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Scenarios of Use
Introduction
In this document we explore a number of different settings in which Phoebe might be implemented, as well as the ways in which the tool might assist teachers (or students) as they tackle specific design challenges or seek innovative techniques and tools to use with their students. Generally, these aspects of use are supported by the current functionality in the tool; however, some look ahead to potential developments, both in Phoebe itself and in other, related, technologies that support teachers and students communities in post-compulsory learning. Some of these developments are envisaged in our Phoebe Development Roadmap.
The scenarios are derived from situations which we have uncovered during the research and evaluation activities of the Phoebe project; however, the characters themselves are fictitious.
1. Phoebe as an institutional tool
A team from a university’s Geography department is designing a new undergraduate degree. The university has a mature approach to technology and curriculum design, with a student records system, automated room-booking service, VLE, an institutional repository containing examples of previous courses (including exemplar learning designs) and a locally hosted version of the Phoebe pedagogy planner tool. It has re-created its original paper-based templates for design at the course and module levels within Phoebe. Custom help is provided in each template to guide practitioners as through the design process at these top two levels. However, individual teams and lecturers are free to design their own templates for the actual learning sessions in the manner most appropriate to the subject and to their preferred teaching approach.

The course team starts by using the course-level template in Phoebe to create the documentation which is required for accreditation. As they work through this template they refer to the help, and also to examples of previous courses in the institutional repository. A direct link between Phoebe and the repository means that staff can search the repository without having to log into it separately. The contents of the repository can be searched not only by subject and level, but also by other institutionally meaningful categories that allow lecturers to easily identify examples of practice which may prove useful for them. Since the repository contains an increasing number of exemplar modules and sessions created in Phoebe, inexperienced practitioners are more easily able to understand how design relates to actual practice.
Once the course-level documentation has been approved, it is used to generate designs at the module level, laid out in the institutionally mandated module template. Essential data entered into the course design (e.g. course code, module codes and titles) are automatically propagated to these templates. The specification for each module can then be fleshed out, again using support and guidance within Phoebe and examples from the repository.

The next stage is to develop a template for the planning the individual sessions (lectures, seminars, practical work etc.). For this, the members of the course team decide to use one they already have in Phoebe for another course, so they simply clone that template and edit a few aspects of the context-sensitive help. Once they are happy with the template, Phoebe can generate a “skeleton” learning design for each session, using the codes, titles etc. that were specified in the module design and seeding each session plan with these and other information which is common to all sessions. These learning designs can then be completed as needed.

When the team has finished a complete set of module and session plans, these can be used to automatically generate course handbooks and feed into administrative systems such as the room-booking software.

Commentary

This is an ambitious scenario, but one which is loosely based on a real institution. It will require three key developments:

· Support within Phoebe for design at multiple levels - in this scenario, three - and automatically propagate data entered into a design at one level upwards or downwards to the next level.
· The ability within Phoebe to produce a range of outputs: not just the learning design, but also course handbooks and, ideally, a skeleton implementation within the VLE. In addition, some evaluators have suggested that Phoebe might generate the formal documentation required for quality audits.
· Interoperability between Phoebe and other institutional systems, which has obvious implications for technical standards.

2. Supporting subject-specialists
Elizabeth, a new lecturer in a university English Department, has been asked to redevelop a basic Linguistics module for a first-year undergraduate course. The task is particularly challenging as she has been told that students criticised the previous version of the module as “dull” and “difficult” – which may have accounted for their generally poor performance in the examination. Elizabeth therefore wonders whether there may be teaching approaches that would help her to offer them a more enjoyable and productive learning experience. She has been told that she must give at least two lectures during the ten-week module, but the remaining sessions can be taught in any way she wants.
Although Elizabeth knows the material well and has mapped out the topics that she needs to cover, she is unconfident about how to design the learning activities themselves. Fortunately, her HEA subject centre hosts a version of Phoebe which has been specially populated with exemplar learning designs. These have been created by lecturers for use with their own students and subsequently made available for general use. She types the subject of the first topic in the module into the “Search” box, which takes her to a page with several learning designs for individual sessions, together with their authors’ reflections on how the sessions actually went. Browsing through the designs, she realises that one seems particularly suitable for her first-years, although a few changes might be necessary as her class will be slightly larger. She decides to use this design as a basis for her own, and so clones it.
Elizabeth also takes a look at the “Teaching approaches and techniques” section of Phoebe’s guidance system for further ideas. She discovers that it includes some suggestions for making lectures more interactive. One of these is the use of voting to elicit students’ understanding of a particular concept early in the lecture, so that the lecturer can, if necessary, modify her delivery “on the fly” to address any misconceptions that are exposed by the vote. Inspired by an illustrative case study on the same page, she then clicks a link to the associated guidance on voting tools and is delighted to discover some voting software that can be used with students’ mobile phones. This technique could have great potential, but she needs to find out its feasibility from the technological perspective, and to gauge the level of interest among other lecturers. In the meantime, therefore, she will make do with voting by show of hands. Nevertheless, she bookmarks the page and makes a note to consult the departmental IT support staff and her colleagues.
Elizabeth then goes back to the design that she has cloned, and works through it, referring to the context-sensitive help as she goes along. This helps her to ensure that she has thought about everything she needs, from mapping activities to their associated learning outcomes, to making sure that there will be a data projector in the teaching room. She has created her first learning design by adapting ideas from another person’s design, and this has given her both a structure for her subsequent sessions and the confidence to create them on her own. She has also been inspired by a promising low-cost technology to maintain students’ interest in lectures, which she can disseminate to her colleagues.
Commentary
While one the major initial attractions of learning design was the ideal of “generic” learning designs (or practice models), it is clear that most practitioners gain the most from learning designs and guidance within their subject area, or one closely aligned to it. Working with a pre-existing subject group such as an HEA subject centre
 could provide an ideal test-bed for investigating this dimension of Phoebe. Key questions would be:

