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Draft template for describing a unit of (e)learning
This template is intended to help practitioners – and educational researchers working with practitioners – to describe specific instances of (e)learning that they have planned and delivered. The focus is on learning activities carried out by learner(s) to achieve specific learning outcomes. Included in this template are those features of the learning situation that are relevant to practitioners when they plan, design and deliver learning activities, and those features that have an impact on the outcomes for individual learners. 

A ‘unit of learning’ is simply the amount of learning that is most convenient to describe, whether this is a ‘module’, a learning session, or a learning activity within a session. However, it is envisaged that the unit will normally be a session of learning, such as would normally be covered by a lesson plan. If a range of different e-learning tools and techniques are used over the course of a session, or a range of different outcomes are addressed, then it may be easier to break the session down into smaller activity units and describe these separately. Conversely, if every week of a module is likely to be delivered along very similar lines and with very similar activities and intended outcomes, it may be easier to consider the requirements of the module as a whole (though other institutional documentation often exists to support this).
Note that fields 1.1 and 1.2 refer to the whole course or programme in which the unit of learning is found (if relevant). This is to provide a context for the unit of learning. Thereafter the template refers only to the unit of learning i.e. the session, activity, or module to be described.
The template is intended to be useful both in planning units of learning and in representing them afterwards for sharing, evaluation and reflection. Users are welcome to use whichever of these fields are most relevant to their own context. However, more complete documents will be more useful to researchers/evaluators and to other practitioners looking for examples of practice. It is suggested that starred fields (*) should be completed if possible.
	1. Curriculum and intended learning outcomes


	Field
	What to put here
	Example(s)

	1.1* Subject/discipline area
	A word or phrase to describe the overall subject area.
	English literature, statistics, woodworking, mechanical engineering.
Where a qualification is being pursued, use the title of the qualification.

	1.2* Context/level of study
	Context and/or level may be used as appropriate. This refers to the module or programme as a whole.
	Suggest that ‘context’ is drawn from the following list:

•
nursery education

•
primary education

•
secondary education

•
sixth form college

•
further education

•
higher education

•
continuous professional development

•
vocational education
•
community education
‘Level’ should be used to express the level of the qualification being studied (if any), e.g. GSCE (year 1/2), A/S level (year 1/2), NVQ (level 1-4), Bachelor degree (years 1-4), Masters degree (year 1/2) etc or other appropriate expression of level (e.g. in relation to key skills) 

Full-time, part-time or ‘sandwich’ study should also be recorded here

	1.3* Topic/domain
	A phrase to describe the content of this specific unit of learning, whether a whole module, a learning session, or a single activity within a learning session.
	e.g. Jane Eyre, normal distribution, mitre joints, beam deflection
Where there is a subject-specific controlled vocabulary for topic areas, or a curriculum list approved by a professional body, use items from this list if possible.

	1.4* Mode of delivery
	How the unit of learning is delivered and how learners engage with it.
	Choose from:

· Self-paced or cohort learning
· Autonomous or tutor-supported learning
· Face-to-face, distance or blended mode


	1.5 Pre-requisite studies
	Any other units of study that learners must complete before embarking on this unit of study.
	Course codes of other modules/units

Pre-requisite qualifications.
Pre-requisite units or topics within the same course or programme
e.g. E1004 Background to the English Novel

	1.6 Pre-requisite skills
	Skills, not necessarily formally assessed, that learners should have before embarking on this unit of study. 
	Suggest that UK DfES key skills definitions are used for guidance, i.e. any generic pre-requisite skills are expressed in the context of (one of):
•
Communication

•
Application of number

•
Information and communication technologies

•
Improving own learning and performance

•
Solving problems

•
Working with people

e.g. Learners should be able to: make and finish a butt joint; make drawings to scale (application of number)

	1.7* Intended learning outcome(s)

	Learning outcomes may be copied from the written curriculum OR the scheme shown should be used.
	Each outcome should take the form that learners will be able to: [perform a generic task] + [in a specific domain] + [to a specific level (optional)]. Use 1.7.1-1.7.3 below to specify task, domain and level for each learning outcome.

e.g. Learners will be able to: specify beam parameters for a given deflection 

	
	1.7.1 Generic learning task
	See Appendix 1 for example. 

	
	1.7.2 Domain 
	If a vocabulary or topic list is available for 1.3, use the same list here. Otherwise use appropriate words to produce a topic/domain-specific task from the generic task.



