program, subject or course. They are informed and
should align with the generic skills and attributes required of graduates and their context within
the field of study.

Standards or requirements for employment related to the field of study may inform the intended
learning outcomes. Learning outcomes should relate to the assessment criteria and should be
assessable. The clarity of learning outcomes not only impacts on student engagement, but also
impacts on the perceived equity of assessments and student engagement in learning (on how
students perceive assessment as being fair and equitable).

There is an intrinsic link between aims, teacher’s goals, course content, learning experiences,
teaching strategies and assessment. Teaching strategies are also designed in direct correlation
to assessment processes. Course design and teaching should provide various opportunities to
enable students to learn the knowledge and skills required to be successful in that course.






The graphical representation below presents a model of this cycle that can be used by policy
makers, course designers and teaching practitioners for quality assurance, improvement of
course design and teaching practice for student engagement in learning.

Constructive alignment reflects the shift to outcomes-based education. It facilitates the use of
learning outcomes as an integral part of a cycle designed to secure an ongoing improvement of
teaching and student experience and learning,.

In Australia, the national agency of quality assurance (TEQSA) take as a point of reference
the Higher Education Standards Framework (Final Proposed Higher Education Standards
Framework - Advice to the Minister. Australian Government, Department of Education and
Training, 2014), which specifically indicates that assessment is effective if methods of assessment
remain ‘consistent with the learning outcomes being assessed, are capable of confirming that
all specified learning outcomes are achieved and that grades awarded reflect the level of
student attainment’ (item 1.4.3, p. 8). Therefore, it is important to design learning outcomes
in alignment with assessment tasks and teaching strategies, and to create opportunities for
students to use learning experiences to achieve measurable outcomes.

Learning
experiences

Teaching
strategies

Course
content

Learning
outcomes

A graphical representation of how learning outcomes can be used in practice to fine-tune and
enhance quality of teaching and learning is presented in the image below:
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Practical examples of learning outcomes

Level: graduate (research higher degree)

Upon completion of the degree the candidate will be able to:

demonstrate a critical understanding and mastery of architectural and design theories
demonstrate independent research methodologies at an advanced level
develop and express their own design position in an effective and lucid manner

exhibit an advanced understanding of the philosophical and ideological discourses
underpinning design theories.

Level: Graduate

On successful completion of this subject, students should be able to:

Apply research skills and specialist knowledge in new contexts;

Analyse leadership structures in a range of contexts from a variety of different
perspectives;

Identify and develop key learning and leadership strengths in themselves and their
peers;

Communicate effectively to non-specialists.

On successful completion of this subject, students should be able to:

Analyse and integrate the key findings from research findings into a coherent story
about the major influences on student and teacher learning.

Understand and apply how to reflect on the evidence of impact in a school

Understand and apply program logic, degree of implementation, and evaluating effects
of interventions

Critically evaluate the empirical research that studies impact in schools

Develop tools for using to evaluate impact in multiple situations

Level: undergraduate

On completion of this course, students should be able to:

define core economic terms, concepts and theories.

demonstrate the ability to apply economic reasoning to contemporary social and
economic issues.

use quantitative and statistical techniques.

analyse critically, evaluate and convey information on the use of complex financial
products, services and financial instruments

critically evaluate professional accounting and business issues emerging from strategic
developments in practice and accounting regulation
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Checklist to self-evaluate your learning outcomes

The following list of items can be used to self-evaluate a list of intended learning outcomes:

O

O O o 0O

Learning outcomes are clearly stated, in clear and unambiguous language.

All learning outcomes clearly indicate what the students should learn.

All learning outcomes use one verb that is aligned to the level of the course/program.
The learning outcome is significant and meaningful in the long term.

Learning outcomes provide a guide for the development of learning activities, teaching
and assessment.

All intended learning outcomes can be assessed effectively — you can envision assessment
tasks able to achieve this.

Learning outcomes are aligned to the level of study, faculty and university strategic
priorities and values.