· To what extent can the existing “generic” guidance apply to different subject domains, or is each domain too idiosyncratic?

· Do some teaching approaches (hence, Phoebe templates) lend themselves more naturally to certain domains and not to others?
· How do we identify, and assess the quality of, the exemplar learning designs to be included in the tool?

· To what extent does uptake (i.e. looking at designs for inspiration and/or repurposing them) justify the effort involved in sourcing and maintaining the collection?

3. Promoting models of “best practice”
Westwick College runs a “Best Practice Models for E-learning” scheme that creates practice models (decontextualised learning designs) to help lecturers develop simple, effective e-learning modules for different groups of learners. One of the college lecturers, Richard, is responsible for providing a tool in which they can create learning designs from these models. He has been told that the tool must a) be available for staff to use at home as well as in the college, b) be low-cost, and c) provide a structured format in which to build the learning designs. Hitherto lecturers have created their plans in pre-defined tables in a word-processing document, and indeed this approach would meet the stated requirements. However, Richard has heard about Phoebe, which not only meets these three requirements, but can “add value” through its advice and guidance system.

To demonstrate that Phoebe is suited to the college’s needs, Richard obtains permission to install it on a server at the college and creates a pilot model of practice for the college’s postgraduate online learning courses. To do this, he creates a special template for the practice model in Phoebe by cloning one of the three built-in templates. He deletes the components he doesn’t need and, where the college uses different terms from Phoebe, changes the titles of some other components. This takes care of the structured format, so the next stage is to adapt the advice and guidance system. There are two tasks here:

i)
Log into the wiki which contains the default help and guidance, and edit these so that they contain information that will be relevant to all of the practice models that will eventually be created.

ii)
Create new wiki pages for the context-sensitive help specific to the practice model for the PG online learning courses, and specify the URLs in the template. Then, when a lecturer clicks the “help” icon beside a particular component, she will receive advice directly relevant to that model.
Richard recruits some volunteers to evaluate the adapted tool by creating learning designs from this template, using the new customised guidance to assist them. Participants’ feedback is so enthusiastic that he is able to make a successful case for creating practice models for the other groups of learners.
Commentary

One of the “hot topics” of discussion about design for learning has been the viability of models of practice: “common, but decontextualised, learning designs that are represented in a way that is usable by practitioners (teachers, managers etc.).”
 This is an example of how Phoebe might support such models in a localised way.
4. Providing a scaffold for trainee teachers
Guy is training to teach Business Studies at FE level. He has been asked to create a learning design for the first teaching session of his forthcoming internship, which he is to bring to the next class meeting, where students will critique each other’s designs. The cohort has received some tuition in lesson planning, including an introduction to the Phoebe pedagogy planner tool. The tutor has asked them to use the “basic” template provided with Phoebe, which has an optional “wizard” overlaying it. The wizard consists of a sequence of questions about aims, objectives, learning outcomes, activities and other components of a learning design to guide students through the essential components in a structured manner. In addition, the tutor has asked students to make their designs available within Phoebe to the rest of the group so they can look at each other’s work before the meeting itself.
Guy missed some of the lesson-planning sessions, including the introduction to Phoebe, through illness. He is therefore unsure what is expected of him. However, there are two ways in which Phoebe can help him. First, he can go to the “Shared Designs” page and have a look, not only at what his peers have done so far, but also at learning designs created by the previous year’s Business Studies cohort. Second, he can use the “wizard” to get started with Phoebe and simultaneously create his learning design. Once he has the basic elements in place, he exits from the wizard and uses the context-sensitive guidance to flesh out the design. Guy thus successfully produces a complete design, and is confident that he can justify the decisions he has made about his teaching approach and activities to his tutor and fellow students.
Commentary