	
	1.7.3 Level
	Optional: use this element to specify a standard of performance. This translates the intended learning outcome into a criterion for assessment.


	2. Pedagogic activity and approach

	Field
	What to put here
	Example

	2.1 General approach
	Brief description of the pedagogic approach taken, i.e. any general theoretical or practical models informing the practitioner’s planning. 
	e.g. ‘problem based learning’

See Appendix 2 for examples.

	2.2* Learning task(s)
	As for learning outcomes: use a brief description of each task, or use the given formula and suggested terms. In either case, task(s) should closely match outcome(s) given in 2.1. 
	General format for a learning task = [generic task] + [domain specification]

e.g. Read hand-out on uses of mitre joints
e.g. Practice calculating the area under the curve in the following examples

e.g. Compare extracts (a) and (b): what do they reveal about the characters of Jane and Rochester?


	
	2.2.1 Generic task


	As for 1.7.1 generic learning outcome (see Appendix 1)

	
	2.2.2 Domain


	As for 1.7.2 (modifies the generic task term to give a domain-specific task). Task domain should be very closely related to outcome domain.

	
	Note on task sequence: define tasks in order of presentation. If tasks will not be presented in linear order, provide a flow chart showing parallel and sequential ordering.
	e.g. Read hand-out on mitre joints: receive instruction in using the mitre saw; practice cutting mitres; practice completing joints. 

	2.3 Technique
	Technique to be applied to the learning task(s).
	For some tasks the technique will be obvious from the generic verb (e.g. ‘read’) and this field will be redundant. For others (e.g. ‘discuss’). a range of different techniques may be available and can be defined here. This field is especially useful to define techniques for: social tasks, higher order cognitive tasks, domain specific skills-based tasks, and assessed tasks (see appendix 3). Note that assessed tasks are not defined separately from non-assessed tasks (and see 2.5 below).

e.g. socratic dialogue technique; multiple choice questions

	2.4 Time allocated


	If required, an estimate of time to be allowed for learners to complete the task.
	e.g. 15 minutes

	2.5* Feedback


	Type of feedback on learning task. 
	Tasks can only support learning if there is feedback. Assessed tasks (see appendix 3) are designed to produce formalised outputs and typically to receive a grade as part of their feedback, but are not otherwise different from non-assessed tasks in this respect.

Feedback may be intrinsic, i.e. produced automatically in the process of carrying out a task, or extrinsic i.e. provided in the form of an evaluation on task performance. Choose from:
Intrinsic

•
Observed event

•
System feedback

•
Self-monitoring

Extrinsic

•
Grade

· Verbal feedback

•
Written feedback

•
Other communication

	2.6 Locus of control


	Who directs and performs key aspects of the learning process.
	Several aspects of the learning task can be differentiated by locus of control. 
A learning task may be directed by teacher, peer(s) or self. 

Any integrative task may be performed by teacher, peer(s) or self (in the latter case it becomes a meta-cognitive or ‘learning to learn’ task).

Extrinsic feedback may be provided by teacher, peer(s) or self.
In practice, locus of control may be negotiated, with learners taking increasingly more responsibility for the management of tasks, e.g.:

Online groups encouraged to take responsibility for facilitating discussion

Feedback from peer review supplemented by teacher comments


	3. People involved



	Field
	What to put here
	Example(s)

	3.1* Number of learners
	
	29 in class; 4-5 in learning groups

	3.2 Roles
	Any specific roles and responsibilities of learners in this unit of learning

All professional roles and responsibilities involved in this unit of learning


	All learning activities involve at least one individual – the learner – who is at the centre of the activity. Other learners and professional staff may or may not be involved in supporting that learning.