11
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Appendix - Alternative Taxonomies

SOLO Taxonomy (Biggs)

SOLO stands for the Structure of the Observed Learning Outcomes, which was developed by
John B. Biggs and Kevin F. Collis in 1982 (Biggs and Collis, 1982). The SOLO taxonomy is a
hierarchical model developed in line with Piaget’s different stages of development. It is based
on increasing levels of complexity in student’s understanding of knowledge over five distinct
stages. Biggs and Collis claim that this classification is applicable to any subject area and
different levels of education. In this model, learning outcomes are classified according to the
level of complexity for student understanding. The SOLO taxonomy is also directly related to
course design, explicitly facilitating constructive alignment, which starts from intended learning
outcomes in order to align curriculum and assessment to the established outcomes.

5
5. Extended abstract
4. Relational
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3. Multistructural
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Source: Biggs, J. (1999) Teaching for Quality Learning at University: What the Student Does. Buckingham:
The Society for Research into Higher Education and Open University Press.
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According to Biggs and Collis, not all students get through all five stages. Consequently, teaching
does not need to be designed to lead students through all five stages. The five stages are explained
below in more detail.

1 Pre-structural: here students are simply acquiring bits of unconnected information,
which have no organisation and no understanding of material is demonstrated. The
general approach involves acquiring disconnected bits of information

2 Uni-structural: concrete and minimalistic understanding. Simple and obvious
connections are made, but their significance is not fully grasped. Student shows concrete,
reductive understanding of the topic. Focus on one conceptual issue in a complex case.

Verbs: identify, memorise.

3 Multi-structural: Indicates understanding of boundaries, but not the system.
Connections may be made, but the meta-connections between them are missed, as is
their significance for the whole. Students can understand several components but the
understanding of each remains discreet. Disorganised ideas and concepts on a specific
issue and poor skills to relate them.

Verbs: enumerate, classify, describe, list, combine.

4 Relational: Indicate links and interrelated functions between facts and theory, action
and purpose. The student is now able to appreciate the significance of the parts in relation
to the whole. Student can indicate connection between facts and theory, action and
purpose. Demonstrate understanding of several components integrated conceptually and
how the parts contribute to the whole. Can apply the concept to familiar problems or work
situations.

Verbs: compare/contrast, explain causes, integrate, analyse, relate, apply.

5 Extended abstract: the student is making connections within the given subject area
and beyond it; is able to generalise and transfer the principles and ideas beyond what has
been dealt with in the actual teaching. Understanding is generalised, transferable and
applicable to different areas.

Verbs: theorise, generalise, hypothesise, reflect, generate.
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A different model: Fink’s taxonomy of significant learning

Fink (2003) developed a taxonomy of learning that also builds on Bloom’s taxonomy, but it
is important to note that his model is fundamentally different: learning is not organised in
a hierarchical structure, where upper levels are “superior” and more complex, but is instead
cyclical. It is notable that Fink’s model emphasises that learning involves change. It states that
in order to achieve lasting change we need to secure a high level of connection or significance
to the learner’s life. Therefore, the more significant the learning activity is to the learner, the
greater the change; the greater the change, the more significant the amount of learning that
occurs (Fink, 2003).

Fink’s taxonomy contains six categories of learning values or goals. Each category contains a
number of specific learning values that are all important to the learner (Fink, 2003).

Fink’s taxonomy (2003)

Source: Fink, L. D. (2003). Creating significant learning experiences: An integrated approach to designing
college courses. San Francisco: Jossey-Bass
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Foundational knowledge: the basics, what students bring to the table, what they
already understand and remember.
Verbs: name, list, describe

Application: Doing. Managing a complex task.
Verbs: analyse, interpret, apply

Integration: recognizing and understanding new connections between different parts;
understanding the cause and effect.
Verbs: describe, integrate

Human dimension: discovering personal and social implications. These help learners
learn more about themselves and how to work effectively with others.

Verbs: review, assess

Caring: changing the degree students care about something.
Verbs: reflect, interpret.

Learning to learn: developing skills that will enable students learning on their own;
learning how to ask and answer questions and becoming a self-directed learner.

Verbs: critique, analyse.
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