Evaluations of Phoebe have suggested that the tool would be especially valuable for trainee teachers, both to support the general task of lesson planning (irrespective of whether technology is used in the actual learning session), and as a tool to encourage trainees to engage with e-learning in particular. However, trainee teachers will need more of a guiding hand as they work through Phoebe, which could be provided through a tutorial or, as envisage here, a “wizard” that would overlay the normal functionality but not impede the freedom of navigation currently enjoyed by expert users.
5. Supporting continuing professional development
Annie is an Information and Learning Technologies (ILT) adviser with a major task on her hands: to encourage more of her teaching colleagues to embrace e-learning in their classroom teaching following feedback from an inspection. The complaints are familiar: lack of time to re-plan the lessons which they feel they have taught successfully for years, and few ideas how to use technology in their teaching other than by uploading resources to the college’s underused VLE and illustrating their lectures with PowerPoint slides. However, the students in their turn have been voicing their own criticisms: they find the teaching uninspiring, and the phrase “death by PowerPoint” has been heard more than once.
Annie realises that the problem is twofold: unimaginative approaches to teaching and reluctance to engage with technology. She racks her brains for a solution until she learns of Phoebe, a tool designed to address precisely these problems, but which crucially puts teaching first and technology second. It’s also very easy to use, and therefore likely to be unthreatening to those lecturers who find computers difficult. As she writes in a position paper to the college’s director of studies, “A teacher who is creating their first learning design in Phoebe is doing similar things to students when they are learning on the computer. When the teacher is looking up the guidance in Phoebe and then linking to examples in other parts of the Web, it is similar to the process that the students go through when they are searching for information for an assignment.”
The director of studies agrees to Annie’s proposal for a pilot CPD workshop in e-learning. The teachers who attend are sceptical at first, but gain confidence as they work through their first learning design and, by browsing through the “What can I do with?” pages, see how effective even the simplest online activities can be.
Commentary

Annie’s words are a paraphrase of an observation made by a Phoebe evaluator. CPD has been singled out as fertile ground for Phoebe, particularly through its emphasis on pedagogy before technology.
6. Mediating collaborative design in small groups
An FE lecturer in Computing, Chester coordinates a large programme taught by five other lecturers as well as himself. He has been asked to redesign the course as the curriculum has changed to incorporate several new topics. To work out how they should fit into the current programme, Chester reviews all the learning designs for the programme in Phoebe.

As he reads through the post-session reflections in which tutors have recorded their current experiences of teaching these sessions, he realises that, in redesigning the course to accommodate the new content, they also need to review their whole approach  to teaching the course. Chester therefore emails his colleagues to explain the situation and organise a face-to-face meeting to discuss the possible changes to content and approach.
During the meeting the tutors use the learning designs in Phoebe, projected onto the interactive whiteboard, as a focus for their discussions, and consult the guidance on teaching approaches in order to think about new ways to interact with their students. They also use the whiteboard software to map out a new structure for the programme that accommodates the new content, and also to brainstorm the teaching approaches and techniques that are likely to prove effective with their students. On the basis of this brainstorm, they draft a new learning design template for the programme session, which captures some of the pedagogical and structural norms they want to use in their programme in the future. They agree to go away and work individually on specific plans for individual learning sessions, share them through Phoebe and then confirm the programme changes in a follow up meeting.

They also agree to review the updated programme in two months’ time to ensure that the new curriculum has been satisfactorily integrated and that the new teaching approaches and techniques are successfully addressing the problems they had identified.
Commentary

Research in both the Phoebe project and its predecessor, the Learning Design Tools project, suggests that at least half of practitioners plan together with others, often by blending face-to-face meetings with electronic communication during which successive versions of the emergent plan are exchanged. We have noticed a movement over the past year or so towards the use of collaborative word processors such as Google Docs. It would therefore be advantageous for Phoebe to support group collaboration and the editing of learning designs by multiple authors.
7. Supporting the lone practitioner

Frances is about to teach a new course in bookbinding as part of an adult and community learning (ACL) programme which is spread through a rural county in the west of England. The programme is administered in an FE college in the county town, but Frances’ classes are held in a school in one of the outlying towns and she rarely goes into the college. Although a skilled bookbinder, Frances has had no formal training in teaching, but the nature of the subject means that she instinctively adopts an activity-oriented approach. She also knows that she must adhere to certain procedures, including RARPA,
 and that she should be making use of digital technologies – although this is rather pointless, she thinks, given that bookbinding is a manual craft.