Core terms: learner, professional
Optional additional terms (e.g.) Learner: mentor, collaborator, co-tutor.  Professional: lecturer, personal tutor, key skills tutor, classroom assistant, technician, librarian, learning designer, mentor… 
Note that the social setting (under environment below) indicates the general role of learners as peers and need not be repeated here. Note also that in social tasks the ‘technique’ may determine specific roles, which again need not be repeated here. 

	3.3 Learner characteristics
	Key learner characteristics likely to have a bearing on choice of appropriate learning activities.
	The Learning Information Protocol (LIP) specification has:

· Accessibility 

· QCL (qualifications, certifications and licenses, i.e. formally recognised indices of prior learning attainment)

· Competency 

The more subjective elements ‘Interests’ and ‘Goals’ could also be included for individual learners.

If there is the possibility of adapting activities to individual learners, there should be a link here to individual records. Otherwise it would be helpful for practitioners to offer an assessment of issues affecting the whole learning cohort and likely to impact on their decisions about learning and teaching (examples below).

	
	3.3.1 Access: issues relating to disability, eligibility, access to services, language capabilities, cognitive, technical and media preferences
	Link to relevant learner records OR assessment on the part of the practitioner,
e.g. Two learners assessed as dyslexic: one has a reader provided by student services: may need more time for written work. Remember to use coloured backgrounds!

	
	3.3.2 QCL: actual attainments of learners in pre-requisite and other courses (compare 1.5): provides indication of likely areas of individual need.
	Link to relevant learner records OR free text assessment on the part of the practitioner,
e.g. Around one quarter of the class has not taken the recommended foundation module: revise key concepts.

	
	3.3.3 Competence: actual prior attainments of learners in key skill areas (compare 1.6).
	Link to relevant learner records OR free text assessment on the part of the practitioner, 
e.g. Previous tutor mentions that learners often need help with basic numeracy skills (measurement, multiplication)


	4. Environment for learning



	The fields in this category can be used to help in planning, i.e. by providing a general indication of what is available in the learning environment. However, it is suggested that they are (also?) used to define the setting(s), tool(s) and resource(s) that are actually chosen in this unit of learning, since these are important aspects of the learning activity. The content of fields 4.1 to 4.4 have implications that are explored in fields 4.5 to 4.7.

	Field
	What to put here
	Example(s)

	4.1* Physical setting
	Where the learning activity takes place.
	See appendix 4 for suggested vocabulary of location types.
It may be necessary to specify an actual location within the given type (e.g. room number, workplace, map reference). Different locations will be associated with specific issues e.g. access, support, which can be assessed in 4.5 to 4.7 below.

	4.2 *Social setting
	Group size and general role of tutor and learners (x-reference to 3.2: specific roles if necessary)
	Suggest selection from:
· Individual activity

· One to one

· One to many (small group)

· One to many (large group)

· Collaborative activity (small group)

· Collaborative activity (large group) 

	4.3*Tool(s)
	All physical and virtual tools (hardware, software, networks) used by practitioners and learners in preparing and carrying out the learning task(s)
	See appendix 5 for suggested vocabulary of tool types.
It may be necessary to further specify a particular tool within this type (e.g. software package and version number, network protocol). Again, different tools will be associated with specific affordances (strengths/weaknesses), technical support requirements, and accessibility issues including ICT skills, which can be assessed in 4.5 to 4.7 below.

	4.4* Resource(s)
	Content resources sourced or designed for use with this learning task
	See Appendix 6 for suggested vocabulary of resource types.
It may be necessary to specify an actual resource that has been sourced or prepared for the session, or keywords may be used to provide appropriate terms for content searches (as with 1.3, making use of any subject-specific vocabularies). Again, different resource types and content will present different accessibility and literacy issues, which can be assessed in 4.5 to 4.7 below.

	4.5 Professional support requirements
	Requirements for supporting staff (e.g. technicians, learning resources staff) arising from fields 4.1-4.4 above.
	Should map closely to 3.2 Roles.
e.g. technician to set up data projector in room ST12.

ICT officer to be available during drop-in session
Media services to transfer transparencies to CD-ROM 

	4.6 Access issues
	Issues relating to access arising from fields 4.1 to 4.4 above.
	Refer to access needs of learners 3.3.1 as well as affordances of the settings, tools and resources defined in 4.1 to 4.4.

	4.7 Functional access issues
	Any learner skills and literacies that may need to be addressed, arising from fields 4.1 to 4.4. above.
	Refer to competences of learners defined in 3.3.3, as well as affordances of the setting, tools and resources defined in 4.1 to 4.4.


Fields 5 and 6 (optional) are intended to provide information to researchers and other practitioners about the actual outcomes of this unit of learning. 
	Field
	What to put here
	Examples

	5. Outcomes for learners

	5.1 Assessment scores
	Grades or other formal assessment outputs for the learner(s) involved
	If available, aggregate or mean assessment scores for module or component

If available, comparative data from other cohorts

	5.2 Learner feedback
	Analysis of feedback from learners
	Outcomes of any evaluation, formal or informal, carried out with learners
Feedback from module evaluation forms, student reps etc

	5.3 Learner observations
	Analysis of any observations made in class
	Report from any observations, formal or informal, carried out during the learning 

Anecdotal evidence from professionals involved



	6. Reflections

	6.1 Aims and priorities
	Main aims of the practitioner in delivering this activty

	

	6.2 Benefits and opportunities
	Assessment of what worked well and/or what the benefits were
	

	6.3 Problems and risks
	Assessment of what worked less well and/or what the risks were

	

	6.4 Advice
	Advice to another practitioner planning to deliver a similar activity or use a similar technology or approach 
	

	6.5 Other reflections
	Any other reflections on the process of planning and delivering this activity, on the outcomes for learners, and on what the practitioner has learned.
	


Appendix 1: Generic learning task

The suggested vocabulary for generic tasks is based on Bloom’s taxonomies of learning outcomes, the Dialog+ vocabulary, and items suggested by the work of the JISC e-learning and pedagogies modelling study under the direction of Chris Fowler. It uses performance verbs which need to be modified by reference to a specific conceptual or competency domain.

Tasks are classified as abstract (primarily interacting with representations); concrete (primarily interacting with real-world objects and events); social (primarily interacting with other people) and integrative (management of learning tasks and processes).

Concrete tasks in turn can be classified as having either a conceptual outcome (i.e. problem-solving, experimentation), or a practical outcome (i.e. practice of skills).

Abstract and concrete tasks are presented as an ordered cycle, based on Kolb’s learning cycle (and roughly following Bloom’s ascending complexity of cognitive tasks). However, this does not imply that practitioners should always order tasks in this way. 

Social tasks are presented as alternative types of interaction rather than stages of a learning cycle. Social tasks may be carried out in support of abstract or concrete tasks, or independently (e.g. where the focus is on acquiring critical, social or interpersonal skills, or on developing learners’ values and attitudes). Where abstract or concrete tasks are carried out in a group setting, some social task is inevitably implied, but it may not be explicitly required. However, it will usually be productive for a teacher to indicate what type of interaction is expected, i.e. whether the focus is on the process of interaction, reaching consensus, or clarifying individual points of view.

In any task, where the skills involved are fairly new to the learner, the practitioner may encourage a focus on the task process with considerable componentisation and scaffolding. This process focus may be supported with integrative tasks (see below) carried out by the learner. Where learners are reasonably competent, the focus is likely to be on the conceptual or practical domain in which the skills are applied, and the integrative tasks are likely to be implicit.
Integrative tasks are necessary to the management of all learning tasks and situations, and are often carried out on behalf of learners by teachers. However, they may be described as ‘meta-cognitive’ when carried out by learners themselves.
Abstract tasks 

· Seek
· question
· hypothesise
· define problem
· scope
· search
· Apprehend

· read

· observe

· listen

· Comprehend

· visualise

· describe

· define 

· summarise

· annotate

· classify 

· select

· organise 

· Apply
· analyse 

· synthesise

· modify/extend

· compare

· distinguish

· specify

· apply (method or technique)

· demonstrate/prove
· calculate/solve

· Evaluate
· assess
· critique
· synthesise
· conclude

· decide 

· Articulate

· write

· speak

· draw

· perform

· recall

· (re)present

Concrete tasks 

To acquire skills (concrete outcome)