The teacher who was originally recruited to run the course pulled out at short notice, leaving the design of the ten-week course incomplete. So, despite her inexperience, Frances has to finish the lesson plans herself. All in all, she needs help urgently – but she will have to wait several months before the next induction workshop for new teachers at the college.
Fortunately, all the college’s new courses are now planned in the Phoebe pedagogy planner tool. This means that Frances not only has a structure in which to work, but also guidance on the different aspects of her teaching either within Phoebe itself or through links to other online resources. For example, the help for “assessment” section of a learning design directs her to a Website where the mysteries of RARPA are revealed. She also notices a “Health and safety” section in the learning design, which explicitly prompts her of the need to conduct a risk assessment. As students will be using sharp instruments, Frances is grateful for the reminder. 

However, Frances is still unsure how she can incorporate digital technology into her classes. She runs her eye down the list of tools on Phoebe’s “What can I do with…” and alights on “digital cameras,” which is one piece of technology she does know about. Intrigued to see how she might use it in her teaching, she clicks to the page on digital cameras and, under the heading “How can I use them with my students?”, finds the suggestion that students photograph their work each week to record their progress, which they can write up either in Word or as a blog. This strikes Frances as a simple, yet effective solution to her dilemma, and she incorporates it into her learning activities. She can now face her first class with confidence.
Commentary

Evaluators of Phoebe have been divided over whether a pedagogy planner tool can support lone practitioners like Frances, or whether it is best deployed as part of a structured training programme. Frances’ case might be a little exaggerated in that most lone practitioners will probably already have teaching experience. Nevertheless, this is an aspect of use which we would like to explore further with our colleagues in the ACL community.
8. Helping students to design their own learning programmes
The Master’s course in Social Work at Midlands University includes a module “by learning objectives,” in which students design their own learning plan in negotiation with the module leader, Hannah. This requires them to identify their learning objectives and map out the strategies by which they will achieve these objectives in terms of a) resources (people, places, equipment, literature, expenses) and b) activities (placement visits, conference attendance, practical skills, interviews, research). Each student then agrees the assessment method with the module leader (e.g. weighting, number of words, timings). The information is entered on a “learning agreement” form which is then printed for signature by the two parties.

Last year Hannah converted the paper form to a Phoebe template, which entailed cloning the “Basic” template, deleting some components, changing the names of others and adding three “blank” learning activities. However, Hannah retained the “Reflection” section of the template, which the original paper form did not have. This now meant that students could record the outcomes of their learning experiences at the end of the module, in the same place as their original plan. Hannah also created some custom context-sensitive help to scaffold students’ planning skills. At the end of the year, when students had filled in their reflections, Hannah selected several agreements that she thought would serve as inspirational exemplars for future cohorts. The students then removed sensitive identifying information from their agreements and made them available within Phoebe to the “Social Work” group only.

This year, now that she has some Phoebe-based learning agreements, Hannah has updated the context-sensitive help with illustrative links to relevant agreements, although Social Work students can still browse all of these agreements on the “Shared Designs” page. While browsing through this collection one of this year’s students, William, comes across an agreement that covers similar ideas to his own. However, reading the “Reflections” section he discovers that the student who created this design encountered substantial problems getting the authorities to agree to his proposed research methodology. William realises that the same thing could happen to him and, since forewarned is forearmed, he takes steps to revise his own methodology before developing his sections of the agreement form any further.

Commentary

With the trend towards active, reflective learning and student’s control over how they learn it is important that Phoebe should be able to support learners as (co-)designers. 
A number of Phoebe evaluators have indicated interest in using the tool for this purpose.
Further information

Phoebe pedagogy planner tool (self-registration): http://phoebe-app.conted.ox.ac.uk/
Information about the development project: http://phoebe-project.conted.ox.ac.uk
Email address for all other enquiries: phoebe@conted.ox.ac.uk
� � HYPERLINK "http://www.heacademy.ac.uk/ourwork/networks/subjectcentres" ��http://www.heacademy.ac.uk/ourwork/networks/subjectcentres�


� Falconer, I., & Littlejohn, A. (2006). Mod4L Report on Case Studies, Exemplars and Learning Designs. � HYPERLINK "http://mod4l.com/tiki-download_file.php?fileId=2" ��http://mod4l.com/tiki-download_file.php?fileId=2� (accessed 2nd May 2008).


� Recognition and Recording of Progress and Achievement: � HYPERLINK "http://www.niace.org.uk/Projects/RARPA/Default.htm" ��http://www.niace.org.uk/Projects/RARPA/Default.htm� 





Scenarios of use
5