· Prepare

· watch

· read

· listen

· receive instruction

· Act 

· practice

· try

· apply technique/protocol

· use instrument/tool

· follow instruction

· Experience 
· see
· hear
· feel
· notice
· receive feedback
· Reflect 
· assess
· (self) evaluate
· critique
· refine
To test a hypothesis or solve a problem (abstract outcome)
· Prepare 
· question
· hypothesise
· define problem
· scope
· review terms and concepts
· (Inter)act 

· investigate

· explore/experiment

· apply technique/protocol

· use instrument/tool

· follow methodology

· Experience
· see
· hear
· feel
· record data
· Reflect
· assess
· analyse
· interpret
· refine concepts
· solve problem, draw conclusions) 

Social tasks

· Participate (focus on the interaction itself)

· communicate

· discuss

· listen

· explain 

· facilitate

· Collaborate (focus on consensual actions or outcomes)

· seek opinions

· express opinions

· reach decisions

· assign tasks

· integrate outcomes
· [any active task conducted collectively]
· Debate (focus on clarifying and developing individual points of view)

· argue

· question

· clarify

· dispute

· support

· evaluate/critique

Integrative tasks 
· Plan

· Decide goals

· Decide tasks

· Plan tasks
· Acquire and manage resources

· Reflect
· Express values/criteria

· Evaluate outcomes against values/criteria 

· Evaluate task performance

· Review goals

· Manage time
Appendix 2: Pedagogic approach

Based on the work of Terry Mayes and Sara de Freitas, the classification scheme defines practice models/approaches as falling into three broad and overlapping areas, drawing on three distinctive theoretical traditions: associative, constructive (individual focus), constructive (social focus) and situative.

Associative approach emphasises 

In learning

· Routines of organised activity

· Clear goals and feedback

· Individualised pathways and routines, matched to prior performance

In teaching

· Task analysis into component units

· Progressive sequences of component-to-composite skills

· Clear instructional approach for each unit

· Highly focused set of objectives, described as learning competencies.

In assessment

· Accurate reproduction of knowledge or skill 

· Component performance

Constructive approach emphasises

In learning

· Conceptual development through integration of ideas

· Ill-structured problems

· Opportunities for reflection 

· Ownership of the task

In teaching

· Provide interactive environments and appropriate challenges

· Encourage experimentation and the discovery of broad principles

· Coach and model thinking skills

· Frame learning outcomes in meta-cognitive terms to encourage the development of autonomy

In assessment

· Conceptual understanding (applied knowledge and skills)

· Extended performance

· Processes as well as outcomes

· Crediting varieties of excellence

· Development of self- and peer-evaluation skills

Situative approach emphasises

In learning

· Participation in social practices of enquiry and learning

· Development of identities as capable and confident learners

· Development of learning relationships

In teaching

· Creating safe environments for participation

· Supporting development of identities

· Facilitating learning dialogues and relationships

In assessment

· Crediting participation

· Extended performance

· Authenticity of practice

· Involving peers

Different pedagogic approaches i.e. distinct accounts of how teaching ought to be organised to achieve learning gains, can be classified within these three broad approaches. There will always be overlap and disagreement over specific theoretical commitments, and in any case these approaches do not represent mutually exclusive instances but rather clusters of different features. For this reason the approaches are offered as an illustrative set of examples (extensible and replaceable) rather than a vocabulary. 

Each approach is illustrated in the mapping tables with a use case or activity flow to indicate how this approach might translate into learning and teaching activity (but note that sequence of activities is not in itself sufficient to distinguish many approaches to teaching, and of course there are many alternative approaches not illustrated here…).

Associative

· guided instruction (progressive acquisition of component skills or concepts),

· Instructional Systems Design (and associated protocols)

· drill and practice

· (computer-based) training

Constructive (individual focus)

· cognitive scaffolding

· anchored instruction

· reciprocal teaching

· goal-based scenarios

· constructivist learning environments

· problem-based learning

· case-based learning

· experiential learning

· research

Constructive (social focus)

· cognitive apprenticeship

· dialogue

· argumentation

·  (computer-supported) collaborative learning

Situative

· Apprenticeship

· (Legitimate peripheral) participation

· Situated learning

· Critical reflection

· Professional development

· Work-based learning

· (computer-supported) collaborative learning

Appendix 3: Technique

For many tasks the ‘technique’ will be obvious from the generic verb (e.g. read, write, listen). For others, however, a range of different techniques or protocols will be available and it may be particularly beneficial to practitioners to have these different techniques identified. This is especially true of:

· domain specific (inter)actions and applications (e.g. use of specific tools and  methodologies) – free text OR apply/develop domain-specific vocabularies

· higher-order cognitive tasks – development needed, for example drawing on mind-mapping and learning psychology literature for key terms
· social tasks – need to be structured: see suggested vocabulary in Appendix 3

· assessed tasks – structured to produced specific kinds of output for assessment: see suggested vocabulary in Appendix 3.

Techniques for structuring social tasks

Not a controlled vocabulary but an extensible list of exemplars.

Communication (focus on process of interaction)

· Fishbowl technique

· Unstructured discussion

· Turns

· Pair dialogues

Collaboration (focus on consensual outcomes)

· Snowball

· Rounds

· Buzz words

· Focus group

· Syndicate

Debate (focus on developing individual point of view)

· Role play

· Structured debate

· Question and answer

· Advocacy

· Workshop

· Crit


Techniques for formal assessment

· MCQ

· question and answer

· problem

· drill/exercise

· practical test

· observation

· portfolio

· reflective log

· process capture

· criticism/evaluation/review

· essay

· project

· assignment

· report

· other

Appendix 4: physical setting

· General class setting

· class room

· lecture room

· seminar room

· tutorial room

· Specialised class setting

· computer laboratory
· chemistry laboratory
· physics laboratory

· biology laboratory

· language laboratory

· other laboratory
· Personal study setting

· home study
· library
· learning resource centre
· Non-class settting

· workplace

· field

· other

Appendix 5: tool

The suggested structured vocabulary is derived from the Dialog+ taxonomy with use of terms from the SeSDL taxonomy of educational technology.

Ideally each item in this vocabulary would be mapped to a list of affordances (strengths/weaknesses) and accessibility issues relevant to the use of this technology. Items are generic: specific examples are needed in each case to make this a practical tool for decision making the taxonomy will also need continual updating and maintenance. Practitioners can then map the affordances and accessibility of different tools to learner needs and preferences, as well as to the demands of different tasks.

Alternatively the tools taxonomy can be used to help design an integrated environment for learning, where the focus is on learner autonomy rather than directed tasks.

Narrative tools (receptive)
· Electronic whiteboard

· Data projector

· Mobile device
· Mobile phone (text facility)

· Mobile phone (audio facility)

· PDA
· TV/video/DVD player

· Audio player

· Computer with:

· Web browser

· Media player

· Text viewer (e.g. Word)
· Text recognition software
· Powerpoint (viewer)

· Other user interface
All the above are used to receive specific types of content-based resource (see Appendix 6)
Narrative tools (productive)

· Image capture device

· Video capture device

· Audio capture device

· Broadcast technology

· Computer with:

· Graphic design software

· Video editing software

· Audio editing software

· Text processor

· Powerpoint

· Web authoring software

· Video/audio streaming

· Other design and authoring software
All of the above are used to produce specific types of content-based outcome, which may be used for assessment, and may also iteratively be used as a resource for further learning.

Productive tools

· Calculator

· Computer with: 

· Data analysis software

· Textual analysis software

· Image/video analysis software

· CAD software

· Spreadsheet

· Compilers and programming languages

· Mind-mapping software (e.g. mindjet, Kar2ouche, Elicitation engine)

· Annotation software (e.g. QMP, functions in Word)

Interactive tools

· Networked computer with access to:

· Search engine

· Library

· Gateway/portal

· Database

Adaptive tools
· Computer with:

· Model

· Simulation

· Virtual world

· Virtual laboratory (e.g. virtual microscope etc)
· Computer-based instrumentation (e.g. accessed over internet)

· Microscope

· Telescope
· Other

Communicative tools (synchronous)
· Networked computer with access to:

· internet chat 

· instant messaging 

· chat and scribe

· audio conferencing 

· videoconferencing 

· application sharing

· Mobile device

· voting tool 

· mobile phone

· PDA

· Shared electronic whiteboard 

Communicative tools (asynchronous)
· Networked computer with access to:

· email

· discussion board

· file sharing

· knowledge garden/wiki

· argumentation tool

Integrative tools (not in original Dialog+ classification)
· Computer system with:

· Task management tool

· Project management tool

· Calendar tool

· Learner tracking

· Learning design tool

· Reflective tool

· Quiz tool

· Virtual learning environment

· (component tools as above)
· Portfolio/reflective log

· (component tools as above)

· Computer assisted assessment system

· (component tools as above)
Appendix 6: resource type

Vocabularies consulted: The DCMI Type Vocabulary, BET and UK LOM Core make no distinction between the media in which a resource is recorded and delivered and the cultural type of that resource. Of course there are specific cultural types associated with print or the moving image, but the mapping of one to the other is not direct: libraries may include many different types of media. When web pages and computer-based learning packages are considered, which typically contain textual, graphic and interactive elements, it becomes still more important to distinguish the type of resource from the specific medium of delivery.

Dialog+ and the SeSDL taxonomy provide structured representations which take into account both medium and type/purpose of resources. They have been drawn on for the following structured vocabulary, as has the work of Littlejohn and McGill.

· Text

· Book

· Chapter

· Journal article

· Case study

· Report

· Reference

· Dictionary

· Thesaurus

· Glossary

· Bibliography

· Index

· FAQ

· Image

· photograph

· drawing

· painting

· diagram 

· graph/figure

· Moving image

· Sound

· 
Performance

· Lecture/presentation

· Demonstration

· Role-play

· Discussion

· Interactive resource

· Software

· Simulation/microworld

· Model

· Toolkit

· Questions and tests (see separate vocabulary)

· Collection

· Journal/collection/conference proceedings

· Archive

· Dataset

· Portal/gateway

· Wiki

· Integrated/mixed:

· Resource pack

· Courseware

· Online tutorial

References

The RDN/LTSN UK LOM application profile is available at http://www.rdn.ac.uk/publications/rdn-ltsn/ap/.

Vocabularies referenced in this document:

· The 'RDNLTSNType' list, documented at http://www.rdn.ac.uk/publications/rdn-ltsn/types/
· The 'DCMIType' list, documented at http://dublincore.org/documents/dcmi-type-vocabulary/ 

· The 'UKEL' (UK Educational Levels) list, documented at http://www.ukoln.ac.uk/metadata/education/ukel/.

· The 'UKEC' (UK Educational Contexts) list, documented at http://www.ukoln.ac.uk/metadata/education/ukec/
The Scottish Educational Staff Development Library educational taxonomy is available at http://www.sesdl.scotcit.ac.uk/taxonomy.

Vocabularies referenced in this document:

· The SeSDL Taxonomy (subject) is documented at: http://www.sesdl.scotcit.ac.uk/taxonomy/subject.html
· The SeSDL Taxonomy (educational technology) is documented at: http://www.sesdl.scotcit.ac.uk/taxonomy/ed_tech.html
· The SeSDL Taxonomy (resource types) is documented at: http://www.sesdl.scotcit.ac.uk/taxonomy/resources.html
The Accessibility metadata initiative is referenced at: http://www.techdis.ac.uk/metadata/
The Learner characteristics interoperability framework is referenced at: http://www.techdis.ac.uk/metadata/
The IMS project and the international standards and specifications associated with it can be found at http://www.imsproject.org
IMS competency definitions: http://www.imsglobal.org/learningdesign/competencies/index.cfm
IMS Learning Design Best Practice Guide: http://www.imsglobal.org/learningdesign/ldv1p0/imsld_bestv1p0.html
IMS Learning Object Metadata version 1.3: http://www.imsglobal.org/metadata/index.cfm#version1.3
The Dialog+ taxonomy project (unpublished findings): from the author Grainne Conole

